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Doar Reate™

The broad spectrum covered by this title
makes it necessary to specify the field
covered by the various authors’ contribu-
tions to this issue of CEDEFOP’s Voca-
tional Training Bulletin. Starting from the
idea that the issues in technical and voca-
tional education differ greatly depending
on whether they relate to secondary or
higher education, our focus will be the
various forms which this type of second-
ary education takes in the different EEC
Member States.

Drawing up arelatively complete descrip-
tive table of the architecture of the initial
vocational education “systems” contain-
ing these various streams is not enough to
show the interconnections between the
various components of this architecture,
their respective status, their use, the opera-
tion of the system and its relationships
with the labour market. These components
are essential if we are to find out more
about national systems, the economic, so-
cial and cultural factors which have shaped
them and their impact on the construction
of qualifications at the various levels.

The main types of technical and voca-
tional education are similar in all the EEC
Member States: technical education which
tends to mirror the way in which the edu-
cational system operates and is therefore
of a “school” type, vocational training
schools which offer practical training in
workshops and/or enterprise and learning
by alternance. Their role and status differ
within each country and from country to
country.

Looking at the use of these different types
of training, itis evident that training routes
of the “school” type are the most wide-
spread in some Member States, while oth-
ers place more emphasis on routes involv-
ing alternance training. These differences,
shaped by the cultural, economic and so-
cial history of Member States, determine
the characteristics of new jobseekers which
have to be related to labour markets -
themselves anchored in a social context.
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The question of the interface between tech-
nical and vocational education (or even
initial education as a whole) and the labour
market is becoming crucial at a time when
the construction of Europe is making it
necessary to reorganize labour markets
and their European dimension. As the
Commission’s Memorandum on training
for the 1990s points out: “...., while the
establishment of a single European labour
market may not be possible immediately,
qualifications will have to be assessed
from a European point of view in many
professional fields ....”".

It is thus becoming very important to pro-
vide decision-makers with information
which takes account of a number of points
of view and places systems in their social
context, highlighting the contradictions
which they may contain. ALL those in-
volved alsoneed to be informed of innova-
tions in the organization and operation of
systems and in training practices in the
various Member States so that they can
analyse whether transfers are feasible and
whatconditions are needed for these trans-
fers. Support must also be given for the
development of transnational networks
paving the way for a culture facilitating
exchanges of information and experience
among Member States.

1. In overall terms, the architecture of
initial training systems is designed to meet
economic and social needs in the short,
mediumand long term. The various strands
are therefore supposed to produce, in a
complementary way, the various types and
levels of training corresponding to these
needs, bearing in mind, however, that ad-
justments of the match between training
and employment are no longer possible
because of the changes which have taken
place in the organization of labour and the
development of the qualifications needed
for work.

Continual shifts in demand place constant
stress on training systems and make it
necessary for them to occupy new posi-
tions without it always being possible for
all of these strands to keep to a comple-
mentary approach. There is also some
“competition” between strands, dictated
by changes in demand, which prevents
some of these strands from playing their
specific role and leads to contradictions
within the system itself.
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B How are these complementary links
between strands built up in the various
training systems in the various Member
States? What are the contradictions which
can be pinpointed today and what regula-
tion mechanisms are used to manage these
contradictions?

B How can existing structures be devel-
oped so that they are better able to meet the
short, medium and long term needs of the
economy, of individuals and of society as
a whole?

2. Technical and vocational education
streams have a crucial role to play in pro-
viding young people with training and
qualifications at all levels, but are seen in
some countries as “paths towards failure”.
If this is the case, the status which society
gives them must be upgraded so that they
become “paths towards success” and pro-
vide genuine help with integration.

How can this upgrading operation be car-
ried out, bearing in mind that these percep-
tions have their roots in cultural, social and
economic history at the level of both soci-
ety and individuals?

3. The relationship between central, re-
gional and local levels is a particularly
important factor in understanding the op-
eration of training systems and the ways in
which this operation is changing. This
development raises important questions in
the area of margins of autonomy in the
management of establishments and in the
formulation of training programmes, job
and skill description and the recognition of
diplomas. The local level provides a good
forum for the State, local authorities, en-
terprises and training establishments to
come together at a time when partnerships
between these various protagonists are vi-
tal.

B How are links nowadays being forged
between these levels in the areas of plan-
ning, management and supervision of train-
ing in the various Member States? What
role do the social partners play in forging
these links?

B Whatinnovative methods of organiza-
tion based on the initiative and autonomy
of establishments already exist at local
level making it possible to set up projects
mirroring society?
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4. Most Member States have made con-
siderable efforts to improve the quality
and competitiveness of these streams with
respect to general education streams. This
has already led to some innovations in
terms of organization and teaching prac-
tices which need to be compared and con-
trasted.

B What are these innovations? What im-
pact do they have on the operation of
systems and on the ability of these systems
to meet the expectations of enterprise and
individuals?

B What contribution does research into
educational science actually make to prob-
lems of training innovation and how are its
results disseminated?

5. Professional experience has a crucial
role to play in the social integration to
which vocational training also contrib-
utes. Work is becoming less and less manual
and qualifications which increasingly re-
quire a broader range of initial vocational
skills and method abilities are developing
and making it necessary to include compo-
nents of general education in vocational
training with the result that vocational
training is having to work on cognitive
aspects and abstract reasoning abilities.
The boundaries between general educa-
tion, vocational training and professional
experience are becoming more flexible,
with each taking ideas from one another
and looking for new ways of relating to
one another. However, the construction of
new routes raises the problems of
compartmentalization which have beset
education, training and employment and
requires new ways of thinking about the
ways in which they operate.

B What methods are being used to inte-
grate the theoretical and practical ap-
proaches? What methods can be used for
and what are the limits on closer links
between training and production, bearing
inmind thata simple mechanism matching
supply and demand is no longer appropri-
ate?

B In what way can the specific role of
technical and vocational education and its
content now be defined?

6. The organization and implementation
of technical and vocational education are

based for the most parton the initiative and
thus the degree of autonomy of those in
charge of establishments. They also de-
pend on a whole range of partners in-
volved at policy-making and general ad-
ministrative levels: planners at all levels,
specialists in the formulation of pro-
grammes and options, educational science
researchers. The key partners in the devel-
opment of practices are, however, teachers
and trainers, including those trainers who
dispense training in a working situation as
part of alternance systems.

On the one hand, full-time teachers of
techniques and job skills are faced with the
problem of maintaining their professional
skills because of their remoteness from the
production world; on the other hand, the
fact that teachers’ salaries are not very
attractive in comparison with salaries in
enterprise means that people are moving
out of teaching and/or numbers coming
into the profession are decreasing.

In the case of production staff who take on
training duties, economic imperatives gen-
erally make it difficult for them to attend
continuing training and upgrade their teach-
ing skills.

Finally, coordination between practical
training in enterprise and theoretical train-
ing in school is a key factor if alternance is
to be made to work.

B What methods and resources are being
used to provide continuing training which
meets the particular needs of different types
of trainers? In this respect, what methods
can be used to provide for reciprocal ex-
changes between schools and enterprise?

7. The action programmes of the Commis-
sion of the European Communities, espe-
cially PETRA, while recognizing this sub-
sidiary principle, aim to develop training
systems and more equal opportunities for
all people as part of the creation of a
European skill bank.

The development of resources to monitor
changes in qualifications, support for ex-
perimental approaches which forge closer
links between training and industry and
the establishment of partnerships between
training institutions, enterprise, associa-
tions and teachers are essential to the de-
velopment of systems in the same way as

the strengthening of a culture of networks
for the exchange of information and expe-
rience among EEC Member States which
also introduces a European dimension.

Disseminating the results of these pro-
grammes and making use of the capital of
innovation which they contain are of cru-
cial importance.

The editorial staff

1 Cf.COM (91) 397 final, Brussels, December 1991,
p-11.
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The future for skilled workers

CEDEFOP: An analysis of the number of
young people who have passed through
the initial vocational training systems in
Germany reveals the vast capacity of those
systems to produce skilled workers. Given
the growing aspirations of young people in
almost every country in Europe, do you
think that this capacity can be maintained?

B. Lutz: The dual system in Germany is
effective because of the very specific struc-
ture of the job markets it supplies. These
are sectoral labour markets, on which
jobseekers - future employees - are at the
same time the skill providers. In market
theory it is a very unusual situation, a
factor that becomes increasingly clear and
marked as the training becomes more de-
manding.

The particular workings and equilibrium
of a sectoral labour market pose no prob-
lems where training is relatively cheap, as
in the craft trades, where net training costs
are nil or negative in that expenditure on
training is more or less offset, or even
more than paid for, by the work that ap-
prentices do.

On the other hand, with training for
industrial workers - which, after all, is the
heart of the German dual system - net
training costs are very high: they have
been put at DM 80,000 per future skilled
worker. Moreover, this expenditure, this
investment, is made in an “extremely

Burkart
Lutz

was Managing
Director of the
Institut fiir
sozialwissen-
schaftliche
Forschung in Munich from 1965 to
1990. Since 1990 has been Research
Director at the same Institute.
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volatile product”, since there can be no
statutory guarantee that a former appren-
tice can continue to work for the same
company. Employers, then, invest very
heavily ina‘“volatile product” whichis not
economically profitable, i.e. sustainable in
the long term, unless the market is fairly
well balanced, unless future employers
supply a sufficient number of young peo-
ple whom they have trained, and unless
there is a structural balance between
training and the demand for trained work-
ers.

Since the jobs done by industrial workers
traditionally carry the highest status among
those accessible to the “sons of the peo-
ple”, up to now this equilibrium has been
fairly easy to achieve. Industry - and this is
one of the strong points of German indus-
try - has established a fairly unusual selec-
tion procedure to screen the “best off-
spring of the people” and attract them into
skilled trades.

Today, after 40 years of economic expan-
sion, prosperity and democracy, the
“brightest” children go to the more aca-
demic schools and then on to university
almost in the same percentage as middle
class children. This has atone and the same
time brought about a structured quantita-
tive and qualitative decline in those com-
ing forward to train as skilled workers for
industry. Another reason for the decline in
numbers has also been the falling birth
rate.

In Germany, for some time this trend has
been masked by the arrival of the last peak
intakes, corresponding to the generations
born in the late 1950s or early 1960s when
there was a remarkable baby boom. In all
probability, though, this will be the last
population boom in German history. In the
1970s, due to an astute policy, many of
these young people were channelled to-
wards vocational training.

Today, the number of young people is
falling sharply; academic secondary

schools still have plenty of space and the
public realize that it is less profitable to
embark on vocational training than to go to
upper secondary school and thence to uni-
versity. The net financial and non-finan-
cial benefits of the pay structure achieved
via the secondary education-university-
employment route are still greater than
those achieved via the alternative path:
leaving school early, taking up an appren-
ticeship and becoming a skilled industrial
worker. We are therefore facing what I
believe will be an irreversible, long-term
shortage of high-profile applicants for train-
ing as skilled shopfloor workers.

Here we see just how fragile the labour
markets are as regards this type of skill: if
leading industrial firms find that training
is suffering from a quantitative and quali-
tative decline in applicants, they will prob-
ably relax their training efforts and meet
their needs by taking on young people who
are ready-trained. If such a practice were
to take hold, the job markets would close
down immediately - just as in the financial
markets when a point of imbalance is
reached the entire market structure col-
lapses. And if I speak of the imminent
demise of the dual system it is because
today I see all the early signs of a rift
between the labour markets and the train-
ing market for skilled industrial workers.

But this will not fundamentally affect the
other strands of vocational training in the
dual system. ] am thinking in particular of
the craft trades, where there is far greater
elasticity (craftfirms can choose to train or
not to train because there is no special
structure to be set up), and of the training
programmes for commerce, which will
probably be even more closely linked to
university studies.

The sequence of practical and university
education will continue to be very attrac-
tive for young people and employers. What
is at risk is the “hard core”, i.e. the indus-
trial trades. This is all the more serious in
that training for industrial trades has al-
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ways been simultaneously the training
ground for most technical employees. All
master craftsmen and technicians in the
Federal Republic, and even a significant
percentage of engineers, began by training
for a shopfloor trade.

CEDEFOP: What then are the prevailing
trends, and how do you see the future of the
dual system and the structure of work?

B. Lutz: First of all, I refuse to talk about
trends. What T foresee is a break in the
present pattern, but I have no idea how
German industry and its education and
training system will react. There are a
number of possibilities or scenarios, in-
cluding a certain tendency towards longer
education (although I do not think this is
very likely). A second scenario is one in
which there is wider recourse to immi-
grants, giving them training and securing
their loyalty by offering them contracts
that bind them more closely to the em-
ployer.

There will no doubt also be an attempt to
rethink the relationship between workforce
training and general education, and to dif-
ferentiate within the various strands of
skill training. Up to now, for example, we
have always lumped the metallurgical and
electrical trades together. Today, a clear-
cutdifference is beginning toemerge: train-
ing courses for the electrical and electronic
trades are being preceded by a “Realschule™
type of education, and most young appren-
tices for skilled trades in the electrical
industry have already completed their in-
termediate-level schooling. This is not the
case with the metallurgical trades. Young
people who have gone through intermedi-
ate-level schooling, i.e. 10 years’ school,
no longer want to go into metallurgical
trades, which are seen as “low status”, “not
intellectually demanding”, “not scientific
enough”. If they do go into these trades,
once their training has been completed
they begin studying to become an engi-
neer. In other words, they are using ap-
prenticeship as an intermediate stage in a
longer programme of training.

The question is whether industry will man-
age to attract young people with a higher
level of school education not only into
training programmes but also into careers

as skilled workers in the metallurgical
industry. I do not know what adjustments
will be necessary, whether things will have
to be changed in terms of job categories,
remuneration or working hours in this in-
dustry to make careers there more attrac-
tive for young people (even those holding
a university entrance certificate). Herein
lies the key question, but these are just
trends: there will be a break and a need for
fundamental restructuring. Thatis all 1 can
say.

CEDEFOP: But in any case we are wit-
nessing a restructuring of working pat-
terns. The shopfloor worker has lost his
traditional status, and one often has the
impression that when we talk about a skilled
worker today, what we are thinking about
is the skilled worker of 50 years ago. And
vet their profile has changed.

B. Lutz: I don’t think so. I have always
been struck by the cultural continuity of
skilled shopfloor trades. There have
sometimes been changes in practice, with
a shift from the physical handling of mate-
rials to the supervision and control of ma-
chines, but the unity and consistency of the
trade and skill remain. And the fact is that
today, far more than in the past, a worker’s
expertise has arational character, although
that rationality is different from the ana-
Iytical logic of engineers and scientists.
This far more intuitive and situation-re-
lated rationalism is always part of the
worker’s skill, and the knowledge it en-
tails is based on experience rather than
learning.

The skilled shopfloor worker has always
seen himself as different from the crafts-
man who produces things with his hands:
he has always had a very technical vision
of the processes in which he is involved,
which he manages, dominates and con-
trols.

