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Many readers will ask why a journal bear-
ing the name “Vocational Training” is con-
cerned with university studies and uni-
versity graduates.  Are we not venturing
into an area which is already occupied?
What do universities have to do with vo-
cational training? The most obvious an-
swer is simply empirical: the public, poli-
tics and those interested in receiving edu-
cation are increasingly treating universi-
ties in many countries as institutions for
training for an occupation which has rela-
tively clear tasks, opportunities for em-
ployment and personal development.  The
alternative at the end of the day would
be to conceive of universities as parking
places for unemployed young people.
The image of university education hav-
ing to correspond to the ideal of liberal
education for life and work in academic
freedom or as expressed similarly in other
European languages, such an image to-
day seems strange and antiquated.  Is such
a phenomenon of any value today in Eu-
rope except when offered in an elitist and
highly-selective form?

In certain aspects it certainly has, but it
would be wrong to look at this too sim-
plistically.  So we can admit that the his-
torical period in which relatively purpose
-oriented university education was held
generally in high standing and which took
place for the most part such a period is
relatively short and extends, depending
on the place and the area of study, at the
most from the founding of the Berlin Re-
form University to the massive university
expansion throughout Europe from be-
tween 1820 and 1970.  Prior to that uni-
versities were clearly places for receiving
vocational training.  They trained priests,
administrators, lawyers, some doctors and
later engineers for public service.  Uni-
versities provided vocational training for
those who primarily had to be skilled in
thinking, speaking and writing.  Other
forms of vocational training were pro-
vided through practical learning either in
the family or more formally through cor-
porations.  These universities in the Mid-

dle Ages were very sober institutions and
in status did not differ greatly from prac-
tical training.  In contrast to our current
ideologies, universities were given the
term “universitas” not because they proc-
essed the totality of human knowledge
but because they took in people from
various nations.  The fact is banal but to-
day largely unknown: universitas were
created through the amalgamation of
nationes in which students were organ-
ised corporatively into one institution.

Universities in the Middle Ages were in
another respect not so different from ours
today although a very small proportion
of the population attended them.  They
provided training with an occupational
aim which was highly structured; the pow-
ers that be constrained academic freedom
and internationally the students were
fairly mobile.  They had no ERASMUS
Programme but often travelled hundreds
of kilometres to the place of study in a
fashion similar to journeymen or merce-
nary soldiers going to their place of work.
In the universities, rebellious students
fought among themselves and with the
local authorities in a way which would
make even the most hardy of the 1968
generation pale with envy.  One only has
to read historical sources on the disagree-
ments in the renowned Oxford between
town and gown.  There were also “idle
students” who in reality did something
else, were unemployed or had not
reached their aims as is the case today.

In the German language one differenti-
ates between “Bildung” education and
“Ausbildung”, in English between educa-
tion and training and in French between
“éducation” and “formation” All Euro-
pean languages differentiate between a
form of promoting human knowledge and
skills for specific and easily comprehen-
sible aims and the development of quali-
fications for initially unknown, changing,
differing or obscure aims.  The former is
called training, the second education.  We
view education as taking place at univer-
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sities while training would seem to be in
practice, apprenticeship or would take
place at vocational training centres.  In
the meantime we have lost our prejudices
to such an extent that we can attribute to
each educational process a training char-
acteristic and, above all, an educational
value to each training process.  How else
could we explain today that our naval
captains are trained at maritime universi-
ties, while pilots receive their training in
the airforce or at a pilots school? And even
completely academic education is also
training for relatively autonomous re-
search or the development of theory.

In all EU Member States we can see that
in vocational teaching and schools, what-
ever they may be termed in individual
countries, education is becoming more
emphasised in the course of time.  It has
been stated that the occupational and
social value of training always depends
more on stressing a general level of
knowledge and skills, key qualifications
or whatever they may be called.  The rea-
son for this is the changing and unpre-
dictable aspects and the use of special
qualifications and the increasing symbol-
ism and abstractness of our working
world.  A central element of an increas-
ing amount of work is manipulation of
symbols in a more or less technical form.
All this means more theory and more
learning by practical example rather than
in all conceivable practice situations.  This
is tantamount to education and not train-
ing alone.

Another visible aspect in this context is
that a concerted historically short-term
ideal of free academic education is
changed or diluted through increased ac-
cess to universities.  When university ex-
pansion began, the demand was that edu-
cation be a civil right.  This culminated in

the demand for stressing the training value
of university education in order to ensure
a foreseeable use of this education.  Such
consequences had to adapt to a relative
devaluation of university education in the
course of its expansion.

It is in this way that vocational training
and university education are gradually and
inevitably becoming closer while in the
previous century the points of departure
were different.  This proximity is reflected
in the institutional structure, the content
and the expectations placed upon both.
This gives sufficient justification for this
journal to discuss universities as places of
vocational education and training.  This
should not question the general educa-
tional goal of universities. However their
legitimacy on account of their educational
value must be increasingly shared with
vocational goals and both their legitimacy
and effectiveness are increased when they
are regarded as part of vocational train-
ing.  It is interesting to know that the em-
ployment opportunities for graduates in
different countries, as the article by Mr List
shows, are better than for other applicants.
Mr Verdier shows this in a more detailed
way and analyses this aspect for France.
Evidently, competitive pressure is being
exerted from above.  Those with higher
education are displacing the less educated
and all the more so the more tangible the
aims of the specific course become, i.e.
training with a view to more precise goals.
This corresponds exactly to the trend de-
scribed here of a dove-tailing of educa-
tion and training. In principle, this works
in favour of education but there are in-
creasing disparities between courses of
study and education systems which are ori-
ented to a varying degree towards occu-
pational activities.

Arndt Sorge

Farewell to Fernanda

After four years Fernanda Oliveira Reis has moved on from her post as Editor-in-
Chief of the European Journal for Vocational Training, to take up new duties with
the European Commission. Fernanda’s time as editor of the Journal saw the intro-
duction of some major changes in its style, content and presentation. These were
made possible because of the hard work she invested in the Journal and her
commitment to its success. All of those involved in the production of the Journal,
past and present, would like to offer her their thanks for her contribution to its
development, and to wish her every success in her future career.
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Employment opportu-
nities for university
graduates in Europe

When seeking employment,
university graduates in Eu-
rope generally have an ad-
vantage over people with
other or no certified quali-
fications. Graduate unem-
ployment rates are usually
far below national averages.
However, many find it dif-
ficult to launch a career af-
ter they graduate.  Econo-
mists, engineers and some
natural scientists have bet-
ter chances than humani-
ties and social science
graduates.  Nonetheless,
temporary positions are be-
coming a more common
phenomenon among gradu-
ates entering the work
force.

Academics and the labour
market

As far back as the 1980s university gradu-
ates1 in western industrialized countries
began to face the possibility of not auto-
matically finding employment in their area
of study.  The job prospects tended to be
better for students of some subjects, such
as natural sciences or technical subjects
than for humanities majors or social sci-
entists (OECD, 1987).  In the mid-1990s,
economists and business administration
students have the best chances of recruit-
ment.  With a few exceptions, engineers
have similarly favourable chances of en-
tering the work force.  Students of the
humanities and social sciences still seem
to have below-average employment pros-
pects, however, with the outlook for
teachers and educators varying greatly
from country to country.

In France, the practice-oriented curricula
in the second phase of university studies
and the shorter technical course at the
Instituts Universitaires de Technologie
(IUT) provide good career opportunities.
Only graduates of the Grandes Ecoles
have equally promising first job prospects.
Liberal arts and social science graduates
encounter a generally unfavourable job-
hunting environment, at least when their
training background is limited exclusively
to university.

In the United Kingdom, a number of trade
associations and professional organiza-
tions ensure graduates obtain vocational
training following their bachelor’s degree.
This makes launching a career a smooth
transition for architects, doctors and den-
tists and veterinary and agricultural gradu-
ates.  In contrast, biologists, physicists and
social scientists have greater difficulties
in finding employment.  Consequently,

the proportion of students who go on to
obtain a master’s degree is correspond-
ingly high in these disciplines.  It is a way
of avoiding unemployment and enhanc-
ing chances of obtaining a permanent job
(UFC, 1994).

In Italy, the employment situation of uni-
versity graduates appears to have dete-
riorated in the 1990s.  Follow-up studies
dating back to 1989 disclosed a tight job
market in almost all fields.  At that time
engineers and economics and business
students were the exception; they fared
much better than most of their peers when
it came to finding a job.  In the mean-
time, they, too, face problems in moving
from the campus to the office.  The situ-
ation has been aggravated by the number
of graduates from the recently established
short college programmes, who are now
competing with university graduates for
the few adequate training places.2

Austrian labour office records listed hu-
manities and natural sciences as the aca-
demic fields with the highest rates of un-
employment in 1994.  They accounted for
35 per cent of the university graduates who
registered as jobless.  This figure was al-
most twice as high as the number of un-
employed social science and economics
graduates.  Veterinary surgeons, pharma-
cists, translators, interpreters and theolo-
gians experienced few difficulties on the
labour market.  They accounted for less
than two per cent of the university gradu-
ates registered as unemployed (Federal
Ministry of Economics, Research and Tech-
nology, 1994, Table 2.3.7).  The reasons
for the high unemployment rate in some
disciplines are the lack of openings for
newcomers in certain job sectors (e.g. pub-
lic service), and the discrepancy between
the qualifications in demand on the labour
market and those that most students opt
for, especially in the liberal arts faculties.

1) The term “university graduate” is
interpreted in different ways in the
various European countries.  Here it
will be defined as ISCED Levels 6 and
7 in the OECD classification of edu-
cational levels, in other words it cov-
ers at least the lowest university quali-
fications or an equivalent degree.

2) For more information on the la-
bour market for university graduates
in Italy, see List 1996, Moscati/
Pugliese, 1996
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Germany’s university degree holders have
also lost much ground on the labour mar-
ket.  The serious situation affects almost
all disciplines equally.  The brightest pros-
pects are enjoyed by doctors, pharmacists,
architects and civil engineers.  The out-
look is dimmest in the new Länder.  Struc-
tural change in the German economy fea-
turing expansion of the service sector and
research and development will have an
impact on the future employment pros-
pects of the university educated.  Highly
specialized knowledge will be less in de-
mand.  In Germany as elsewhere, an abil-
ity to acquire such knowledge fast when
required, as well as strategic thinking and
problem solving skills will be crucial
qualifications future university graduates
must have.

Moreover, similar trends can be recog-
nised throughout Europe when it comes
to launching a career.  Immediate employ-
ment in a steady job is becoming less
common than temporary employment
contracts and part-time work.  Female
university graduates generally have a
harder time starting a career than their
male counterparts.  This is frequently be-
cause women tend to study subjects with
poorer employment prospects.  The
number of women studying engineering,
other technical subjects and natural sci-
ences continues to be low.  Courses in
education, the humanities and social sci-
ences remain female domains.  Gender
specificity is reflected not only in the
unemployment rate.  It is also apparent
in the filling of temporary and permanent
positions.  Women more often hold tem-
porary jobs.  Available data fails to indi-
cate whether women opt for this type of
employment of their own accord for pri-
vate reasons (second family income
source, raising of children and caring for
other members of the family).

The sectoral distribution of university
graduates follows a similar pattern in all
countries.  Service enterprises, trade and
industry and the public service recruit the
lion’s share of graduates, with practice-
related courses and application-oriented
subjects tending to yield better employ-
ment prospects than traditional academic
studies.

University graduates continue to enjoy
better employment opportunities than

graduates of other training courses and
job applicants with no training.  In al-
most all OECD countries the 1992 unem-
ployment rate among university graduates
was considerably lower than the overall
unemployment rate (Table 1).  This ap-
plied to the total 25-to-64-year-old age
bracket and with a few exceptions to the
25-to-34-year-old category as well.  How-
ever, comparison of different age groups
also shows that the integration of young
university degree holders into the work
force is particularly difficult.  Their edge
over nongraduate peers was frequently
less marked in the under-35 bracket than
in unemployment figures for ages up to
64.  The labour market prospects for uni-
versity graduates improves with increas-
ing age and professional experience in
all countries.3

A detailed comparative study on the vo-
cational integration of university gradu-
ates in three different, prototype European
educational systems was carried out to
identify common problems and put alter-
native solutions into sharper focus.

The labour market for uni-
versity graduates in
France

In 1992, one third of the 827,400 young
people who left the French educational
system had completed higher education
(MEN, 1994 a, p. 207).  Despite more di-
versified qualifications and increasing
vocational input in the curricula, univer-
sity graduates have a hard time on the
job market.  Nonetheless, higher educa-
tion improves employment prospects con-
siderably.  Labour market newcomers with
no certified qualifications have poorer
employment opportunities than the bet-
ter qualified, and women are usually
worse off than men.  In 1993, university
graduates had a 14.2 per cent lower un-
employment rate than other members of
the work force in the 15 to 24 age bracket
(MEN 1994 b, p. 29).  Nevertheless, this
is overshadowed by the fact that by now
one of every ten unemployed persons
under the age of 25 is a university gradu-
ate.

The outcome of the first job-hunt de-
pends increasingly on the graduate’s field

3) The level of qualifications corre-
sponds to at least the lowest univer-
sity degree or comparable qualifica-
tions.

“Similar trends can be rec-
ognised throughout Europe
when it comes to launching
a career.  Immediate em-
ployment in a steady job is
becoming less common than
temporary employment
contracts and part-time
work.  Female university
graduates generally have a
harder time starting a ca-
reer than their male coun-
terparts.”

“University graduates con-
tinue to enjoy better em-
ployment opportunities
than graduates of other
training courses and job
applicants with no train-
ing.”



VOCATIONAL TRAINING NR. 10 EUROPEAN JOURNAL

CEDEFOP

7

of study.  The more practice-oriented the
university course, the smoother the tran-
sition to the labour market in most cases.
Good professional opportunities are pro-
vided by short technical courses, prac-
tice-oriented second level university de-
grees and DEA/DESS* diplomas in natu-
ral sciences.  Holders of the licence or
maîtrise in natural sciences or mathemat-
ics appear to have no problems in
launching a career.  Particularly poor
conditions are generally faced by gradu-
ates of humanities and social science
courses, biologists and physiologists (Le
monde de l’Education, December 1992,
No. 199, p.98).  Grande Ecole engineer-
ing and economics graduates have bet-
ter chances of finding a permanent posi-
tion soon after their final examination.
However, this situation is expected to
deteriorate.  It is no longer unusual for
graduates of the elite universities to
spend 5 to 6 months job-hunting.  A strik-
ing, new trend is for graduates to con-
tinue their studies.  As recently as the
1980s this was almost unheard of, but
20 per cent of the 1993 graduates of a
major Paris economics university decided
to enrol in post-graduate studies (Le
Nouvel Economiste, 10 September 1993).

A comparison of the monthly net income
of 25-to-29-year-olds in 1993 revealed that
graduates of short two-year university
programmes made 20 per cent more and
higher academic degree holders earned
60 per cent more than others of their age
whose qualifications were limited to ap-
prenticeships or vocational training.  Simi-
lar figures held for the 35-to-44-year-olds.
The level of education not only increases
chances of finding a job, it also boosts
earning potential (MEN, 1994, p. 31).

The chart shows that there is a close rela-
tionship between level of qualifications
and starting salary.  For example, gradu-
ates of two-year university courses who
decide to continue their education and
acquire a licence or maîtrise can increase
their salaries by about 30 per cent.  If
they continued studying and obtained a
DEA/DESS they would earn 60 per cent
more.  Technical university (IUT) busi-
ness management/economics graduates
can increase their salary from FF 7,000 to
FF 10,300 by obtaining a practice-oriented
higher degree (MST in accounting/fi-
nance), or even to FF 12,000 if they go

on still further to graduate from a Grande
Ecole of economics and business studies.

Career opportunities for university gradu-
ates have deteriorated in the past few
years.  Although the unemployment rate
among university graduates feared at the
beginning of the 1990s failed to materi-
alize, the goal of encouraging 80 per cent
of the population to obtain university
entrance qualifications and thus raise the
country’s overall educational level has
aggravated the situation.  Most young
people who obtain this certificate con-
sider it to be a minimum qualification
and a stepping stone to further educa-
tion.  The horizontal permeability of
postsecondary education and the trend
to supplement completed studies with
further qualifications and certificates
have resulted in an increase in the
number of university graduates and an
inflation of university diplomas.  In con-
trast to other European countries, France
faces not only the problem of a degree

Table 1:

Total unemployment rate and unemployment rate
among university graduates in selected countries in
1992 (in per cent)

Unemployment rate Unemployment rate
among active among active

25-64-year-olds 25-34-year-olds

Countries Total Graduates Total Graduates

Australia 8.8 4.4 10.0 3.7
Austria 3.6 1.3 3.3 2.2
Belgium 7.8 2.2 8.6 3.4
Canada 10.0 5.2 11.9 6.5
Denmark 10.6 4.8 13.6 7.8
Finland 11.4 3.4 13.4 6.6
France 8.8 4.4 11.3 6.8
Germany 6.2 3.7 6.1 4.3
Italy 7.4 6.0 13.7 17.2
Netherlands 5.6 3.9 5.8 5.2
Norway 4.6 1.8 6.8 2.8
Portugal* 4.9 1.8 6.1 2.5
Spain 14.7 9.9 21.1 17.5
United Kingdom 8.4 3.6 10.2 3.8
USA 6.6 2.9 8.2 3.0
OECD 7.6 3.8 9.6 5.9

* 1991 Source: OECD, 1995, Table R21 (A and B)

* Editor’s note:
DEA = Diplômes d’Etudes Appro-
fondies
DESS = Diplômes d’Etudes Supérieur
Spécialisées

“The more practice-ori-
ented the university course,
the smoother the transition
to the labour market in
most cases.”

“The level of education not
only increases chances of
finding a job, it also boosts
earning potential”
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Source: Le Monde de l’Education, 1992, p. 102

Illustration:

Salaries of French university graduates upon enter-
ing the labour force

(This 1991 survey of 43 000 academics who graduated in 1988 was carried
out 33 months after they had completed their studies.)

Engineering universities: 
SUPELEC, Pontes, Mines (14 200)

Other schools of engineering (12 600)
DEA/DESS natural sciences (12 500)

Schools of chemical engineering (12 400)

MIAGE (12 100)

Schools of veterinary medicine (11 800)

License/Maîtrise in applied natural sciences (10 800)

Schools of agricultural science (10 600)

DEA/DESS natural sciences/chemistry (10 100)

License/Maîtrise in natural sciences (9 200)

License/Maîtrise in natural sciences/chemistry (8 500)

BTS mechanical engineering, DUT electrical engineering (8 000)
BTS electrical engineering/electronics, DUT chemistry (7 900)

DUT mechanical engineering (7 700)
BTS chemistry/biology (7 600)

DUT biology (7 000)

FF 15,000

FF 14,000

FF 13,000

FF 12,000

FF 11,000

FF 10,000

FF 9,000

FF 8,000

FF 7,000

FF 6,000

Schools of economics: 
HEC, ESSEC, ESCPL (14 800)

Business management universities: ECRICOM (12 700)

Business management universities: ESCAE (12 200)

Schools of political science IFP (11 600)

License/Maîtrise in administrative sciences (10 900)

DEA/DESS law/political science (10 700)

MST accounting/finance (10 300)

License/Maîtrise in economics (9 600)
DEA/DESS languages/literary studies (9 500)
DEA/DESS psychology (9 400)

DUT informatics, License/Maîtrise law (8 700)

BTS informatics (8 500)

License/Maîtrise in languages (8 200)
License/Maîtrise in humanities (8 100)
BTS commerce (8 000)

DUT technology and commerce (7 800)

BTS accounting/finance (7 100)

BTS office studies (6 800)

BTS tourism (6 300)

Higher education degree qualifying 
for a job in industry or the business sector

Higher education degree qualifying 
for a job in the service sector
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glut.  Although university graduation still
offers a relative salary advantage over
lower education, a closer look at the in-
come prospects in different areas of study
reveals that all subjects no longer lead
to similar monetary rewards.  This is all
the more discouraging because the
French higher educational system with
its diverse selection of shorter and longer
practice-oriented curricula theoretically
offers the best chances for launching a
successful career.

The labour market for uni-
versity graduates in the
United Kingdom

A 1992 international comparison of edu-
cational levels showed the United King-
dom, where 20.4 per cent of the perti-
nent age group held a bachelor’s degree,

as sharing the top place with Denmark.
Corresponding figures included 13 per
cent for the Federal Republic of Germany4,
14.5 per cent for France, 9.8 per cent for
Italy and 7.9 per cent for Austria (OECD,
1994, Table R 12).

In 1992/93, 49 per cent of the 79,000 uni-
versity students awarded a first degree
obtained employment.  The majority, or
44 per cent of the total, even held a per-
manent position.  Thirty per cent of gradu-
ates continued their education, especially
in physics, biology and humanities.5 Doc-
tors and teachers enjoyed the best chances
of obtaining permanent employment last-
ing longer than three months.  Librarians,
humanities majors and biologists often
had to content themselves with tempo-
rary positions (Table 2).  On the whole,
women were slightly more successful in
finding a job than men.  Fifty per cent of
the 1992/93 female graduates of bachelor

Table 2:

What happens to British university graduates after their first university degree
subdivided according to discipline in 1992/93 (in per cent)

Employment Employment Employment Education Other * Total
Subject permanent temporary total continued

Medicine/dentistry
and related subjects 86.0 0.9 87.0 8.3 4.9 100
Biology 33.7 6.9 40.5 38.8 20.7 100
Veterinary medicine/
agriculture 55.9 4.9 60.8 20.0 19.2 100
Physics 29.2 5.5 34.7 46.1 19.2 100
Mathematics 44.8 4.1 48.9 28.8 22.3 100
Engineering/technology 46.2 3.9 50.1 20.7 29.2 100
Architecture 55.2 5.0 60.2 16.2 23.6 100
Social sciences 31.8 5.1 36.9 39.7 23.5 100
Economics and finance 54.5 5.2 59.7 13.8 26.5 100
Librarianship and
information technology 32.6 7.6 40.3 29.8 29.8 100
Languages 40.8 6.1 46.9 33.7 19.4 100
Humanities 35.8 6.7 42.5 35.8 27.8 100
Art 38.4 5.3 43.7 36.0 20.2 100
Education 70.3 3.3 73.5 8.7 17.7 100
Multiple courses of study 42.0 6.2 48.2 28.9 22.9 100

Total 44.1 5.0 49.1 29.6 21.3 100

*) Graduates who do not try to get a job or to continue their education, jobseekers and foreigners who left Great Britain after graduating

Source: UFC, 1994, Table 3; own calculations

4) These statistics equate the first uni-
versity degree in West Germany and
France to the master’s.

5) While the United Kingdom regu-
larly compiles comprehensive records
of what happens to university gradu-
ates (based on reports by individual
universities), other countries rely on
sporadic studies of this subject.
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courses found employment (compared to
48 per cent of their male counterparts).
Forty-five per cent of the female and 43
per cent of the male graduates obtained
permanent positions.  A larger proportion
of the women (31 percent) than of the
men (28 per cent) continued their educa-
tion (UFC, 1994, Tables 1 and 2).

In 1992/93, commerce absorbed 34 per
cent and industry 21 per cent of the gradu-
ates with a bachelor’s degree.  The pub-
lic service provided jobs for just under a
quarter of the graduates, while education
provided jobs for only 8 per cent.  This
pattern differs for new master’s and higher
degree holders.  Education absorbed 31
per cent of these people, commerce only
12 per cent (Table 3).  Gender-specific
differences were pronounced in educa-
tion and industry.  Only 11.9 per cent of

the men, compared to 18.1 per cent of
the women, obtained a position in the
educational sector.  The relation was re-
versed in industry: 12.9 per cent of the
women, compared to 28.4 per cent of the
men, went to work in that sector.

Figures for England alone6 showed that
11 per cent of those who completed a
first-degree course in 1992 were classi-
fied as unemployed (DFE, 1994 b, Table
10).  Unemployment was rarer among
university first-degree (9.7 per cent) and
higher-degree holders (2.6 per cent) than
among graduates of the then-existing
polytechnics or one of the higher educa-
tion colleges (14 and 11 per cent respec-
tively).  The reasons for this are the sub-
ject of speculation.  The general educa-
tional level may play a role.  Universities
usually attract the best-qualified school
leavers, as measured by A-level grades.
Future employers also seem to place less
emphasis on highly specialized training
than on the development of intellectual
capacities.