This kind of overall vision has given him
a great ability to arrive at highly reliable
conclusions very quickly in the light of
disparate, inadequate or incomplete data.
This rationality, this special approach, has
been an integral part of the worker’s cul-
ture, but it is growing in importance as
mechanization and automation do away
with the need for the direct handling of

tools or workpieces. The big question as to
workers’ skills in the future is precisely
how to retain this factor now that it is
threatened by the introduction of informa-
tion technology as an interface. That is
what we are trying to define, albeit provi-
sionally, by bringing together knowledge
that has been taught and knowledge ac-
quired through experience. The essence of
the worker’s skill is experience-acquired
knowledge, and it has not been achieved
by applying the kind of scientific knowl-
edge that might be taught at school. If you
talk to workers today about a very modern
piece of equipment (NC machines, for
example), they would explain that to do a
good job with this machine you need a
clear idea of what is going on inside, for
example to sense the head of the milling
machine and feel how it moves through the
workpiece. They touch the machine, they
listen to it, they have a whole range of
sensors which bring this vision to life. One
of the big questions facing us today is to
know how to re-create this same vision in
ahighly automated and interfaced situation.

The important thing is that this central
component - now more central than ever
before - of a skilled worker’s expertise
cannot be learned at school. It cannot be
taught; it has to be created and re-created
through practice in doing the job. ALL that
training or education can do is to support
and encourage this process, but they can-
not be a substitute. I would go so far as
saying that even the engineering trades
would be at risk if their vocational basis -
traditional in Germany - were to disappear
and if there were to be a move towards
putting industrial practice on a more scien-
tific basis.

CEDEFOP: Even so, the sum of knowl-
edge needed to become a skilled worker
today is probably far closer to what, 50
vears ago, used to be the domain of the
technician. If this is so, has this develop-
ment been taken into account in training
paths?

B. Lutz: There has certainly been a proc-
ess of change in Germany, a slow evolu-
tion which has been speeded up recently
with the reform of the metallurgical and
electrical trades. It is clear that the knowl-
edge and expertise content of workers’
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training has increased, but that there has
been no basic change in the very structure
of this skill. Otherwise, workers would be
“semi-engineers”. The essential compo-
nent of workers’ training in Germany is in
fact training in how to accumulate knowl-
edge through experience, and this calls for
teaching methods that differ fundamen-
tally from those used at school.

At school, the main aim is to make pupils
assimilate knowledge and, ultimately, itis
the teacher who carries the responsibility
for success. And yet one of the strengths of
the apprenticeship system in Germany,
one of the reasons why it has such a low
failure rate (compared with the very high
failure rate in similar school-based train-
ing programmes in other countries), is that
right from the start apprenticeship has a
kind of in-built conditioning, the responsi-
bility for success being placed firmly on
the trainee. From the word go, trainees
learn that they must learn. No one tells
them in so many words, but the whole
climate of the apprenticeship centre brings
it home to them that their success depends
on them.

Today the key problem is that the social
conditions allowing for this conditioning
and transfer of responsibility to the ap-
prentice, and also the social conditions
providing the impetus to acquire experi-
ence, are disappearing and, as they disap-
pear, may well take with them the compo-
nent parts of the workers’” apprenticeship
and expertise. Faced with competition and
the lure of the traditional secondary school/
university training route, apprenticeshipis
no longer so attractive.

The main question is whether Germany
and the other industrialized countries will,
in a completely different social context,
succeed in recreating the conditions for
learning a trade and for the gradual acqui-
sition of job skills, on a par with what used
to be the industrial training of workers for
the “brightestchildren of the people”. When
the son of an agricultural worker, a la-
bourer or a semi-skilled worker in a large
firm had ambition, his best chance was to
join the apprenticeship centre in his fa-
ther’s place of employment in order to
become a skilled worker. And one of the
reasons for the relative success of German
industry compared with French industry,
which started offin a better position, is that

Vocational training 2/1992

it was more successful in attracting the
“brightest sons of the people”. In France, it
was the army, the civil service and teach-
ing thatexercised the greater attraction. As
a result, the recruitment of primary teach-
ers in France - which was both very elitist
and very democratic - was directed at the
same “target group” as was the recruit-
ment of skilled workers in Germany, with
a view to producing master craftsmen,
foremen, head foremen, technicians and
even engineers.

Today we have created far better struc-
tures of social equality and equality of
opportunity superior than those of the 19th
century, but the key question for the future
of European industry is whether we will be
able to recreate the training schemes and
vocational careers equivalent to what we
had in the past. It may be that a university
education will be needed, but I would not
rule out a new dual system which com-
bines part of a worker’s training and part of
an engineer’s training to achieve some-
thing new, a kind of “industrial elite”,
perhaps less numerous than in the past but
whose role in the economy would be cru-
cial to economic wellbeing, and with com-
pletely different promotion and career path-
ways.

The social division of labour between the
engineer and the skilled worker can no
longer be justified. It was justified in a
class-based society, but happily this di-
vide has largely disappeared. There will
have to be a new approach to the structur-
ing of industrial trades and the division of
labour, where structuring will undoubt-
edly be both horizontal and vertical, voca-
tional and hierarchical, and very different
from what has existed until now.

My main concern is that, in order to move
ahead in this direction, a timescale vision
spanning at least one generation will be
required. In other words, we must look
much farther than the perspectives and
horizons to which industrialists and the
body politic have been accustomed. When
you talk to German industrialists today,
they explain that they have “plenty of
skilled workers”. When you reply “yes,
thatis true, because in the mid-70s a politi-
cal decision was taken which gave you
almostasurplus. Buttake acloserlook and
you will see that this is the last generation
of skilled workers. They may be young
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today, but every year they are one year
older and in 25 years they will probably
have left active employment. You need to
concern yourselves today about a new
intake, because the way things happened
in the past will not happen again, the
‘pipelines’ are empty. Just look at your
apprenticeship centres.” To which they
reply, “Yes, you’re right, the pipeline is
empty, but in 25 years’ time, the Japanese
etc. etc..., and in any case, I'll no longer be
working.”

Therein lies the real problem: as far as
industrial skills are concerned, we are inan
impasse.

CEDEFOP: How do you currently see the
question of the governability of education
and training systems?

B. Lutz: Therein lies a major problem, if
one accepts that the education and training
system is not merely a sub-contracting
supplier to the economy. The highly reas-
suring vision of the economy held by edu-
cators, which led them to say “we are sub-
contractors, where the demand leads we
must follow, and our responsibility is to
keep abreastof current requirements” is no
longer tenable, not only because it is diffi-
cult to grasp what these “current require-
ments” are, but also because this is a nar-
row vision of the true role of education and
training.

Nowadays, we know (and CEDEFOP has
done much to publicize the discoveries)
that the education and training system has
avery constructive input to the structure of
employment, and that the needs of the
economy reflect not only internal proc-
esses of growth, mechanization, automa-
tion, etc., but also the existing labour sup-
ply and former manpower skill structures.

At the same time, there is an interaction in
another direction, because the behaviour
of pupils and their families, the training
paths they choose and those they reject,
reflect a perception of the structure of jobs
and the opportunities created by the pos-
session of a diploma. Parents and pupils,
albeit belatedly and with some uncertainty
due to the lack of information, react ration-
ally to the opportunities for making use of
their training in the job hierarchy. If there
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are marked differences in pay scales based
on the duration of school education, it is
clear that everyone will try to have as
much schooling as possible. That is only
logical.

Youcan, then, legitimately speak of a two-
way reaction. The education and training
system, through the structure of the skills
and aspirations of the young people whom
it places on the job market, is forcing
employers to change. In other words, edu-
cational policy is, with some delay, shap-
ing the structure of jobs. But the job struc-
ture creates a social demand for education
which is not something abstract (it is a
reflection of the structures of employment).
Yet this interaction takes place vialengthy
mechanisms; reactions are not instantane-
ous but delayed, though by how much is
not very clear, since time is a difficult
factor to pin down in economic and social
sciences.

The timescales involved will probably be
longer than a generation, i.e. over 25 or 30
years. But the mechanisms are already
operating today and long-term forces have
begun; at present there is nobody, either in
the private economy (not even industrial-
ists with vision) or in public policy respon-
sible for the education or training system,
able to think and act within such
timeframes. There is, therefore, a very
serious problem of governability.

In what I perceive to be a break with the
past, where processes that have functioned
for a century no longer do so, a number of
mechanisms for the distribution and allo-
cation of manpower will no longer reflect
real life. At that point, the problem of non-
governability, the failure to control dy-
namic changes in both job structures and
the education and training system, will
become acute.

CEDEFOP: We are all aware of the diffi-
culties facing those responsible for plan-
ning education and training, given the
lack of reliable data. How can this prob-
lem be solved?

B. Lutz: I believe that what we lack are the
basic data to make sound forecasts, and
what is even more amazing is that nobody
asks us for them. If there were a demand,

a real need for forecasting from political
leaders, the political apparatus or the cap-
tains of industry, the research would have
the resources it needs.

Butthe resources are not there, because the
decision-makers are fobbed off with reas-
suring but dubious “gimmicks”.

Political leaders think in terms of four
years, and the industrial world is proud of
the fact that it works on the basis of capital
investment payback periods of eight to
twelve years. Anything beyond twelve
years is way into the future, like the fa-
mous “factory of the future”. And yet half
the people who will man that factory of the
future are already in place today and the
other 50% will be recruited, trained, in-
stalled and socialized by those already
there. If one thinks in terms of manpower
numbers, job structures and social man-
power structures, then 20 years is just
around the corner, not some distant future
which should not unduly concern us.

Soitisthis inability to take the longer-term
view that is the key factor in the non-
governability of the systems, and I foresee
dramatic upheavals which may cost us
very dear.

CEDEFOP: As a result of the work you
have done in various countries, particu-
larly France, you can obviously make com-
parisons of specific questions. Are the prob-
lems you are now encountering in Ger-
many completely different from those fac-
ing France?

B. Lutz: Ever since the first comparative
studies of France and Germany I have
always taken the view that the best and the
most productive working assumption was
to say that France was one generation
ahead of Germany, that the two were basi-
cally following the same path albeit with
some differences.

All things considered, the fundamental
problems are the same in France as in
Germany.

To some extent, what is happening today
in Germany is very similar to what hap-
pened in France after the Second World
War.

You have to remember that, at the end of
the war, France had a very good system of
vocational training, and was setting up a
system which, in many ways, was much
more modern and effective than the Ger-
man system at the time (even though its
intake capacity was limited). So what hap-
pened in France in the 1950s - the sudden
decline of an entire system of highly inno-
vative vocational training, with people
volontarily opting for vocational training
in the post-war years - largely foreshad-
owed what is now happening in Germany.
And it would be wrong to criticize the
attempts now being made in France to
regraft the teaching of vocational skills
onto its education system, dominated as it
is by the teaching of general academic
subjects. I think it would be in Germany’s
interests to look very closely at what is
now happening in France with the Brevet
technique supérieur (technical diploma).
That really should be a lesson for Ger-
many.

In practice, things are very complicated:
how do youreconcile an open-ended teach-
ing system, designed to appeal to the entire
social spectrum, with the acquisition of
vocational expertise? This is a question to
which nobody can give a definitive an-
swer.

We are now moving very much into a
period of trial and error, where even the
setbacks of others may be extremely salu-
tary for everyone.

CEDEFOP: What can Europe do?

B. Lutz: Above all, Europe can expand its
capability forcomparative analysis of these
experiences, their success and failure. Eu-
rope must be able to manage diversity and
resist any attempts, no matter how appeal-
ing, to find a miracle cure that can be
imposed on everybody.

It will be far harder than we think to
emerge from the present crisis, and every-
thing that adds to the capacity to observe
processes and assess current experiments
will be extremely helpful.

|
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Contradictions in technical and
vocational education: the outlook

The fascination and ambi-
guity of a borderline area

On the eve of the Single European Market
and with the prospect of major interna-
tional economic policy changes at the end
of the century, today technical and voca-
tional education is going through a period
of substantial innovation and reform in
which its effectiveness, operating meth-
ods and role are under challenge.

This evolution reflects the great changes
in social and industrial structures now tak-

Paolo
Garonna

Assistant
Director for
Education,
Work, Employ-
ment and Social
Affairs, Organization for Economic
and Social Development, Paris.

Vocational training 2/1992

ing place and expected in the future. There
isadeep-rooted, widespread belief that the
management and development of human
resources are among the most important
fields for action in attempts to remove the
structural obstacles to development and
employment, and that technical and voca-
tional education has a fundamental role to
play in this context.

Itis, then, invaluable to embark on system-
atic in-depth monitoring and evaluation of
existing processes, both national and in-
ternational. We need to have reliable, com-
parable, statistical data, to prepare rigor-
ous analytical frameworks and to develop
methods of evaluation. In this task, the
stimulus and contribution of international
organizations such as CEDEFOP, OECD
and UNESCO are of special importance in
identifying innovations and supporting the
restructuring that is already taking place,
and in securing the participation of all
parties involved in and committed to these
processes: the political and administrative
authorities, vocational training practition-
ers, the labour market, employers, the so-
cial partners and the world of research.

In this article the intention is to take a
complementary and independent look at
this method of evaluation. The aim is not
toreview or summarize the state of the art,
but merely to ask a few questions that may
serve as a guideline (or a further guideline)
in this phase of transformation. We be-
lieve that what is needed is not just to find
effective short-term solutions but also to
prepare the terrain for thinking and action
with a view to supporting major longer-
term changes. The unmistakable signs of
those changes are emerging, but their matu-
ration through adjustment and experimen-
tation will take far longer.

The fascination, but also the ambiguity, of
studying technical and vocational educa-

tion lies in the fact that it is a borderline
subject. It overlaps both the educational
systemand the vocational training system,
initial training and lifelong or continuing
training, basic training and specialist train-
ing. Much of the contradiction, superim-
position and inconsistency inherent in the
present system of regulating technical and
vocational training and its method of op-
eration in fact arise because it serves as a
crucial and delicate “linchpin”. Atthe same
time, this interface position offers a rich
vein of opportunities for debate and ex-
perimentation.

Technical and vocational
education and the educa-
tional system

In most countries, technical and voca-
tional education, particularly at the sec-
ondary level of education, often overlaps
both the educational system and voca-
tional training.

The reason for this is twofold: 1) in plan-
ning for skill-generating itineraries, the
“initial” levels of training need to start
early enough to ensure that young people
acquire usable specialist skills and can if
they wish launch out on the labour market
at an early stage; 2) for the same reasons,
there are plans to include technical and
vocational streams and options in the edu-
cational system that will support or com-
plement the normal, conventional or “com-
prehensive” streams. The historical origin
of this duality or multiplicity of channelsis
that in the past, education used to be some-
whatelitist, being directed towards a small
group of citizens called upon - and it might
be said legitimized - to perform the role of
a governing class. Technical and voca-
tional education, on the other hand, devel-
oped within the educational system as an
instrument of training directed towards the
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working classes, in other words those who
had no place in mainstream education, or
at least did not stay there long. With the
expansion of mass educationeven to higher
levels of education, and with the upgrad-
ing and spread of a technical and voca-
tional culture as a corollary of industrial
culture, the appearance of technical and
vocational education in so many places in
the educational and training systems has
become a source of growing contradic-
tion.

Technical and vocational specialization,
and the early options that it entails, is seen
as being in growing conflict with the need
to provide a sound, broad basic education
so that people can go on to acquire the
various specialist skills they will need in
the cycle of their working lives. Further-
more, the lack of a technical or vocational
culture in mainstream education generates
the familiar risks of abstraction, isolation
from the working world and an inability to
provide the skills needed on the labour
market.

Interesting research is being done to pro-
mote transfers between the various streams
of education and to make it possible for
options to be reversed, or at least to mini-
mize the costs. Close cooperation, coordi-
nation and integration between training
and technical and vocational education are
by now a known objective of policies,
sparking off intensive discussion and criti-
cal comparison. Even so, the general inter-
vention trends and models still seem un-
certain and ambiguous in the light of “best
practice evaluation”.