Crucial determinants of entry-level earn-
ings are the level of the degree acquired
and the academic major in addition to the
industrial or business sector.  On this
count, parallels with the situation in
France are apparent: in England, too,
higher degrees mean higher pay.  Spe-
cialists in application-oriented technical
disciplines have an advantage over social
science and humanities majors in their first
foray into the labour market.

An annual survey of the Association of
Graduate Recruiters (AGR, 1994) on be-
ginning salaries of university graduates in
the United Kingdom revealed a median
annual salary in 1994 of approximately
£13500.  More than one quarter of first
job holders earned salaries of £17000 or
more.  Average starting salaries for uni-
versity graduates in industry in 1994
equalled those in the service sector, where
the median ranged from £11000 in hotel
and restaurant trades to £17 850 in legal
counselling.  The production sector
showed a narrower scope, ranging from
£13 000 in construction to £14770 in the
chemical industry.  Variance was particu-
larly conspicuous in the higher salary
brackets.  The service branches offered
up to £19 500, while industrial plants paid
no more than £15 950.

Table 3:

What happens to university graduates subdivided
according to branch of industry and sex in 1992/
93 (in per cent)

Branch of industry Men Women Total

First Degree
Public service 21.1 28.4 24.5
Education 4.4 11.2 7.6
Commerce 34.7 33.3 34.0
Industry 28.1 13.4 21.3
Other 11.6 13.8 12.6
Total 100 100 100

Higher Degree
Public service 20.1 33.0 25.3
Education 27.2 36.4 30.9
Commerce 13.2 8.8 11.5
Industry 28.8 11.4 21.9
Other 10.6 10.2 10.5
Total 100 100 100

Altogether
Public service 20.8 29.7 24.7
Education 11.9 18.1 14.6
Commerce 51.0 26.6 27.2
Industry 28.4 12.9 21.5
Other 11.3 12.8 11.9
Total 100 100 100

Source: Universities’ Statistical Records. 1994. Tables G and N. own calculations

6) These figures apply only to Eng-
land since no comparable data exists
for Scotland or Wales.

“Specialists in application-
oriented technical disci-
plines have an advantage
over social science and hu-
manities majors in their
first foray into the labour
market.”
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Starting salaries of university graduates
also vary according to the level of the
degree obtained, the subject major and
the nature of the job opening.  Bigger
salaries are offered above all to holders
of higher academic degrees such as MA/
MSc or PhD.  A doctorate boosts the pay
in the surveyed enterprises by an aver-
age of £2189.  A master’s degree increases
the starting salary by £501. Studying the
right subject can yield as much as £300
annually.  Disregarding the generally
lower salary levels in the United King-
dom, the situation of job market newcom-
ers resembles that of the Federal Repub-
lic of Germany.  The advantages of aca-
demic training are similar in both coun-
tries.

A conclusive assessment of the labour
market situation of university graduates
is difficult due to the latest reforms in fa-
vour of more competition and market ori-
entation.  Until now the elite character of
university studies, the minimal govern-
ment involvement in establishing stand-
ards, the teaching and research conditions
and the brevity and more stringent organi-
zation of university programmes were
considered to be relatively good safe-
guards for prompt labour market integra-
tion of university graduates.  Despite the
criticism - also voiced in Britain - about
the low relevance of university courses
to the requirements of the business sec-
tor, British university graduates, with a
comparatively broad academic back-
ground, seem to have been fairly well
prepared to cope on a job market which
has afforded only loose ties between the
curriculum and the demands of the job.
So far entry to the labour force following
briefer university first-degree courses and
early job experience appear to have suf-
ficed to offset the lack of specialist knowl-
edge.

The labour market for uni-
versity graduates in Ger-
many

The labour market for degree holders is
tight in Germany as well.  In 1995 about
206,000 university graduates, an all time
high, were unemployed (iwd of 24 Octo-
ber 1996).  Approximately 30 per cent of

them had recently completed their stud-
ies; almost 60 per cent were between 25
and 39 years old.

The number of unemployed university
graduates has increased almost fourfold
since 1980.  Nonetheless, university gradu-
ates encounter a more favourable envi-
ronment when looking for a first job than
groups with other vocational back-
grounds.  The unemployment rate among
university graduates is four times lower
than that of unskilled workers.  Since the
early 1990s the unemployment rate of
university and college graduates has been
increasing at a slower pace than that of
other workers.  The unemployment rate
of young university degree holders in 1995
was estimated at 6.4 per cent in western
Germany and 4.6 per cent in eastern Ger-
many, compared to 9.4 per cent for the
overall work force.  However, the figure
varies from field to field.  Humanities
graduates and young engineers face
greater challenges in finding their first job
than those who have studied economics
or sciences, medicine or pharmacy, for

Table 4:

Initial salaries of British university graduates accord-
ing to branches of industry in 1994

Branch of Industry Average

Hotel and catering 11,000
Accounting 12,500
Public services 12,950
Civil engineering 13,000
Metalworking industry 13,000
Electrical engineering 13,250
Commerce 13,250
Insurance 13,450
Other processing industries 13,736
Transport/communication 13,747
Energy and water 13,830
Other private services 14,000
Food, drink and tobacco industries 14,200
Banking 14,584
Chemical 14,770
Legal counselling 17,850

Average 13,500

Source: AGR, 1994, Table B2

“The number of unemployed
university graduates has
increased almost fourfold
since 1980.  Nonetheless,
university graduates en-
counter a more favourable
environment when looking
for a first job than groups
with other vocational back-
grounds.”
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whom the situation has improved slightly.
Nevertheless, the average young unem-
ployed university graduate spends seven
months looking for their first job.  Many
make use of this waiting period as an
opportunity for - unpaid - on-the-job train-
ing.

German university graduates do not be-
gin their working life with what is com-
monly known as a “normal” position.
More and more are forced to accept
poorly paid short-term or single-project
contracts with no social security.  Never-
theless, getting started by means of a
project-related contract is a way of ob-
taining professional experience, thus im-
proving chances of finding permanent
employment during the next round of job
applications.

Even for university graduates higher un-
employment rates and longer periods of
unemployment increase the risk of em-
ployment in a job for which they are
overqualified.  The trend to downgrad-
ing is i l lustrated by the increasing
number of university-educated persons
who take positions which do not corre-
spond to their qualifications.  Almost one
in every five performs a job for which
higher education would not have been
necessary.  Graduates of specialized in-
stitutions of higher education are more
prone to this pitfall than university gradu-

ates; women are at greater risk than men.
The proportion of graduates of special-
ized institutions whose jobs do not con-
form to their education is between 19
and 33 per cent for females, and between
8 and 16 per cent for males.  Eleven to
22 per cent of female university gradu-
ates are employed in positions requiring
a lower level of qualifications than they
possess; only 6 to 12 per cent of their
male colleagues suffer the same fate
(Bundestagsdrucksache 13/1714 dated 19
June 1995).  The greater risk faced by
women of working in a job below their
qualifications is apparently related to
gender-specific academic preferences.
Women are more inclined than men to
study subjects that are in less demand
on the labour market (Büchel, 1996, p.
292).

The monthly net income of a German
university graduate was just over DM
4200 in 1991, while graduates of special-
ized institutions of higher education
earned sl ight ly less than DM 3800
(Jagoda, 1996).  Thus, the earnings of
persons with a higher education ex-
ceeded that of unskilled workers (DM
1960) and skilled workers (DM 2284).  In
this context, too, German women gradu-
ates are worse off than their male coun-
terparts.  Women with a university de-
gree average DM3200 per month, their
male peers DM4600.  Women who have

Age West Germany East Germany
1995 1995

under 25 1.1 2.0
25 to 29 14.1 9.5
30 to 34 22.8 13.2
35 to 39 18.2 12.7
40 to 44 13.5 16.1
45 to 49 8.6 12.4
50 to 54 6.9 14.0
55 to 59 10.9 15.4
60 to 65 3.8 4.5

Table 5:

Unemployment rate among university graduates in
Germany according to age group (in per cent of all
unemployed university graduates)

Source: Bundesanstalt für Arbeit, Stand: 30.09.1995

“The trend to downgrading
is illustrated by the increas-
ing number of university-
educated persons who take
positions which do not cor-
respond to their qualifica-
tions.  Almost one in every
five performs a job for
which higher education
would not have been neces-
sary.”
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graduated from a specialized institution
of higher education average DM2500 per
month, males with the same level of
qualifications earn DM4000.  These dif-
ferences in net income can partly be at-
tributed to different tax brackets.  The
net income of a married woman who opts
for payroll tax deductions according to
Scale III is initially taxed more heavily
than her husband, although this might
be balanced out when their joint income
is taken into consideration.

Results

A common trend toward adapting higher
education to the requirements of the na-
tional labour market can be ascertained
in many European countries along with a
reduction in the amount of time spent in
higher education.  Despite common prob-
lems it will be neither possible or sensi-
ble to develop a uniform European policy
to foster the appropriate professional in-
tegration of graduates.  This makes it all
the more imperative to find solutions tai-
lored to national peculiarities.  However,
planners would be well advised to look
beyond their country’s borders for inspi-
ration.  One question cannot be answered
immediately: whether the orientation of
higher education on specific requirements
of the domestic labour market might limit
qualifications for a European labour mar-
ket and by the same token impair Europe-
wide cross-border worker mobility.

The lion’s share of the 150 million work-
ers in the European economic area are
employed in the service sector.  By the
turn of the century this number will have
increased by 7 million (Prognos, 1990).
Forecast growth varies from Member State
to Member State, from 50 per cent in
Greece to approximately 71 per cent in
Norway, the United Kingdom and the
Netherlands.  The expansion of the serv-
ice sector will have an impact on the edu-
cational and vocational training systems.
The shifts in employment opportunities
will primarily benefit highly qualified per-
sons.  Their know-how will be in par-
ticular demand in the areas of telecom-
munications, the media, electronic data
processing, biotechnology, the environ-
ment, health, leisure and travel.  Continu-
ing structural change throughout Europe

“Continuing structural
change throughout Europe
and increasing internation-
alization of markets will
open more and more for-
eign doors especially to job-
hunting specialists and ex-
ecutives.”

and increasing internationalization of
markets will open more and more foreign
doors especially to job-hunting special-
ists and executives.

A survey of 286 enterprises in 12 Euro-
pean countries in 1992 produced the sur-
prising discovery that German and French
companies already recruit 42 per cent
and 32 per cent respectively of their jun-
ior managers from other European Un-
ion countries (CSU, 1993).  This is not
due to any lack of qualified candidates
in Germany and France but to the in-
creasing internationalization of enter-
prises.  Other important factors are the
special cultural and language back-
grounds of foreign graduates, who in-
crease customer identification when firms
venture abroad, and facilitate their ac-
cess to foreign markets.

In the case of transnational recruitment
in domestic placement, graduates who
have studied economics or engineering
have the edge on those who completed
other courses.  The highly qualified have
higher hurdles to overcome in a foreign
country than less qualified workers.  The
former are expected to possess not only
expertise in their area.  Their knowledge
of the host country’s legal system and gov-
ernment, their ease in dealing with busi-
ness partners there as well as their mas-
tery of the local language are taken for
granted.

German enterprises cite their own uncer-
tainty in evaluating qualifications acquired
abroad as the greatest obstacle to recruit-
ing foreign graduates at present.  In ad-
dition, they complain about a lack of lan-
guage skills and large investments in fa-
miliarization, which are frequently entirely
unjustified by the length of employment
(List, 1996).  Although the relative size of
the European mobile labour force is not
expected to change drastically in the years
to come, the issue of occupational and
regional mobility of graduates in particu-
lar will continue to gain importance.  In
contrast to the mass migration of the
1960s, which was motivated by divergent
employment opportunities and levels of
prosperity, the impetus for movement in
the coming millennium will be the net-
work of economic, social and cultural ties
gradually meshing into a uniform Euro-
pean social sphere.
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Have higher education
qualifications
fallen into line again
in France?

Introduction

Since the beginning of the 1980s, young
people’s integration into the labour mar-
ket from higher education has gone
though two main periods in France:

❏ the flows entering this level of educa-
tion rose sharply and were reflected, de-
spite substantial failure rates during the
initial cycle, by a spectacular rise in the
flows entering the labour market from
higher education. The integration of
young people leaving higher education
nevertheless continued to be of high qual-
ity and may even have improved, whereas
the overall labour market situation of
young people remained very mediocre;

❏ labour market integration conditions
worsened from 1992 onwards as a result
of a downturn in the economic situation
which, in contrast to previous trends, had
more of an impact on young higher edu-
cation graduates than on other school
leavers; contrary to the prevailing opin-
ion at that time, this trend might be more
than a simple short-term and therefore
transitory change.

If we are to interpret these changes and
find out how the young people’s labour
market has adapted to this powerful edu-
cation supply effect, we need to relate
them to the wider-ranging changes in the
relationship between training and employ-
ment. This article therefore attempts to
follow a path previously explored by
d’Iribarne (1986) and to move towards “an
analysis of a labour market segment via
which the active population is regularly
renewed and which, even though inves-
tigations are localised, can be analysed
only in relation to the major national struc-
tures” (p. 94). Consequently, “the condi-

tions under which young people are in-
tegrated (...) cannot be analysed sepa-
rately from the foundations of education
systems and their institutional relation-
ships, on the one hand, with enterprise
and, on the other hand, with workers’
trade unions” (ibid, p. 95).

Some “societal” characteristics of the re-
lationship between training and employ-
ment in France need to be stressed in this
context: the important role that internal
markets have traditionally played in la-
bour market regulation and the construc-
tion of qualifications and the very high
level of selection based on academic per-
formance and very predominantly on
school education; these two characteris-
tics mean that individuals’ positions in the
queue for access to jobs, especially jobs
in internal markets, are determined largely
by the level of the qualifications that they
have acquired in initial education. Increas-
ing rationing of employment as a result
of the economic recession has continued
to bolster this trend. Higher education
graduates have benefitted greatly from this
process and it might even be said that
they have turned the situation to their own
profit (Goux, Leclercq, Minni, 1996).

Some societal indicators of
the training/employment
relationship and the place
of higher education quali-
fications

There was traditionally a strong structural
coherence between the specific nature of
qualifications and the low level of basic
education of the labour force (see
Maurice, Sellier, Silvestre, 1982).

Eric Verdier
LEST-CNRS, Aix en
Provence

Since the beginning of the
1980s, higher education has
grown very rapidly in
France, with an increase in
the flows leaving the vari-
ous streams of higher edu-
cation. Up to 1992, trends in
the labour market seem to
be marked by stronger se-
lective mechanisms for
young people and by the
emergence of competitive
regulation in some labour
market segments, where
young higher education
graduates have been the
main beneficiaries.
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Predominance of internal labour mar-
kets

In France, the labour market has tradi-
tionally been structured as internal mar-
kets based chiefly on length of service.
In France, the wage effect of length of
service on workers’ pay was double the
figure for Germany (Depardieu, Payen,
1986). Eyraud, Marsden and Silvestre
(1990) add to this characteristic the fact
that the relative length of service of skilled
workers with respect to unskilled and
semi-skilled workers is much higher in
France than in the United Kingdom where
professional markets have traditionally
predominated. As Maurice, Sellier and
Silvestre (1982) have therefore shown,
qualification was primarily shaped by
enterprise and organisation. This method
of structuring internal markets has made
it possible to integrate a labour force with
a low level of education destined to en-
ter a more prescriptive and hierarchical
labour organisation. This was therefore
reflected by a very high proportion of
employees with low educational levels
among engineers and managers: in 1982,
for example, over half of these groups

had no higher education qualification. The
“house” engineer or manager was still a
very widespread profile.

The highly selective nature of educa-
tion makes qualifications a major in-
strument in individuals’ ranking in
the labour market

Educational performance, especially in
academic subjects, is the standard against
which everyone’s merits are decided. This
is all the more justified as its supposed
neutrality is related to the quest for the
accumulation of knowledge needed to
pave the way for a society that is both
more just and better grounded. It is against
this backcloth that “school guidance based
on the scientific detection of everyone’s
abilities developed at the beginning of the
century” (Duru-Bellat, 1992). These gen-
eral characteristics mean that schools have
major responsibilities not just for educa-
tion but for drawing up a ranking of indi-
viduals which is from then on of major
social importance. School is therefore the
theatre for individual strategies which
necessarily re-introduce a strong social
dimension into the results of school com-

Box 1
An institutional analysis of the integration of young higher education gradu-
ates

Going beyond these general principles, we shall follow Garonna and Ryan’s (1989)
comparative typology of the models of young people’s integration since this ad-
vantageously re-introduces market mechanisms more explicitly into the analysis
than does the theory of societal effect. Their starting point is the principle that
adult workers try to protect themselves against the potential competition that young
people may represent, especially if these young people have received high quality
and/or higher level education. They show that workers already in employment fail
to stave off this competition during periods of mass unemployment with little
labour market regulation: the United Kingdom in the 1930s is a good example of
this kind of “competitive regulation” allowing employers to call quite freely upon
young people’s inexpensive labour. Adult employees may be protected in two
very different ways. In the case of “regulated integration”, young people enter
employment on a regular basis in all sectors of activity, but as apprentices: “the
interests of workers are protected by rules which (by setting standards for training
in the workplace) discourage any tendency among employers to profit from the
low cost of apprentices” (Garonna, Ryan, p. 80). In the case of “selective exclu-
sion”, young people educated by the school route must acquire vocational experi-
ence through secondary jobs before they can hope to move on, through selection,
to a primary job. Germany, and, to a smaller extent, the United Kingdom, fit the
first scenario, while the United States and France, bearing in mind the traditional
importance of internal markets, fit the second. These societal models obviously
have to be differentiated by sectoral labour force management policies (see, for
instance, Clémenceau and Géhin (1983) on the second half of the 1970s).

“In France, the labour mar-
ket has traditionally been
structured as internal mar-
kets based chiefly on length
of service (...) qualification
was primarily shaped by
enterprise and organisa-
tion.”
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petition (Duru-Bellat, 1992); they consist
in doing well and learning on the basis
of a “noble” criterion par excellence,
namely the individual accumulation of
knowledge. Consequently, any other form
of knowledge or educational method is
by its “essence” a degraded or “impure”
form of general education. For some au-
thors (d’Iribarne and d’Iribarne, 1993), the
strength of this meritocratic conception
of society gives rise to the notion of a
“school nobility” which is a replacement
for the blood nobility of the Ancien
Régime: in some ways it provides a syn-
thesis between the significance of the hi-
erarchical organisation of French society
and the Republican ideal of an élite based
on knowledge. This situation vindicates
a process of guidance at the end of (four
years of) secondary education that chan-
nels “the weakest performers” into voca-
tional education.

Qualifications provide a structure for
vocational and social integration

This meritocratic approach had a greater
structuring effect, the more it was part of
a society in which qualifications were not
only a significant social reference point,
but also a relatively rare resource: the
spread of qualifications was relatively lim-

ited (close on 50% of the active popula-
tion in employment in 1982 were not
graduates). In this context, qualifications
in France, whether in the general or vo-
cational field, are predominantly instru-
ments for ranking individuals in a school
competition whose outcome is strongly
linked to social status. This competition
is unlikely to provide “poles around which
a professional identity can crystallise” as
is the case in Germany with the dual sys-
tem, even though vocational and techni-
cal education has become increasingly
advanced (Silvestre, 1987). The French
system constructs individuals, while the
German model in the first instance forms
groups structured around professions.

During the period of major growth and
to some extent during the 1970s, how-
ever, this meritocracy did not prevent sig-
nificant social advancement in internal
markets as a way of meeting enterprises’
qualification needs.

In a country such as France, where the
education system is highly institutional-
ised and standardised (Campinos, Grando,
1988), the result of this has been to place
the stress on the role and significance of
qualifications as (potential) instruments
for coordinating individual behaviour,

Box 2
Towards an analysis of societal change

It is within this dynamic perspective that Silvestre (1986) located his study of the
trends in national systems of mobility (looking at Germany, France and Japan)
during the economic recession. He considered that three types of change could be
envisaged. The first, called “mechanical”, has no impact on the original operating
principles of societal structures, which does not mean that behaviour and institu-
tions do not change: these changes simply take place “on the periphery of struc-
tural reality” (a typical case is the growth of precarious employment, while inter-
nal markets are maintained in their conventional form).

A second category of change concerns cases in which developments “urge on
operating principles that are already in place”, i.e. there is no qualitative impact
on or change to the compromises on which existing societal rules and relation-
ships are based. Their “plasticity” allows initial structures to demonstrate their
dynamism in managing and absorbing changes that are then called “organic” (a
good example is the increase in the flows of apprentices in Germany as a re-
sponse, during the first half of the 1980s, to the risks of a worsening youth em-
ployment situation).

A third type of change is called “structural” to the extent “that the recession is
likely to destabilise practices regularly replicated in former systems” so as to “gen-
erate new forms of behaviour and social relationships”.

“(...) the French education
and training system is un-
doubtedly that system
which (...) has undergone
changes of both a qualita-
tive (...) and a quantitative
type (...)”
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“The determination of pub-
lic action has been symbol-
ised by the objective,
launched in 1984, to bring
80% of a generation to
baccalauréat level by the
end of the century.”

“Since 1991, as a result of
school attendance rates for
17-18-year-olds, France
was among the leading
group of the developed
countries (...) in 1995, 61%
of middle managers had at
least one higher education
qualification (short or long
cycle) in comparison with
44% nine years earlier.”

public training policies and labour mar-
kets. This approach seems especially valid
as the French education and training sys-
tem is undoubtedly that system which,
from the point of view of the Organisa-
tion for Economic Cooperation and De-
velopment (OECD), has undergone
changes of both a qualitative type, with
the creation of vocational baccalauréats,
and a quantitative type, with very rapid
growth. Since 1984, education attendance
rates after the age of 18 have been the
most intense (for a review, see Lutz at al,
1994).

Another characteristic of French trends is
that these joint changes in training and
labour market regulation have been accom-
plished in a context of increasingly ra-
tioned employment, whereas the reforms
which paved the way for the German pro-
fessional markets date from the end of the
1960s and the entry of 50% of young Ameri-
cans into higher education dates back even
further. The French method of integrating
young people, particularly higher educa-
tion graduates, and the way in which it
has developed are an efficient indicator of
the dynamics of the relationship between
training and employment.

The very rapid develop-
ment of higher education

This increase in the flows leaving the vari-
ous streams of higher education is due to
the fact that deliberate public policy has
converged with a major social demand.

Political will converted into law

The determination of public action has
been symbolised by the object ive,
launched in 1984, to bring 80% of a gen-
eration to baccalauréat level by the end
of the century. The strength of this com-
mitment is borne out by the fact that this
objective was incorporated in 1989 into a
framework law covering the whole of the
education system without any opposition
in parliament. It was intended to make
up for France’s relative backwardness in
the area of secondary and higher educa-
tion: in 1980 only 20% of the working
population had passed the baccalauréat
or a higher education qualification and
half of the active population had not

passed the certificate of primary educa-
tion (Goux, Minni, Leclercq, 1996).

Spectacular quantitative results

The proportion of a generation reaching
baccalauréat level doubled within the
space of fifteen years: 34% in 1980, 70%
in 1994. Close on two thirds of an age
group now pass the baccalauréat. Student
numbers have therefore increased sub-
stantially (by 500,000 during the 1980s,
i.e. +40%, and by 400,000 between 1990
and 1994, i.e. +23%). Higher education
graduates therefore account for 40% of
those leaving education, i.e. double the
figure twenty years ago. Bearing in mind,
moreover, the trend towards longer edu-
cation (an additional year every five
years), there has also been a spectacular
increase in non-participation.

As Elbaum and Marchand (1994) stress,
the main feature of the way in which the
situation of young people aged under 25
developed during the 1980s in France was
the very rapid decline in their participa-
tion rate (-10% between 1983 and 1991)
leading to the lowest figure for the major
industrialised countries (34.4% in compari-
son with 64.4% in Sweden and 66.3% in
the United States where the meaning of
participation is similar, in contrast to Ger-
many where apprentices are included
among the active population). In 1994,
this rate had fallen further to 30.7%. Since
1991, as a result of school attendance rates
for 17-18-year-olds, France was among the
leading group of the developed countries
with Germany, Switzerland (both owing
their position at this level to their appren-
ticeship system) and Japan, substantially
in front of the United States and even fur-
ther in front of the United Kingdom. The
trend has become even more marked
since then.