Views fluctuate between two extremes,
and could be summed up as follows: a)
there are people who feel that technical
and vocational education should not
“merely serve” the labour market but, on
the contrary, should contribute towards
training the “citizen”, transmitting not just
useful knowledge and abilities that can be
put to gogd use on the labour market but
also the basic “values” of an industrial
culture, the ability to live with others in
society and human solidarity; b) there are
others who see technical and vocational
education as an investment in human capi-
tal, in other words a mechanism for the
transmission and acquisition of income-
generating skills that can be put to good
use on the market.

The utilitarian and positivist assumptions
underlying these two opposing views, how-
ever irreconcilable they may seem, have
several things in common with those ide-
ologies launched in the 19th century which
argued that there is a basic conflict be-
tween the market and solidarity, between
the logic of competition and the rules of
cohabitation and social cohesion. These
two extreme positions do not help in the
search for adequate forms of coordination
and integration between education and
training, and they are amply contradicted
both by the demand for skills and by social
change. The labour market needs broad
skills and the basic education and culture
permitting its human capital investment to
keep pace with technological and organi-
zational change. For its part, society faces
a steadily growing demand for integration
into the workforce community, what is
known as active society, and for citizen-
ship, which can be achieved only through
full participation in the life of the working
world and the labour market. In practice,
integration with the system is characteris-
tic of those systems thathave been taken as
amodel of effectiveness for technical and
vocational education, i.e. the “dual” model
along German lines and the Swedish type
ofintegrated, comprehensive school. Both
these ideal types, albeit very different and
in some ways opposite from each other,
combine school education with technical-
vocational education.

It would be an illusion, however, to think
that resolving the contradiction between
education and training and choosing a

model of integration is just a matter of
institutional engineering or abstract politi-
cal choices. In reality, the breakdown be-
tween technical and vocational education
and general education, as for example it is
found in the German and Swedish “mod-
els” and not adequately found elsewhere,
seems to be closely bound up with the
types of organization and methods of op-
eration of the labour market. The dual
models of alternance or apprenticeship are
fully operational only in what are known
as “occupational” labour markets, in other
words those structured according to insti-
tutionalized, recognizable skills and/or
trades, where levels of mobility and turno-
ver can be relatively high and where there
is aconsiderable level of public regulation
or contractual self-regulation of condi-
tions of work and qualifications. This is
clearly shown in the case of countries with
neo-corporative structures.

It is hardly surprising, then, that the crisis
on occupational markets, which has been
brought about by broadening competition
and technical progress, has inevitably
eroded the effectiveness of technical and
vocational education. This is why, in cer-
tain countries and sectors, technical and
vocational education is still linked with
“old” trades and old-fashioned industrial
skills which are rapidly becoming obso-
lescent.

The Swedish integrated school model, on
the other hand, seems to be more compat-
ible with systems where internal labour
markets are highly developed. Basic or
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more general technical or vocational train-
ing is still the responsibility of the school
system, whereas more specific job-related
training is left to employers, who adminis-
ter it according to the logic of domestic
labour markets and careers. Training in
and for the labour market becomes one of
a set of active manpower policies directed
towards promoting effective intermedi-
ation between the demand for and supply
of work and jobseeking, and is therefore
directed mainly towards the long-term
unemployed, both youngsters and adults.
As is apparent, the Swedish model of inte-
grated schooling offers individual employ-
ers (essentially large employers) broader
autonomy in their management of training
processes in the light of requirements for
the structuring of internal careers and the
way those companies organize their own
work. Nevertheless, it should be pointed
out that the effectiveness of the mecha-
nism depends on substantial investment in
technical and vocational training in the
labour market under what Calmfors has
called an “accommodating labour policy”.
In Sweden, for example, there are active
labour policies consisting mainly of
training measures, and they have involved
afairly large proportion of the unemployed,
reaching peaks of 60% and over. Without
complementary compensation in terms of
labour policy, there would be a risk of the
training content and method in technical
and vocational education integrated into
the school system diverging too far from
what is needed by employers as a whole,
with the all too familiar negative effects:
inadequacy of skills and mismatches.

The links between models for the regula-
tion of technical and vocational training
and labour market structures show how
closely interdependent is the evolution of
both. The current restructuring in systems
for the management of the labour market,
therefore, has profound repercussions on
integration between the school and techni-
cal and vocational education.

Initial training and adults:
a connection that calls for
clarification

Technical and vocational educationis gen-
erally part of what is known as the initial
training system. The acquisition of spe-
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cific technical and occupational expertise
is concentrated in the initial phases of the
training process; the purpose of subse-
quent phases of recurring or continuing
training is generally to update or develop
these forms of expertise in line with changes
intechnology and the labour marketand to
help people cope with the threat of obso-
lescence and loss of skills. This approach
is consistent with the definition of specific
technical and vocational career routes,
whose foundations are laid by relatively
standardized education and curricula that
can be recognized and certified.

This functional breakdown of roles be-
tween initial and continuing training is
fairly consolidated, but is often in contra-
diction with certain emerging trends on
the labour market. The appearance of new
vocational skills and the demand for higher
levels of skill, growing inter-occupational
mobility, the lengthening and diversifica-
tion of the cycle of working life: these and
other factors mean that excessive separa-
tion between technical and vocational ca-
reer streams can be regarded as an obsta-
cle, and cause the rigidity of structures to
be viewed with concern. There is also a
growing demand for technical and voca-
tional education for adults, or at least for
people already on the labour market. To
restrict job-related education to the “ini-
tial” phase might well impoverish the con-
tent and prospects of continuing training
measures. In practice, this is where the
distinction and separation between “ini-
tial” training aimed exclusively at young
people and “continuing” training devoted
to adults are being disputed. In particular,
the close or exclusive link between “ini-
tial” training and the training of young
people seems to be disappearing. In spe-
cific technical and vocational itineraries,
for example, why should there not be in-
stances of the “initial” training of adults?
And why could this training not be com-
bined in some cases with the technical and
vocational training of young people? To
bring young people and adults together
might have beneficial effects on pupils’
motivation through the interaction of dif-
ferent forms of expertise and experience,
and it might create a less scholastic and
more job-related climate in school or para-
scholastic education. With new trends in
the organization of labour and in the re-
structuring of the production processes,
together with changing attitudes in the

supply of labour during the life cycle (es-
pecially among skilled workers and
women), people are questioning why adults
should be excluded from technical and
vocational type of initial training. The
demand for flexibility in curriculum plan-
ning, moreover, creates tension in rigid
initial training systems where itineraries
are pre-defined and structures are super-
regulated.

A feature of the industrial societies of the
past (and to a certain extent of the present
as well) was the rigid relationship between
age (and also between sex and social posi-
tion) and the learning process. In modern
teaching, the flexibility required by social
change, the marketand technologies shows
that technical and vocational education
can be effective regardless of age and
other personal characteristics. Certain 40-
year-olds who have been made redundant
by restructuring could well be “initiated”
in various vocational skills rather than
being simply updated, retrained or, even
worse, relegated to the sidelines.

Technical culture and
human sciences

The relationship between technical and
vocational culture and human and social
sciences is one of the main sources of
contradiction and tension in the approach
to and practice of technical and vocational
education. On the one hand, mass educa-
tion has brought growing numbers of pu-
pilsinto the arts and social science streams
of education, attracted by the greater flex-
ibility and the (presumed) readier accessi-
bility of the curricula there. On the other
hand, an analysis of the causes and
implications of mismatches on the labour
market focuses attention on those techni-
cal and vocational streams regarded as
closest to the working world and its re-
quirements.

These tendencies are bringing abouta two-
fold risk: the deterioration of technical and
vocational education and of general edu-
cation. The latter is increasingly exposed
to the difficulties and delays entailed in
having to cope with demands that are
changing in quantity and quality. As a
result, human sciences acquire a “soft”
connotation and an air of “elitism”, so that
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in the end they are distanced from techni-
cal and scientific culture or even move
towards the academic - in other words, the
inward-looking reproduction of the teach-
ing body. On the other hand technical
education risks losing cultural depth, be-
ing reduced to the role of launching people
on fairly low-skilled work.

The signals being issued by the labour
market and the restructuring of production
systems are that there are substantial op-
portunities for overcoming the “ideologi-
cal” contrasts between technical and voca-
tional culture and general culture, and that
there is greater uniformity between theo-
retical and practical knowledge. Having to
assume responsibility for planning as well
as for performance even at relatively low
levels in the hierarchy, the “forward man-
agement” of human resources and produc-
tion processes, the move away from the
fragmentation of jobs in the post-Taylorist
context, the rapid adjustment to mobility,
turnover and change in incentive systems:
all these factors encourage a reassessment
of general abilities in the field of commu-
nications personal relationships and the
ability to conceptualize and make a critical
analysis. A sophisticated analysis of the
connections and opportunities arising from
the background and contextual data, the
ability to cope with complexity and ambi-
guity, going beyond the conventional mod-
els of scientific/laboratory methods bor-
rowed from physical sciences are addi-
tional factors in the revival of the impor-
tance of social and human sciences, the
lesson being that these elements should
have their proper place in technical and
vocational curricula.

There is also a profound change in the
method of doing human and social sci-
ences. Eloquent testimony to this is the full
use of quantitative methods, recourse (with
the proper caution) to the experimental
method, the move towards problem solv-
ing and the removal of barriers between
disciplines, a better balance between theo-
retical analysis and application, and the
technical and scientific analysis of institu-
tions, culture, intangible capital and inno-
vation. This evolution is bringing the meth-
ods of social sciences to technological and
scientific disciplines, paving the way for a
radical review of technical and vocational
curricula and for a closer integration of
technical and vocational integration into

the education system and the vocational
training system.

Screening, careers and
social cohesion

The acquisition and transfer of specific
technical and vocational knowledge are
only two of the tasks of technical and
vocational education, however important.
Its function for example, is selection and
serving as a filter for the creation and
revitalization of the governing class, the
construction and maintenance of consen-
sus as to the organization of society and
work and its stratification, the evolution of
individual and collective mentalities, cus-
tom and ethics. These are the functions of
technical and vocational education that are
being challenged when there is a debate on
such long-established dichotomies as those
we have discussed. The other functions
also evoke some of the major issues that
are of such concern at the end of our
century: the 30 million unemployed in the
OECD area, the ever more evident and
worrying erosion in the basis of social
cohesion that used to be secured by the
welfare state and its pillars: social secu-
rity, health and education.

What is the position of technical and voca-
tional education faced with these major
questions? With the persistence (hyster-
esis) of employment and the demand from
new social forces (such as older people
and women) for participation in the labour
market, integration in the labour market is
assuming altogether new aspects, even
though this is the traditional objective of
technical and vocational education. What
we need now is not just to promote access
toany job-ahard enough task initself. We
need to guarantee a person’s integration
into “working society”, and therefore to do
away with social exclusion. This task has
important implications. It implies: a) aim-
ing atthe definition and socio-institutional
construction of career paths within com-
panies and between companies and sec-
tors; b) helping to reform systems of socio-
occupational representation and organiza-
tion; ¢) integrating the technical and voca-
tional training system into labour market
management mechanisms and into active
policies for integration and the promotion
of new employment; d) adapting the pro-
vision of training in a flexible manner to

the demand from specific target groups
(young people struggling to find a foot-
hold in the working world, old people,
women, immigrants) and to various local
and social contexts (urban centres and
suburbs, rural areas, frontier areas, etc). It
should be realised that current changes in
training plans reflect not only the various
skills required by changes in specific jobs
but also (and perhaps above all) major
changes in social structure, vocational hi-
erarchies and status relationships. If effec-
tive technical and vocational training paths
can be designed, they may help to restore
the effectiveness of those functions of se-
lectivity and guidance that in some cases
seem to have been compromised by mass
education. Education would then become
a rite de passage for the young person or
adult on the path towards acquiring voca-
tional skills, and it would help to cement
cohesion and discipline and rationalize the
forms of competition for social mobility
and for progress on the labour market.

The credibility and intrinsic value of the
training itinerary will have to reflect the
intrinsic value of the knowledge being
transferred. It must, therefore, be founded
on new forms of standardization, transpar-
ency, recognizability and certifiability of
the acquisition of technical and vocational
knowledge. It would be an illusion to try to
re-introduce status areas inherited from
the hierarchical structures of the past which
were sweptaway when civil society opened
out to systematic competition and techno-
logical progress.

To have no ambition to achieve this end
would be to fall far short of the challenges
at stake. The parameters for judging indi-
vidual and overall effectiveness in any
attempt at reform and any innovation and
improvement are to be sought in the major
issues in the campaign against exclusion
and in the re-establishment of social cohe-
sion on new basis.
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Current challenges
to basic vocational training

Historical background

Initial vocational training has been based
without interruption from the late Middle
Ages to the present on the principle of the
apprenticeship. Rules on the mutual rights
and duties of apprentices and master crafts-
men are contained in guild regulations
from before 1500.
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Many years of practical training in recog-
nized workshops ensured that thorough
instruction was given in all the various
disciplines of the trade and that effective
socialization took place among the practi-
tioners of the trade.

The apprenticeship system meant a re-
striction on the number of people trained,
but ensured significant security of em-
ployment and social security for the train-
ees.

The apprenticeship provided an effective
form of training in earlier centuries, where
technological development was slower.
However, in this century the principle of
the apprenticeship has faced a rising chal-
lenge from technological developmentand
the increased internationalization of trade
and industry.

The Apprentices Act of 1889 imposed a
duty on the master craftsman in some
trades to provide modest school education
as a supplement to the training at the place
of apprenticeship. A law of 1921 and later
legislation increased the requirement for
school teaching both in more general sub-
jects and in theoretical and practical sub-
jects geared towards the trade in which the
apprentice was being trained. Supervision
of the individual places of apprenticeship,
special rules for the approval of places of
apprenticeship etc. were introduced dur-
ing the same period.

Technological development

In recent decades the labour market has
undergone rapid and extensive changes,
resulting in significant difficulties with
respect to adjustment between the require-
ments of the labour market and the actual
specialist knowledge and capability of the
workforce. A number of traditional trades

have disappeared, new materials and new
production processes have been introduced,
former boundaries between trades have
been broken down, and the rationalization
and automation of manufacturing proc-
esses are tending to divide the labour mar-
ket into a group concerned with repair and
maintenance based on traditional trades
and a group of operators whose work is
generally remote from traditional trades
and who must chiefly meet the require-
ments of care and flexibility.

One of the major consequences of infor-
mation technology is the possibility of a
constant rise in productivity through the
extensive automation of production proc-
esses, both where many identical products
are manufactured and where the need is to
manufacture various products in small
quantities.

The consequence is that the manufactur-
ing sector even in a period of rising de-
mand only has a modest need for more
employees, and that the local employment
effectin the longer term even of large, new
production plants is surprisingly small.

Development in the
training system

The reaction of the training system to this
challenge from the labour market has fol-
lowed three main lines, providing more
young people after basic schooling with
continued general theoretical education
(university entrance certificate), supple-
menting the vocational practical training
at the place of apprenticeship with in-
creased technical and general education in
school and reducing the number of trades
in which instruction is given.

Increased access to general, theoretical
education reflects the wish for a rise in the
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general level of education in society. This
has also led to a rise in access to further
education, not least including university
education. In a number of these educa-
tional programmes more fully trained peo-
ple are being produced than are needed
within the sector concerned. A rising
number find employment outside their
professions in private organizations and
firms.