This policy decision to force up young
people’s levels of education has been
largely in step with trends in job struc-
tures: the proportions of managerial and
middle occupations, i.e. jobs destined in
principle for higher education graduates,
rose from 8.3% and 18.6% in 1982 to 12.2%
and 20.3% ten years later. Trends have
been even more spectacular in terms of
flows: between 1982 and 1991, the
number of managerial and middle occu-
pations filled by higher education gradu-
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“(...) the cost of convenience
of education decreases
with increasingly rationed
employment and encour-
ages people to wait for bet-
ter prospects in the educa-
tion system.”

“(. . .) qualifications in
France do not directly con-
struct a recognised qualifi-
cation and a specific pro-
fessional identity but point
to abilities that are increas-
ingly often likened to the
level of education reached.”

1) In the case of some vocational
streams, however, this approach has
to be weighted by the specialisation
of the qualification since the integra-
tion “performances” of industrial types
of training are often better than those
of service-sector or general higher
education qualifications (see Minni,
Vergnies 1994)).

ates increased by 929,000 people, whereas
the active population in employment in-
creased by only 424,000. Consequently,
at a given grading level, holding a quali-
fication of a level “corresponding” to that
of the job is becoming an increasingly
necessary condition, even if it is less and
less sufficient: in 1995, 61% of middle
managers had at least one higher educa-
tion qualification (short or long cycle) in
comparison with 44% nine years earlier.

Headlong economic and social pro-
gress

Over and above the deliberate nature of
public policy and trends in enterprise de-
mand, several other factors have played
a part in the accelerated development of
this “organic change” of a French society
that is particularly in keeping with the de-
velopment of forced education, as was the
case at the turn of the 1960s (see Prost,
1992).

Qualifications - (relative) protection
against unemployment

Young people and their families clearly
consider that the quality of their voca-
tional integration, whether from the point
of view of exposure to the risk of unem-
ployment and precarious employment or
the pay levels and grades attained, is
closely linked to their qualification level:
between 1980 and 1992, the unemploy-
ment rate among higher education gradu-
ates, five years after the end of their edu-
cation, was constant, whereas it had more
than doubled for those holding CAPs (cer-
tificates of vocational aptitude) or BEPs
(certificates of vocational education) and
increased to close on three quarters for
those with baccalauréats (Méron, Minni,
1995); in addition, France is among those
countries where the wage advantage pro-
vided by higher education is the highest,
although there has been a downward
trend for recent generations (see Goux,
Leclercq, Minni, 1996)1.

In addition, as has often been noted, the
cost of convenience of education decreases
with increasingly rationed employment and
encourages people to wait for better pros-
pects in the education system. This trend
is particularly marked when, as is the case
in France, secondary job creation is not
enough to encourage people to try their

hand in the labour market. Vinokur (1995)
gives the counter-example of the United
States where college registration applica-
tions have been falling for some years as
unemployment is being contained by the
proliferation of “low-level” service jobs
requiring few skills.

Managing employment on the basis of
competences promotes the logic of
grading by qualification levels

Trends in the reference points of enter-
prises as regards grading and labour
would tend to accentuate this approach
by level. In this respect, Jobert and Tallard
(1993 and 1995) note that the grading cri-
teria grids recently re-negotiated, espe-
cially in industry, are based on the Minis-
try of Education’s six-level classification
which “points to a major breakaway from
the traditional method of taking account
of qualifications (vocational diploma spe-
cific to the sector in question and strongly
linked to a precise function (...) or en-
dorsing the learning of a trade)”.

These trends tend to bear out the emer-
gence of a model in which employment
is organised and managed by compet-
ences, “a set of unstable properties that
have to be tested for (and which would
oppose) the qualification which has been
measured in the recent period by the di-
ploma, acquired once and once only, and
length of service” (Ropé, Tanguy, 1994).
This tends to make the contract of em-
ployment more inadequate and has sev-
eral consequences: an increased use of
qualifications as an indicator of the gen-
eral level of competence (sorting func-
tion); the need to establish specific sup-
plementary training schemes (taking the
form of alternance) and/or the use of test
and selection periods for employees
sorted initially on the basis of their quali-
fications (see Lochet, Podevin, Saunier,
1995).

Qualifications to reduce uncertainty

These comments follow on from the ear-
lier remarks of Silvestre (1987) according
to which qualifications in France do not
directly construct a recognised qualifica-
tion and a specific professional identity but
point to abilities that are increasingly of-
ten likened to the level of education
reached. In the short term, the application
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(...) the level of education is
seen as a favourable index
of overall competence and
of an adaptability to
“change”.”

“Families consequently
make the rational choice to
continue education and (...)
this leads to a self-main-
taining trend to continue
education which is not
regulated by prices, since
most of the direct costs of
education are borne by the
community. It takes place to
the detriment of vocational
and technological training.”

of this principle decreases selection and
recruitment costs, but there is a risk of
subsequent misadjustments that will be
reflected by additional continuing training
costs and/or the repetition of recruitment
procedures: the level of education is seen
as a favourable index of overall compe-
tence and of an adaptability to “change”.
It does not, however, guarantee the ability
to take one’s place in collective dynamics,
to take responsibility and to show initia-
tive, all of which are qualities commonly
desired by enterprises, for basic jobs as
well. In brief, there is never complete cer-
tainty as to the level of competence of
graduate recruits but there seems to be no
doubt about the young people who have
been ruled out. Does this not mean that
education and qualifications are tending
to become a filter rather than an invest-
ment in human capital?

Whether from the point of view of indi-
viduals or enterprises, the quest for a
higher level of qualification operates as
insurance against uncertainty, whether
this concerns the labour market or peo-
ple’s actual competences (see Béduwé,
Espinasse, 1995). Families consequently
make the rational choice to continue edu-
cation and, as a result of the aggregation
of these micro-decisions, this leads to a
self-sustaining trend to continue educa-
tion which is not regulated by prices, since
most of the direct costs of education are
borne by the community. It takes place
to the detriment of vocational and tech-
nological training. There has been a sub-
stantial increase in those continuing their
education at the end of technological
education with an almost twofold increase
between 1984 and 1992 (from 33% to 60%
in the case of the University Technology
Diplomas (DUT) and from 20% to 39%
for Higher Technicians’ Certificates (BTS)
with, it is true, especially in the latter case,
a high proportion of specialisation in a
third year of study (see Martinell i ,
Vergniès, 1995). The general trend is nev-
ertheless towards the reproduction of the
mechanisms that have had an impact on
technological baccalauréats (85% going on
to higher education to obtain a qualifica-
tion seen initially from the point of view
of labour market integration), especially
as the selective streams of the DUT at-
tract many people possessing general
baccalauréats who wish to continue their
education.

In an economic situation characterised by
an overall rationing of employment, a
qualification in the first place offers pro-
tection against unemployment and then
ranks people for access to internal mar-
kets and more generally rationed jobs and
is lastly the key factor in a paid career;
consequently, the importance of educa-
tional policy in the hierarchical develop-
ment of society has substantially increased
in recent years and has particularly
benefitted higher education graduates
(Verdier, 1996).

Vinokur (1995) stresses that this devel-
opment is part of a self-sustaining proc-
ess whose only limit is budgetary cost
(university fees in France are extremely
low). It tends to accentuate a process of
individual competition among young peo-
ple for access to employment, which takes
place in the first instance within the edu-
cational system. It could lead to the es-
tablishment of a “bureaucratic regulation”
of the link between qualifications and
employment which would be reflected,
along the lines of methods of entry into
public employment, by the establishment
of “private competitions” to gain access
to internal markets in which qualifications
would be a precondition for entrance.
Lochet, Podevin and Saunier (1995) give
a number of examples of this emerging
regulation in major industry. Conse-
quently, continuing education towards
and into higher education is part and par-
cel of Silvestre’s “organic” adjustment: it
is supported by the conventional method
of regulation of the French educational
system which makes academic perform-
ance the standard against which every-
one’s merits are measured.

The 1980s: selective exclu-
sion of all young people,
but higher education
graduates benefit from the
situation

Certainly up to 1992, labour market trends
seem to be marked both by a strengthen-
ing of “selective exclusion” mechanisms
(to use Garonna and Ryan’s term) for
young people as a whole and by the emer-
gence of competitive regulation in some
labour market segments which has been
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“The prolongation, then the
development of the employ-
ment crisis were subse-
quently reflected by a sub-
stantial shift in the recruit-
ment of young people, espe-
cially young people leaving
the education system, by
enterprise.”

“(. . .) higher education
graduates (. . .) profited
from major job creation in
managerial and middle oc-
cupations in some cases
with an initial “downgrad-
ing” (...)”

“Enterprises obviously at-
tempted to profit from a
training supply effect that
provided a much more fa-
vourable response to their
needs for a skilled labour
force.”

largely to the benefit of higher education
graduates.

Overall decline in the proportion of
young people in enterprise recruit-
ment

During the first period of the recession
(1970s), the selection criteria used for
enterprise recruitment did not undergo
any radical change as a result of rationed
employment. This was mechanically re-
flected by increasing youth unemploy-
ment which did not, however, rise at the
same pace as the unemployment affect-
ing other labour force categor ies
(Affichard, 1981).

The prolongation, then the development
of the employment crisis were subse-
quently reflected by a substantial shift in
the recruitment of young people, espe-
cially young people leaving the educa-
tion system, by enterprise. The volume
and the proportion of young beginners
recruited at the end of their education fell
substantially (by 17% in 1973-4 to 13% at
the end of the 1980s).

The recruitment deficit in comparison with
the flow of education leavers increased
sharply up to 1985-6 and reached close
on 400,000 jobs (Pottier, 1990). Thereaf-
ter, the development of public schemes
to assist with integration and the economic
recovery and job creation from 1987 to
1991 took some of the constraints away,
but did not fundamentally change the situ-
ation. The proportion of young beginners
in recruitment started to decline again as
a result of the downturn in the economic
situation in 1992. On the basis of an indi-
cator that is more restrictive as it does
not include young people who entered
the labour market for the first time after
completing national service, Balan and
Minni (1995) show that the proportion of
enterprise recruitment accounted for by
young people leaving initial education fell
from 11.2% between March 1991-1992 to
9.1% for the period March 1993-March
1994.

The mechanism of “selective exclusion”
of young people, to use Garonna and
Ryan’s term, was particularly clear-cut
during the 1980s, since the proportion of
young people aged under 25 fell in all
sectors of activity. In overall terms, be-

tween 1982 and 1990, youth employment
fell by over 19% whereas total employ-
ment increased by over 3% (special-sta-
tus jobs for young people such as em-
ployment-solidarity contracts, with low
rates of entry into normal employment,
are nevertheless included (Aucouturier,
Gélot, 1994)). Increased school attend-
ance which is not, moreover, unconnected
with the decline in employment opportu-
nities, does not provide a full explana-
tion since the number of unemployed
people aged under 25 fell by only 3.5%
between 1980 and 1990.

A growing dualism of integration and
recruitment by qualification level

Up to 1992 at least, higher education
graduates largely escaped this kind of
change. They profited from major job
creation in managerial and middle occu-
pations in some cases with an initial
“downgrading” (at the beginning of the
1990s, 12% of level I-II graduates were in
manual and white-collar jobs nine months
after completing their education, 26% in
the case of male and 38% in the case of
female level III graduates) largely offset
by subsequent mobility. It is not just that
downgrading in the medium to long term
(five years) affected higher education
graduates to a lesser extent, but also that
up to the beginning of the 1990s, their
numbers tended to fall whereas the flows
of students increased very substantially.
In 1985, according to Laulhé (1990), 77%
of young people with second or third
cycle university degrees (at least bacca-
lauréat + three years) or an engineering
or “grande école” qualification became
managers between one and five years af-
ter they left the education system. In 1977,
the figure was only 62%.

Enterprises obviously attempted to profit
from a training supply effect that provided
a much more favourable response to their
needs for a skilled labour force. They
opened up their internal markets to pro-
vide direct access to skilled jobs. They
were more inclined to do so as the vari-
ous streams of higher education made a
genuine effort to bring themselves more
into line with enterprises’ expectations.
This professionalising trend bears witness
to a structural change in the destination
of the flows of higher education leavers
in particular after university education:
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“This opening up of inter-
nal markets probably
worked against promotion
opportunities for workers
already in employment with
lower levels of education.”

“The most striking develop-
ment is that these trends no
longer offer young higher
education graduates the
significant levels of protec-
tion of the 1980s.”

alongside public employment which re-
mained a primary recruiter for teachers,
the private sector became an increasingly
important employer, especially for young
people who entered higher education to
study for a short-cycle vocational qualifi-
cation (DUT or BTS).

This opening up of internal markets prob-
ably worked against promotion opportu-
nities for workers already in employment
with lower levels of education. Promo-
tion prospects were therefore substantially
reduced after 1974 for the labour force
recruited initially into low-skilled jobs
(Goux, 1991). Pierre Béret’s study (1991)
of internal markets during the 1980s
shows a clear-cut decline in wage im-
provement with length of service but a
rise in cases of external mobility (recruit-
ment of experienced workers, recruitment
of trained young people), breaking away
from the internal market regulation that
predominated during the 1960s and 1970s.
Higher education graduates were there-
fore the main beneficiaries of this (par-
tial) calling into question of internal mar-
kets based on length of service which
would tend to point to the emergence of
more competitive ways of managing the
labour force and therefore a structural
type of change. As Béret shows, this trend
does not conflict with an increase in the
average length of service of the labour
force in employment. This increase can
be ascribed both to the increasing block-
age of the careers of operative (especially
manual) workers and to the closure of
internal markets at these recruitment lev-
els in order to promote the labour force
already employed, repeatedly exposed to
redundancy plans. This concern for pro-
tection is the more obvious, the more the
labour force already employed, less well
trained, has highly specific qualifications
that do not prepare it for increasingly fre-
quent and far-reaching changes in jobs
and labour organisation. It should also be
noted that, in general, the gaps between
the generations in terms of training lev-
els are much more marked in France than
in Germany.

By way of conclusion, during this period,
not only does employment become more
accessible the higher the level of qualifi-
cation, but also the risks of unemploy-
ment are substantially lower for young
people leaving higher education than for

other young people: the middle and in
particular less skilled levels were, how-
ever, greatly helped by assisted integra-
tion policies.

1992 and after: short or
long term problems?

Some of the previous youth labour mar-
ket trends have become more marked
since the beginning of the 1990s (see
Verdier, 1995, for a review of the 1980s):
the decline in the employment of young
people aged between 15 and 29 has ac-
celerated (-900,000 between 1990 and
1995), unemployment has substantially
increased again after a major improvement
between 1986 and 1991, the probability
of finding a permanent job at the begin-
ning of a career has fallen sharply and
downgrading on recruitment is affecting
a larger proportion of young people (see
Goux, Leclercq and Minni, 1996, for a
detailed analysis).

The quality of higher education gradu-
ates’ integration has substantially
worsened

The most striking development is that
these trends no longer offer young higher
education graduates the significant lev-
els of protection of the 1980s. The op-
posite is true. For instance, in the area
of unemployment, it is significant that
the fall in unemployment in 1994-5
benefitted all groups of young people
except higher education graduates. In
this respect, there has been a radical re-
versal of the situation in 1981-5 when
unemployment rose sharply for al l
groups of young people who had left the
education system at least four years pre-
viously (from 15 to 24% for those with
baccalauréats, 34 to 48% for those with-
out qualifications) with the exception
of higher education graduates.

Employment became more precarious
between 1991 and 1995 for young higher
education leavers (from 15.1% to 22.4%
of jobs occupied at levels I and II and
from 17.1% to 25.8% for baccalauréats +
2 years) than for young people without
qualifications (38.3% to 44.8%). The ab-
solute figures are obviously very differ-
ent but the tendency to catch up and, it
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“(...) the essential issue (...)
has more to do with the fact
that the employment sys-
tem’s absorption capacities
are increasingly out of
kilter with the very marked
increase in the flows leav-
ing higher education.”

might be said, the commonplace nature
of this situation among young higher edu-
cation graduates is clear-cut.

As discussed above the quality of the in-
tegration of young higher education
leavers remained high during the 1980s.
Since then, this link between qualifica-
tions and employment seems to have be-
come much looser, in particular for those
with BTS or DUT qualifications. Conse-
quently, during their first three years of
working life, close on two thirds of these
people were in manual or white-collar
jobs in comparison with 38% in 19912.
While the situation has not worsened to
the same extent at levels I and II (60% of
managers in 1995 in comparison with 68%
four years before), this has been due to
some extent to a change of grading crite-
ria: the regrading of primary teachers into
the category of “schoolteachers” now
ranked among “managers” biases com-
parisons, especially as these teachers ac-
counted for a significant volume of re-
cruitment at the end of the second cycles
of general streams.

Towards a structural change?

The gradual decline in the relative wages
of the highest skilled jobs, “concomitant
with the increased supply of graduates on
the labour market”, has deformed job
structures towards the higher qualification
levels (Goux, Leclercq and Minni, 1996).
The hierarchy of wages by qualification
continued to tighten between 1990 and
1995, since at the beginning of their ca-
reers, the pay of non-graduates increased
faster than the pay of baccalauréat hold-
ers or engineering students. Between 1991
and 1995, however, close to half of the
surplus of graduates from higher educa-
tion had to turn to other less skilled jobs
or remain unemployed (ibid). The situa-
tion may well have become more out of
step because of the relative closure of in-
ternal markets, as enterprises are more
concerned to offer career prospects to the
middle levels of qualification structures
after a long period of “top-down” deregu-
lation of internal markets.

This is not, however, the essential issue.
This has more to do with the fact that
the employment system’s absorption ca-
pacities are increasingly out of kilter with
the very marked increase in the flows

leaving higher education. Martinelli and
Vergnies (1995) have shown that the an-
nual flow of recruitment into managerial
and middle occupations did not decline
after 1992, but that, on the contrary, the
increasingly large flows of higher edu-
cation graduates were leading to a situa-
tion in which there appeared to be fewer
such occupations. While the Italian situ-
ation, where the unemployment rate
among higher education graduates is
higher than that of the active population
as a whole (see Jobert, 1996), has yet to
be reached, there has been a major re-
versal of the “profitable” position on the
labour market that predominated in the
1980s.

At present, this process is self-sustaining
since the overall rationing of employment
and the precarious nature of jobs continue
to encourage young people to continue
their education for as long as possible. In
addition, one of the features of French
workers is their reluctance to take risks
(Goux and Maurin, 1993) and this encour-
ages many graduates to opt for “safer” jobs
in particular in the public service, while
accepting substantial downgrading and
substantially reducing their pay prospects.
Competition for entry into the public serv-
ice has risen sharply since the beginning
of the 1990s. For instance, among admin-
istrative secretaries (public service cat-
egory B, i.e. a middle occupation), 70%
held a level I or II qualification in 1995 in
comparison with less than 20% four years
earlier (example cited by Goux et al). The
extent of the structural changes affecting
the youth labour market has largely done
away with any “resistance to downgrad-
ing” (d’Iribarne, 1990)3.

Conclusion

It would, however, be exaggerated to pre-
dict a radical worsening of the labour
market situation of young higher educa-
tion graduates. This is particularly true in
respect of the basic indicator provided by
the unemployment rate. After five years
on the labour market, their unemployment
rate varied in 1995 between 6 and 8%
(depending on the number of years of
higher education), whereas it was 11.5%
for baccalauréat holders, 14.9% for those
with CAPs or BEPs and 31.4% for non-

2) The rate of continued education
at the end of these vocational streams
could wel l  become even more
marked, contrary to the initial aims
of this type of training.

3) This does not mean that it is not
expressed throughout the initial stages
of the transition process, for instance
in the form of longer integration un-
employment.
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“(...) can the regulation of
flows from the point of view
of youth integration be en-
visaged solely (...) through
the relentless expansion of
the education system as a
whole (...)?”

graduates. This ability to protect them-
selves against unemployment is particu-
larly effective as higher education gradu-
ates are more able to take the place of
other young people having less educa-
tional capital. In this respect, higher edu-
cation can be seen as an exclusion mecha-
nism (Bourdon, 1995), since this educa-
tion more than ever determines the posi-
tion of young people in the queue for
jobs depicted as a Thurow diagram.

The issue of the integration of young stu-
dents does not just raise problems of eq-
uity such as those discussed above. It is
certainly possible to put forward the idea,
which is difficult to refute, that training is
always beneficial in the long term. In an
increasingly unstable market economy,
however, can the regulation of flows from
the point of view of youth integration be
envisaged solely, as seems to be the case
at present, through the relentless expan-
sion of the education system as a whole,
itself constructed by the aggregation of
micro-decisions inspired by a legitimate
concern to protect against uncertainty?
The question is worth raising especially
as France seems largely to have caught

up as regards the level of education of its
young generations.

Questions of cost seem to have played lit-
tle part in the discussion up to now, as
public financing is regularly called upon
to cope with the rising tide of higher edu-
cation. It could be asked, however, if the
current changes can continue. While the
proportion of the GDP channelled into
education fluctuated around 6.5% from
1975 onwards, it has risen sharply since
1990, increasing to 7.3% in 1994. This in-
crease, bearing in mind the very sharp in-
crease in the numbers of students and
teachers, has been contained by adjusting
the average expenditure per pupil, espe-
cially in higher education (in 1993 the av-
erage cost of a French student, taking all
streams together, was 47% lower than the
OECD average). This raises two questions:
in macro-economic terms, can public budg-
ets continue to cope, especially if it is nec-
essary to integrate increasingly hetero-
genous students into higher education?4 Is
it possible to allow the average expendi-
ture per student to decline without raising
acute problems from the point of view of
the quality of higher education?

4) Unless it is decided to move in
the direction of very high failure rates
during the initial cycle of higher edu-
cation, which is the current trend: at
university, the failure rate among
those with vocational baccalauréats is
90%.
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Introduction

European industrial performance over the
last few decades has not been as good as
that in the US and Japan. The internation-
alization of industry and increased com-
petition in international markets are chal-
lenging both policy makers and firms in
Europe. Hence, management education
for excellence in entrepreneurship and
international business leadership is seen
as the key to success in the European
policy discussion.

The modern management school is an
American creation that has been variously
received in Europe, which has created a
variety of national approaches to compe-
tence development in management. The
teaching of such a practical and tacit com-
petence in class as a scientifically based,
standardized and documented knowledge
is not generally agreed on as recom-
mended practice. Consequently, the Eu-
ropean market for teaching management
and competence development is replete
with largely firm-based alternatives, such
as systematic career and corporate edu-
cation programmes that may, or may not,
interact with academic programmes.
These diverse approaches to learning
business management skills is in response
to the tacit nature of the educational serv-
ices offered and taught. While the Ameri-
can management agenda has a strong ten-
dency to filter out an elite, Germany has
the greatest variety of approaches and
with a focus on competence development
that integrates classroom teaching and on-
the-job training. While literature is domi-
nated by treatises on the financial man-
agement of large-scale repetitive manu-
facturing, the integration of technology
and economics, the down-to-earth run-

ning of small-scale innovative production
and the practical management of unex-
pected change in an experimentally or-
ganized economy are not well docu-
mented matters.

The question is whether there is a case
for a European standardized management
teaching agenda. The answer is that here,
if anywhere, variety constitutes quality.

European management di-
versity – an opportunity to
learn from, or a standardi-
zation task?

In the wake of the Europe 1992 enthusi-
asm, a string of publications has addressed
this problem, and the specifics of Euro-
pean management and industrial leader-
ship in particular. Differences to the US
and the Japanese management and organi-
zation styles have been explored (e.g. in
Aoki 1986, Locke 1996a). The question
has been raised as to whether there is a
distinct European management style that
has the potential for better performance?

Rapid internationalization of industry and
the real and financial integration of na-
tional economies have run ahead of Eu-
ropean policy-induced integration. This
suggests to some that management and
leadership styles will also soon converge
on a standardized international format. We
will discuss the case for a unique Euro-
pean management technique through con-
trasting stylized versions of US and Ger-
man management education with one
another and comparing with intermedi-
ate Swedish practice.
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The modern management
school is an American crea-
tion.
The teaching of this practi-
cal and tacit competence in
class as a scientifically
based, standardized and
documented knowledge is
not generally agreed on as
recommended practice. The
European market for teach-
ing management and com-
petence development is re-
plete with largely firm-
based alternatives, that
may, or may not, interact
with academic program-
mes.
The question is whether
there is a case for a Euro-
pean standardized manage-
ment teaching agenda. The
answer is that here, if any-
where, variety constitutes
quality.
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Teaching and learning: the art of man-
agement

Management is the active part of business
administration, typically being associated
with leadership and recently with entre-
preneurship. While the early industrial-
ists learned management on-the-job, mod-
ern business schools excel in ambitions
to bring management competence into the
classroom for artificial distribution. Teach-
ing the art of management in business
schools is an entirely American creation
superimposed on the more tangible func-
tional crafts of accounting, financial analy-
sis and budgeting, that has been slow to
obtain a foothold in Europe. It has, how-
ever, been surrounded by an aura of mys-
tique, reflecting, as it was then believed,
the successful management style of early
post-war US business.

Management education is concerned with
the teaching of the most exclusive forms
of tacit business competencies like lead-
ership, entrepreneurship and innovation,
but it is typically taught in class by teach-
ers with no personal experience in the
field. The powerful image surrounding
the American creation is made even more
mysterious by the fact that American
management proficiency during the post-
war period might have had nothing to
do (Locke 1996b) with the expanding
parallel supply of management trained
MBAs.

While European countries and Japan have
gradually opened up to management
teaching in class, the most common form
of higher management education in those
countries still is a varied career in a large
firm. To get the right perspective on
higher management education in Europe,
has to be given equal attention to the
growing importance of management ca-
reers in large, often international corpo-
rations and their global sourcing of can-
didates from a variety of academic back-
grounds, not only management and engi-
neering schools (Eliasson 1996c).

More precisely, to understand the accu-
mulation of management competence in
firms, we have to be clear about the rela-
tive importance of management training
as a form of learning, on the one hand,
and as a selection device for talent, on the
other. Management schools and business

careers embody both functions but in dif-
ferent combinations, and employ differ-
ent techniques.

We can conclude at this stage that formal
higher education in management as docu-
mented in literature is focused on the
management of large-scale and standard-
ized volume production, typical of the big
US firms in the early post-war period. It
largely neglects viable competing alter-
natives in the market in the form of trainee
programmes, corporate classrooms and
managed executive careers. These are
typical of both US and European big busi-
ness and offer an immense variety of ap-
proaches to higher level competence de-
velopment and focus on the ability of
managers to integrate, rather than sepa-
rate technological and economic consid-
erations (Eliasson, 1994, 1996c). Until re-
cently, moreover, the literature has been
quiet on the practical management of
small and new innovative firms in ad-
vanced technology markets, where US
standardized management practice may be
a killing experience. Finally, much of the
literature on education, vocational train-
ing or competence development does not
give sufficient attention to the need for
the analysis of education to be thoroughly
integrated with an understanding of the
dynamic competence allocation processes
in the labour market. Education at all lev-
els, the career and the labour market alike,
constitutes critical selection functions
geared towards allocating individual tal-
ent and acquired knowledge on the right
production tasks.

A career in a well managed firm like
Electrolux, BMW or General Electric will
typically offer a broad variety of career
paths and learning opportunities on par
with the best management and business
schools. At different levels the Germans
have developed very integrated vocational
trainee and career programmes where
practice on-the-job and classroom educa-
tion at schools or in universities alternate
during the week and the students receive
certificates at the end.1 The content of
these integrated programmes varies a lot
and the value of such certificates to the
holder depends on the firm that has of-
fered the training. This vocational train-
ing arrangement contrasts with the stand-
ardized US management teaching in spe-
cialist business schools, to which students

“Teaching the art of man-
agement in business
schools is an entirely
American creation super-
imposed on the more tangi-
ble functional crafts of ac-
counting, financial analysis
and budgeting, that has
been slow to obtain a foot-
hold in Europe.

“(…) to understand the ac-
cumulation of management
competence in firms, we
have to be clear about the
relative importance of man-
agement training as a form
of learning, on the one
hand, and as a selection
device for talent, on the
other.”

1) In response to a demand for such
teaching, so called executive MBA
programmes are increasingly offered
by US universities.
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return after a few years of job experience
on top of a college degree, often in engi-
neering. This management education is
designed as a platform for further learn-
ing on-the-job, but is also standardized
for large-scale production and a functional
career in the big American firms. The ca-
pacity of the school to select elite stu-
dents, in conferring elite status to the
school and in offering a functioning net-
work of professional contacts determines
initial job offers to graduates (see, for in-
stance, Business Week, October 21, 1996).
This selection of talent through the edu-
cation system is part of the US educational
technique, and although present in Eu-
rope, notably in France, it is not as sys-
tematic. While the German management
candidates follow the German apprentice-
ship tradition and pay for their learning
opportunity through very low initial sala-
ries, the American business school gradu-
ates finance their college or university de-
grees privately and directly over the mar-
ket. Contrary to other academic pursuits
in the US, MBAs are offered very few sti-
pends, grants or other financial aid, on
the assumption that their income oppor-
tunities will be more than sufficient to pay
back their loans.

While the US MBAs leave university to
pursue an upward functional career, fre-
quently through job rotation between
firms, German managers usually stay in
their firms to pursue a functionally varied
career. While the US career candidate usu-
ally has the higher degree (the MBA) in
economics, earned at university, the Eu-
ropean career candidate, notably in
Germany and Sweden, begins with a mas-
ter in engineering, with a touch of econo-
mics, and learns management on-the-job.

In general, the German approach to man-
agement education recognizes that a
standard format is not to be recommended
and that the appropriate format for each
type of production is best developed
through experimentation “in the market”.

A new management para-
digm or the perpetuation
of diversity

The teaching of business practical eco-
nomics in separate educational institutions

developed outside academia during the
late 19th century and shared – together
with the early engineering education – a
low intellectual status. This practical edu-
cation was the market response to a de-
mand for people trained in accounting
and other practical fields.

Modern business management
– US style

Although the application of scientific
methods to the solving of factory organi-
zation and management problems dates
back to the scientific management move-
ment in the US and Frederick Taylor2,
modern business management is largely
a post Second World War US phenomenon
that parallelled the rapid growth of the
American management school (Locke
1989, p. 159).3 The old and established
business schools l ike Harvard and
Wharton were slow to adopt the new
methods. Instead, they were increasingly
associated with new establishments close
to engineering education, like the Case
Institute of Teaching, the Sloan School at
MIT and the Carnegie Institute of Tech-
nology.

Since only the US had business schools
at the time, the excellence of post-war
American management came to be linked
with them (Locke 1996b). Le Defi Ameri-
cain by Jean Jacques Servan-Schreiber
predicted in the early 1970s that Ameri-
can managerial prowess would soon make
American industry in Europe the third
largest industrial power (after the US and
the Soviet Union). However, although the
implementation of the Marshall plan
brought American management econo-
mists to Europe, despite this exposure and
influence, the early post-war period, with
a few exceptions, saw no serious move-
ment to establish graduate business
schools in Europe, particularly in Ger-
many (Locke 1996b).

European management traditions

The German management tradition with
its recognition of both tacit and formal
knowledge and functional competencies
did not accept the detached, scientific and
fully teachable management ideas from
the US, and German universities resisted
the idea of a vocational agenda (Sorge
1979). The French, having eliminated the

“Since only the US had busi-
ness schools (…) the excel-
lence of post-war American
management came to be
linked with them. (…) How-
ever, (…) the early post-
war period, with a few ex-
ceptions, saw no serious
movement to establish
graduate business schools
in Europe, particularly in
Germany.”

2) Or even to the Cambridge profes-
sor of mathematics Charles Babbage
and his book “On the Economy of Ma-
chines and Manufacturing” from 1832.

3) Reflected also in the long-range
business economic planning methods
so popular in US firms in the 1960s
(Eliasson 1976), the intellectual foun-
dation of which was neoclassical, full
information equilibrium economics,
which is incompatible with the no-
tion of tacit knowledge (Eliasson
1996a, and below).
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guild system with its internal competence
development and restrictive commercial
practices, established vocational training
as a central state responsibility and
erected an elitist civil service-oriented dual
system of higher education (Universities
and Grandes Ecoles). With almost no pre-
vious institutionalized management teach-
ing to resist change, the British began
importing US scientific management
teaching early, but not in the universi-
ties, which resisted vocational teaching
(Sorge 1979). The expansion of such
teaching, therefore, was slow, and took
place outside universities. The UK would,
however, be ranked at the top in Europe
today when it comes to offering business
management and international business
management programmes, and especially
in the last few years (see Business Week,
October 14, 1996 on Oxford University’s
ambitions to compete in the market for
American style elite management educa-
tion). Germany, on the other hand, would
come in at the bottom (Locke 1996a, p.
96 ff., Loustarinen and Pulkkinen 1990).
Similarly, the Germans, among Europe-
ans, are underrepresented at the well
known international management schools
like INSEAD, IMEDE and the Harvard
Business School.

Sweden, long a bastion of large-scale in-
ternational manufacturing in mature tech-
nologies based its management training
on a solid, varied and long engineering
education and the learning of tacit or-
ganizational competencies on-the-job.
The early development of a competence
to build, run and develop large firms co-
incided with the migration of military
competence during the 19th century, first
into railroad companies and then into
private industry (Glete 1987). Contrary
to the other large industrial nations the
domestic market was far too small to sup-
port Swedish manufacturing technology
as profitable industrial production. Swed-
ish manufacturing firms thus had to be-
come internationalized early, and there-
fore also offered international career and
training opportunities very early. While
the systematic integration of career and
formal higher education in Germany was
never established in Sweden, the Ger-
man emphasis of a varied functional ex-
perience has always been typical of the
Swedish management career. It has been
claimed in my interviews (Eliasson 1994,

1996c) that there is no better education
for the chief executive officer (CEO) than
a broad engineering degree and a varied
business career, preferably in more than
one firm and ranging over all types of
management job categories. To achieve
that, a particular industrial structure with
internal labour markets within broad-
based industrial groups is needed. Swe-
den, more than Germany, developed
such an industrial organization early, the
Wallenberg industrial bank group being
the best known example. Even so, dur-
ing my many interviews and discussions
with Swedish CEOs about their use of
highly educated people it has been fre-
quently mentioned that while the engi-
neering degree included sufficient train-
ing in practical economics like account-
ing, the CEOs had never been offered
the general economics education that
they all find becoming increasingly im-
portant as they climb the corporate lad-
ders.

While the major industrial economies in
Europe have developed their own man-
agement education styles somewhere in
between the German and US designs, the
American business school training was
rapidly picked up by the international
business schools catering for the growing
clientele of young people in the interna-
tional career of large international firms.
For historical reasons, European manage-
ment practice and training therefore ex-
hibit a more diversified structure than the
standardized US management teaching
agenda.

The firm as a competent
team

The modern view of the firm, just emerg-
ing out of half a century of post-war con-
cern with machines, quantification and
formal systems analysis, increasingly rec-
ognizes the dominant importance of ef-
fectively organized tacit knowledge em-
bodied in human beings and in compe-
tent teams (Eliasson 1990, 1996a). In such
a firm dominant emphasis is placed on
people and their intellectual capital; man-
aging, recruiting and releasing people
with competence become critical for busi-
ness success and top management. This
career model of the firm (Eliasson 1996a

“European management
practice and training there-
fore exhibit a more diver-
sified structure than the
standardized US manage-
ment teaching agenda.”
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p. 67 ff.) is immediately recognized by
firm management. Firm leadership is ex-
ercised through other people. Hence, the
top-management team, which carries the
ultimate responsibility for the firm is very
careful in its choice of team members,
always recognizing that the most effec-
tive education of top managers is a var-
ied career.

Selection for a career

Interviews I have carried out with US,
German and Swedish firms on their use
of highly educated people in production
(Eliasson 1994, 1996c) all point in one
direction. Firms are not looking for de-
grees, but for talent and young students
with the right mindsets. Statements like
“if you don’t find the best people, you
lose” appear frequently in my interviews,
and “initial selection” is regarded as very
important and costly. Firms are, however,
also recognizing that the probability of
finding talent is much higher in the pool
of graduate engineers, MBAs and even
(notably in the US) among students with
a doctorate degree than if you search at
lower academic levels. In the US higher
education is used more systematically than
in Europe for talent selection. Some firms
have even stopped recruiting career can-
didates with no academic degree. The
business career, therefore, tends to start
from an academic platform. Again, how-
ever, here too Germany distinguishes it-
self from other countries. In Germany it
is still possible to reach top positions in
the large companies by way of an entirely
internal career, and without an academic
platform to start from. The argument is
that if you exclude non-academics from
consideration you may miss extraordinary
management talent.

While the recruiting of holders of doctor-
ates for corporate careers has increased
in the US in recent years, European firms
appear not to be keen on recruiting stu-
dents with a doctorate for their internal
career paths. One reason frequently given
is that doctors in Europe, excepting the
UK, are too old and that they enter busi-
ness jobs with a too academic mind. Old
fashioned European universities, further-
more, are not believed to filter talent into
their doctorate programmes to the same
extent as US elite universities.

Integrating innovative diversity with
repetitive manufacturing

One reason for the increased interest in
holders of doctorates recruiting in the US
is the increased rate of technological
change and the need for high level man-
agement, not only of repetitive manufac-
turing but also of the development of in-
novative new technology4. The US is dra-
matically ahead of Europe in the techno-
logical race and the problem there has
been to integrate the management of re-
petitive manufacturing, which requires
focus, with the management of change
which requires diversity within the same
organization. The one tends to destroy the
other, efficient standardized manufactur-
ing operations rejecting innovative change
and efficient innovative change lowering
repetitive production efficiency.

While solving the schizophrenic task of
simultaneously managing repetitive vol-
ume production and innovative diversity
has been the ambition of the large US
corporations, they have not been all that
successful. New development, notably in
information technology, telecommunica-
tions and in biotechnology has taken
place predominantly in small and new
firms (Eliasson 1996a). There may be a
joint team solution, but evidence so far
points in the direction of an organizational
solution through the market5. How to do
it, however, definitely is no management
technique that can be developed and
taught in class. It is learned on-the-job.

The allocation of competence

Competence capital is rarely exhibited in
the balance sheet of firms, even though
this capital dominates all other forms of
capital and even though the modern firm
may invest more in competence develop-
ment than in machines and buildings. If
properly measured, some firms would
carry competence capital several times the
visible (tangible) capital on their books
(Eliasson 1992). Such firms require a very
different competence background to man-
age than do the mature firms in slowly
changing technological environments.

It also has to be recognized that while
most documented information on man-
agement education refers to the large
firms, the small competence-intensive

“In the US higher education
is used more systematically
than in Europe for talent se-
lection. Some firms have
even stopped recruiting ca-
reer candidates with no
academic degree.”

“In Germany it is still pos-
sible to reach top positions
in the large companies by
way of an entirely internal
career, and without an aca-
demic platform to start
from.”

4) believed in academic literature to
be of academic origin. This is not the
case for IT (Eliasson 1996a), but for
biotechnology (Eliasson and Eliasson
1996).

5) for instance through competence
bloc formation; see Eliasson 1996b,
Eliasson and Eliasson 1996.
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firms, typically operating in the intersec-
tion between manufacturing and private
services, are the dominant creators of new
technology. The management of small and
large firms with a dominant knowledge
capital that is not visible in the books,
furthermore, not only requires very spe-
cial qualities of top management in deal-
ing with the markets for venture financ-
ing and control. With almost the entire
asset structure tied up in more or less
mobile people with competence the com-
position of such teams of competent peo-
ple to generate value growth in the stock
market is indeed a different and radically
new and difficult aspect of business man-
agement. Above all, new combinations of
internal competence development have to
be integrated by external recruiting of
competence through employment ar-
rangements and/or cooperation with other
firms.

Learning on-the-job and in the mar-
ket

Competence can be reallocated within and
between firms (Eliasson 1991) over the:

❏ internal firm, and

❏ external labour markets, and over the

❏ mergers and acquisitions (M&A) mar-
ket.

The management of change in a rapidly
changing technological environment is
largely a matter of forming competent
teams over these three markets and to
engage in systematic on-the-job skill up-
grading. Employees learn and gain expe-
rience by moving through the market, and
firms (“corporate learning”) develop tacit
team competencies in the same way and
through reallocating people on new tasks
to achieve better matchings of competen-
cies and jobs. Stafford and Stobernack
(1989) report that the high-tech firms ac-
quire the competencies needed internally
through long tenures rather than through
external recruiting. It is important to rec-
ognize that even though people in the
executive career spend brief but expen-
sive spells in management schools or cor-
porate classrooms, and draw the largest
educational resources per individual, this
is very different from the focused skill
upgrading of specialist workers.

Top level management training means
focussing on becoming specialized as a
generalist, acquiring the kind of generic
skills that we often associate with aca-
demic education. For the business leader,
however – and this was repeatedly em-
phasized in my German interviews – this
means acquiring a broad-based functional
experience across the firm and focused
on the capacity to work with and through
people.

Such observations confuse the Becker
(1964) distinction between general skills
to be learnt at school and specific skills to
be acquired on-the-job. Not even the
American standardized management edu-
cation system is in keeping with the Becker
notation. In the US, functional specialist
skills like accounting are taught in class.
In the German education and training de-
sign the two modes of teaching and learn-
ing are integrated. Even the general skills
associated with the competence platform
needed to efficiently learn specific, gen-
eral and advanced skills on-the-job are
partly acquired on-the-job. The most im-
portant general skill emphasized during my
interviews is organizational; the ability to
organize people with different capacities
into competent teams, notably with the
purpose of integrating technological
choices (possibilities) with economic (prof-
itability constraints) considerations.

The firm as a management
school

A business leader only reaches that posi-
tion after a long and varied career through
one or several firms.

In large German firms the career typically
runs through one firm, but over a range
of functions.The US career means frequent
upward job changes between firms in a
specialist functional career. In contrast, the
Swedish career to top positions ranges
over several firms as well as different func-
tions, perhaps because Swedish firms
have been smaller and because of a dif-
ferent tradition, facilitating – at least in
the past – career paths between firms
belonging to the same industrial bank
group. Increased decentralization, and
fragmentation of the big firms into
semiautonomous corporations, however,

“(…) while most docu-
mented information on
management education re-
fers to the large firms the
small competence-intensive
firms, typically operating
in the intersection between
manufacturing and private
services, are the dominant
creators of new technology.

“Top level management
training means focussing
on becoming specialized as
a generalist (…)”
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have made such varied careers more dif-
ficult (Eliasson 1996a,c).

Functional experience

The functional skills emphasized during the
career are normally specific to the busi-
ness, but German and Swedish business
leaders often argued that a deep technical
knowledge of one business was a neces-
sary background for a business leader.
Even though specific to the firm a talented
leader should be able to generalize from
specific functional experience. In the me-
chanical engineering industry it was long
mandatory for high-level positions to serve
some time as a factory manager and in
purchasing. While such requirements ap-
pear to have continued in German indus-
try, they were relaxed in Swedish and US
industry through most of the 1980s. This
relaxation of career rules parallelled the
widespread outsourcing of manufacturing
to other countries, and US type financial
management style gained terrain in the big
corporations with disastrous consequences
according to many observers (see for in-
stance Dertouzos, Lester and Solow 1989).
The “hollow corporation” was a term of-
ten heard. The “return” of production man-
agement in recent years has also meant a
partial return of the old career rules.

Learning to cope with business mis-
takes by making mistakes

The capacity of business leaders to work
with and through people – all business
leaders recognize – can only be acquired
on-the-job, but also demands particular
innate talents. The career, therefore, be-
comes a selection device by which those
with appropriate talent are filtered up-
wards towards increasingly demanding
and comprehensive jobs. Part of the
theory, clearly formulated in a couple of
Swedish interviews, is that the method of
learning through the career means con-
stantly being placed on tasks that are too
difficult for most of the candidates. Busi-
ness mistakes along the career are re-
garded as a learning cost. The theory is
that the CEO of a company should have
been through an experience of correct-
ing business mistakes and that such ex-
perience should be acquired early, before
the mistakes became so large that learn-
ing is both impossible and prohibitively
costly.

As mentioned, the career is preceded by
a prior selection at recruitment oriented
towards eliminating at an early stage can-
didates without a career potential. It was
generally argued that “costly initial selec-
tion” was profitable compared to allow-
ing low talent to enter the career. It is
more important (Eliasson 1996a) to pre-
vent incompetence from reaching high
positions in a firm, than to get the best to
the top. There is no way to get around
the observation that at higher levels edu-
cation and career competence develop-
ment perform important filtering func-
tions. The top level managers interviewed
were very clear on this.

The placement market

It is also of interest to note that part of
the filtering of talent for management ca-
reers has been moved down to the uni-
versity campus, notably in the US and in
international management schools. The
US elite campuses regularly become veri-
table market places for the trading of
human capital where elite college or uni-
versity graduates meet representatives
from “elite” companies. The presumption
is that elite schools abound with the tal-
ent firms are looking for. In Europe, the
establishment of such markets is rare even
though firms tend to focus their demand
for talent on particular educational insti-
tutions believed to have recruited and
processed talent: in Germany, Sweden and
France notably engineering schools.

Increasingly, the large international firms,
notably US but also European have es-
tablished firm specific recruiting markets
for, what is sometimes called, their glo-
bal sourcing programmes, recruiting
young graduates, notably from the top en-
gineering and business schools for their
international career programmes.

Standardization

Business career programmes offer a com-
bination of general corporate classroom
teaching and specialist functional skill
development in firm technologies. The
more important firm-based corporate edu-
cation and career programmes the more
diversified management education will be.

As mentioned already German firms dis-
tinguish themselves by offering elaborate

“Business career pro-
grammes offer a combina-
tion of general corporate
classroom teaching and
specialist functional skill
development in firm tech-
nologies. The more impor-
tant firm-based corporate
education and career pro-
grammes the more diversi-
fied management education
will be.”
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inhouse programmes at all levels, nota-
bly emphasizing functional skills and
functional diversity. Furthermore, they do
not rely much on the standardized man-
agement teaching institutions so common
in the US, a circumstance that has ren-
dered them a bad reputation of conserva-
tism in management academic circles
(Locke 1996a, p. 96 ff.). German firms em-
phasize engineering skills but do not rely
on the Technische Hochschulen, consid-
ered to be too academic, but rather on
the more practically oriented Technische
Fachhochschulen. More than in the other
European countries career programmes in
the large German firms integrate formal
education at some university or Hoch-
schule with on-the-job training and work
during the week. In conclusion, a certifi-
cate is awarded for a particular author-
ized field. The “market value” of that cer-
tificate depends on the firm in which the
programme has been conducted. Even
though German managers tend to stay
with their firms much longer than do
American and Swedish managers, this
market quality grading of certificates is
similar to the value of degrees from Ameri-
can colleges and universities. However,
the diversity offered by a firm-based edu-
cational system must be greater.

Locke (1996a, p. 55 ff.; also see Sorge
1979) argues that the German rejection
of the US managerial education system is
rooted in the German leadership tradition,
accepting a broader role for the State and
interest groups than is accepted in the US
and the UK.

Contrary to the US, Germany concentrated
on relatively low volume quality produc-
tion after the war which meant a neces-
sary emphasis on functional competence
development within firms. German man-
agement and interest groups paid great
respect to science and engineering, but
not to commerce, which resulted in, Locke
(1996a, p. 74) contends, the development
of their typical “management education
without business schools”.

By the late 1970s German industry had
developed its own alternative to the Ameri-
can dichotomy between ownership and
management that focussed on “knowledge
management” (Locke 1996a, p. 99), not on
formal education. The American leadership
style, more accepted in other European

countries, emphasized the teaching of
quantitative methods, analytical thinking
and the structuring of problems, all asso-
ciated (in the US) with good management.
German leadership and management in
comparison were often found inferior, con-
servative and lacking necessary intellec-
tual qualities. Locke (1996a, pp. 98 ff.),
observing the gulf between German man-
agement reputation and German manage-
ment performance, finds that while good
American business schools work on real
problems that they translate into formal
systems that they teach businesses to use
in their practice, German faculties of busi-
ness economics do not possess the skills
of their American colleagues to translate
business problems into formal systems.
This is, however, not what they are sup-
posed to do. Rather than creating overly
simplified models to be used for solving
business problems, Locke argues, German
academics in management are involved in
schooling the mind for practical problem
solving of future business decision mak-
ers. There are plenty of people in German
academia capable of translating business
problems into formal models for teaching,
but they are not to be found in the facul-
ties for business economics. The “locus of
German management is in the firm, not in
the management profession” (Locke 1996a,
p. 100).