The purpose of the longer period of in-
struction in school with a consequently
shorter period of work placement at the
place of apprenticeship is to ensure that
those who are educated are up to date with
the latest technological developments and
that through the more general subjects
they acquire greater awareness of the world
around them and can keep up at the
workplace in an increasingly internation-
alized industry.

The reduction in the number of trades in
which instruction is given - from around
300 to less than 100 - has primarily taken
place through more specialized subjects
being included as elements in wider sub-
ject areas. Broader skills areas have been
created and will contribute towards in-
creasing flexibility in the labour market. In
order to continue to ensure good practical
instruction, wider access has been given to
combined training agreements covering
several places of apprenticeship.

The situation of young
people

Like other countries in Europe, Denmark
experienced a baby boom in the sixties.
Since the mid-eighties the supply of young
people has been declining again. The low-
est supply will occur in the second half of
the nineties, after which a slight rise will
occur.

Despite the sharp drop in the number of
young people in recent years, an appreci-
able number still fail to gain a foothold in
the labour market or in further education
after lower secondary school. A survey
carried out in the municipality of Copen-
hagen in 1991 revealed that more than a
third of young people who had left school
after the non-compulsory tenth year in the
primary and lower secondary school
(folkeskole) were unemployed eighteen
months later, equivalent to 15% - 20% of
the annual intake.

Unemployment in Danish society now
stands at around 11% of the workforce.
This background, together with the diffi-
culties experienced by the young in ob-
taining employment engenders an attitude
of passiveness and resignation in some
young people. Regardless of the lack of
employment, they can maintain a modest
lifestyle by virtue of various forms of

financial support. If they stay in this situ-
ation forjustafew years, experience shows
that their chances of a normal existence
later are slim.

A number of courses and temporary em-
ployment schemes have been tried, but
without decisively favourable results. An
extensive, coordinated collection of
amendments to existing rules is being
worked on at present in the Folketing, the
Danish Parliament, in order to avert this
trend.

A complete adjustment and coordination
of the financial support schemes is being
worked on in order to create a clear finan-
cial incentive to choose training or em-
ployment rather than the passive receipt of
assistance, and work is also in hand on
opening up more training places at all
levels. Provision is being made for young
people, while retaining public assistance,
to be given employment in the public or
private sector with special service duties
such as child-minding, helping the elderly,
garden and park maintenance, assistance
with club work and cultural provisions -
work which generally promotes the qual-
ity of life of citizens but does not distort the
normal labour market.

Change in the structure of
industry

History never repeats itself, but it may be
appropriate to consider and learn from
earlier developments in society.

In the second half of the nineteenth cen-
tury, conditions of employment and living
conditions in traditional agriculture in
Denmark became increasingly poor. In-
dustry suffered from poor profitability and
faced the need to change over to different
forms of operation which offered consid-
erably better sale prospects and higher
profitability. The expulsion of agricultural
workers and their families led to consider-
able migration from the country to the
towns and distinct proletarization of the
population group affected, characterized
by low wages, unemployment and poor
housing. These circumstances were slowly
brought to a halt as the manufacturing
sector grew and was able to offer both
employment and rising wages. The more
well-balanced and richer society was able
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later to build up a welfare society with a
good social security network. This devel-
opment was not possible withoutincreased
private and public consumption on in-
creasingly large markets.

The analysis that follows is based on the
assumption that national and international
competition will continue to make it nec-
essary for manufacturing firms to exploit
opportunities for automation and thus in-
creased productivity, and thatevenastrong
upsurge in demand for goods will not
therefore noticeably increase the demand
for labour. The existing high level of un-
employment cannot be expected to be re-
duced through increased employment in
the manufacturing sector.

We will continue to witness the expulsion
of labour from the manufacturing sector in
the future. The consequences for those
who are expelled - as was the case earlier
for those expelled from agriculture - will
be fading employment opportunities and
the need for a great willingness to re-
adjust.

Just as those expelled from agriculture
could only be picked up by increased em-
ployment in the growing manufacturing
sector after a transitional period, none of
the other sectors of the labour market is
able to absorb those who are now being
expelled from the manufacturing sector.

Just as those who were expelled from the
agricultural industry at the time repre-
sented the groups who were weak eco-
nomically and in relation to training, ex-
pulsion from the manufacturing sector to-
day primarily affects those with little edu-
cation and training, particularly women
with little education and training.

Proletarization of those who are now be-
ing expelled, in line with earlier historical
events, should and will not take place, but
the high level of unemployment and the
rising number of long-term unemployedin
this transitional phase represents a large
and serious human, social and socio-eco-
nomic problem.

The lack of adaptation between the de-
mand from the job market for labour and
the supply of labour is thus not a phenom-
enon of the economic climate but is due to
changes in the structure of industry. The
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training system cannot solve this struc-
tural problem, but if particular lines of
development can be pointed to with some
degree of probability, the training system
can also assist in shortening the painful
transitional period, both through a change
of attitude to reduce resistance to new
areas of employment among those seeking
work and in society at large and by intro-
ducing new forward-looking elements into
existing training schemes.

Areview which has justbeen completed of
the three-year theoretical youth training
scheme in the technical schools (Higher
Commercial Certificate) has meant fur-
ther strengthening of international elements
in a number of disciplines, and some new
disciplines have also beenintroduced, such
as “cultural understanding” in relation to
foreign cultures, “environment” with re-
spectto the assessment of the environmen-
tal impact of a particular type of produc-
tion and constant updating of the level of
environmental information in a firm - both
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parts reflect the acknowledgment of new
areas of employment by the training sys-
tem.

New employment
opportunities

It was pointed out many years ago that the
industrial world would in future have to

prepare itself for major changes on the

labour market, as a result of factors such as
the development of information technol-
ogy and the growth of industry in countries
which became industrialized atalate stage.
Our present structural problems did not
come without warning, but are neverthe-
less often considered to be surprising -

perhaps because it is difficult to intervene
before the problems are felt to be so seri-

ous by so many people that intervention is
unavoidable.

The service sector was designated to be the
dynamo behind employment in the proc-
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ess of re-adjustment, but has not yet been
able to live up to this role, despite in-
creased employment in certain areas such
as the financial sector, the computer sector
and the tourism sector.

However, there is no better way of achiev-
ing greater employment today than in the
service sector. We are in a transitional
period where the manufacturing sector will
employ fewer and fewer people and where
the service sector will be expanded. The
expansion of this sector cannot take place
primarily through the government. Both
socio-political and socio-economic fac-
tors rule this out.

An expansion of the traditional term “the
service sector” is to be anticipated as a
result of increasing popular pressure, for
example for better cleaning and greater
public safety, for a more open and more
generally understandable exchange of in-
formation and spread of knowledge, for
high-quality and varied cultural and lei-
sure facilities and for good provisions for
the disabled and the elderly. Many of these
tasks are at present dealt with by the gov-
ernment and as a result of severe deficits in
public finances there are likely to be sig-
nificantand necessary reductions in grants.

Gradually, as practical, high-quality an-
swers to problems are provided by the
private sector, new markets with a signifi-
cant effect on employment will emerge,
both nationally and internationally. This
development will depend on a great deal of
re-thinking and close cooperation between
the public and private sectors.

Challenges to the training
system

The outlined development will present the
training system and vocational training
programmes in particular with great and
challenging tasks. It is not possible to
identify specific work tasks and therefore
defined training requirements in a great
many fields in the future, expanded serv-
ice sector.

However, this very uncertainty demands a
thorough re-think on the development of
the training system, both in order to make
rapid follow-up and flexibility possible
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and to avoid wrong developments which
can make adaptation in the longer term
even more difficult.

A few problems are discussed in the fol-
lowing, concluding sections.

It is logical and correct to work towards
raising the general level of training, both in
view of the expanded service sector and
because new specifically targeted training
schemes can only be introduced to a lim-
ited extent. Good youth training can give
the individual greater personal security
and self-esteem and therefore a greater
willingness to re-adjust.

Itis desirable therefore that as many young
people as possible undergo youth training,
that the general education elements are
strengthened in the initial vocational
training schemes and that greater access is
given to the theoretical, three-year
vocational training schemes at commer-
cial school and technical school to supple-
ment and compete with general, theoreti-
cal youth training (university entrance cer-
tificate).

However, these aspects must not lead to
the incorrect conclusion that all young
people are the same and are equally pre-
pared to accept and benefit from youth
training with a theoretical emphasis.

It is not sensible if requirements for theo-
retical learning in school instruction in the
initial vocational training schemes cause a
greater number of young people to give up
and abandon the training scheme. Young
people must be challenged both voca-
tionally and generally, but while respect-
ing their different attitudes and abilities.
Flexibility with regard to the extent of
theoretical requirements is needed in these
training schemes.

Nor is it sensible if the theoretical, general
youth training becomes a depository rather
than serious training, because too many
are forced into it due to status considera-
tions.

The development within initial vocational
training towards a broader range of skills
with opportunities for specialization may
be regarded as being appropriate. The pro-
fessional knowledge and ability and the
workplace experience which these train-

ing schemes provide will continue to be
valuable for the individual and necessary
for society. The introduction of elements
to promote for example understanding of
the environment, respect for the fulfilment
of quality standards and a general service
attitude can make the training schemes
more forward-looking.

Attempts should be made to introduce new
initial vocational training programmes
within the service sector into the technical
schools, for example in the area of social
services and health, in order to create an
environment which is broader in terms of
attitude and occupation in these schools.

The Danish government has endeavoured
in recent years to give the individual
vocational schools and a number of new
regional councils representing the local
parties in the labour market increased
opportunities to introduce new elements
into instruction and to implement com-
pletely new training schemes depending
on developments in local industry.

These efforts must be welcomed, since
such decentralization of the right and duty
of initiative will presumably lead to greater
sensitivity towards new training require-
ments. The efforts apply both to the initial
vocational training schemes and to the
vocational continuing training schemes.

Trainees have for hundreds of years sought
solidarity and identity with colleagues in
their trade as a natural and deep-rooted
tradition. The protection and strength which
belonging to the trade gave is now in
decline. This development means that the
individual increasingly now hasto achieve
identity and practical support at the
workplace and among colleagues in the
trade. This change is obviously not devoid
of problems, either for the individual or for
the organizations of the labour market.

An appropriate consequence, on the other
hand, is greater flexibility and emancipa-
tion in the relationship between formal
training and employment. The conse-
quences of the structural change will
become considerably less painful if there
is a willingness, on the part of both em-
ployers and employees, to regard personal
skills as being more decisive than the origi-
nal, formal training.
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A whole set of basic conditions and influ-
encing factors is decisive for the way an
economy is set up and for how developed
itis. These factors also determine the struc-
ture and state of a country’s employment.
The vocational training system and the
level of qualifications resulting from it is
one of these factors. It is perhaps interest-
ing to make a problem-oriented compari-
son of vocational training, and in connec-
tion with this, of the employment systems
in the world’s three strongest industrial-
ized nations and top competitors on the
world market. The limited space available
here allows me only to point out structural
characteristics and to discuss some basic
problems. Nevertheless, we will see, de-
spite varying historical, cultural, social
and economic starting points and differ-
ences that are to be expected, there are a
number of similarities in the many con-
stellations of problems. Because of the
transitory situation and the special prob-
lems of the new federal Lander (states), the
statements about Germany will generally
refer to the Federal Republic of Germany
prior to unification.

General education as the
foundation for vocational
training

Participation in education, an important
indicator of the education level of the
population, measured here by the duration
of school attendance and the number of
persons studying, is high in all three coun-
tries. On closer examination, remarkable

differences can be noted, however. In Ger-
many, where the typical school system is
organized into Hauptschule (lower sec-
ondary), Realschule (intermediate second-
ary) and Gymnasium (academic second-
ary), school attendance in most federal
Lénder (states) is obligatory for nine years
and in the remaining Lénder for ten years.
However, more and more young people,
are continuing their education beyond the
mandatory period, attending either a
Realschule or more frequently a Gymna-
sium, which entitles them to go to univer-
sity. In 1990, the number of pupils attend-
ing a Gymnasium was almost as high as
the number attending a Hauptschule. To-
day, over 30% of any one age-group ac-
quires a certificate entitling to admission
to an institution of higher education.

We can also speak of an “expansion in
education” in Japan. Mandatory school
attendance there is nine years throughout
the country. However, most Japanese at-
tend school for 12 years and over 94% earn
an upper secondary school leaving certifi-
cate!

In the USA, obligatory school attendance
isnotregulated according to the number of
school years but according to age. In two-
thirds of the States, the mandatory age is
15, and in one-third of the States (with the
exception of Mississippi where pupils can
leave school at 14) the mandatory age is
17.

If the state of general education in Ger-
many, in spite of increasing criticism, is
relatively high, so, too, is it in Japan. But
that is not the case in the USA. American
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high schools are engulfed in a major crisis.
This is also evident in recent estimations
indicating that over 30% of young Ameri-
cans are so-called dropouts, in other words
they leave high school without a certifi-
cate. Not only for this reason but also
because of the general school crisis, the
illiteracy level in the USA, and here we
mean functional illiterates, is especially
high. To make an estimate of 25 million
functional illiterates is certainly not over-
stated. This has a direct effect on voca-
tional training in as far as some companies
see themselves forced to offer remedial
reading and writing courses as a prerequi-
site for continuing training. This problem
can also be found in the European Com-
munity countries, however: “There is in
fact a serious illiteracy problem in the
European Community and as aresult, many
employees are not in a position to partici-
pate in high-level continuing training
courses or to adapt to the far-reaching
technological changes.” (Allgemeine und
berufliche Bildung / Jugend, Beiheft n.d.
p-4)

It is both interesting and informative to
note that due to the influence of the Ameri-
can occupation following the second world
war, the external structure of the Japanese
educational system is very similar to that
of the American system; the results are
radically different, however. If, as many
Japanese experts maintain, the high level
of general education is an important pre-
requisite for the innovative strength and
success of the Japanese economy, then the
desolate state of general education in the
USA can and must be made responsible
for the plight of vocational training in the
USA and for its flagging economic prow-
ess and failing ability to compete interna-
tionally. While we can speak of the quality
of schools being relatively homogenous in
Germany, this does not apply to Japan and
the USA. This has to do with the far more
important role of private schools in these
two countries. Private schools in the USA
are generally the better schools, while in
Japan it is just the opposite. Making a
broad generalization, we can say the state
of general education in Germany and Ja-
pan provides a good prerequisite for ensu-
ing vocational training or higher educa-
tion. Nevertheless, there is a marked dif-
ference between Germany and Japan with
regard to university admission. In Ger-
many, there are no university entrance

examinations, but in Japan these play a
vital role in the career opportunities avail-
abletoyoung Japanese. Japanese universi-
ties are rated according to abroadly known
and recognized hierarchy of quality and
attractiveness; in order to pass an entrance
examination for a respected university,
students generally have to attend addi-
tional classes at “private coaching schools”.
Examinations, including the entrance ex-
amination forupper secondary school, play
aspecial role in Japan. This so-called “ex-
amination hell” (Miinch/Eswein, 1992, p.
75 ff.) has been discussed critically in
Japan by policy-makers for education.

Institutions of higher edu-
cation - the future training
centres of the nation?