Integrating engineering and econom-
ics in class

Classroom teaching by definition, builds
on specialization and communicable
standardization. Engineering schools
teach engineering subjects. Management
schools teach economics fragmented into
increasingly specialized and standardized
courses in narrow subjects.

Running a business, however, means in-
tegrating it all. The outcome is the result
of the tacit undocumentable skills of in-
tegration. The career is where the appren-
tice learns such integration competencies.
The executive career is the perhaps most
important form of both vocational train-
ing and higher learning. It develops the
higher order generic skills to coordinate
people with diverse competence attributes
(Eliasson 1996a) to perform as competent
teams. In a way one can say that the ca-
reer specializes in turning out accom-
plished generalists.

“Classroom teaching by
definition, builds on spe-
cialization and communica-
ble standardization. Engi-
neering schools teach engi-
neering subjects. Manage-
ment schools teach econom-
ics fragmented into increas-
ingly specialized and stand-
ardized courses in narrow
subjects. Running a busi-
ness, however, means inte-
grating it all.”

“The executive career is the
perhaps most important
form of both vocational
training and higher learn-
ing.”
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Can entrepreneurship and
leadership be taught in
class?

Most of my presentation and most of the
literature refer to the management of, and
corporate education for large business or-
ganizations. And most large business or-
ganizations have an entrepreneurship
problem.

Effective management of large businesses
is disturbed by the uncontrollable variety
associated with entrepreneurship (Elias-
son 1976, 1996a). Entrepreneurship in
large firms, furthermore, typically resides
at the top leadership level and is executed
through innovative reorganization, nota-
bly of people.

Can business executives learn these most
important and difficult tasks at school, and
even more importantly to integrate them
in the same firm? They think so and busi-
ness schools open up programmes in en-

trepreneurship and leadership at an in-
creasing and alarming rate.

While US management education offers
selection and the teaching in class of
standardized both analytical and func-
tional skills, Germany, at the other ex-
treme, focuses on tacit competence de-
velopment and selection through a job-
based education programme, partly out-
sourced to school. The rest of Europe is
found somewhere in between.

Empirical studies offer little advice on
the details of the preferred management
education. Both economic common sense
and studies of business performance,
however, strongly suggest that study pro-
grammes should integrate functions, no-
tably engineering and economics. Teach-
ing in class and learning on-the-job
should be integrated and that a diversity
of approaches is to be preferred to stand-
ardization. Perhaps this is where Europe,
after all, may have an opportunity to
excel.

“Teaching in class and
learning on-the-job should
be integrated and that a di-
versity of approaches is to
be preferred to standardi-
zation. Perhaps this is
where Europe, after all,
may have an opportunity to
excel.”
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Who
should pay for
tertiary education?

The problem

Tertiary education in many European
countries in the 1990s is large, complex
and expensive. Degree courses are still
the dominant component but many oth-
ers are now considered to be legitimate
tertiary education. There is a large and
growing number of subjects and levels of
study. Research blurs one boundary, pro-
fessional and vocational education and
training another. In considering what con-
stitutes efficient and equitable funding of
mass tertiary education, linkages through-
out the complex network must be taken
into account.

Tertiary education differs from primary
and secondary education in two funda-
mental ways. One is that its students are

adults who have a much greater respon-
sibil i ty for their own learning than
younger people. The second is that there
must be great diversity of provision so
little in the way of a common curriculum
framework is possible. Both of these fea-
tures have far reaching implications for
policy and funding.

Table 1 shows that in 1992 between a third
and a half of the young population en-
tered tertiary education in EU countries.
In most countries the figures are certainly
higher in 1996. Furthermore the figures
in the table ignore part time students, who
constitute an important group in some
countries. The table also takes no account
of the growing number of students in
some countries who enrol in tertiary edu-
cation for the first time at a later age than
their early 20s.

The production of gradu-
ates makes substantial
claims on national econo-
mies. It is not surprising
that many governments are
showing signs of concern
about the size of the public
expenditure commitment
they are making to it.
There is no reason why the
state should be the only, or
even the dominant, source
of finance, but it must en-
sure that all have reason-
able opportunities of terti-
ary education relevant to
their needs. It must also fill
gaps where the market fails
to provide.

Table 1

Entry and Graduation Rates in Tertiary Education

Entry rates as % of BA graduation rates MA graduation rates
relevant age group as % of age group as % of age group

1992

Greece 29.3 11.8 0.1
Austria 34.1 7.9
UK 36.9 20.4 7.2
Ireland 39.9 17.4 3.5
Netherlands 40.1 17.8 8.6
Italy 41.7 10.5 9.8
Spain 43.3 8.0 12.1
Germany 47.8 13.0
France 48.0 14.5
Sweden 52.0 11.4
Belgium 52.6 13.6
Denmark 52.8 22.1 7.9
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based on the per student figures which
have been adjusted to take account of
estimates of the average number of years
required to complete a degree and the
percentage of entrants who fail to com-
plete their courses. It should be noted that
the estimates are extremely sensitive to
the assumptions made about average
course lengths and student wastage. With
these reservations in mind the figures
show that the average graduate in the
European Union costs the taxpayer be-
tween 2.7 and 5.1 years of the average
income in the country concerned.

Even allowing for possible large margins
of error, these figures indicate that the
production of graduates makes substan-
tial claims on national economies. It is
not surprising that many governments are
showing signs of concern about the size
of the public expenditure commitment
they are making to it.

There are three main reasons for this con-
cern:

❏ general restraints on public expendi-
ture to which most European Union coun-
tries have committed themselves;

❏ inappropriate distribution of resources
within tertiary education (usually a belief
that the balance is too much in favour of
academic rather than professional prepa-
ration);

❏ inefficient use of resources within uni-
versities and colleges.

------Table 1+2+3---------

Efficiency

Table 4 provides further information rel-
evant to the equitable and efficient fund-
ing of tertiary education. It shows that in
European Union countries men with uni-
versity degrees earn, on average, between
32 per cent and 92 per cent more through-
out their lives than those with completed
upper secondary education only. Work-
ers with non-university tertiary education
fare less well but it is still a worthwhile
private investment. Their average lifetime
income is 10 per cent more than second-
ary school leavers in Denmark and 32 per
cent more in Finland. For women the vari-
ation between countries in the differen-

Table 2 shows the share of national in-
come devoted to tertiary education. It var-
ies between about 1 per cent and 2 per
cent in most European countries; (Finland
joins USA as one of the few countries
where more than 2 per cent of national
resources each year go to tertiary educa-
tion). Table 3 shows the information on a
per student and a per graduate basis. The
per student figures are taken from the
OECD report. The per graduate figures
are estimated by the author. They are

Table 2

Expenditure on tertiary education as percentage of GDP

Public Transfer to Net private Total
expenditure on private sector expenditure
HE institutions

1992

Portugal 0.90 0.90
France 0.80 0.10 0.10 1.00
Spain 0.80 0.00 0.20 1.00
Germany 0.90 0.10 1.00
UK 0.80 0.30 1.10
Ireland 1.00 0.30 0.30 1.60
Sweden 1.00 0.60 1.60
Netherlands 1.20 0.60 1.80
Denmark 1.30 0.70 2.00
Finland 1.90 0.30 2.20
USA 1.20 0.10 1.10 2.40

Source: Education at a glance OECD 1995

Table 3

Expenditure per student and per graduate

Expenditure per Expenditure per
student graduate

1992
 US$ Percentage of per  US$ Years of per

capita GDP capita GDP
Spain 3770 29.4 37700 2.9
Austria 5820 32.3 49885 2.8
Italy 5850 33.7 87750 5.1
France (public) 6020 32.5 49255 2.7
Germany 6550 32.2 80615 4.0
Belgium 6590 36.4 45769 2.8
Denmark 6710 38.1 61938 3.5
Sweden 7120 42.9 61029 3.7
Ireland 7270 56.9 48467 3.8
Finland 8650 49.4 74143 4.2
Netherlands 8720 51.5 74743 4.4
UK 9400 59.4 47000 3.0
USA (public) 11880 52.0 79200 3.5

Source: Education at a glance OECD 1995
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tial is greater. Women university gradu-
ates in Italy earn on average 16 per cent
more than secondary school leavers, while
in the UK they earn more than twice as
much as their sisters who leave school
after upper secondary education.

There are also wide differences in the
salaries earned by graduates of different
subjects. Rate-of-return calculations
based on what graduates earn and what
they and the state pay for their higher
education show it to be a much better
investment for some than for others. Ta-
ble 5 shows both private rates of re-
turn, valuing higher education as an
individual investment, and social rates
of return, which value society’s invest-
ment in terms of estimates of an indi-
vidual’s enhanced productivity, in the
UK. In all cases private rates of return
are much the higher. This means that
under present financing arrangements
higher education is a much better invest-
ment for individual students than for
society as a whole, simply because the
state bears most of the direct costs. Fur-
thermore students of some subjects ob-
tain a more valuable investment than
others. Students can therefore be said to
receive different “products” when they
“buy” tertiary education. Variations in fi-
nancial support for their studies and their
living expenses intensify the differences.

Many recent reports from international
and national organisations have con-
cluded that students and their families
ought to contribute significantly more to
the costs of their tertiary education. Their
recommendations are based on two dis-
tinct analytical interpretations. The pro-
tagonists may be labelled the efficiency
faction and the equity faction.

The efficiency view is based on the be-
lief that economic efficiency is served if
individuals pay directly for services they
receive, and that the high rates of taxa-
tion needed to provide them out of pub-
lic funds inhibit more general economic
efficiency.

The equity case for student contributions
lays greater stress on disparities in the fi-
nancial support available to different cat-
egories of students. It is very frequently
the case that students taking academic
courses are more generously provided for

than those doing professional and voca-
tional training courses that are usually
seen as being of a lower level. Equity
gaps are particularly serious if the stu-
dents who benefit most from the academic
courses are from relatively more affluent
households.

If different types of course attract differ-
ent levels of financial support it creates
incentives for tertiary education institu-
tions to offer, and for students to attend,
courses in the most financially favourable
form even if they could be more effec-
tively offered otherwise. Thus, inequali-
ties of financial support may promote in-
efficiencies.

“(…) under present financ-
ing arrangements higher
education is a much better
investment for individual
students than for society as
a whole, simply because the
state bears most of the di-
rect costs.”

Table 4

Men graduate earnings as % of earnings of workers
with upper secondary level qualifications

Men Men Women
University Other tertiary University

Netherlands 132 147
Italy 134 116
Spain 138 149
Austria 146 134
Denmark 146 110 135
Belgium 149 115 164
Sweden 160 118 156
UK 171 121 206
France 174 127 142
Portugal 179 124 188
Finland 192 132 176

Source: Education at a glance, OECD 1995

Table 5

Rates of return to university education in the UK

Private Social
1981-1985 1986-1989

Social sciences 32.5 12.0
Engineering 34.0 7.5
Science 23.5 6.0
Arts 10.0 0,5

Notes: The private rate of return is estimated by comparing prospective lifetime earnings (minus
taxes) with the private costs of higher education. Social rates of return are based on the full costs and
include taxes paid during working life. The figures shown make no allowance for the higher ability of
graduates (which might be expected to result in higher earnings anyway) because the purpose of the
table in this report is to draw attention to the wide subject differences in higher education as an
investment.

Source: Top-up Loans for Students DES (DfE) 1990
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“The boundary between uni-
versity and other tertiary
education will probably be-
come increasingly blurred.
It is important that the in-
centives provided by public-
funding mechanisms do not
distort what is efficient and
equitable for students, em-
ployers and the commu-
nity.”

An important strategic issue for the fu-
ture development of tertiary education is
the distribution of further increases in
enrolments amongst its different elements.
The shift away from traditional main-
stream first-degree courses towards post-
graduate courses on one side and voca-
tional training on the other is likely to
continue. The boundary between univer-
sity and other tertiary education will prob-
ably become increasingly blurred. It is
important that the incentives provided by
public-funding mechanisms do not distort
what is efficient and equitable for stu-
dents, employers and the community.

Sharing the costs

There is no reason why the state should
be the only, or even the dominant, source
of finance, but it must ensure that all have
reasonable opportunities of tertiary edu-
cation relevant to their needs. It must also
fill gaps where the market fails to pro-
vide. Despite the high private rates of
return there are five main reasons why
governments must continue to play a large
part in funding higher education:

❏ to help ensure that all students are
fairly treated;

❏ to help avoid waste of talent;

❏ to share the investment risks between
those for whom it proves to be a good
investment and those who are less lucky;

❏ to enable society as a whole to benefit
from the external benefits of having a sig-
nificant number of its members educated
to high levels;

❏ to encourage universities and colleges
to pursue national policy priorities that
might have less importance for any of the
other stakeholders.

However, none of these offers unambigu-
ous policy direction in a mass tertiary
education system.

Equity

If students have to pay fees, young peo-
ple from poor and middle-income fami-
lies are deterred from achieving their full
educational potential. This is inefficient

for the nation as well as unfair to the in-
dividuals. However, once some groups
have their educational expenses sup-
ported, it becomes difficult to devise
schemes of subsidy that do not discrimi-
nate against others. In the United States
for example both rich and poor students
are able to attend expensive major pri-
vate universities but it is difficult for mem-
bers of middle-income families to do so
(see Michael McPherson and Morton
Schapiro. 1993). In Britain the system of
student support discriminates in favour of
full-time students on first-degree courses
who are drawn disproportionately from
relatively affluent families.

Loss of talent

There are economic as well as welfare
losses if some people are deprived of edu-
cational opportunities from which they
could potentially benefit. In the future
even more than in the past, European
countries must depend on the brains and
skills of their people for their economic
well being.

However, the principle that everybody
should achieve his or her full potential,
needs to be used with care as an efficiency
criterion. Like any other public or private
investment, education and training need
to be evaluated in terms of costs and ben-
efits. For individuals and for societies the
costs of extra education may exceed the
benefits before the full potential is real-
ised. For governments to invest beyond
this point is socially inefficient because the
same resources used in other ways will
bring greater overall benefits. There may
be other reasons for continuing education
beyond the point where it is economically
efficient to do so (for example in the case
of students with disabilities) but it is im-
portant to appreciate that those reasons
imply political judgements about distribu-
tion of welfare, not about economic effi-
ciency. Efficiency suggests that it may be
in the national economic interest to invest
more heavily in individuals who learn eas-
ily, and cheaply, than in those who re-
quire more resources to reach their full
potential. In many Asian countries public
funds in tertiary education are concentrated
on the most able students. Competition for
the national universities is very severe.
Meanwhile the majority of students attend
private universities with much less favour-
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“Although in general terti-
ary education in Europe
has private rates of return
as high and as secure as
many blue-chip commercial
investments, it is long-term
and very risky for individu-
als. Returns for some indi-
viduals are very high, for
others they are low, or even
negative.”

able facilities and staffing, and virtually the
full cost of their education is borne by their
families. In many European countries on
the other hand, of which Germany, Spain
and ltaly are prime examples, there is lit-
tle rationing; all reasonably qualified
school-leavers can enter higher education.
The result is low costs but many complaints
of low quality also. France occupies an in-
teresting midway position. Admission to
the prestigious Grandes Ecoles is as com-
petitive as to the Japanese National Uni-
versities, but most students attend the
much cheaper, publicly funded universi-
ties.

These reservations are particularly impor-
tant when tertiary education becomes a
mass system with open access. If it is of-
fered to individuals free of charge there
is an incentive for some of them at least
to pursue it so long as there are some in-
dividual economic benefits. However,
since the community as a whole is incur-
ring costs, it may be economically effi-
cient for society as a whole to stop spend-
ing before that point is reached.

This is not to say that the principle of
tertiary education for all who can benefit
from it has no relevance as an effciency
criterion. Obviously there is an economic
loss if individuals who potentially have
much to contribute to society are pre-
vented from doing so by their family cir-
cumstances. However, it is not necessar-
ily efficient to extend the same financial
support from public funds to all individu-
als regardless of the amount of benefits
obtained.

Risk sharing

Although in general tertiary education in
Europe has private rates of return as high
and as secure as many blue-chip commer-
cial investments, it is long-term and very
risky for individuals. Returns for some
individuals are very high, for others they
are low, or even negative.

Employers who invest in tertiary educa-
tion through student sponsorship also face
risks. As well as the danger that their faith
in a particular student may be unjustified,
there is the problem in a free labour mar-
ket that graduates whose degrees have
been paid for by one employer may take
their skills elsewhere.

These risks mean that total reliance on
private funds would result in less than
optimal levels of expenditure on univer-
sities and colleges when it is seen as a
national investment. The state, however,
is in a position to offer what is, in effect,
collective insurance for all individuals and
all employers against the failure of the
investment in any particular one.

External benefits are another reason for
public funding. They arise because some
of the benefits of tertiary education ac-
crue to third parties. It was widely used
to justify publicly funded expansion of
higher education in the 1960s and 1970s.
For example it is claimed that qualified
doctors bring benefits to patients which
go beyond the earnings they receive.

Again, however, a strict economic analy-
sis suggests some reservations. The mod-
ern world both spots and rewards high
ability. Some writers claim that the shoe
may now be on the other foot. The “Di-
ploma Disease” (see Dore 1976) and as-
sociated hypotheses claim that, in a mod-
ern economy, graduates are often em-
ployed in preference to secondary school
leavers even though the latter could do
the particular job just as well. To the ex-
tent that this is so, higher education may
benefit the individuals who receive it,
while penalising their neighbours who
leave school earlier.

National interest

Finally there is the “national interest” that
transcends individual interests. National
governments inevitably have a concern
with education and training that goes
beyond the market. In tertiary education
this is most apparent in some quality is-
sues and in matters related to the national
priority given to certain subjects. It is now
widely realised that financial incentives
are an effective steering mechanism and
in order to use it the state must be mak-
ing a significant financial contribution.

In addition it is now generally recognised
that all markets require some regulation
by the state, if only to ensure that all par-
ticipants play by the rules. Beyond this,
however, tertiary education has special
features which make heavy reliance on
the market a doubtful proposition. If mar-
kets are to operate properly, consumers
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“Students (…) should con-
tribute to the costs. The
principle is now generally
agreed. There is less con-
sensus about which stu-
dents should pay, when
they should pay, how they
should pay and how much
they should pay. What is
fair, what is efficient, what
is politically acceptable and
what is practicable?”

must be well informed about the likely
outcomes of their purchases, and they
must have the opportunity of learning
from experience in making subsequent
purchases. Most decisions about post-18
education, on the other hand, are irre-
versible and are made on very few occa-
sions. The ultimate outcomes of a par-
ticular choice are not apparent for a long
time, are usually mingled with the effects
of other decisions and are influenced by
decisions taken at the same time by other
students. Thus, the essential information
feedback loops of efficient markets are
absent.

Higher education provision determined
solely by the wishes of large numbers of
individual students would be unlikely to
meet their real long-term needs, or those
of society as a whole, as effectively as a
system in which significant resource allo-
cation authority is held by a democratic
government, advised by expert agencies
that can interpret the economic and so-
cial processes with which tertiary educa-
tion interacts.

Student contributions

The general case for students’ contribut-
ing to the costs of tertiary education is
that “he who benefits should pay”. Stu-
dents receive most of the benefits: they,
or their families, should contribute to the
costs. The principle is now generally
agreed. There is less consensus about
which students should pay, when they
should pay, how they should pay and
how much they should pay. What is fair,
what is efficient, what is politically ac-
ceptable and what is practicable?

Students can contribute to the cost of their
tertiary education in three main ways.

❏ They can pay fees while they are study-
ing

❏ Their studies can be free but their sub-
sequent taxes higher to help pay for their
successors’ education.

❏ They can borrow while they study and
repay when they are earning.

The first option is plainly the simplest
but it has the obvious disadvantage of
excluding those unable to raise the capi-

tal needed to buy a higher education
course.

The second option is the Welfare State
model in operation after 1945 but in re-
treat since the mid 1980s. People received
benefits according to their needs and paid
according to their means. Not only has
there been a general reaction against this
principle since 1980, but it fits tertiary
education rather badly: although most stu-
dents come from the more affluent fami-
lies and enter better paid jobs, the extra
tax payments from the higher income as-
sociated with tertiary education can be
shown to be insufficient to repay the debt
to the rest of society.1

Current policy debates are, therefore,
largely concentrated on the third model.

In summary the main issues are:

❏ whether the balance between public
and private funding should be similar for
all categories of student in tertiary edu-
cation;

❏ whether student contributions should
be confined to their living expenses or
whether they should also help meet their
tuition costs;

❏ what account should be taken of the
current financial circumstance of students’
families;

❏ the proportion of total costs that should
be covered by fees;

❏ how much students should be allowed
to borrow and for what purposes;

❏ whether repayments should be at a fixed
level throughout the repayment period, or
related to income (so that they usually start
low and rise with a graduate’s earnings in
the early years of employment);

❏ whether the lending agency should be
a state-sponsored body or a commercial
bank;2

❏ whether government loan subsidy
should be limited to risk insurance
(against graduates whose income fails to
reach threshold levels) or whether there
should be some general subsidy of loan
interest.

1) This balance shifts with time. If eve-
rybody had higher education, gradu-
ates would have to pay for the higher
education of their successors, while
if few people have it, it is much more
likely that non-graduates are in effect
paying a large part of the costs. Thus
the more people who receive higher
education the stronger is the case for
paying for it out of public funds.

2) This has important public finance
implications for whether student loans
are treated as part of public expendi-
ture. It is particularly important at a
time when many European countries
are preparing themselves to meet the
Maastricht conditions for the introduc-
tion of the Euro.
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“The political acceptability
of any change in student
contributions depends ulti-
mately on perceived costs
and benefits. (…) Any pro-
posed redistribution of
costs risks short-term po-
litical opposition from in-
fluential groups of students
and their universities.”

“There are, however, some
ways in which employers
are direct customers of ter-
tiary education. One is as a
result of the growing vol-
ume of professional devel-
opment and updating pro-
vided by universities and
colleges. (…) Employers
are increasingly wanting to
influence the content of
teaching programmes. It is
reasonable to expect them
to pay for that privilege
(…)”

One possible basic principle for a mass
tertiary education system is that all stu-
dents should be treated equally. A stu-
dent doing a secretarial course at the lo-
cal college has the same a priori claim
as another studying physics at a major
university. Differential subsidy of stu-
dents can be justified in terms of fair-
ness if their financial or other relevant
personal circumstances are different, or
in terms of efficiency if there is reason
to believe that society as a whole ben-
efits more from some educational invest-
ments than others. Present patterns of
subsidy in many countries are hard to
justify in either term.

The political acceptability of any change
in student contributions depends ulti-
mately on perceived costs and benefits.
From the viewpoint of students in gen-
eral, any scheme which transfers some
costs from general taxation to them or
their families, is a loss. But the losses will
be greater for some groups of students
than others and some may actually gain;
different schemes distribute the costs dif-
ferently.

Any proposed redistribution of costs risks
short-term political opposition from in-
fluential groups of students and their uni-
versities. This opposition is likely to be
less if student payments can be paid on
a phased basis during their working lives
and related to their level of earnings. This
suggests payment through the tax sys-
tem and some commentators have sug-
gested a permanent graduate surcharge
on income tax. This could certainly raise
large amounts of money but would al-
most certainly run into stiff political op-
position.

Repayment of loans through the tax sys-
tem is often confused with a graduate tax.
The Australian scheme, introduced in
1989, requires students to pay about 25
per cent of the teaching costs of their
higher education. They can pay it either
in the form of a fee or they can, in effect,
borrow the money for the fee and pay it
back later through a special surcharge on
their income tax which ends as soon as
the loan has been repaid. The arrange-
ment is not a “graduate tax” but the use
of the tax system as a means of collecting
loan repayments.

Employers

Employers benefit from the skills of their
educated staff, and also from the assess-
ments the education system makes of
graduates’ abilities. Therefore, it is some-
times claimed, they should make signifi-
cant contributions to the costs of that edu-
cation. However, an employer pays work-
ers according to their value to the enter-
prise. If tertiary education enhances that
value a qualified worker is rewarded ac-
cordingly and therefore, employers
maintain, any contribution to the costs of
higher education is a matter for the indi-
vidual graduate, not the employer. The
labour market may be less efficient in
practice than is suggested, but the princi-
ple is valid nonetheless.

There are, however, some ways in which
employers are direct customers of terti-
ary education. One is as a result of the
growing volume of professional develop-
ment and updating provided by universi-
ties and colleges. Individual employers are
often direct beneficiaries of this and fre-
quently bear at least part of the costs. In
the second place employers are increas-
ingly wanting to influence the content of
teaching programmes. It is reasonable to
expect them to pay for that privilege: even
though there will be some in traditional
higher education who see it as a breach
of academic freedom to allow employers
to exercise direct influence on what is
taught in tertiary education institutions.
“Collaborative” courses developed jointly
between employers and tertiary education
institutions are becoming quite common-
place.

Such forms of employer contribution are
voluntary. Other proposals would intro-
duce an element of compulsion. One sug-
gestion being actively discussed in the UK
is an employer-assisted “learning bank”
as a constituent of a lifelong-learning strat-
egy. Under this scheme employees would
be able to build up “learning credits” to
which employers would contribute and
which employees could encash at times
convenient to them.

Another possibility widely used in the
United States, and also to some extent
in Japan, is the use of tax incentives to
encourage the private sector to invest in
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education. Analytically this is interesting.
In one sense tax exemptions are in part
public expenditure since the government
has forgone some of the income it would
otherwise have collected in order to en-
courage certain categories of private
spending. However, tax exemptions
transfer from government to private in-
dividuals and corporations part of the re-
sponsibility for determining detailed pri-
orities in the activities to which they are
permitted to make tax exempt contribu-
tions

Conclusion

Five principles ought to underlie any ter-
tiary education funding system.

1) Everyone over 18 who has achieved
an appropriate standard in secondary level
education should be entitled to a stand-
ard amount of tertiary education at pub-
lic expense.

2) Public funding ought to be equitable
across all sectors of tertiary education: any

departure from equal treatment of all stu-
dents should be explicitly justified in
terms of equity, efficiency or national
policy priorities.

3) Students themselves should expect to
meet a significant part of the costs of their
tertiary education beyond the basic enti-
tlement.

4) Student contributions would normally
be paid in instalments after graduation but
those who wished to make the payment
in advance should be allowed to do so.
Annual repayments would be linked to
each graduate’s level of earnings.

(5) Public funding mechanisms should
offer incentives for the widespread intro-
duction of appropriate quality-improving
and cost-reducing technology.

The precise implementation of the prin-
ciples must remain a political choice in
even country. It is the assertion of this
paper that tertiary education would be fi-
nancially healthier if the principles were
widely accepted.
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EU cooperation
in higher education
and training:
new challenges and
recent progress
The initial track record

In almost ten years since the launch of
ERASMUS and COMETT, the first major
European Community action programmes
involving higher level education and train-
ing, the drive towards more diversified
and constructive Community-wide coop-
eration in these fields has proved irrevers-
ible. Both programmes were among sev-
eral to make an original and effective
contribution to Member State implemen-
tation of a common vocational training
policy whose general principles had al-
ready been established in accordance with
the 1957 Treaty of Rome.

Launched in July 1987, ERASMUS (the EC
Action Scheme for the Mobility of Uni-
versity Students) was a comprehensive
programme for all-round cooperation in
higher education throughout the Commu-
nity. However, its main aim initially was
that a far greater proportion of all Com-
munity students than hitherto, should be
able to complete an integral part of their
education and training at a higher educa-
tion establishment in another Member
State. This organized student mobility has
been realized within a European univer-
sity network of inter-university coopera-
tion programmes (ICPs) voluntarily nego-
tiated by the staff of individual faculties
or departments in different countries. Sub-
ject to endorsement by the higher educa-
tion establishments themselves, a coordi-
nating faculty acted as ICP contractor to
develop the infrastructure needed to send
large numbers of students abroad regu-
larly for up to a year. Meanwhile, the stu-
dents taking part received nationally ad-
ministered ERASMUS mobility grants to

help them meet the additional costs of
foreign study.

In many cases, ICPs also provided a
framework for teaching staff exchange,
joint curricular development and inten-
sive programmes. Where they entailed
student mobility, one essential precondi-
tion for support has been that the study
period abroad be explicitly recognized (as
a rule by the sending institution) in the
award of the degree or diploma.

COMETT, which became fully operational
in January 1987, involved collaboration
between universities and industry for
training in the new information technolo-
gies. Its counterpart to the ICPs within
ERASMUS were university and enterprise
training partnerships (UETPs) which
brought higher education institutions and
firms across the Community together on
a geographic or sectoral basis to help
them identify needs, improve the quality
of training, and perfect the practical ap-
plications of technology. Transnational
mobility within UETPs entailed student
placements in firms abroad and recipro-
cal foreign exchanges of university and
industrial staff.

In the eight years which followed their
launch, ERASMUS and COMETT both ex-
panded steadily. By 1994/95, over 137,000
students out of a total student population
(EU plus EFTA - the European Free Trade
Area) of some 10,417,000 were eligible
to take part in ERASMUS ICPs, as com-
pared with just 3000 in 1987 when the
entire EC student population was an esti-
mated six million. Meanwhile, the number
of UETPs reached 205, involving 1500
higher education institutions, 3500 firms,

The drive towards more di-
versified and constructive
Community-wide coopera-
tion in these fields has
proved irreversible. Coop-
eration in higher education
and training has been sum-
moned to respond to sev-
eral challenges. Considera-
tions other than mobility
alone have gradually as-
sumed greater significance.
Yet the basic premises of co-
operation remain, that its
success depends on the ex-
ceptional variety of educa-
tion and training systems
throughout the Commu-
nity.
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“By 1994/95, over 137,000
students out of a total stu-
dent population (…) of
some 10,417,000 were eligi-
ble to take part in ERASMUS
ICPs, as compared with
just 3000 in 1987 when the
entire EC student popula-
tion was an estimated six
million.”

“The ideal of a “People’s Eu-
rope” debated prior to the
1987 Single European Act
had lent added significance
to the concept of the “Euro-
pean dimension” in educa-
tion, dating from the mid-
1970s. (…) It thus became
apparent that the cause of
European integration might
be better served by bringing
Europe closer to the class-
room of the much greater
non-mobile student and
staff populations.”

24,000 in-company training courses for
students, and approximately 800 ex-
changes of university and industrial staff.
Transnational mobility in education and
training had already made an impressive
impact as a basis for Community coop-
eration in this field.

A shifting political agenda

Meanwhile, fresh considerations were de-
termining the future bearings of coopera-
tion, paving the way for a more diversi-
fied strategy. Encapsulated for the most
part in Articles 126 and 127 of the Treaty
of Maastricht, they gradually took shape
in response to a variety of developments
linked to the EC education and training
programmes in the years preceding the
ratification of the Treaty in November
1993. They were also clearly expressed
in the Community-wide debate on the
programmes, which the Commission
launched at the start of 1992 among na-
tional representatives in the academic,
professional, teaching, business, industrial
and government sectors, and which cen-
tred on three Memoranda or discussion
documents.

A case for restructured cooperation

A first area of concern was with the ba-
s ic  s t ruc ture of  programmes l ike
ERASMUS and COMETT. The ideal of a
“People’s Europe” debated prior to the
1987 Single European Act had lent added
significance to the concept of the “Euro-
pean dimension” in education, dating
from the mid-1970s. Renewed interest in
this notion on the part of the Council
and the Parliament now accompanied
gradual acknowledgement that, despite
the spectacular growth of student mo-
bility in ERASMUS, the vast majority of
students would nonetheless remain un-
able to benefit from study abroad. It thus
became apparent that the cause of Euro-
pean integration might be better served
by bringing Europe closer to the class-
room of the much greater non-mobile
student and staff populations.

Indeed, from around 1990 onwards, there
were signs that “Europeanization” might
be a natural tendency. Many higher edu-
cation institutions started to set up Euro-

pean or international offices providing an
administrative infrastructure for their ICPs.
Teichler & Maiworm have found that in a
recent survey of higher education institu-
tions taking part in ERASMUS for the first
time between 1987 (the year the Pro-
gramme was launched) and 1992, only a
minority (21%) had at least one unit in
charge of international relations in 1986.
However, around 63% of the same sam-
ple had set up such a unit within five years
of their initial participation in ERASMUS.
This trend was consistent with views later
expressed in an independent evaluation
of ERASMUS which suggested that the
programme had not sufficiently consoli-
dated the potential for full institutional
commitment to cooperation, despite the
invaluable role of the ICPs in encourag-
ing a more international outlook. The
trend was endorsed more firmly still in
virtually all responses to the 1991 Memo-
randum on Higher Education in the EC
which agreed that the formation of net-
works of universities and similar institu-
tions was the best long-term operational
framework for cooperation in higher edu-
cation with a “European dimension”.

Concern for quality

Although the question of quality had come
to the forefront in the higher education
policy-making of many European coun-
tries throughout the 1980s, new systems
for the quality evaluation of university
teaching and learning were institutional-
ized in only two Member States, France
and the Netherlands, by the end of the
decade. However, concern for the issue
has been increasingly self-evident, partly
as a resul t  of  the recent surge in
enrolments in European higher education.
According to EUROSTAT data, student
enrolments in the present 15 EU coun-
tries doubled in the 15 years from 1975/
76 to 1990/91. Naturally, the trend has
prompted anxiety that academic standards
might deteriorate if financial resources are
unable to keep pace with policies for in-
creased access.

However, “academic standards” is only
one of several interwoven considerations
associated with quality which tend to
complicate its meaning, measurement and
subsequent translation into effective and
realistic educational practice and policy-
making. The relative efficiency or utility
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“The sharpened perception
of the contribution coop-
eration might make to qual-
ity education is at least one
reason for the priority ac-
corded this objective in Ar-
ticle 126 of the Maastricht
Treaty.”

“Yet the stipulation that
study abroad in the
ERASMUS ICPs must be for-
mally recognized was a sig-
nificant development in the
field of “academic” recogni-
tion.”

of different branches of higher education
or training constitute another. A third con-
sideration linked to the quality issue may
be the idea of accountability. Yet a fourth
tends to regard quality in terms of the
formal structures and procedures amount-
ing to a methodology for its assurance and
evaluation. As we shall see, this fourth
perspective is the one closest to the
modus operandi of the most recent EU
initiatives in this area.

The quality issue is rendered trickier still
by the different connotations of the fore-
going considerations for different inter-
ested groups or stakeholders. Nowhere
is this more self-evident than where the
idea of quality education is linked to the
question of what should be taught. Do
some disciplines, perceived as essential
to education and training in a modern in-
dustrial society, matter more than others?

Serious resolution of this category of di-
lemma is itself prone to over-simplifica-
tion. Quality education may indeed de-
liver the skills needed to develop the
modern high performance technologies of
the information society, and exploit their
market potential. It is less often remem-
bered that such a society also requires
competent users capable of making the
most of these technologies, both in the
narrow technical sense and in terms of
their applications. Yet quality in higher
education can also help to encourage and
sustain a discriminating “consumer” class
of this kind.

Likewise, the “accountability” of higher
education is often viewed as a simple
“value for money” matter, without ac-
knowledgement of its more subtle impli-
cations. In some countries, the State has
tended to grant institutions greater au-
tonomy for the very purpose of enabling
them to attain a growing range of objec-
tives and fulfil their varied responsibili-
ties not to one but several stakeholders
(including students, employers, parents
and the national and global academic
communities). By the same token, such
institutions are obliged to assume greater
individual responsibility for the quality of
the education they impart than those
within more State-regulated systems.

ERASMUS may be credited with focusing
increased attention on some of these com-

plexities. It has done so partly through
the potential contribution of teaching staff
mobility to improved education and train-
ing, as originally envisaged, but partly also
through prompting closer examination of
the criteria for academic recognition un-
derpinning student mobility. The result
has been broader appraisal - including
self-scrutiny by institutions - of general
academic practice, standards, course con-
tent and methods of assessment. The
sharpened perception of the contribution
cooperation might make to quality edu-
cation is at least one reason for the prior-
ity accorded this objective in Article 126
of the Maastricht Treaty. Furthermore,
both the 1991 Memorandum on Higher
Education and the responses to it from
Member States stressed the importance of
quality in the increasingly diversified
world of higher education, as a problem
of paramount interest. It was emphasized
nonetheless that quality evaluation of re-
search was not enough to guarantee the
quality of teaching and learning and, less
still, that of programme organization,
management methods and communica-
tions, all of which were assuming increas-
ing importance in a rapidly changing so-
cial environment.

Academic and professional recogni-
tion

Given its multiple ramifications, the ex-
tent to which “quality education” can be
recognized in terms of traditional or novel
academic qualifications may be question-
able. Yet the stipulation that study abroad
in the ERASMUS ICPs must be formally
recognized was a significant development
in the field of “academic” recognition. This
is usually defined as the certification or
other kind of explicit acknowledgement
required to gain access to further studies,
often in a higher education institution
abroad. Notably, by 1993, well over 200
ICPs gave students the opportunity to earn
professional qualifications in two Mem-
ber States.

However, Community action regarding
recognition specifically for professional
purposes has centred, in particular, on
the so-called regulated professions,
which are formally subject to the pos-
session of a professional qualification,
and defined through reference to a spe-
cific national education or training sys-
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“(…) in the search for a
more comprehensive yet
voluntarily based mecha-
nism for academic recogni-
tion, an ERASMUS experi-
ment for a European credit
transfer system became op-
erational in 1989.”

“When it ended in 1994/95,
no less than 7,895 students
had been selected for
courses abroad involving
ECTS recognition proce-
dures, in some instances at
two or more foreign estab-
lishments.”

tem. It has thus aimed to ensure that the
right to freedom of movement and es-
tablishment in the EU is not compromised
by failure to enter a regulated profes-
sion in a Member State which did not
recognize appropriate qualifications for
the same profession obtained elsewhere
in the Community.

A series of EC Council directives between
1975 and 1985 sought mutual recognition
by Member States of the conditions gov-
erning access to professional sectors such
as medicine, pharmacy, architecture and,
subject to certain restrictions, law. How-
ever, two more recent broadly-based and
mutually complementary directives are
geared to a general system for Commu-
nity-wide recognition of the qualifications
needed for access to most other regulated
professions. In contrast to the initial
sectoral approach, these “general direc-
tives”, dating from 1988 and 1992 respec-
tively, require Member States to introduce
horizontal cross-sectoral arrangements
and structures enabling applications for
recognition to be considered on an indi-
vidual case-by-case basis. Although these
provisions are formally separate from the
EU education and training programmes,
their effective implementation depends on
substantial Community-level coordination
involving national representatives respon-
sible for introducing appropriate measures
in each of the Member States. EU over-
sight of these activities is the responsibil-
ity of Directorate-General XV of the Eu-
ropean Commission and is concerned with
the Internal Market and Financial Serv-
ices.

Meanwhile, in the search for a more com-
prehensive yet voluntarily based mecha-
nism for academic recognit ion, an
ERASMUS experiment for a European
credit transfer system became operational
in 1989. During a six-year pilot phase, the
European Community Course Credit
Transfer System (ECTS) was tested in five
subject areas (business administration,
chemistry, history, medicine and mechani-
cal engineering). In all, 145 higher edu-
cation faculties or departments took part
in this pilot project. When it ended in
1994/95, no less than 7,895 students had
been selected for courses abroad involv-
ing ECTS recognition procedures, in some
instances at two or more foreign estab-
lishments.

Rationalization of cooperation

In the debate on the Memoranda, recur-
rent reference was made to the need for
the Community to achieve optimal de-
velopment and use of its human re-
sources, in part to remedy the persistent
shortage of skills required to boost its
competitiveness. One possible response
to this challenge was to rationalize EC
cooperation in education and training.
In May 1993, the Commission accordingly
announced plans for two new action pro-
grammes corresponding to each of the
two fields. Following detailed drafting
and negotiation involving the other Com-
munity inst i tut ions, SOCRATES and
LEONARDO DA VINCI were adopted,
and came into force in early 1995. As
such, higher education became a major
component of SOCRATES accounting for
over half of its annual budget from the
ECU 850 million earmarked up to 1999.
But it retained its name - ERASMUS - and
specific identity as a programme for co-
operation in higher education and train-
ing. Most of the provisions of the 1990
LINGUA Programme have also been car-
ried forward within SOCRATES. The
achievements of the former COMETT
programme, alongside those of other EU
vocational training programmes, are be-
ing further developed in LEONARDO DA
VINCI.

Already perceptible in the debate on the
Memoranda, a sense that the human re-
sources of the Community could be bet-
ter geared to its material, social and cul-
tural enrichment, including the personal
fulfilment of its citizens, was now being
defined more vigorously. The Commis-
sion’s White Paper, Growth, Competitive-
ness, Employment adopted by the Euro-
pean Council in December 1993 noted
that economic growth in the pre-1992
period was unable to halt a longer term
decline in the Community’s relative po-
sition in international trading markets or
create enough new jobs. In early 1994,
IRDAC (Industrial Research and Devel-
opment Advisory Committee of the Eu-
ropean Commission) took up the idea of
increased competitiveness and speed of
adaptation to industrial change as a re-
alistic remedy in the report Quality and
Relevance. Among its recommendations
was the adoption of quality concepts in
education and training and the prepara-
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“Alongside the continued
encouragement of student
mobility, the promotion of
the European dimension in
universities is one of two
major pillars of ERASMUS
in SOCRATES. The main for-
mal key to its implementa-
tion is to be a contract be-
tween the European Com-
mission and every higher
education institution re-
ceiving support for its Eu-
ropean cooperation activi-
ties.”

tion of people and society for a lifetime
of learning. Little over a year later, Mov-
ing towards a Learning Society, a Forum
Report on European Education prepared
jointly by the European Roundtable of
Industrialists (ERT) and the Conference
of European Rectors (CRE), echoed this
concern.

The most recent document consolidating
these and related themes has been the
White Paper, Teaching and Learning:
Towards the Learning Society presented
on behalf of the Commission by Édith
Cresson, Commissioner for Research, Edu-
cation and Training and Pádraig Flynn,
Commissioner for Employment and Social
Affairs. Adopted on November 29th 1995,
it raised issues of critical importance to
higher education, including its possible
contribution to quality in advanced train-
ing as vital to the competitiveness of the
EU and the preservation of its social
model.

In the face of all these developments,
cooperation in higher education and
training has been summoned to respond
to several challenges with a fresh sense
of urgency. Considerations other than
mobility alone have gradually assumed
greater s igni f icance.  Yet the bas ic
premises of cooperation remain, that its
success depends on the exceptional va-
riety of education and training systems
throughout the Community, with their
widely differing structures and firmly en-
trenched individual cultures. As Jacques
Delors, whose presidency of the Com-
mission spanned virtually the entire pe-
riod covered by the foregoing events,
emphasized in his final year of office: “it
is precisely the creative opposition be-
tween the diversity of national systems
and the growing similarity of our prob-
lems that provides one of the main
raisons d’être of European cooperation.
Community action in this area, which
supports and supplements policies de-
cided at national level, is designed to
promote innovative practice, exchanges
of experience, discussion, joint thinking
and research”. The following sections
will review a modest but representative
sample of the most recent activities in-
dicative of its attempt to do so.

Cooperation - a novel
structure and emphasis

An institutional contract

Alongside the continued encouragement
of student mobility, the promotion of the
European dimension in universities is one
of two major pillars of ERASMUS in SOC-
RATES. The main formal key to its imple-
mentation is to be a contract between the
European Commission and every higher
education institution receiving support for
its European cooperation activities.

Subject to formal approval, contract grants
expected to total at least ECU 25 million
will be awarded by the Commission in
1997/98 to institutions selected from
around 1,600 applicants out of approxi-
mately 5,000 eligible higher education es-
tablishments in the 18 countries taking part
in ERASMUS. To plan the satisfactory in-
troduction of these arrangements, 1995/96
and 1996/97 have been transitional years
during which over 2,500 ICPs received EU
funding directly, in accordance with pre-
SOCRATES ERASMUS procedures.

Normally concluded for three years and
subject to annual review, the new institu-
tional contracts will group together the
great majority of ERASMUS-supported
cooperation activities, including student
and teaching staff mobility, joint curricu-
lum development, intensive programmes
and ECTS. The rationale for all such ac-
tivities must be set out in a European
policy statement submitted by each es-
tablishment as a mandatory part of its
application. As further evidence of their
commitment, universities are also ex-
pected to find other means of support to
complement the EU grants.

The institutional contracts are expected
to provide a focus for the development
of numerous models of good practice in
inter-university cooperation. They are also
likely to impart a real institutional mo-
mentum to what have sometimes been
uncoordinated ICP initiatives, and to
strengthen institutional capacity to coop-
erate with regional partners beyond the
confines of higher education.

One important and relatively new form
of cooperation, however, stands outside
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“One important and rela-
tively new form of coopera-
tion, however, stands out-
side the framework of the
institutional contract - the
so-called “thematic net-
work” projects. (…) These
thematic networks are
pooling experience and
spreading their best prac-
tice, through discussion of
innovatory aspects of
higher education, improve-
ments in teaching methods
and the comparability of
curricula.”

“Joint transnational cur-
riculum development has
been eligible for ERASMUS
support from the outset.
(…) in 1996/97 three novel
activities of this kind are
being piloted under the
ERASMUS element of the
SOCRATES programme (…)
the joint preparation of ad-
vanced-level “Master’s type”
courses, European modules
and integrated language
courses.”

“In its Community support
measures, LEONARDO DA
VINCI also supports
transnational pilot projects
enabling universities and
firms jointly to develop con-
tent, tools or material for
common training modules
which facilitate the mutual
recognition of qualifica-
tions and skills.”

the framework of the institutional contract
- the so-cal led “thematic network”
projects. Initially, some 28 networks built
around discipline-related themes and in
a few cases bringing together well over
100 faculties will cooperate on subjects
of mutual interest. These thematic net-
works are pooling experience and spread-
ing their best practice, through discussion
of innovatory aspects of higher education,
improvements in teaching methods and
the comparability of curricula.

Pioneering curriculum development

Joint transnational curriculum develop-
ment has been eligible for ERASMUS sup-
port from the outset. However, in 1996/
97 three novel activities of this kind are
being piloted under the ERASMUS element
of the SOCRATES programme with a view
to reinforcing the strong European focus
of the institutional contract from 1997/98.
They comprise the joint preparation of ad-
vanced-level “Master’s type” courses, Eu-
ropean modules and integrated language
courses. Between them, these activities
will centre, in 1996/97, on over 20 spe-
cially selected themes with a high-level
professional dimension. The themes were
chosen in collaboration with academic
and professional organizations working at
European level on higher education quali-
fications and also reflect the concerns of
the 1995 Commission White Paper, Teach-
ing and Learning: Towards the Learning
Society.

The advanced-level curricula support the
development of new, highly selective
degree courses seeking to respond to
European shortages of highly qualified
human resources by pooling transnational
expertise in the specialized fields con-
cerned. Applications must demonstrate
that such a shortage exists and how the
programme proposes to respond to it. The
kind of development encouraged is well
illustrated by a current ERASMUS project
for a diploma awarded to postgraduate
students successfully completing multi-
disciplinary training as international hu-
manitarian aid administrators. Operational
since 1994/95, it was developed in col-
laboration with universities in five Mem-
ber States and the European Communi-
ties Humanitarian Office (ECHO), and
strikingly combines a concern for qual-
ity, high level professional skills, and the

European dimension. It also incorporates
the main types of activities supported
under ERASMUS, namely student and staff
mobility, intensive programmes and cur-
riculum development.

European modules are intended to de-
velop knowledge of different European
approaches to content in their selected
themes at partner institutions, and intro-
duce new models for their integration in
degree programmes from which non-mo-
bile students will also be able to benefit.
The scope of the modules will subse-
quently be broadened to cover Europe
and European integration considered
more comprehensively.

Similarly, in 1996/97, the joint develop-
ment of integrated language courses will
concentrate on the preparation of theme-
specific modules for integration into
teaching programmes as a degree re-
quirement of the partner universities.
Besides encouraging greater European
awareness among students, this measure
should contribute significantly to their
subsequent professional marketability
and, by the same token, extend their
career prospects in Europe beyond their
country of origin.