In 1990 for the first time ever, the (old)
Federal Republic of Germany registered
more students (1 585 200) than trainees
(1 476 900), but it is misleading to com-
pare the total number of students with the
total number of trainees. Such a compari-
son obscures the still significant numbers
of persons being educated under the dual
system because university education takes
twice as long in practice as vocational
training in the dual system. Vocational
training in the dual system still has para-
mount importance in the overall spectrum
of educational opportunities in Germany.
In 1990, 74.8% of the population between
the ages of 16 and 19 were trainees (Grund-
und Strukturdaten, 1991/1992, p. 106).
Nevertheless, quite a few policy-makers
responsible for vocational training ex-
pressed their surprise at this trend and are
unsure of how to evaluate the fact that
more than 30% of young people earn a
certificate which enables them to attend an
institution of higher education. On the one
hand, education policy-makers and labour
market politicians agree that the innova-
tive ability and economic strength of a
modern industrial and service-oriented
society depends onincreasingly high quali-
fication levels. On the other hand, it is
becoming more and more difficult to fill
the continuing high demand for skilled
workers and middle management such as
master craftsmen and technicians. Indus-
try complains that it is becoming more and
more difficult to find enough suitable ap-

plicants to train in the dual system. At the
same time it promotes the “surge towards
higher education” by offering graduates
on the average far greater financial and
social opportunities than it provides for
those who complete the dual system. Bear-
ing this in mind, the behaviour of young
people is thoroughly rational. If they are in
doubt as to what to do and if their abilities
allow, they decide on university educa-
tion, all the more so since the statistics
show - atleast in Germany - that graduates
are less threatened by unemployment than
employees who have notenjoyed auniver-
sity education.

Of the three industrialized nations dis-
cussed here, we can say the USA is the one
which has assumed to a certain extent a
pioneer role in the field of educational
expansion. The number of students attend-
ing colleges and universities has contin-
ued to increase in the USA since 1970/
1971. In 1970/71, there were about
8 581 000 students in the USA, while in
1986/1987 there were about 12 397 000
(Landerbericht Vereinigte Staaten, 1989,
p.45). This is remarkable considering that
in the USA - in contrast to Germany -
attending a college or university entails
paying tuition, which on the average is not
as high as in Japan, but in individual cases
it is certainly a financial burden for stu-
dents and their parents. On the other hand,
aboutevery second American student holds
ajob - primarily for economic reasons. On
the whole, American universities are rather
open regarding admissions. At the same
time this openness permits an extreme
“openness for leaving” too, since almost
every second student drops out of higher
education without obtaining a degree. In
contrast to Germany, dropping out of uni-
versity is not considered a “social dis-
grace” because one can “weave one’s way”’
into the higher education system again at
any time, especially through community
colleges. The average dropout rate in Ger-
many, which varies greatly from faculty to
faculty, is estimated to be 25%. Regardless
of these differences, it is valid not only for
Germany and the USA but for Japan as
well that more education and especially
university education benefits the individual
as well as society. As they began after the
Americans, it remains to be seen if the
Japanese have completed their “educa-
tional expansion”. While the number of
students at colleges and universities has
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stagnated at a high level (over 30% of any
one age-group), special training schools
are becoming more important (Miinch/
Eswein 1990, p. 88 ff.). In 1990, there
were 3 252 special training schools with
approx. 747 000 pupils. The special train-
ing schools seem to be providing an alter-
native to studies at auniversity. In part this
is due to the gradually changing recruit-
ment pattern of companies but also to the
changed attitudes and expectations of
young Japanese, who are no longer willing
as amatter of course to endure the pangs of
the “examination hell” so that they might
study at a renowned university. The pre-
liminary decision on career and social op-
portunities within the educational system
together with its instrument of strictly se-
lective examinations and the so-called edu-
cational career society are becoming less
stringent in Japan these days even though
the process is a gradual one. The greater
openness of the higher education systemin
the USA has the effect that the struggle for
social and career status tends to take place
on the labour market. German institutions
of higher education do not have entrance
examinations; whoever has a final school-
leaving certificate may study. The clear
increase in the number of persons leaving
school with a final school-leaving certifi-
cate, as has been the case in Germany over
the last three decades, will also decide
social and job opportunities and thus so-
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cial status and occupational positions on
the labour market. It still holds true, how-
ever, that anyone who has not attended an
institution of higher education will defi-
nitely be at a disadvantage.

Discrimination against
vocational training
- a problem worldwide

Here we have a problem which not only
exists in the three countries we are discuss-
ing at the moment but is also apparent in
the People’s Republic of China, for exam-
ple (Miinch/Risler, 1986). What is meant
is the lower social status of vocational
training compared to general education,
and the well-known repercussions of this
on the decisions taken by parents and chil-
dren pertaining to the various educational
and training opportunities. As the results
of surveys have shown, far more than 50%
of parents in Germany would like to see
their children leave school with a final
school-leaving certificate, or in other
words, with the entrance qualifications to
an institution of higher education. We
should not forget that just 35 years ago,
barely more than 5% of any one age-group
left school with the final school-leaving
certificate. In Germany, easier access to
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general education secondary schools pro-
vides greater opportunities to attend an
institution of higher education. While this
does not actually threaten the existence of
the dual system, the core of vocational
training for skilled workers, it does erode
it to a certain extent. There is no area of
training in the USA or Japan comparable
to the German system of qualifying skilled
workers. Japan does not have a system for
training apprentices in the narrow sense,
and inthe USA it plays suchaminimal role
as far as numbers go that it can be disre-
garded here. What clearly appears else-
where, and in fact within the education
system itself, is the paltry value placed on
vocational training. Common to both coun-
tries and different from Germany is the
fact that upper secondary schools offer
vocational training courses; there are also
upper secondary schools which expressly
call themselves vocational training upper
secondary schools. In both countries these
schools are not as highly regarded as their
general education counterparts. The proof
of an applicant having taken vocational
training courses is of no importance to
companies recruiting upper secondary
school leavers. In other words: The proof
of vocational “qualifications” gained at
such a school is not valued upon entering
employment because of the lack of profes-
sionalism of the qualifications. Atthe same
time they reduce the chances of attending
an institution of higher education. Espe-
cially in Japan, companies prefer school
leavers with a solid general education so
they can train them within the company to
meet their own standards and requirements.

On closer inspection, considerable differ-
ences are apparent between the recruit-
ment conditions and recruiting practices
of Japanese and American companies. The
direct transition from school to a company
that provides training is to a certain extent
“standard” in Japan. Training and person-
nel development (Miinch/Eswein 1992, p.
124 ff.) are highly valued in Japanese
companies. A fair share of the newly hired
employees will later rank as key staff,
which amounts to employment for life. In
contrastto American firms, Japanese com-
panies are less interested in maximizing
short-term profits and more interested in
long-term conservation of resources. From
this point of view, Japanese companies
feel the considerable investment in human
capital is worthwhile.
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The secondary labour
market in the USA - a
qualifications trap?

Different rules apply in the USA. First of
all, attention must be drawn to the prevail-
ing principle of “hire and fire” in the USA
which is both an expression of and a con-
dition for the very common practice of
moving between companies. In other
words, whether voluntarily or involuntar-
ily, American employees change compa-
nies and thus their jobs extremely often.
This behaviour is practised as a matter of
course by many young Americans who
leave high school and land on what is
known as the “secondary labour market”
(Miinch, 1989, p. 10 f.). The term is used
to describe the large number of employ-
mentrelationships (predominantly in small
and medium-sized enterprises) which are
characterized by minimal job requirement
profiles, low wages, instability, and a lack
of career opportunities in particular. The
majority of young people who leave high
school, but also those young people who
leave college after one or two years, earn
their living on this secondary labour mar-
ket. This type of employment, which might
last several years and sometimes be inter-
rupted by periods of unemployment, is
often - very vividly - called a “floundering
period”. The relatively relaxed attitude of
Americans in regard to frequent job
changes, employment and unemployment
is an important reason why 16-22 year-
olds on the dividing line between school
and employment do not think it necessary

for the time being to have solid vocational
qualifications. This has athoroughly nega-
tive impact on the qualification level of a
good part of the American population. In
this “floundering period”, characterized
by low qualification requirements because
it is mostly unskilled work they do, young
Americans not only learn nothing or very
little during this time, but they also forget
what they have learned at high school.
This is not very conducive in terms of
education or motivation to later re-entry
into systematic learning, be it in appren-
ticeship training (seldom) or at one of the
numerous two-year colleges (Miinch, 1989,
p. 68 ff.), which are strongly committed to
training as well as continuing training.

Differences in mentality
and the role they play

In assessing different situational condi-
tions and patterns of behaviour in various
countries - such as in Germany, Japan and
the USA -itis necessary, of course, to take
into consideration differences in mentality
that have come about through cultural and
historical traditions. For instance in Japan,
learning is largely regarded as a service to
the community, while a job mentality is
typical for the USA. Since the time of
Martin Luther, who added a religious ele-
ment and significance to work, occupa-
tions and thus, vocational training, despite
some changes and some toning down, have
played and still play a major role in Ger-
many. Only against this background does
it become obvious that training in the dual

system directly after leaving school is the
most natural thing in the world for most
young Germans (and their parents). A brief
comparison showing the transition from
school into the working world in the three
countries discussed here could be formu-
lated as follows:

B In Japan about one-third of upper sec-
ondary school leavers enrol at a university
or a “short university”. A significantly
smaller but growing number acquire a
vocational qualification at a special train-
ing school. The rest go straight into a
company, where they acquire a qualifica-
tion. The company bears the sole responsi-
bility for this training, which s tuned to the
company’s specific needs. Learning on
the job and in a group as well as job
rotation within the group and with the
group are given high priority.

B In the USA 35-40% of high school
graduates enrol at college, while most other
young people go through a “floundering
period” which lasts a number of years and
is not very productive in terms of the
qualifications they gain. Only later do some
of them make their way into systematic
training, either at a two-year college, in the
form of an apprenticeship training, which
plays a numerically insignificant role in
the USA or within the framework of train-
ing or continuing training at a company.

B [n Germany more than 25% of any one
age group enrols at university or a special-
ized college of higher education; some 10-
12% join the workforce immediately, while
the greater percentage of young people
generally commences training under the
dual system directly after leaving school.

Various forms of occupa-
tional mobility

While high occupational mobility in the
form of changing jobs and positions is a
characteristic feature of the American
working society, this phenomenon is gain-
ing ground in Germany in a different con-
stellation. The fact that the majority of
young Germans complete their training as
skilled workers, and during these three to
three-and-a-half years are bound by con-
tract to a company, does not mean in the
slightest that after completing vocational
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training a long-term relationship with the
company and the occupation automati-
cally follows. This has been confirmed in
recent studies (Schongen/Westhoff, 1992).

In 1989, 56% of the workforce surveyed
had not received a job offer from the com-
pany where they trained. Three years after
they had completed their training, 39% of
all employed skilled workers in the metal-
working sector had left the occupation
they had learned and were employed in
another occupation. The situation with elec-
tricians was not much different either;
34% had changed their occupation. We
have seen that mobility between compa-
nies is especially high in the USA; in
Germany, as illustrated above, it is by no
means slight either. Meanwhile there ap-
pears to be a gradual change in this direc-
tioninJapanas well (Miinch/Eswein, 1992,
p. 167 f.). The exclusive recruitment of
school leavers and university graduates
and their life-long employment entailing
high mobility within the company (job
rotation in groups) has never been reality
in Japan, contrary to information and gen-
eralizations that one always comes across.
It is estimated that only about one-third of
employees can be counted among perma-
nent core staff. This applies only to large-
scale companies, however. In other words,
even in Japan, the labour market outside
the company is by no means as lifeless as
is often assumed. In this connection, one-
sided focusing on large-scale companies
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in vocational training policy and research
should be criticised. In all three countries,
and the same applies of course to the EC
countries, most of the workforce (more
than 90%) is employed in small and me-
dium-sized businesses.

Disadvantaged groups in
the education and employ-
ment systems

Notwithstanding the very different start-
ing positions and basic conditions, there
are a great number of similarities when it
comes to discrimination against certain
groups of people and employees in the
education and employment systems. This
applies to women for instance in Germany
and the USA and even more so in Japan by
reason of the special historical and tradi-
tional position women have in the family
and society. This is also true to a high
degree for ethnic minorities in the USA,
where racial discrimination is closely
linked with diminished opportunities in
education, training and employment. What
is not so well-known is that Japan also
discriminates against minorities in soci-
ety, occupation and employment. The
Burakomins are one such group; it would
be impossible forexample fora Burakomin
to find employment in a reputable large-
scale company (Miinch/Eswein, 1992, p.

17 ff.). However, Germany is also not free
from prejudice and discrimination against
certain groups in society, above all guest
workers and their children. Education and
training are decisive factors in determin-
ing social and occupational opportunities;
He who has learnt little or nothing at all is
more likely to be condemned to unem-
ployment and has the least chance of find-
ing work again. This close connection
between education and training on the one
hand and employment opportunities on
the other is valid for all countries. Educa-
tion and vocational training policies are at
the same time social and labour market
policies as well. This has been recognized
not just in Germany, Japan and the USA
but in the EC countries, too. Although the
awareness is there, it remains to be seen
whether the appropriate consequences will
follow with the force and to the extent
demanded. The problem of discrimination
and the continuing imbalance between job
supply and job demand cannot be solved
by vocational training policy alone. Social
and economic policy in particular must
rise to the challenge.
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Initial vocational training in
France: competition, hierarchy

and history

An overview of the organization of the
training system in France is attached as an
Annex. The system is structured in two
ways: by levels and by streams. Over 600
diplomas meeting different occupational
objectives are distributed among these lev-
els and streams.

Levels are defined with reference to a grid
of qualification levels developed at the end
of the 1960s' as part of planning work for
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the forecasting of training needs. This ref-
erence grid is currently used to classify
training schemes and diplomas by relating
them to jobs using a principle of horizontal
correspondence.

Streams divide the educational system
into three routes. These are:

B the general stream preparing students
for entry into long-cycle higher education;
B the technological stream from which
students move directly into jobs or enter
short-cycle higher education of a voca-
tional type;

B the vocational stream which prepares
students for diplomas - CAP (vocational
aptitude certificate), BEP (vocational stud-
ies certificate) and vocational baccalauréats
(Bac. pro.) - aimed essentially at direct
entry into working life at various qualifi-
cation levels™.

This seems to provide the ideal conditions
for matching the level and speciality of
any occupation to the list of diplomas
available and for diplomas to provide train-
ing for a specific occupation. This appar-
ent order masks ambiguities which de-
stroy any correspondence and create a
number of sources of confusion in the
operation of the educational system and its
relations with its surrounding environment.

Confused streams

What seems to be a balanced system is
actually the result of an accumulation of

(*) There is also a technical stream leading to a
technical certificate and offering the possibility of
furthereducation, chiefly towards higher technicians’
positions. This stream is being withdrawn and the
types of training which it offers are being distributed
among technological and vocational baccalauréats.

policies from different times. For instance,
the distinction between “‘targeted” higher
technician certificates (BTS) and the uni-
versity diplomain technology (DUT), said
to be more horizontal, which can be justi-
fied by the existence of different qualifica-
tion needs is in fact the result of keeping
two diplomas when the initial plans were
for the second to replace the first’. In
contrast, plans to replace the three-year
CAP after class 5 by a two-year CAP after
class 3, so that it is genuinely compatible
with the BEP, have not been put into
practice. The development of vocational
baccalauréats is a further attempt to create
alevel IV diplomalinked to an occupation,
following on from those which led to the
technical certificate (BT) and the technical
baccalauréat. Although its success is still
in the balance, it has already led increased
numbers of technological baccalauréat
holders to continue their education, fur-
ther worsening the already disturbed im-
age of the various streams. While 70% of
those leaving the final year of secondary
education in the general stream continue
their studies as against 26% in the techno-
logical stream, in terms of numbers 59 000
young people from the general stream end
their education at level IV in comparison
with 67 000 from the technological stream
with the result that the former are in rather
favourable competition with the latter for
jobs®.