In its Community support measures,
LEONARDO DA VINCI also supports
transnational pilot projects enabling uni-
versities and firms jointly to develop con-
tent, tools or material for common train-
ing modules which facilitate the mutual
recognition of qualifications and skills.
Other LEONARDO DA VINCI projects are
concerned particularly with innovation in
advanced training and include the pro-
duction of modules contributing to the
development of key skills. As a rule,
projects aim to ensure that university train-
ing for such skills is available to firms and,
indeed, very widely incorporated into
university curricula, irrespective of the
occupational sector concerned.

It is in LEONARDO DA VINCI also that
the continued scope for placements in the
modern European industrial environment
is probably most marked. Building on the
initiatives developed under the former
COMETT UETPs, the Community Meas-
ures in the new programme provide for
both graduate and undergraduate place-
ments in firms, and transnational ex-
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“In November 1994, two
parallel EU cooperation-
based pilot projects were
launched to test pre-de-
signed procedures for as-
sessing the quality of teach-
ing and the “learning expe-
rience” in engineering sci-
ences, the broad field of
communication and infor-
mation sciences and art
and design.”

changes of staff between firms and uni-
versities or training bodies.

Cooperation for quality

As already suggested, “quality education”
is a complex and often highly charged
issue. Where it is sought through coop-
eration based on the creative juxtaposi-
tion of different national systems, it runs
the risk of being more sensitive still. In-
deed, there is widespread belief among
experts that any reliable definition of
“quality education”, is not only elusive but
liable to vary with changing socio-eco-
nomic conditions. It is thus hardly sur-
prising that the many academics and oth-
ers who took part in a recent highly en-
couraging EU-supported experiment,
considered that cooperation for quality
should be driven by and test practical
methodologies which might be used as a
basis for exploring and evaluating its
many different aspects. In the event, the
experiment developed into an effort to
help Member States address quality in
higher education and training in a practi-
cal manner which was transparent but
adaptable to a wide range of educational
contexts and objectives.

A comparative study and two pilot
projects

The initiative dates from November 1991
when the Council, under Dutch presi-
dency, called for the Commission to fund
a comparative study of evaluation meth-
ods used in the Member States, and to
develop a limited number of pilot projects
in the field. Published in 1993, the study
devoted particular attention to existing
mechanisms in France, the Netherlands
and the UK which, faced with an enlarged
university sector, had by 1991 joined the
former two countries in establishing new
national-level quality assessment bodies
and procedures. A fourth country, Den-
mark, was to do so the following year.

In November 1994, two parallel EU co-
operation-based pilot projects were
launched to test pre-designed procedures
for assessing the quality of teaching and
the “learning experience” in engineering
sciences, the broad field of communica-
tion and information sciences and art and

design. The projects received Community
support of ECU 710,000 and involved 46
higher education institutions in 17 EU and
EFTA countries. Taking part voluntarily,
these establishments were selected by
their national authorities with an eye to
criteria which included regional balance
and the need for both university and “non-
university” higher education representa-
tion.

The projects sought to heighten aware-
ness of the need for promoting higher
education quality evaluation, give it a
European dimension, enrich existing na-
tional level procedures and, in the proc-
ess, help improve effective academic rec-
ognition and mutual understanding of
curricula. They were emphatically not
intended to introduce official EU quality
evaluation procedures or secure their
Europe-wide harmonization or standardi-
zation. On the contrary and in the spirit
of the 1991 Council proposal, the partici-
pants recognized that the experiments
would challenge neither the responsibili-
ties of Member States in this field, nor
the autonomy of their higher education
institutions.

Certain key principles were built into the
projects. First and foremost, it was agreed
that quality evaluation should begin with
institutional self-assessment of the disci-
pline concerned according to a common
checklist of criteria. The methodology of
the projects focused primarily on the qual-
ity of teaching, but allowed, to a certain
extent, for possible interaction with the
management of institutions, as well as
with research. They also encouraged ad-
ministrative staff and students to partici-
pate alongside academics in the self-as-
sessment process and, at many of the
“test” institutions, this actually occurred.

The second principle was assessment,
with reference to the initial self-assess-
ment, by a peer review group of external
experts, entailing one or more site visits.
Here again, it was recommended that
membership of these groups should in-
clude not only academics but representa-
tives from employment sectors which re-
cruited students and, where possible, from
one of the other participating countries.

Third, these two assessment stages were
to lead to the preparation by the peer
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“(…) the practical orienta-
tion of the projects had
heightened awareness of
the need for a well-designed
evaluation programme to
define its aims clearly and
grasp their possible signifi-
cance in terms of funding,
adapting its methodology
accordingly.”

“The Commission is prepar-
ing a draft Council recom-
mendation for future ac-
tion, which is intended to
encourage Member States
to make the setting up of
quality evaluation and as-
surance systems an integral
part of their responsibili-
ties for higher education.”

review group of a published report de-
tailing the conclusions of the foregoing
institutional evaluation considered over-
all.

The fourth and final common principle
was that there should be complete au-
tonomy and independence from govern-
ment and, indeed, the higher education
institutions themselves regarding the pro-
cedures and methods to be adopted.

The preceding elements were exploited
as pre-designed procedures enumerated
in a set of formal Guidelines specially
prepared for the projects which, however,
also included two additional features.
These were the preparation of a national
report by the national committees formed
to oversee the projects in each Member
State, and production of a European re-
port by a group appointed by the Com-
mission to manage the experiment at Eu-
ropean level.

The European report was produced in the
later stages of 1995, following completion
of the pilot projects. It found that they
provided a generally successful basis for
checking the quality of teaching in the
selected fields of study. The report con-
sidered that the practical orientation of
the projects had heightened awareness of
the need for a well-designed evaluation
programme to define its aims clearly and
grasp their possible significance in terms
of funding, adapting its methodology ac-
cordingly. Evaluation might be a response
to any one of a number of pressures and,
depending on circumstances, had to be
tailored to the national education system
and the chosen discipline. According to
the report, quality evaluation criteria are
closely linked to the mission of individual
institutions and the definition of an insti-
tutional goal. At a more strictly technical
level, the report also set out proposals
for revising and refining the original
method of quality assessment for trans-
national purposes.

As intended, the pilot projects triggered
from the outset a constructive exchange
of experience between the participating
institutions, experts, and State authorities,
as well as representatives of international
and non-governmental organisations, in-
cluding UNESCO, OECD, the Council of
Europe and the European Rectors’ Con-

ference (CRE), which took part as observ-
ers. The European report, moreover, tes-
tified to the potential for creative interac-
tion between the methodology it adopted
and the academic cultures of the indi-
vidual countries involved

The ongoing discussions which took
place throughout the pilot project clearly
indicated that while discipline-based as-
sessment was viewed as a good thing it
should not be treated in isolation. Its
combination with other methodologies
such as institutional review and quality
enhancement within a holistic set of in-
stitutional quality policies would signifi-
cantly enhance its value. All participants
shared the view that a regular exchange
of ideas and experiences at the European
level as well as discussions on world-
wide developments on methodologies for
quality assurance in higher education
would be an immensely beneficial exer-
cise.

Follow-up to the projects

The Council of Education Ministers, on
the basis of an information note presented
by Commissioner Édith Cresson to its May
6th 1996 meeting, encouraged the Com-
mission to consider more permanent pro-
vision for EU cooperation in higher edu-
cation quality assurance.

The Commission is preparing a draft
Council recommendation for future action,
which is intended to encourage Member
States to make the setting up of quality
evaluation and assurance systems an in-
tegral part of their responsibilities for
higher education. With regard to proce-
dures and methodologies, it is considered
that, as far as possible, the bodies in
charge of quality evaluation in such sys-
tems should be autonomous and inde-
pendent of the State and higher educa-
tion institutions.  Where systems are not
established, Member States may be invited
to maintain an ongoing dialogue and ex-
change of experience on quality evalua-
tion and assurance with other EU coun-
tries, the European Commission and ap-
propriate international bodies. Subject to
Council agreement, the Commission may
develop measures to support and supple-
ment the cooperation of Member States
and higher education institutions active
in this field.
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“With the implementation of
SOCRATES, [the European
Credit Transfer System] has
been extended beyond its
initial pilot status to be-
come an increasingly im-
portant part of the overall
ERASMUS architecture.”

“(…) the principles and
mechanisms of allocating
credits is a different issue
from that of the gradings or
marks (…) for (…) aca-
demic performance. It can-
not be too strongly empha-
sized that a fixed number
of credits is preallocated to
courses or course units on
the basis of a joint prior
appraisal of student work-
load by partner institu-
tions. Although this work
then has to be satisfactorily
completed by students,
their academic perform-
ance does not otherwise
affect the number of cred-
its awarded since this is
determined in advance.”

Cooperation for recog-
nized qualifications

As emphasized in the previous section, a
central aim of the European pilot projects
on quality has been to facilitate academic
recognition of study abroad. One reason
it may do so is that the necessary dia-
logue between self-assessment and peer
review groups in the projects is very simi-
lar to the self-analytical and cooperation
procedures for transparency and determi-
nation of workload credits among insti-
tutional partners using the European
Credit Transfer System (ECTS). With the
implementation of SOCRATES, this has
been extended beyond its initial pilot sta-
tus to become an increasingly important
part of the overall ERASMUS architecture.

Academic recognition - a novel ap-
proach to credit transfer

The novelty of ECTS lies in a uniquely
combined set of operational principles.
The first is that the road to sound aca-
demic recognition of foreign study is a
prior agreement reached by students,
with their home and prospective host in-
stitutions, on the courses they are to take
abroad and the measurement of their
learning performance there. Whether
compulsory or optional, these courses are
always part of the normal curriculum of
the host institution concerned, and not
created specially for ECTS.

Secondly, ECTS assumes that academic
recognition of study abroad can be based
on a transferable common currency, the
unit of credit related to total student
workload including not only student/
teacher contact hours at lectures or tuto-
rials but also extra reading assignments,
essay writing, the completion of projects,
field or laboratory work, etc.  For this pur-
pose, credits are normally agreed on the
basis of 60 for an academic year, 30 for a
semester and 20 for a three-month term.

These two principles presuppose a third
- that institutions voluntarily committed
to ECTS will spare no effort to exchange
clear unambiguous information on the
purpose, content, structure and assess-
ment of their courses, and on how the
commonly agreed procedures for the
award of credit are applied to them. They

further presuppose the willingness of
teaching staff to show entire confidence
in the academic judgement of colleagues
at the foreign partner institutions.

The practical implementation of ECTS
depends on the correct exploitation of
several key technical instruments: a com-
prehensive information package prepared
by all partner institutions, from which stu-
dents and staff gain an insight into their
academic practice, and choose suitable
foreign study courses; a student applica-
tion form linked to a binding learning
agreement; and a transcript of records to
facilitate the transfer of academic credit.

Although the foregoing aspects are un-
derstood and implemented by virtually all
participants in ECTS, it is not always clear
to others that the principles and mecha-
nisms of allocating credits is a different
issue from that of the gradings or marks
awarded to students for their academic
performance. It cannot be too strongly
emphasized that a fixed number of cred-
its is preallocated to courses or course
units on the basis of a joint prior ap-
praisal of student workload by partner in-
stitutions. Although this work then has to
be satisfactorily completed by students,
their academic performance does not oth-
erwise affect the number of credits
awarded since this is determined in ad-
vance.  A grading scale has, however,
been devised to help ECTS partners in-
terpret marking conventions and practices
which vary quite widely throughout Eu-
rope, and which may have a bearing on a
student’s academic record. Nevertheless,
the grading scale is meant to clarify such
practices, not replace them.

Similarly, the length of studies is relevant
only insofar as the number of credits is
normally preassigned with respect to an
annual base allocation of 60. The time
actually taken by students to complete
courses plays no part in determining the
credits awarded, although every effort is
made to ensure that the officially stated
duration of courses corresponds realisti-
cally to the workload they entail.

Although respect for all these matters is
vital to the successful operation of the
system, all institutions taking part do so
voluntarily. Like most other credit-based
systems, ECTS is particularly well suited



VOCATIONAL TRAINING NR. 10 EUROPEAN JOURNAL

CEDEFOP

52

“(…) a third “consolida-
tion” directive, essentially
to facilitate free movement
and recognition of qualifi-
cations for those regulated
professional activities still
not covered by the general
system, (…) is expected to
come into effect in 1997.”

to the development of modular courses.
But it is entirely compatible also with the
award of traditional qualifications, with
which an appropriate number of credits
can be equated depending on the higher
education system involved.

Moving ahead

In 1994, the 145 faculties taking part in
the pilot project were invited by the Com-
mission to submit proposals for the ex-
tension of ECTS as a fully fledged scheme.
In the same year, a team of 26 national
promoters was nominated to support the
planned extension in all Member States.
Two consecutive extension phases have
resulted in the overall participation of 958
faculties (departments, etc.) in around 230
institutions in the 1995/96 academic year,
including 36 non-university higher edu-
cation establishments in the second ex-
tension. Most major subject area groups
are already covered, led by engineering
(approximately 17% of all networks),
natural sciences (16%), medicine (11%)
and business studies (10%). Above all, the
system is due to operate within higher
education institutions themselves and will
thus be a highly visible element in the
institutional contracts awarded from 1997/
98.

It is clear from a 1996 evaluation that ECTS
has passed its experimental stage, and is
capable of successfully establishing work-
ing principles for credit transfer across a
diversified range of higher education sys-
tems and practices, as well as in most
subject areas. A further conclusion is that
a successful institutional strategy for the
extension of ECTS should take into ac-
count the national, institutional and cur-
ricular levels of implementation.

Impact of the general directives on
professional recognition

In February 1996, the Commission pre-
sented the European Parliament and
Council with a progress report on the first
general directive dealing with the recog-
nition of higher education diplomas
awarded on completion of professional
training lasting at least three years. Ex-
amples of regulated professions thus cov-
ered include physiotherapy, certain cat-
egories of engineering in some Member
States, teaching, law, auditing and ac-

countancy and certain occupations in the
public sector. The report found that the
directive has had a significant impact with
at least 11,000 persons obtaining recog-
nition of their diplomas up to December
31st 1994. While the cross-border mobil-
ity which might have occurred in its ab-
sence is unknown, records to date indi-
cate that applications for recognition have
been upheld in around 95% of all cases.

A second general directive introduced
similar arrangements for the Community-
wide recognition of qualifications associ-
ated with all regulated professions requir-
ing less than three years’ training. It will
be subject to a similar progress report in
1999 when the system as a whole is due
for review. Meanwhile, a proposal for yet
a third “consolidation” directive, essen-
tially to facilitate free movement and rec-
ognition of qualifications for those regu-
lated professional activities still not cov-
ered by the general system, is scheduled
for examination by the Council and Eu-
ropean Parliament in the second half of
1996. It is expected to come into effect in
1997.

Streamlining recognition for study
and jobs

Despite its apparent convenience, the
practical usefulness of distinguishing be-
tween “academic” and “professional” rec-
ognition is questionable. Most degrees or
diplomas when not used to gain admis-
sion to further study, may be at least a
minimal requirement for recruitment to
both regulated and non-regulated profes-
sions outside the strictly academic world.
In these and other instances, there is lit-
tle or at least no fundamental difference
between recognition processes whether
the end is academic (further study) or
professional (access to an occupation re-
quiring high-level training). Furthermore,
in many Member States, the information
providers on both “academic” and “pro-
fessional” recognition are the National
Academic Recognition Information Cen-
tres (NARICs) whose Community-wide
networking benefits from regular EU sup-
port.

Alive to such reservations, the Commis-
sion in December 1994 issued a Commu-
nication on recognition of qualifications
for academic and professional purposes,
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for debate in the EU institutions, and
among interested parties such as higher
education institutions and professional
organizations in the Member States. In
May 1996, the Council examined a Com-
mission report on the debate which it rec-
ommended for widespread circulation. It
then set out additional proposals (as the
report put it) to “create and develop in-
teractions between the various types of
recognition, rather than to examine the
possible developments of each considered
in isolation”. Progress in achieving this
objective will be reviewed by December
1998.

The Council proposals cover several key
areas whose finer implications are now
being considered by the Commission and
in the Member States. A central concern
with a potentially pivotal role for the
NARICs is the introduction of appropri-
ate information measures. A further pro-
posal is for a so-called “European admin-
istrative annex to the diploma” to describe
the studies completed, with a view to
boosting their transparency and recogni-
tion in States other than the one where
the diploma was awarded. Yet another
suggestion is to promote good practice
in securing amicable settlement of dis-
putes in the course of individual applica-
tions for academic recognition. Here
again, the NARICs could play an impor-
tant supporting role.

Finally, the Council envisages a contribu-
tion by the new ERASMUS thematic net-
works to a more comprehensive approach
to recognition issues in cooperation with
professional and industrial partners, man-
agement and labour representatives, and
student bodies, including their direct par-
ticipation in network activities where ap-
propriate. Thematic networks are well
placed to ensure that curricular content
demonstrably reflects the needs of pro-
fessions at European level, thereby rein-
forcing the thrust of the novel ERASMUS
curricular development projects.

Cooperation in open and
distance learning

The present account of EU cooperation
in higher education would be incomplete
without mentioning its fast growing as-

sociation with the potential of open and
distance learning (ODL). In the last two
decades, this concept has gained cur-
rency in Europe to refer to arrangements
in which students are liberated from the
time and place constraints of the class-
room and are able, in general, to exer-
cise far greater control over the whole
learning process, often making use of
new information and communications
technology (ICT).

ODL is fast expanding its capacity to de-
liver high quality education and training,
including advanced level courses, to a
potentially broader sector of the popula-
tion. This includes those who belong to
groups threatened by different forms of
geographical or social exclusion.  It can
thus help to enlarge the pool of skills
available to the European workforce in a
more egalitarian way.  Secondly, it is ide-
ally suited to continuing education and
training, enabling skills to be updated in
a modern professional environment in
which previously acquired knowledge can
quickly become obsolete. Thirdly, with
the support of ICT, it can deliver univer-
sity courses from abroad in so-called “vir-
tual” mobility programmes which ensure
technological provision of face-to-face
interactive learning in a process similar
to that of the traditional classroom. In this
way foreign courses can be offered to stu-
dents unable to benefit from real mobil-
ity programmes such as ERASMUS.  These
and other positive aspects have all been
explicitly endorsed in the 1995 White
Paper, Teaching and Learning: Towards
the Learning Society.

Earlier cooperation in ERASMUS, COMETT
and some associations undoubtedly cata-
lysed exchange of experience and exper-
tise in ODL. But it also heightened aware-
ness that initiatives in the field as a whole
remained too fragmented for the most to
be made of their demonstrable benefits.
As the 1991 Memorandum on Open Dis-
tance Learning in the European Commu-
nity emphasized, substantial economies
of scale might be secured if the high ini-
tial fixed costs of large-scale ODL systems
could be set against delivery to much
larger international target groups.  Given
the diversity of the education systems in
Europe, it was also recognized that ODL,
while not constrained by national bounda-
ries, could become constrained as soon
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“(…) embedding open and
distance learning (ODL) in
education initiatives at
Community level is seen as
a critical factor in its last-
ing effectiveness.”

as an educational qualification is sought.
Thus embedding open and distance learn-
ing (ODL) in education initiatives at Com-
munity level is seen as a critical factor in
its lasting effectiveness.

Similarly, more concerted European-level
action is needed to monitor the quality
and suitability of ODL systems in terms
of their ability to promote effective teach-
ing and learning. Yet another priority for
cooperation is the effective and flexible
integration of open and distance meth-
ods and systems of recognition into tra-
ditional learning environments in the
Member States.

One important upshot of the foregoing
concerns is that many higher education
institutions are already partners in a group
of SOCRATES projects financed for the first
time this year to promote a broader ex-
ploitation of ODL within European edu-
cation. Several of them focus on the re-
finement of teaching practice and materi-
als in ICT-supported open systems. An
example is MECPOL which coordinates
the joint conception and testing of suit-
able models for teaching in systems based

on information and communications tech-
nologies.

More generally, projects tend to address
the impact of ODL on both courses and
on disciplines.  Cooperation between
higher education institutions specializing
in ODL and “conventional” universities
has also been encouraged. An example is
PRELUDE coordinated by the UK Open
University and involving the Universities
of Bologna, Vienna and Hamburg. Yet
another initiative, TRANSCULT, seeks to
redress a perceived imbalance between
the technological and organizational de-
velopment of ODL and its cultural, cross-
cultural and linguistic aspects.

Finally, mention must be made of the
numerous university-based projects fi-
nanced under the separate heading of
research on telematics applications admin-
istered by DG XIII of the European Com-
mission. An example is DEMOS (initiated
by the Spanish National Distance Educa-
tion University) which is developing the
use of multimedia for the flexible sup-
port of cooperation between both teach-
ers and learners involved in ODL.
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Introduction

The way in which European education
law has been viewed in the Netherlands
since the first rulings of the European
Court of Justice can be characterised by a
statement made by Crijns at the end of
the eighties:

“The Minister of Education and Science
need to fear not so much EC legislators
as Community judges, who often have un-
pleasant surprises in store for national
policy-makers.”

The words ‘fear’ and ‘unpleasant’ are in-
dicative of a way of thinking which is still
current, in which Europe is seen as a
threat. This way of thinking is also en-
countered in other Member States.

Judges are viewed as an unpredictable fac-
tor (the ‘surprises’). Influence is wielded
not just by European judges but above
all by the national courts, which have their
own responsibility in enforcing European
law. This will be illustrated below with a
specific Dutch example.

The direction of educational co-operation
has not become any more predictable for
the Member States since ‘Maastricht’, and
judicial ‘surprises’ remain possible. The
Treaty on European Union is a political
compromise, and that certainly applies in
the field of education, resulting in vague
and complex Treaty articles which leave
a great deal of scope for interpretation
(cf. Articles 126 and 127 of the Treaty on
European Union).

In view of this background it is useful to
examine the question of why and when
European instruments in the educational

field are legally binding. The answer to
this question, if it is correct, will provide
some clarification on the ‘surprises’ in
store from the judges.

In describing the impact of law on the
national legislative system, a broad dis-
tinction can be made between European
regulations with a direct effect and the
normative impact of European policy.  An
interaction takes place between the two.

Community law which has direct effect
can be invoked by individual people be-
fore the national courts. This is particu-
larly applicable for matters concerned
with economic integration. It mostly in-
volves the prohibition of discrimination
in relation to the free movement of work-
ers, services or freedom of establishment.

More subtle normalisation originates in
European educational policy. The norms
in the action programmes, for example,
are intentionally kept more vague; innu-
merable reservations have been made.
The norms here usually cannot be invoked
before the courts. We are in the midst of
the discussion on powers in European
education policy: must education remain
a national policy area and is the Commu-
nity only allowed to do what can be tack-
led better at a supranat ional level
(subsidiarity)? It has been pointed re-
marked by De Groof that the discussion
on powers is characterised by ambiguity:
on the one hand it is oriented towards
minimising the powers of the Union while
on the other responsibilities are being
imposed on this same Union which touch
on the core of national education policy.

The legal framework with regard to Eu-
ropean co-operation in education is com-
plex and it is - in my view too readily -

The European Union
and Dutch higher
education:
law and policy1

“In describing the impact of
law on the national legisla-
tive system, a broad distinc-
tion can be made between
European regulations with
a direct effect and the nor-
mative impact of European
policy”.

This article examines the
question of why and when
European instruments in
the field of education are
legally binding. Attention is
then focused on the influ-
ence of European law and
policy on Dutch higher edu-
cation on the one hand and
developments in the Neth-
erlands which are signifi-
cant for European co-opera-
tion on the other.

1) This article is based on a presenta-
tion of a ‘Round Table Session’ on Eu-
ropean educational co-operation or-
ganised by the Asser Institute in co-
operation with the Ministry of Educa-
tion, Culture and Science on 8 May
1996.
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“We are in the midst of the
discussion on powers in
European education policy:
must education remain a
national policy area and is
the Community only al-
lowed to do what can be
tackled better at a supra-
national level (subsidia-
rity)?”

“All  large action pro-
grammes of the Council
which do not have the form
of a particular legal instru-
ment are taken as what are
known as decisions sui
generis (...).”

“That which cannot be at-
tained by regulation is
partly accomplished using
contracts/public-law agree-
ments between the Commis-
sion and educational insti-
tutions.”

“A policy has been con-
ducted in the Netherlands
since the mid-eighties
which is based on great
autonomy for institutions
of higher education. The
autonomy of the institution
of higher education in the
Netherlands is also great in
comparison with other
countries.”

assumed that European policy cannot
have any legally binding consequences.
A ‘tour d’horizon’ with regard to legal in-
struments is therefore needed. This will
then be illustrated by a few practical ex-
amples relating to the Dutch situation,
after which some concluding remarks will
be made.