Ambiguous qualifications

Barriers and overlaps and the effects of
competition and divergence which are not
evident at first glance are therefore evident
from historical and statistical data. This is
the normal picture of a developing system
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and has analogies with a tree, some of
whose branches grow faster than others
while other branches wither and which
retains the scars of an earlier age in its
maturity. Attempts are usually made to
explain this development in relation to the
development of the labour market. Unfor-
tunately this type of analysis is particularly
simplistic in the French system where the
gap between the training system and the
production system is wider than in other
systems®.

It is striking, for instance, that the defini-
tions and levels of diplomas are related to
occupational positions by general catego-
ries (technical workers, higher technicians,
etc.) or by activities carried out (skilled,
highly skilled, supervisory, etc.). These
references have been formulated solely by
the training system and do not therefore
prejudge the occupational category within
which individuals will be classified when
they obtain jobs. The industry-wide col-
lective agreements negotiated by the so-
cial partners tend to classify jobs rather
than people or diplomas and reference to
training is not compulsory in these agree-
ments. Such references are tending to in-
crease, but are rarely as detailed as official
Ministry of Education documents.

This situation creates a schizophrenic op-
erating method, in which the training sys-
tem dispenses certain qualifications and
the production system recognizes others,
with the result that even the term qualifica-
tion is confusing and its use raises more
problems than it solves. To extend the title
of the work edited by LucieTanguy’, the
relationship between training and employ-
ment is not impossible to find, it is psy-
chotic.

Recession and contraction

While there was full employment, the gap
between the theoretical model of the train-
ing system and the actual operation of the
labour market did not raise any problems.
The dual aim of vocational training, i.e.
placing people in jobs and continued edu-
cation, made it possible to regulate the
numbers of people emerging from the sys-
tem in accordance with the needs of the
labour market. While there was undoubt-
edly a hierarchy of training schemes, with
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the longer schemes paving the way for
better paid and socially more prestigious
jobs, the existence of good advancement
prospects within enterprises and the devel-
opment of continuing training made up for
this initial handicap.

Production system: fewer opportuni-
ties for young people

The recession has led to a contraction of
the labour market for young people who
account for a dwindling number of those
recruited. In 1973 young people accounted
for 15.4% of the 3 980 000 jobs filled. By
1984 the number of jobs filled had fallen to

CEDEFOP

2 560 000 and young school-leavers and
apprentices accounted for only 12.2%. In
1987 (the most recent figures available),
more jobs were filled (3 070 000) but the
proportion of young people fell to 11.2%.
On these same dates, people changing jobs
accounted for 55.5, 40.8 and 42.2% re-
spectively and the unemployed for 4.5,
22.7 and 25.7% respectively®. In overall
terms, people aged under 30 accounted for
one third of the working population in
employment in 1975 and one quarter in
1989.

This would seem to indicate that employ-
ers prefer to recruit workers who have
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already been employed rather than young
people. This preference tends to be inter-
preted as an expression of dissatisfaction
with the performance of the training sys-
tem. While this practice existed before the
recession, it was limited by the extent of
the labour demand and the demographic
features of the population: the recruitment
of young people depended on a limited
number of sectors such as building which
acted as staging post and turntable for
economic activities as a whole’.

This preference for the adult population
has also been encouraged by the growth of
continuing training funded by enterprise:
the financial contribution made by enter-
prise increased from 1.35% to 3.14% of
their wage bill between 1972 and 19908,

A time will undoubtedly come when the
ageing of the population will make it nec-
essary to pay more attention to younger
people and it may be that the current situ-
ation is moving in this direction, since one
of the main problems at the moment is the
paradoxical combination of skilled labour
shortages in some areas and the extent of
unemployment among increasingly better
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trained young people. This has encour-
aged the establishment of formulae half-
way between training and recruitment
which are intended to help young people to
make the transition between school and
work and give employers monitoring and
selection abilities which the education sys-
tem does not provide.

From the point of view of recruitment,
therefore, competition between diplomas
comes behind competition between cat-
egories of workers able to fill posts. Young
people leaving the education and training
system consequently play aregulatory role
and are not given priority.

Educational system: tendency towards
isolation

While the school system reacted at the
outset by keeping people in education for
longer periods, the prolonged recession
has transformed this short-term answer
into a long-term trend, especially as the
restructuring of the working population in
employment has made this development
necessary. Between 1982 and 1990, the
number of manual workers fell by close on

3 000 000 and the number of agricultural
workers by 1 000 000, the number of of-
fice workers increased by 500 000, the
number of intermediate occupations by
600 000 and the number of managers by
800 000. Numbers of traders and craft
workers have remained stable.

There has therefore been a substantial
growth in the demand for people with level
I, IT or IIT diplomas and a decline in the
demand for level V diplomas. It has been
argued that this level no longer has any
economic use because of the placement
problems faced by people leaving at this
level in comparison with those at higher
levels, as though both categories were aim-
ing for the same jobs, which is not the case,
especially in industry. Level V no longer
prepares people for direct entry into work-
ing life and has taken on a social role,
providing help for the less successful, or
an introductory role after which people
can move on to the higher levels. The first
trend relates in particular to some CAPs
and the second to all BEPs since it is
possible to move on from these to the
vocational baccalauréat. The vocational
baccalauréat therefore seems set to kill off
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The occupational situation of young people two years
and nine months after leaving the education system
Young school leavers in 1978-1980 Young school leavers in 1983-1986
Percentage of permanent jobs Percentage of permanent jobs
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the CAP, although this murder has more to
do with the internal regulation of flows
within the educational system than with
changing economic needs.

From the point of view of demand from
trainees and their families, training schemes
are evaluated in terms of the potential
which they offer for continued studies and
for access to jobs, making it possible to
divide them into three groups: schemes
which allow for continued education, irre-
spective of the vocational skills or
orientations which they set out to provide,
schemes which provide real potential for
employment and schemes which make it
possible to stay in the training system and
avoid any need to face up to unemploy-
ment at an early age. The second group is
the most unstable as there is always a risk
that it may merge with one of the others
with the result that the vocational aims of
a training scheme are becoming the least
reliable element in any decision. An illus-
tration of the first case is provided by the
university diplomas in technology (DUT),
whose selective entrance procedures pro-
vide a guarantee of level making it possi-
ble to convert them into the equivalent of
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classes preparing for the colleges of engi-
neering’. Mention could also be made of
the recruitment of top-level arts students
who are increasingly holders of a
baccalauréat in mathematics and physical
sciences as a result of this same principle.
The second group includes most industrial
training schemes even at level V. The final
group includes some general training
schemes of the literary type, service-sec-
tor or office training schemes and those
industrial training schemes into which girls
are traditionally channelled (for instance
clothing). The above diagram!® shows the
dynamics of this hierarchical development.
It shows the substantial differences be-
tween industrial and service-sector train-
ing specialisms and the increasing impor-
tance of a diploma for entry into employ-
ment. It also highlights unexpected rival-
ries, for instance between general and vo-
cational streams. Competition between
diplomas does not therefore fit into a sim-
ple linear hierarchy and the principle of
increasing the length of education tends to
penalize students who have not done well
without clearly improving the situation of
students in more favourable circumstances:
everyone is facing growing periods of un-

employment in the initial years of working
life whatever diploma they may possess
and whatever its level.

Conclusion

From a historical point of view, tensions
between training and production systems
have changed in nature. In the 1970s prob-
lems related to the definition and estab-
lishment of qualifications and since the
mid-1980s they have related to social and
occupational integration. This may be an
opportunity for those involved in these
two systems to establish a genuine dia-
logue to replace what has up to now often
been no more than interlinked monologues.
The development of alternance formulae
offers them an exceptional opportunity to
bring institutions closer together at all lev-
els from the national to the local. Will this
opportunity be taken? Will the old demons
of conflict gain the upper hand as indicated
by the current discussions as to whether
alternance schemes should have school
status or employee status? Depending on
the alternative chosen, the training system
could really be called vocational or will
remain no more than technical.
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Annex:
formal perfection and
functional adaptability

Training levels

Nomenclature of training levels

(Approved by the Standing Committee for
Vocational Training and Social Advance-
ment on 21 March 1969)

Level Definition

Iand II Staff employed in jobs normally

requiring training to a level

equivalent to or higher than a

degree or college of engineering

award.

I Staff employed in jobs normally
requiring training to the level of
the Higher Technician Certifi-
cate or the Diploma of Univer-
sity Technology Institutes and
the end of the firstcycle of higher
education.

v Staff employed in supervisory
jobs or possessing aqualification
at a level equivalent to the tech-
nical or technician baccalauréat
and the technician certificate.

\Y% Staff employed in jobs normally

requiring a level of training

equivalentto the BEP (vocational
studies certificate) and the CAP

(vocational aptitude certificate).

Staff employed in jobs entailing

short training lasting a maximum

of one year, leading in particular
to the Certificate of Vocational

Education or any other award of

this type.

VI Staff employed in jobs not re-
quiring education beyond the end
of compulsory schooling.

Diplomas

At the beginning of the 1990 academic
year, there were some 600 diplomas'' dis-
tributed among the various streams and

levels'?:

B 350CAPspecialismsand options (level
V, vocational stream). “Vocational apti-
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tude certificates .. certify a vocational quali-
fication. Each vocational aptitude certifi-
cate officially recognizes vocational, tech-
nological and general skills sufficient for
the performance of a skilled occupational
activity” (Decree 87-852 of 19 October
1982);

B 55 BEP specialisms and options (level
V, vocational stream). “Vocational stud-
ies certificates .. certify a vocational quali-
fication. Each vocational studies certifi-
cate officially recognizes vocational, tech-
nological and general skills and knowl-
edge sufficient for the performance of one
or more activities within an occupational
sector or a function common to several
occupational sectors” (Decree 87-851 of
19 October 1987);

B 26vocational baccalauréat specialisms
and options (level IV, vocational stream).
“The vocational baccalauréat is equiva-
lent to the upper secondary leaving certifi-
cate. It certifies that its holders are able to
perform a highly skilled occupational ac-
tivity” (Decree 86-379 of 11 March 1986);

B 18 technological baccalauréat special-
isms and options (level IV, technological
stream). “The technological baccalauréat
is equivalent to the upper secondary leav-
ing certificate. It certifies that its holders
are able to perform a technician activity”
(Decree 86-378 of 7 March 1986);

B 8 general baccalauréat specialisms
(level 1V, general stream), allowing regis-
tration at university;

B 101 higher technician certificate
specialisms and options (level III, techno-
logical stream). “The higher technician
certificate .. certifies that its holders are
able to occupy higher technician posts in
industrial or commercial professions, in
service activities or in applied arts activi-
ties” (Decree 86-496 of 14 March 1986);

B 30 university technology diplomas
(level III, technological stream) “which
prepare for technical and professional man-
agement tasks in some sectors of produc-
tion, applied research and services” (De-
cree 84-1004 of 12 November 1984).

Leaving aside general baccalauréats, this
list shows that there are two types of di-
ploma at each level intended to meet dif-

ferent needs: diplomas which offer spe-
cialization (CAP, Bac. pro, BTS) and di-
plomas which offer more general skills
(BEP, BTs, DUT) making it simpler to
find correspondences between training and
employment.

Adjustment procedures

Adjustment of the quality of training
scheme and diploma content is the respon-
sibility of the Consultative Professional
Commissions. Since 1983 these Commis-
sions have operated on a regular basis
within the Ministry of Education and carry
out a five-yearly review of the technologi-
cal and vocational training schemes at-
tended by the largest numbers of trainees.
They have also trimmed existing training
schemes, in particular by discontinuing
obsolete schemes: the number of CAP
specialisms offered has therefore been
trimmed from 317 in 1974 to 243 in 1990.

Key

BAC School-leaving certificate

BAC-Pro School-leaving certificate with
specialization

BEP Vocational studies certificate

BT Technical certificate

BTn School-leaving certificate, spe-
cialization in technology

BTS Higher technician certificate

CAP Vocational aptitude certificate

CEP Vocational training institute

CPA Pre-apprenticeship preparatory
year

CPPN  Pre-vocational training pre-
paratory year

DUT University diplomain technol-
ogy

FGH Orientation for technical and
preparatory school-leaving cer-
tificate

IUT University institute of technol-
ogy

STS Short preparatory training
course for higher technicians

DEUG University degree
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Organization of the education and training system
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Consultative professional commissions
Decree 72-607 of 4 July 1972

Article 1 - Each Minister responsible for
continuing vocational training or techno-
logical education establishments or
schemes may establish, by decree, con-
sultative professional commissions.

It shall be mandatory for each of these
commissions to deal with one of the
branches of activity set out in the table
annexed to this Decree.

Each commission shall comprise:

B an equal number of representatives of
employers and workers proposed by the
most representative union organizations;

B representatives of the public authori-
ties appointed by the Ministers concerned
and including, in any event, a representa-
tive of the Minister for Labour, Employ-
ment and Population and a representative
of each of the Ministers competent in re-
spect of the nature of the training schemes
to be examined by the Commission and a
representative of the centre for study and
research into qualifications (CEREQ);

B qualified persons from the public or
private sector, selected because of their
professional activities or work, including
representatives of teaching personnel and
representatives of chambers of commerce
and industry, chambers of trade or cham-
bers of agriculture.

Each commission may establish, for the
examination of certain problems, perma-
nent or temporary sub-commissions or
working parties which may include, in
addition to those of its members which
have been appointed thereto, any person
whose presence would be likely to benefit
the research in question. (...).

Article 2 - Consultative professional com-
missions shall formulate, from the study of
professional qualifications, opinions and
proposals:

1. onthe definition, content and develop-
ment of training schemes in the profes-
sional sectors for which they are responsi-
ble;
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2. on the development of training re-
sources as a function of trends in employ-
ment vacancies and the needs of the sector
of activity in question;

3. on questions of a technical and educa-
tional nature linked to the formulation and
application of programmes, training meth-
ods and their recognition.

They may be instructed to examine any
general or specific question relating to the
technological education and training
schemes coming under the responsibility
of the Ministry by which they have been
established.

List of consultative professional com-
missions

1. Agriculture and allied activities

2. Mining industries and construction
materials

3. Iron and steel and initial processing of

metals, mechanical engineering, elec-

tricity, electrical engineering, electron-

ics

Glassworking and ceramics

Building and public works

Chemicals

Foodstuffs

Textile and allied industries

. Clothing

10. Wood and derivatives

11. Transport and maintenance

12. Audiovisual and communication tech-
nologies

13. Applied arts

14. Other industrial activities

15. Marketing technologies

16. Administrative and management tech-
nologies

17. Tourism, hotels, leisure

18. Other service-sector activities

19. Personal services

20. Health and social sector

N RN

Adjustment of quantity at national level
is based on the principle of the dual
objective of technological and vocational
training, i.e. thatitis possible, ateach stage
represented by a diploma, for trainees to
continue their education or to enter work-
ing life. The principle of continued educa-
tion is set out in the decrees establishing
each of the diplomas in question. It is thus
possible to continue in the same stream,
for instance from the CAP to the BEP,

from the BEP to the Bac. pro. or from the
BTn to the DUT, or to change stream, for
instance from the BEP to the BTn or from
the BTn to long-cycle higher education.

Adjustment procedures also make provi-
sion for some thirty or so supplementary
endorsements, under which CAP or BEP
expertise can be built on over a year in a
very specialist field (gemology, auditing,
etc.).
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Secondary training in Portugal

Experimenting with different types of organization and rela-
tionships with the employment market

The Basic Law of the Education System
passed in Portugal in 1986 and now being
implemented almost universally provides
for a secondary education system organ-
ized unlike systems usually found in the
other Member States of the European Com-
munities. Instead of the normal two cycles,
our new secondary education consists of a
single three-year cycle between the 10th
and 12th years of education (15-18 age
group) and follows 9 years of compulsory
basic education (Ist cycle 4 years, 2nd
cycle 2 years and 3rd cycle 3 years). In
addition, it differs from the training sys-
tems of some of our Community partners
in that the Portuguese system does not
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offer alternative training routes until after
the compulsory 9 years of basic education.
There are then basically 4 alternatives avail-
able: a) secondary courses designed pri-
marily for continuing studies, b) second-
ary courses designed principally for work-
ing life or secondary technological courses,
c)training colleges and d) apprenticeships,
where training alternates with employ-
ment.

Such an organization of the basic and
secondary education systems, which of
course influences the structure of training
activities which are an alternative to them,
has doubtless advantages, but it also
presents certain difficulties; in fact, these
advantages and disadvantages lie precisely
in the contribution made by the training
system towards the initial preparation of
people for working life. Among the advan-
tages, the - at least potential - clarity of the
system, which clearly distinguishes gen-
eral basic training - common and neces-
sary for all young people - from secondary
training, where the equally essential diver-
sification takes place. Another equally
beneficial point derived from the organi-
zational logic of the system is that the
choices among alternative training courses
do not have to be taken until the end of the
9th year of schooling, i.e. at about 15 years
of age. This is an age when, from what is
known about the vocational development
of young people, schooling will have helped
to minimize some of the constraints which
quite often seriously affect the develop-
ment of training and vocational projects
which are less in line with family aspira-
tions and expectations or not determined
to the same extent by social, economic and
cultural factors.

The most salient difficulty arises from the
fact that basic education itself does not
offer alternatives for pupils who do not
complete compulsory education - those
who leave early and/or fail academically

(who still amount to about 45% of those in
basic education) and do not go on to sec-
ondary education. Another possibly greater
disadvantage can be found in the configu-
ration of a basic education curriculum hav-
ing the general characteristics described
earlier and, especially in our case, assign-
ing to technological education a place in
the 3rd cycle (7th, 8th and 9th years of
schooling, 12-15 years age group). There
appears to be no doubt that basic techno-
logical education, on the one hand, a) is an
area of learning as valuable as, say, first
language teaching, physical education or
mathematics, b) involves acquiring skills
and adopting attitudes leading to a willing-
ness and systematic ability to understand
and work in a physical or social environ-
ment in which maximum use is made of
technology, not only hard, but especially
new technology, ¢) increases the chance of
overall success in the education of young
people who, in this area of learning more
than in others, are encouraged and moti-
vated to develop a positive self-image
which will then facilitate efforts in other
areas - failure leads to failure, but success
can also lead to success. On the other hand,
disregarding basic technological educa-
tion would have serious educative conse-
quences in terms of the cognitive and socio-
affective development of young people
and adversely affect the emergence of their
interestin technology, thus narrowing their
range of options of training, vocational
and life projects. However, aside from
these quasi-certainties there are still doubts
about the actual way, or ways, of making
basic technical education effective, and
even about its specific objectives. Should
it be an independent subject or an exten-
sion of other subjects? Of all, or only some
subjects? Which? Which areas of technol-
ogy should be exploited? Is all technology
to be covered? How? “Vocational initia-
tion” objectives? Possibly, but surely not
in the sense that young people would be
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taught a number of specific vocational
skills which would be immediately mar-
ketable in the world of employment. Fur-
thermore, what is the connection between
this basic technological education and the
Community recommendation that no
young person should enter employment
without having had the opportunity of at
least one year’s vocational training? How-
ever, this question is still open and we feel
that the solution adopted, i.e. technologi-
cal education as a separate subject in the
3rd cycle of basic education, which schools
must provide but which is optional for
pupils, mustbe reviewed after ashorttime.
This need for review derives from the
conviction that much of the success or
failure in secondary training, especially
training which explicitly and primarily
aims at teaching intermediate vocational
skills, will depend more decisively on suc-
cess or failure during the preceding 9 years
of basic schooling which include dimen-
sions of technological education than on
the structure of the secondary training it-
self. This is another reason for our insist-
ence in dwelling on this point, which is to
a certain extent an starting point for the
analysis of this secondary training, an
analysis which will be restricted to the way
- different, but presumably complementary
- the training is organized to satisfy the
requirements of the employment market.

We have dealt only with technological
courses at training colleges and in the
apprenticeship system - all equivalent to
the 12th year of schooling, to secondary
education, and all presumably teaching
grade III vocational skills complying with
the European Communities Council Deci-
sion of 1 July 1985 on the classification of
training grades, and as such all fulfilling
the conditions for a certificate. (Appren-
ticeships, and to a limited extent training
colleges, also provide grade II training
opportunities, which offer an alternative
for students who do not complete the 9
years of compulsory basic education in the
normal education system and which at the
same time ensure that these students ac-
quire this vocational qualification. This
type of training, which therefore satisfies
one of the difficulties in our basic educa-
tion previously indicated, i.e. its relative
lack of differentiation, will not be exam-
ined here.)

Technical courses are so-called “normal”
forms of school education: in other words,
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they are systematic (complete at their level)
and regular (part of the “normal” progres-
sion through the various stages of the edu-
cation system). Training colleges courses
and apprenticeships are, to use the same
terminology, ‘“special” types of school
education, i.e. they provide systematic
training (for the reasons given), but they
are not regular (because they do not form
part of the “normal” progression through
the education system). (Both contrast with
the modalities of extra-scholastic training,
which is neither systematic nor regular but
rather selective and unconnected, since it
does not constitute a complete training
cycle per se nor does it fall within the
“normal” progression of the training sys-
tem. This type of training is not being
examined here either). Some of the termi-
nology we have just used exists alongside
another terminological framework adopted
under legislation in October 1991, which
considers technological courses and voca-
tional school courses as “vocational train-
ing within the education system” and the
apprenticeship systemas “vocational train-
ing onthe employment market”, the former
being the responsibility of the Ministry of
Education and the latter that of the Minis-
try of Employment and Social Security.
Essentially, however, these differences in
nomenclature do not affect the systematic
nature of the types of training they de-
scribe, which besides explicitly claim a
common conceptual framework in the
above legislation.

Technological courses, training colleges
and the apprenticeship system have identi-
cal entry conditions (the 9th year of school-
ing or equivalent, grade II at a training
colleges orin an apprenticeship), the same
training structure - although names are
sometimes different (general or socio-cul-
tural training, scientific training, techni-
cal/technological training, technical/prac-
tical training) and the number of hours
may vary, the average duration is similar
(more time is spent on training during the
three years at training colleges than at
three year technological courses as more
time is given to simulated practice, and in
the four years of some apprenticeships
more time is spent on practical work).

The aim of technological courses, of which
there are only eleven mainly covering the
major technologies, is to put over an over-
all idea of the development of (and work

in) the organizations. Giving the option of
a very limited number of technological
courses is equivalent to giving precedence
to a sound, scientifically well-based cul-
ture through large areas of technology
utilized in various ways by the different
economic activity sectors, to the detriment
of the chance of acquiring specialization
early in fairly limited fields of application,
therefore running the risk of letting those
with these specializations soon being de-
prived of the latest skills. The decision to
limit the teaching of vocational skills in
secondary courses within normal educa-
tion to the major technologies is equiva-
lent to giving priority to the acquisition of
procedures rather than content, in so far as
more value is put on the development of
skills, attitudes and reactions associated
with a technology - encouraging continual
autodidactic investment in training itself
(learning how to learn) - rather than on the
initial acquisition of skills and knowledge
in very specific areas, which may be out of
date on the medium or even short term
basis.

Eachofthese courses is a “common trunk”
at the end of which are different “terminal
specializations”. The “common trunks”
give the courses their identity; they are
their scientific/technical bases, supporting
“specializations” which may or may notbe
contemporary, since a “specialization”
learnt at any given time may ultimately
become out of date. These “terminal
specializations” are equivalent to different
areas of application of the basic technol-
ogy of the “common trunk” in the various
economic activity sectors: chemistry for
instance, a basic technology, has various
applications in areas such as oil, the food
industry or tanning, while the areas of
application of administration, another ba-
sic technology, will be secretarial work,
accountancy or taxation. The “terminal
specializations”, which must not destroy
the vital “common trunks”, may be organ-
ized in different ways which may be com-
bined, as they do notexclude each other: a)
in the form of subjects in the course cur-
riculum, b) in the form of “work experi-
ence”, again during the course, ¢) in the
form of “terminal training periods” after
the course, or coinciding partly with its
completion.

Technological courses, which are provided
nationally on the initiative of the Ministry
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of Education, are generally spread across
all secondary schools. The option of a
specific “terminal specialization™ is, how-
ever, the responsibility of the schools them-
selves and, apart from their traditions, ini-
tiative and resources, depends on their
ability to mobilize the appropriate people
and organizations in their local communi-
ties and on their requirements in employ-
ment market terms. This organization of
secondary technical courses, also subject
to a process of validation which, being
“imported” from training colleges, will
later be structured, also responds to the
requirement that the courses must be at-
tractive, therefore competitive with gen-
eral secondary courses primarily designed
for continuing studies; both types of courses
- not being two distinct routes - must be
provided by all secondary schools.

There are now about 150 training college
courses! They have been provided to sat-
isfy the specific requirements of regional
and even local employment markets as a
result of which they are supposed to be set
up. In spite of the fact that these colleges
receive financial, technical and pedagogi-
cal assistance from the Ministry of Educa-
tion, they are the result of initiatives by the
public, by employer organizations, trade
unions or professional associations, local
authorities, social welfare institutions and
other bodies. Although the curricula in-
cludes constraints relating to scientific and,
in particular, general training components,
the promoters have considerable liberty
over the technical training content, which
accounts for 50% of the curriculum, and it
is here that the diversity of training starts.
Diversity is also possible since attendance
at regional or local courses is generally
low and since this type of training is pro-
vided alongside national secondary tech-
nical education, which, as we have seen,
covers a far wider area.

Before technical courses and courses pro-
vided by training colleges are made avail-
able to the public, they are submitted to the
validationreferred to earlier. This involves
testing them on people, organizations and
institutions representing the various area
of training and vocation and/or activity
sector (employers, professional associa-
tions, higher level training institutions,
organizations representing the activities
and other bodies). A brochure is prepared
for each course projected or offered, writ-
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ten to be understood by both those experi-
enced in training and those who under-
stand employment. The brochure a) indi-
cates the area, grade and adjacent grades of
the course (“training reference”), b) iden-
tifies the jobs for which it is to provide
skills (“jobreference”) and c) forecasts job
prospects (“employment reference”).
These initiatives are of course still ata very
early stage, therefore have no background
and are still far from established. They are,
however, generally well accepted, as they
have come up to expectation and achieved
their objectives, which were both to test
the relevance of course training profiles in
relation to the skills that they are designed
to teach and to publicize these training
profiles together with lists of potential
employers, holders of skills and higher
level training institutions, so as to facili-
tate entry to the employment market or to
continuing training on a short, medium or
long term basis.

Apprenticeship courses provide a type of
response different from training college
courses with which, owing to their specific
nature, they are for the most part compara-
ble. Thus, while in the case of training
colleges the balance between training pro-
vided and labour required is achieved prin-
cipally on a regional or local basis, in the
case of apprenticeship this balance is sought
principally within the economic activity
sector. Besides, this is a concern which,
apart from having innate legitimacy, is
also justified because the apprenticeship
system was to a certain extent created to
provide grade II training, where the logic
of economic activity sectors possibly pre-
dominates. This logic naturally now “con-
taminates” grade III training, which does
not conform to it as easily unless it is a
continuation of grade II training, as is
often the case. The balance sought in train-
ing colleges is obtained by means of the
validation process referred to earlier. In
apprenticeshipitis decided by special tech-
nical committees, then sanctioned by a
national body such as a committee of a
tripartite nature (the social partners and
the Government).

Training colleges and the apprenticeship
system are also equally involved in the
trial, conducted separately however, to
develop a modular curriculum - which is
still atan early stage, butappears to have at
least two important potentials. In initial

and complete training on the one hand -
originally provided by training colleges
and apprenticeship - the modular structure
may facilitate the adaptation of training
profiles to employment market require-
ments, permitting flexibility and great
speed in linear curriculum development.
On the other hand, in recurring training
designed for persons with a wider range of
academic qualifications, vocational and
life experience - which can also be offered
by training colleges and apprenticeships -
the modular structure will enable training
profiles to be designed so that they can
teach equivalent skills but at a learning
tempo more suited to individuals.

It is not possible here and now to form a
worthwhile opinion on each of the sub-
systems, especially from the perhaps re-
stricted point of view of their ability to
teach what is intended, i.e. intermediate
skills which can actually be used on the
employment market, since at present there
are only holders of secondary education
diplomas, but from technical/vocational
courses on whose assessment is also based
the structure of the new technological
courses, which are derived directly from
them following substantial restructuring.
Full assessment of both training colleges
and apprenticeship is currently being car-
ried out, and it is universally recognized
that on-going systematic observation of all
types of secondary training is essential.
These forms of training probably require
modification - even quite considerable re-
form. However, it appears to be expected
that potentials will be revealed which would
ensure abeneficial diversity and guarantee
the complementary nature of the training
available, the network of which will nev-
ertheless need to be adapted in order to
take into account geographical and demo-
graphic variables, sectors of economic
activity and areas of training. This is prob-
ably the most critical variable. There will
certainly be a place for secondary training
at national, regional and local level for
those areas where vital practice is lacking
and for those where simulated practice is
sufficient, for those from individual sec-
tors and those from more than one sector.
It should not be forgotten that results must
be assessed not only for immediate em-
ployability but also for job mobility and
progress in careers and even availability
and desire for more thorough initial train-

ing.
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Initial vocational education in
the Netherlands:
current developments

Dutch vocational education
in brief

The Dutch system of vocational education
has three main components, college-based
courses, apprenticeships and continuing
training.

B Mainstream vocational education in
schools and colleges

Aside from the prevocational (LBO)
schools for the 12-16 age range, there are
institutions at the upper secondary (post-
16) level (intermediate vocational educa-
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tion, MBO) and at the higher level (higher
vocational education, HBO, and univer-
sity education, WO).

We look first at vocational education at
upper secondary level. Initial in nature, it
prepares youngsters for agricultural, tech-
nical, business and caring occupations and
exists in both a two-year variant (shorter
intermediate vocational education,
KMBO) and a full-length (three- or four-
year) variant. Depending on the nature and
duration of the course students may qualify
as junior craftspersons, autonomous
craftspersons, junior managers or inde-
pendententrepreneurs. Courses are largely
college-based, with periods of work expe-
rience onemployers’ premises; these work
placements vary in length from afew weeks
to a year.

Vocational courses at universities and col-
leges of higher vocational education pre-
pare students for senior (managerial) posi-
tions.

B Apprenticeship system (cf. the German
dual system)

The apprenticeship system, which pre-
pares trainees for a wide range of occupa-
tions and occupational sectors, operates at
three levels, primary (elementary), sec-
ondary (advanced) and tertiary (higher).
The primary courses lead to qualifications
at junior-craftsperson level and the sec-
ondary to autonomous-craftsperson level;
the tertiary courses go a step further, pre-
paring students for independent entrepre-
neurship or management positions.

Itis above all its dual nature that marks off
the apprenticeship system from college-
based initial vocational training: atits heart
is the principle of “learning while you
work”.

Primary apprentice training, which gener-
ally lasts two or three years, involves prac-
tical work experience (normally for four
days a week) supplemented by one day a
week of off-the-job education and train-
ing. The practical component is the core of
apprenticeship courses, and developments
in industry are thus a major determinant of
training in terms of both quantity and qual-
ity: both the number of training place-
ments available and the content and qual-
ity of the practical component depend pri-
marily on economic, organizational and
technical developments in employing or-
ganizations.

B Continuing training

Continuing training is outside the main-
stream college-based and apprentice-train-
ing systems; its purpose is to update or
upgrade participants’ knowledge and skills
orto prepare them for occupational change
and thereby to meet the training needs of
specific sectors or firms. It is generally
related to particular jobs.

Courses may be developed and delivered
by sectors of industry (sectoral organiza-
tions and/or trade unions) or individual
firms or by commercial or non-commer-
cial training agencies. In some cases train-
ing initiatives derive from provisions in
collective agreements between central
employers’ organizations and trade un-
ions.

Relationship between the
different forms of post-16
vocational education

This section looks at the relationship be-
tween intermediate vocational education

inits full-length (MBO) and short (KMBO)
forms and the apprenticeship system.
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The roots of shorter intermediate voca-
tional education (KMBO) go back to the
mid 1960s. When the Secondary Educa-
tion Act 1964 came into force it became
clear that there was a gap in the second
stage of secondary education on the voca-
tional side: for many youngsters the re-
quirements for admission to a full MBO
course were too stiff, while the shortage of
work-and-training places inindustry meant
that often they were unable to enter an
apprenticeship course. KMBO courses thus
filled a “gap in the market” and as such
helped create a coherent and integrated
system of vocational education at upper
secondary level in the Netherlands.

Like primary apprenticeship courses,
KMBO courses lead to qualifications at
junior-craftsperson level, but there is little
if any movement of students between the
dual and the college-based systems. There
is also little movement between the ap-
prenticeship system and full-length MBO
courses, either during or at the end of
training.

Movement within the MBO system, from
the shorter to the full-length courses, is in
theory more likely, but in practice both
horizontal and vertical transfer is rarer

than had been expected, probably owing to
the differences of level.

As the next section will show, the relation-
ships between the different types of course
(MBO, KMBO and apprenticeships) and
ways of improving their coordination are
among the central themes of the current
debate on the shape of vocational training
in the Netherlands.

Policy measures relating to
intermediate vocational

education (MBO) and the
apprenticeship system

This section outlines the main policy meas-
ures aimed at solving problems at the in-
terface between education and employ-
mentand atresponding to industry’s chang-
ing needs.

Measures concerned with intermediate
vocational education (MBO)
Sector formation and renewal

Immediately following cabinet agreements
reached in 1986 on the structure of MBO,
a programme of “Sector Formation and
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Renewal in Intermediate Vocational Edu-
cation” (SVM) was launched with the aim
of creating an expanded and differentiated
system of vocational education at the in-
termediate level through the formation of
sectoral colleges and the renewal of course
provision.

The process of sector formation, which
involved college mergers and the creation
of largerinstitutions, is virtually complete,
and there are now 140 sectoral or multi-
sectoral MBO colleges.

The completion of this part of the pro-
gramme was the starting signal for its
second phase, the renewal of course provi-
sion. Research into the way MBO colleges
have given shape to course renewal has
found among other things that most have
launched renewal activities (Pelkmans and
De Vries, 1991), mainly involving im-
provements to the intake, a movement
towards modular and flexible course struc-
tures, the substantive integration of the
shorter and full-length courses and im-
provements in yield (i.e. student success
rates).

Sectoral consultations

National consultations between the worlds
of education and employment at the level
of the various sectors of industry began in
the course of 1988 with the recognition of
the Sectoral Training Councils (BOOBs).
The main stimuli for the establishment of
consultative procedures at sectoral level
were as follows:

B the concept of vocational education
and training as a joint responsibility of
employers, unions, government and edu-
cational institutions. This was a theme of
the Open Discussion prompted by the rec-
ommendations issued in the early 1980s
by the Wagner Committee. These recom-
mendations were concerned among other
things with removing mismatches between
training and the needs of industry.

B the government’s 1986 policy docu-
ment on the development of occupational
profiles and curricula in vocational educa-
tion. This paper set out the infrastructure,
in the form of sectoral consultative bodies,
for the development from occupational
profiles agreed by employers and unions
to training profiles which could serve as
the basis for curriculum development.
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B the paper on sectoral consultations be-
tween the worlds of education and em-
ployment, in which a working party from
the Secondary Education Consultative
Forum (OOVO) made proposals for the
number of types of consultation, the com-
position of consultative bodies, the appor-
tionment of the available budget and so on.

The purpose of sectoral consultations is to
ensure that training courses for a particular
industrial or occupational sector meet
employers’ needs. Educational institutions
and the two sides of industry work to-
gether on this task through the govern-
ment-recognized Sectoral Training Coun-
cils mentioned earlier.

The Councils’ output takes the form of
documents setting out learning targets -
what students are expected to know and to
be able to do on completing their courses -

which provide the foundations on which
colleges base their courses.

Dualization

In its final report;, issued in May 1990, the
Rauwenhoff Committee (officially the
“temporary advisory committee on educa-
tion and the labour market”) recommended
anumber of radical changes to the content,
organization and funding of vocational
education. It also proposed changes to the
relationship between colleges, firms, gov-
ernment and students and in the various
parties’ respective responsibilities, with
the latter being clearly laid down.

Among the Committee’s central proposals
was that the entire vocational-training sys-
tem be dualized, reflecting its belief thata
more intensive interaction between voca-
tional education and practice would help

minimize mismatches at the interface be-
tween training and work. The Committee
also felt that dualization would raise edu-
cational standards and student success rates.
While the recommendations covered vo-
cational education as a whole, the initia-
tivesnow being developed relate mainly to
the dualization of the MBO sector.

New legislation

On 1 August 1991 the new Vocational
Training Act (WCBO) came into force.
Governing training services provided to
firms etc., it relates to college-based train-
ing within the apprenticeship system
(BBO), full-time and part-time intermedi-
ate vocational education (MBO) and insti-
tutions providing “specific training” (by
which is meant training outside the official
apprenticeship system, post-MBO courses,
training activities run by employment of-

Figure 1 - The Dutch education and training system
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fices, private training agencies and firms’
internal training). The new act thus en-
compasses more than just mainstream
MBO provision.

The purpose of the Act is to improve
coordination between training services of
differenttypes, toenable the existing train-
ing infrastructure to be used more flexibly
and to enhance the relevance of training
provision to the needs of the labour mar-
ket.

Measures concerned with the appren-
ticeship system
Strengthening the system

Since the start of the 1980s we have seen
increased policy efforts on the part of
government, both sides of industry and
educational institutions aimed at strength-
ening the apprenticeship system. This was
seen as one of the keys to solving the
problem of mismatches between training
provision and industry’s needs. Against
the background of worryingly high youth
unemployment and the potential or actual
erosion of the apprenticeship system’s
training capacity, the first main goal jointly
endorsed by government and industry was
arapid expansion of the number of practi-
cal-training places.

Aside from the “great exchange” between
government and industry that marked the
Open Discussion - greater influence for
industry on advisory bodies for vocational
education as a whole, coupled with an
expansion of training capacity for the prac-
tical component of the apprenticeship sys-
tem - a strengthening of the system was
seen as bringing a double benefit. On the
one hand, the dual nature of the appren-
ticeship system would ease young peo-
ple’s transition from school to work and
thereby help cut youth unemployment; on
the other, an increase in the number of
practical-training places in the apprentice-
ship system would help meet industry’s
future needs for skilled workers.

The most obvious result of these endeav-
ours was the doubling, to over 50,000, of
the intake of youngsters into elementary
apprentice training between 1982 and 1987.
Another was a new diversity in practical-
training places: recent research has found
that in addition to the traditional arrange-
mentof on-the-job training on the premises
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of a single employer four other variants
can now be distinguished, depending on
the extent to which the practical compo-
nent is tied to the production process itself
or to an individual employer (Frietman,
1990). Almost thirty percent of all new
elementary-level trainees are now covered
by arrangements where

B practical training is given in more than
one firm on a rotating basis,

B partofthe practical training takes place
off the job, i.e. outside the production
process itself,

B rotation between two or more firms is
combined with supplementary off-the-job
training, or

B all practical training is given off the
job, which thus replaces on-the-job train-
ing.

Empirical research has shown the differ-
ent variants, including the traditional ar-
rangement, to be equally effective in terms
both of the proportion of trainees success-
fully completing their course and of the
proportion finding employment thereafter
(Frietman, 1990).

Development Plan

The apprenticeship system’s development
was given a new or extra impetus by the
policy statement issued in 1988 under the
title “The New Development Plan for the
Apprenticeship System”. At the heart of
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the proposals is a change in the policy
framework for development and renewal;
the intention is that activities concerned
with the system’s development and re-
newal should take place on a more planned,
effective and goal-directed basis. In future
national bodies will draw up multi-year
policy plans and, in conjunction with col-
leges, annual operational plans. The vari-
ous activities will be fostered and coordi-
nated by abody with the name Apprentice-
ship Project Management (PML).

The purpose of the development plan is to
give greater recognition to the educational
character of the apprenticeship system and
to take greater account of its national
sectoral structure. In this framework the
central tasks laid down for the various
sectors of the apprenticeship system are as
follows (PML, February 1990):

B to ensure an adequate intake,

B to promote innovation and flexibility
in training and examination syllabuses,
B to improve trainee success rates, and
B to promote positive action for particu-
lar target groups.

The key issue throughout is the need to
ensure thatindustry provides enough prac-
tical training places, of a decent standard,
for all groups.

These various developments in the ap-
prenticeship system can be viewed as the
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outcome of the policies developed and
implemented in the 1980s and as such are
relevant to the prospects for policy in the
1990s. At least three other factors are
important in this connection.

First, the late 1980s brought a marked shift
in the pattern of supply and demand on the
“market” in practical-training places. Since
the lower vocational (LBO) schools for
the 12-16 age group take the youngsters
who remain when places in the academic
and general secondary schools are filled,
they have borne the brunt of the downturn
in overall pupil numbers, and since the
apprenticeship system is traditionally the
main “customer” for LBO-school-leavers,
ittoo has seen a sharp drop in intakes. This
factor, coupled with economic recovery,
has gradually transformed a shortage of
training places into a shortage of trainees.

Second, the educational and employment
position of certain groups - immigrants,
women, the disabled, youngsters who have
failed at school - remains worrying.

Finally, there are continuing indications of
mismatches between vocational education
and practice as a result of developments in
product/market combinations, rapid prod-
uctand process innovation, and changes in
the organization of work.

Conclusions

Thereisincreasing recognition in the Neth-
erlands of the need for better coordination
between the different routes through voca-
tional education, thus facilitating horizon-
tal and vertical movement between the
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various types of provision. This would
Serve two purposes.

First, the education system’s yield (the
proportion of youngsters successfully com-
pleting courses) would be improved. The
failure rate in Dutch vocational education
is relatively high, and better coordination
between the different training types would
improve the position in that youngsters
who failed in one type could more easily
switch to another.

Second, the extent of mismatches between
education and employment would be re-
duced, since a coordinated system can
respond more easily to industry’s chang-
ing quantitative and qualitative needs.

Improvements at the interface between the
worlds of training and work are currently
being sought mainly by giving them joint
responsibility for vocational education
through sectoral consultation and duali-
zation. The notion is that mainstream vo-
cational education needs be more closely
geared toemployers’ requirements (though
these are not always easily determined).
The danger of this approach is that the
acquisition of occupational skills may be
overemphasized, making vocational edu-
cation excessively industry- or job-spe-
cific. To avoid this happening we must
ensure a proper balance between the gen-
eral and vocational elements in vocational
education, implying among other things a
recognition of the social and cultural func-
tion of vocational education, an appropri-
ate distribution of responsibilities between
employers, unions, government and edu-
cational institutions, and the right relation-
ship between national and regional train-
ing objectives.

The last point concerns the structure of
training and training objectives. The two
types of vocational education at secondary
level - intermediate vocational education
in both its full-length (MBO) and shorter
(KMBO) forms and the dual apprentice-
ship system - are coming to resemble one
another more closely. As parts of the MBO/
KMBO system are dualized we may see
the development of a system offering a
choice between college-based and dual
training at all levels, from junior crafts-
person to independent entrepreneur.

The current trend towards dualization could
mean that only a dual variant remains for
certain courses. This is most likely in the
case of KMBO courses. Given the back-
ground to the introduction of these courses,
outlined earlier, this is not necessarily en-
tirely desirable. We must take care in this
connection that the baby is not thrown out
with the bathwater.
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Initial technical and vocational
education and skill formation in

Britain

It is important when trying to understand
the British system of initial technical and
vocational education that the various forms
of vocational and technical education are
conceptualized from a labour market per-
spective. Each of the main qualifications
that are available plays a crucial role in
structuring the pathways or routes that
young people follow into the labour mar-
ket. Therefore, if we are to understand
their function in the system as a whole we
need to understand the part they play in
opening and closing off the various path-
ways that are available to young people in
contemporary Britain.
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Routes into the labour
market

We start by providing a brief description
of the main routes young people follow
through the system of technical and voca-
tional education in terms of their destina-
tion in the labour market, indicating the
nature of the links to the system of general
education. We identify five main routes,
of which four involve forms of secondary
technical and vocational education. These
are as follows:

B throughsecondary school having com-
pleted their general academic education
withoutany further vocational or technical
education and directly into unskilled/semi-
skilled jobs at 16 years. If no jobs are
available and the young person cannot
obtain a place on the Youth Training
Scheme (now known as Youth Training),
these young people enter unemployment.
These are the young people who leave
school at the earliest opportunity and who
either do not take their leaving examina-
tions or perform badly in them. They enter
low skilled jobs in construction, hotels and
catering, transport and distribution, which
often provide little or no further training or
vocational education (Ashton, Maquire and
Spilsbury, 1990). It is difficult to provide
precise estimates of the proportions fol-
lowing this route because the routes as
depicted here do not correspond with offi-
cial statistics, but the evidence suggest itis
approximately fifteen per cent of the age
group. [1]

B through secondary school and the
Youth Training Scheme at 16 into the
same low skilled service sector jobs as
those following route i) or alternatively
into lower level clerical jobs. Approxi-

mately 25 per cent of the age group follow
this route. Once again, these tend be the
young people who perform badly in their
examinations and leave with few or no
widely recognized qualifications. How-
ever, instead of seeking entry to jobs, they
accept a place on Youth Training (YT).
Although they do undertake some formal
training on the programme only 43 per
cent of YT leavers in 1990 obtained a
qualification (SEN, 1991). For a minority
of this group who enter YT with larger
employers, where the training is linked to
an internal labour market, this can lead to
continuing employment after YT. For the
majority, who find placements with smaller
employers, this <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>