A closer look at European
legal instruments in the
field of education

Article 3 p of the Treaty on European
Union provides for action by the Com-
munity which makes ‘a contribution to-
wards education and training of quality’.
This objective is elaborated in Articles 126
(education) and 127 (vocational training)
of the Treaty on European Union. We
encounter specific elaboration of Commu-
nity activities in the second paragraph of
these articles.

With regard to the instruments of the
Council in European educational co-op-
eration, mention is made of ‘measures’
and ‘incentive measures’ (Articles 126 (4)
and 127 (4) of the Treaty on European
Union). The Treaty revisers have, I pre-
sume, intentionally not opted for clarity,
because specific and binding legal instru-
ments were opted for then such as ‘Di-
rectives’, ‘Regulations’ or ‘Decisions’ (Ar-
ticle 189 of the Treaty of Rome).

The position in the case of non-specific
legal acts is generally such that norms
often arise which do not have any legal
force in the formal sense, as a result of
problems with the legal basis or because
of judicial enforceability. However, being
binding is not the only relevant criterion.
A legal act may have a consequence be-
cause it plays a role in the interpretation
of provisions which are compulsory. The
latter also applies to what are known as
framework decisions. These are acts of
the Council with a mixed Community and
inter-governmental character. This relates
to matters where the Member States doubt
whether a power exists or where the in-
tention is to indicate that no powers ex-
ist. Extensive use has been made of this
specifically in the field of education.

All large action programmes of the Coun-
cil which do not take the form of a par-

ticular legal instrument are taken as what
are known as decisions sui generis.  A
decision sui generis has a legal basis in
the Treaty of Rome and has come about
according to the decision-making proce-
dure indicated.. The legal force of such a
decision consists of a duty to co-operate:
as soon as an individual addressee of the
programme, a university or student, takes
part, national policy and law should be
adapted. Participation in such pro-
grammes is promoted by financial incen-
tives from the European Community. A
duty to co-operate of this kind may have
consequences which can be invoked be-
fore national courts.

That which cannot be attained by regula-
tion is partly accomplished using con-
tracts/public-law agreements between
the Commission and educational institu-
tions. It is remarkable that this form of
influencing of national education receives
virtually no political and scientific atten-
tion, despite the fact that the conse-
quences for national education may be
huge. In my opinion the limit on what
may be regulated is determined by the
legal instruments (usually decisions sui
generis) within which these contracts are
concluded.

European co-operation in
education in practice:
some examples from the
Dutch context

A policy has been conducted in the Neth-
erlands since the mid-eighties which is
based on great autonomy for institutions
of higher education. The autonomy of the
institution of higher education in the Neth-
erlands is also great in comparison with
other countries.  The role of central gov-
ernment is limited to creating the general
framework conditions. Higher education
in this approach is controlled in a dia-
logue with the institutions on the basis of
a two-yearly Higher Education and Re-
search Plan (Hoger Onderwijs en Onder-
zoeksplan - HOOP).

The observation on autonomy for the in-
stitutions is important for the working-
through of European law and policy. It is
generally still considered at the European
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“It is usually still consid-
ered at the European level
that the Member States
have complete power over
their own institutions.”

“The duties ensuing from
European-Dutch co-opera-
tion are also found to be
relevant with regard to na-
tional internationalisation
policy.  (...) However, the
margins for a Member State
conducting its own national
internationalisation policy
are becoming narrower as
EC policy yields more re-
wards.”

level that the Member States have com-
plete power over their own institutions.
However, the danger of the autonomy of
educational institutions being steam-
rollered is often concealed in the discus-
sion on powers which is conducted at
Member State level.

The autonomy of the institutions is obvi-
ously also of direct significance with re-
gard to the freedom to conclude public-
law agreements with the Commission.
The freedom of will of contracting par-
ties as a result of the relatively great au-
tonomy of the Dutch educational institu-
tions is of great importance here. A good
exchange of information should take
place between central government and
institutions of higher education on Euro-
pean co-operation and the ensuing obli-
gations. This is all the more true because
in the event of failure to comply with
European obligations it is central govern-
ment which can be addressed by the Com-
mission and where appropriate will be
ruled against by the Court of Justice.

Impact of European law and policy on
Dutch higher education: some exam-
ples

A specific Dutch example of what the
‘duty to co-operate’ entails and applica-
tion of this duty by the national courts is
the Van Ingen Scholten case.

This case concerned a problem which
arose with regard to financial aid for stu-
dents and the ERASMUS programme. The
Dutch system of financial aid for students
offers students entitlement to a basic grant
and a public transport card (OV card), a
possible supplementary grant - depend-
ing on the parents’ income - and a possi-
ble interest-bearing loan which is tied to
a maximum.

Van Ingen Scholten was a student of Eng-
lish who studied for six months in New-
castle (UK) under the Erasmus pro-
gramme. The question arose with regard
to the Dutch OV card as to whether this
had to be compensated for on the basis
of the ERASMUS decision now that Van
Ingen Scholten could no longer make use
of it.

The Ministry of Education and Science felt
that no duty to pay compensation existed,

even on the basis of a special provision
in the Dutch Financial Aid for Students
Act in which administrative powers with
freedom of policy is laid down.

The national Financial Aid for Students
Appeal Board (College van Beroep
Studiefinanciering) to which the dispute
was submitted, thought differently. In a
judicial review, the Board looked at the
question of whether the national admin-
istration had correctly applied the free-
dom of policy given in the Dutch Finan-
cial Aid for Students Act according to
European law (the principle of Commu-
nity allegiance and the ERASMUS deci-
sion) and came to the conclusion that it
had not done so. The ruling was partly
based on the fact that in Dutch adminis-
trative practice the annual OV card was
clearly regarded as being part of the grant
and that the financial compensation for
the mobility costs was not sufficient.
There is no higher appeal against this
decision of the national court (the
Board). The consequences of this deci-
sion from the financial point of view were
massive for the Dutch state. A sum of
around NLG 5 million - over 2 million
ECU - is involved in the potential claims
for refunds to be submitted by ERASMUS
students.

The duties ensuing from European-Dutch
co-operation are also found to be rel-
evant with regard to national internation-
alisation policy. Participation in Euro-
pean action programmes is propagated
by the Dutch government as part of in-
ternationalisation policy. However, the
margins for a Member State conducting
its own national internationalisation
policy are becoming narrower as EC
policy yields more rewards.  It should
even be ensured that the internationali-
sation policy does not conflict with obli-
gations entered into in the European
context. This question arises, for exam-
ple, in an encouragement of the Dutch
government to direct internationalisation
efforts in particular towards co-operation
with non-EU countries.2 One of the im-
portant arguments for this policy is that
higher fees can be charged for students
from outside the Union than for a Mem-
ber State’s own students, something
which is prohibited in relation to students
from within the Community.

2) cf.. HOOP 1996.
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“(. . .) it is to be expected
that the new system of fi-
nancial aid for students
applicable with effect from
1 September 1996 will have
a negative impact on stu-
dent mobility. (...) A decline
in interest in mobility pro-
grammes can already be
observed.”

Dutch developments which are sig-
nificant for European educational co-
operation: some examples

Nor is it difficult to find the reverse situ-
ation in which Dutch policy influences
European policy. For example, it is to be
expected that the new system of finan-
cial aid for students applicable with ef-
fect from 1 September 1996 will have a
negative impact on student mobility. In
the new Dutch system of financial aid for
students, students are allocated their ba-
sic grant and any supplementary grant in
the form of a conditional interest-bearing
loan: the performance loan. The loan is
only converted into a grant if a strict stand-
ard is complied with.

This “performance grant system” is not
an encouragement to study abroad, be-
cause it is not an exaggeration to say that
some risk of a delay in studies is run as a
result of studying abroad. Delay in study
in the new system may possibly lead to
an interest-bearing loan and the danger
of missing out on the whole grant and
being left with a heavy interest-bearing
debt from one’s studies.3 A decline in in-
terest in mobility programmes can already
be observed.

Another example of the connection be-
tween Dutch and European policy is that
the new system of student grants makes
special demands on the ‘studyable’ na-
ture of the programme. It is not right and
proper to saddle the student with an in-
terest-bearing loan if the programme can-
not be completed. Extra finance is there-
fore made available to the institutions in
the Netherlands to make the programmes
‘studyable’. However, the requirement of
‘studyability’ of programmes must also be
viewed at the European level. In brief,
European student mobility must no longer
result in any delay. The language aspect
for example will play an important role
in the European context in ‘studyability’.
A lack of coherence between European
and Dutch policy without doubt leads to
disputes here with regard to financial aid
for students.

Concluding remarks

The discussion on European co-operation
in education is dominated by the distri-

bution of powers between the Member
States and the Community. This overlooks
the fact that the institutions of higher edu-
cation, and this certainly applies to the
Dutch institutions, themselves have a large
degree of autonomy. It is at the level of
the institutions that the obligations arise
to which central government is bound.
Tension then quickly develops between
central government and the institution
level. The consequence may be an ad-
verse effect on the autonomy of the insti-
tutions of higher education. That would
be a shame, because a large part of the
success of European co-operation in edu-
cation was attained at institution level.

Viewed from the perspective of national
government, the consequences of the
‘duty to co-operate’ from European inte-
gration are difficult to predict. The legal
basis of the duty is even difficult for spe-
cialists to understand. This reinforces the
sense of a European threat. However, the
binding nature of European education law
ought not to be the domain of a few law-
yers but should be made comprehensible
to every lawyer, policy-maker and not
least the ordinary citizen.

The description given above with regard
to developments in Dutch financial aid
to students is in my opinion the most
important factor determining the success
of the European programmes for Higher
Education in the future for the Nether-
lands. It is regrettable to have to note that
the situation does not look promising. In
the new Dutch system of financial aid for
students a grant (donation) is available
for the duration of the course. A number
of years ago that was still the case for the
duration of the course plus two years. In
those two years students could allow
themselves an ‘excursion’ abroad. A de-
lay in studies nowadays leads directly to
interest-bearing debt or an extension to
interest-bearing debt. Compared with the
last ten years, Dutch students borrow
more, have greater debts and work more
alongside their studies. In view of this
situation, it is understandable that students
will be less inclined to plunge into a for-
eign adventure for which a very high price
soon has to be paid.

3) This Dutch problem of financial aid
for students is discussed in more de-
tail in: Roel van de Ven. Onder-
wijsrecht en onderwijsbeleid in Neder-
land en de Europese Unie [Education
law and education policy in the Neth-
erlands and the European Union], The
Hague, Nuffic, 1996
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Student mobility within
the European Union

Introduction

1996 was declared the “European Year of
Life-Long Education and Training” by a
decision of the European Parliament and
the Council.

Education is a sector which has gradually
come to be affected to an ever increasing
extent by the law of the European Com-
munity. Although education has histori-
cally been regarded as part of the non-
economic sector, it clearly touches on the
economic sphere. Mobility of students is
in the interests of European unification,
because it promotes integration. A need
exists among students for opportunities
allowing them to take their training, or
part of it, abroad. European law offers
these opportunities, firstly on the basis
of the provisions relating to the internal
market, including free movement of per-
sons, and secondly under the section on
education in the Treaty on European Un-
ion.

European law and educa-
tion

It is evident from policy documents of the
European Commission that investments in
education are considered to be of prime
importance for the internal market to op-
erate as well as possible and for the com-
petitive position of European businesses
to be maintained in the world market. Ac-
cording to the White Paper on “Growth,
Competitiveness and Employment”, edu-
cation and training can make a contribu-
tion in the area of economic and social
change and the fight against unemploy-
ment. The opportunity to receive suitable
education also leads to a rise in the stand-
ard of living of workers. In addition, the

mobility of students promotes integration
in the receiving Member State and there-
fore benefits the Europe of citizens, as
mobility strengthens the bonds between
the citizens and the Member States.

The Treaty of Rome

The Treaty Establishing the European Eco-
nomic Community (Treaty of Rome) was
purely economically oriented and there-
fore in principle did not relate to educa-
tion at all. However, the Court of Justice
decreed in the Casagrande judgment (case
9/74) that although education had not
been explicitly brought within the pow-
ers of the Community institutions in the
Treaty of Rome, Community law could
have an indirect bearing on this sector.
The Court justified Community activity in
the field of education in so far as was
necessary to accomplish the common
market. EEC law has had consequences
for the education policy of the Member
States particularly via the free movement
of workers (Article 48 et seq., Treaty of
Rome) and through a broad interpreta-
tion of the term ‘vocational training’ (Ar-
ticle 128 of the Treaty of Rome; case 293/
83, Gravier, and the subsequent case law).

The Treaty on European Union

In November 1993, when the Treaty on
European Union ( the ‘Treaty of
Maastricht’) came into force, education as
a policy area was brought within the
scope of the European Community. Along-
side the impact which the provisions re-
lating to the internal market have on the
education policy of the Member States,
the European Community now also con-
ducts a policy of its own in the area of
education. Articles 126 and 127 of the
Treaty on European Union, known as the
‘education section’, form the legal basis
for this policy. One of the objectives is to

Heleen André
de la Porte

Lecturer at the
Europa Institute of

the University of
Utrecht (Nether-

lands)

This articles examines the
opportunities in European
law for taking part in edu-
cation in another Member
State. These opportunities
ensue from the provisions
relating to the internal mar-
ket,  including the free
movement of persons on
the one hand and the sec-
tion on education in the
Treaty on European Union
on the other.

“EEC law has had conse-
quences for education
policy particularly via the
free movement of workers
(...) and through a broad
interpretation of the term
‘vocational training’ .”
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“Articles 126 and 127 of the
Treaty on European Union,
known as the ‘education
section’, form the legal ba-
sis for this policy. One of
the objectives is to promote
the mobility of students and
lecturers (...).”

“There is a need among citi-
zens of the EC for opportu-
nities to study in another
Member State.”

encourage the mobility of students and
instructors (Article 126 (2) of the Treaty
on European Union). This is done in
particular through action programmes
such as ERASMUS.

Why do EC students want
to take training courses in
other Member States?

There is a need among citizens of the EC
for opportunities to study in another Mem-
ber State. Various motives may underlie
this.

Firstly there are citizens who have a dif-
ferent nationality than that of the country
they are living in. Examples are migrant
workers who wish to attend a training
course alongside their careers, and their
children.

There is also a group of ‘ordinary stu-
dents’. They want to study in another
Member State because the training they
desire is not offered in their own country
or is better in another country. Students
who have been turned down for a place
through a “lottery”, such as Dutch medi-
cal students, also have an interest in be-
ing admitted to medical studies in Bel-
gium, where there is no numerus fixus
for medicine.

A third category which can be mentioned
is that of students who want to take part
of their training in a particular country
because of their interest in its language
and culture. A large proportion of these
students participate in one of the action
programmes of the European Community.

The term ‘worker’ in Com-
munity law

The term ‘worker’ has a Community mean-
ing. A worker in EC law according to the
Court of Justice is ‘the citizen of a Mem-
ber State who for a particular period of
time performs work for and under the
authority of someone else and does so in
return for payment.’ What is decisive is
the criterion that actual and real work is
performed; the work must not be mar-
ginal and incidental.

It is apparent from the case law of the
European Court that students can also
have the capacity of worker, for example
if they are on a practical placement or if
they are attending a training course in the
context of their work. Citizens who stop
working and start studying can retain the
status of worker provided there is a suffi-
cient link between the previous work and
the study.

To prevent abuse, the Court has stipulated
in the Lair judgment (case 39/86) that an
EC citizen who moves to a Member State
with the sole purpose after having worked
for a very short period of being able to
claim particular benefits (for example stu-
dent grants), is not regarded as a worker.
The question is, however, how potential
students can be deterred. The Court ruled
out the requirement of a minimum pe-
riod of employment in the same judgment.

Conditions to be met for
student mobility

A number of conditions must be met if
students are to be offered a real opportu-
nity to receive their training (or part of
their training) outside their own Member
States. These conditions fall into two
groups: access to education in another
Member State and recognition of diplo-
mas obtained abroad and periods of study.

A Dutch citizen can only go to Belgium
to study if he is admitted to Belgian edu-
cation. This means that he is not refused
on the grounds of his nationality and that
the same conditions for registration ap-
ply to him as to Belgian students.

Under Belgian legislation in the eighties,
foreign students had to make an extra
contribution towards university spending
by paying an additional registration fee,
known as the Minerval. Unlike Belgian
students, they did not pay any tax. This
Minerval represented a financial obstacle
to studying in Belgium for foreign stu-
dents.

If the student has been admitted to the
training course he wants, he will want to
remain in the host country throughout the
course. He will also have to support him-
self in some way, and it will be particu-
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“Chapter 3
Education, vocational training and

youth
Article 126

1. The Community shall contribute to the de-
velopment of quality education by encouraging
cooperation between Member States and, if nec-
essary, by supporting and supplementing their
action, while fully respecting the responsibility
of the Member States for the content of teaching
and the organization of education systems and
their cultural and linguistic diversity.

2. Community action shall be aimed at:

– developing the European dimension in edu-
cation, particularly through the teaching and dis-
semination of the languages of the Member States;

– encouraging mobility of students and teach-
ers, inter alia by encouraging the academic rec-
ognition of diplomas and periods of study;

– promoting cooperation between educational
establishments;

– developing exchanges of information and
experience on issues common to the education
systems of the Member States;

– encouraging the development of youth ex-
changes and of exchanges of socio-educational
instructors;

– encouraging the development of distance
education.

3. The Community and the Member States shall
foster cooperation with third countries and the
competent international organizations in the field
of education, in particular the Council of Europe.

4. In order to contribute to the achievement of
the objectives referred to in this Article, the Coun-
cil:

– acting in accordance with the procedure re-
ferred to in Article 189b, after consulting the Eco-
nomic and Social Committee and the Committee

of the Regions, shall adopt incentive measures,
excluding any harmonization of the laws and regu-
lations of the Member States;

– acting by a qualified majority on a proposal
from the Commission, shall adopt recommenda-
tions.

Article 127

1. The Community shall implement a vocational
training youth policy which shall support and
supplement the action of the Member States, while
fully respecting the responsibility of the Member
States for the content and organization of voca-
tional training.

2. Community action shall aim to:

– facilitate adaptation to industrial changes, in
particular through vocational training and retrain-
ing;

– improve initial and continuing vocational
training in order to facilitate vocational integra-
tion and reintegration into the labour market;

– facilitate access to vocational training and en-
courage mobility of instructors and trainees and
particularly young people;

– stimulate cooperation on training between
educational or training establishments and firms;

– develop exchanges of information and expe-
rience on issues common to the training systems
of the Member States.

3. The Community and the Member States shall
foster cooperation with third countries and the
competent international organizations in the
sphere of vocational training.

4. The Council, acting in accordance with the
procedure referred to in Article 189c and after
consulting the Economic and Social Committee,
shall adopt measures to contribute to the achieve-
ment of the objectives referred to in this Article,
excluding any harmonization of the laws and regu-
lations of the Member States.”

Treaty on European Union
Title II

“The Treaty on European
Union firstly prohibits cer-
tain measures taken by the
Member States which ob-
struct mobility. Secondly,
the European Community
itself promotes the mobility
of students, chiefly through
the European action pro-
grammes.”

larly significant whether and to what ex-
tent he receives financial aid.

When the student has completed his train-
ing, it is necessary for the qualification
he has obtained abroad to be recognised
in his own country. It is also important
for students who have only received part
of their training abroad that the credits
earned there are transferable.

Encouragement of student
mobility by the European
Community

European Community law offers subjects
of Member States opportunities to go and

study in another Member State. The Treaty
on European Union firstly prohibits cer-
tain measures taken by the Member States
which obstruct mobility. Secondly, the
European Community itself encourages
the mobility of students, chiefly through
the European action programmes.

Subjects of particular countries outside the
European Community can also go to EC
Member States to study. The European
Community has concluded agreements in
the field of education with the European
Economic Area (Iceland, Norway and
Liechtenstein) and with a number of third
countries, including the United States and
Canada.

The rights which citizens of the Member
States can derive from European law de-
pend on the ‘capacity’ of the EC citizen,
for example (member of the family of) a
migrant employee or ‘ordinary student’
(see section 2). The participants in the
Community action programmes occupy a
special position; their position will be ex-
amined later.

The prohibition of measures of the
Member States which obstruct student
mobility

The Treaty on European Union provides
for the free movement of persons in or-
der to accomplish the internal market.
National measures which obstruct this free
movement are prohibited. This prohibi-
tion is applied in conjunction with the
prohibition of discrimination on the
grounds of nationality: Member States
must not treat their own citizens better
than citizens from other Member States.

The free movement of persons can also
be significant for students; they can de-
rive particular rights from it. The Court of
Justice has played an important role in
granting these rights.

Admission to training and residence
in the host country

Although the legal basis differs, the right
to be admitted to a training course is in
principle enjoyed by all categories of stu-
dents. The same conditions for admission
must therefore apply to all students. With
regard to the diploma in secondary edu-
cation, the European Treaty is significant
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“On the basis of the section
on education, the European
Community conducts an ac-
tive policy to encourage the
mobility of students within
the European Union, par-
ticularly by setting up ac-
tion programmes.”

“Most students are ex-
changed via ERASMUS:
more than 127,000 students
participated in the pro-
gramme in the 1994/1995
academic year.”

in relation to equating diplomas for ad-
mission to universities. On this basis,
someone who meets the requirements for
admission to university in his own coun-
try cannot be refused by universities in
other Member States; a supplementary
language test may, however, be required.
Most of the EC Member States have rati-
fied this treaty, which was drawn up on
11 December 1953 in Paris by the Coun-
cil of Europe.

The Belgian Minerval was prohibited by
the Court of Justice, because higher tui-
tion fees could not be required from for-
eign EC students than from the country’s
own students. Belgian universities are not
allowed to refuse Dutch medical students
who have been turned down by lottery.
As a result of the numerus fixus in the
Netherlands, more than half the first-year
students in the Faculty of Medicine of the
University of Antwerp in the 1995/96 fi-
nancial year were of Dutch nationality.

Students are also allowed to remain in the
host country during the training, although
they must have sufficient means of sup-
port and medical insurance.

Student grants

The difference in legal position is most
clearly manifested in the right to a stu-
dent grant for subsistence and training.
To what extent can the student claim a
student grant in the Member State where
he is receiving education which is allo-
cated by the Member State to its own citi-
zens? The migrant worker who wishes to
take up studies and the members of his
family are in the best position. The free
movement of workers represents an im-
portant condition for the creation of the
internal market. To make this free move-
ment possible, it is necessary for the mi-
grant worker to be fully integrated in the
receiving Member State. Discrimination on
the grounds of nationality with regard to
employment, remuneration and other con-
ditions of work and employment is pro-
hibited (Article 48 (2) of the Treaty on
European Union). Rights are attributed to
the foreign worker in the field of educa-
tion in secondary legislation (particularly
Regulation 1612/68 concerning the free
movement of workers within the Commu-
nity). The migrant worker and the mem-
bers of his family are entitled to student

grants on the same terms as the workers
of the country where the training is taken.

The “ordinary student”, on the other hand,
is not entirely equated with the students
of the Member State where he takes his
training. The Court of Justice decreed in
the Lair (case 39/86) and Brown (197/86)
judgments that he is only entitled to fi-
nancial aid in so far as this is awarded to
cover the registration costs or other costs,
part icularly school fees, which are
charged for access to the education. As
Community law stood in 1988, the right
to a grant for subsistence fell outside the
scope of the Treaty of Rome.

The action programmes

On the basis of the section on education,
the European Community conducts an
active policy to encourage the mobility
of students within the European Union,
particularly by setting up action pro-
grammes. The Community makes subsi-
dies available for activities of educational
institutions which contribute towards at-
taining the objectives of these pro-
grammes. Several EC programmes have
been approved since 1987. The best-
known of these are ERASMUS (mobility
of university students), LINGUA (encour-
agement of the knowledge of foreign lan-
guages), COMETT (cooperation between
universities and industry with regard to
training in the technological field) and
Tempus (trans-European mobility pro-
gramme for university studies). Two new
programmes came into effect in January
1995: LEONARDO DA VINCI, to improve
vocational training, and SOCRATES, which
among other things merges ERASMUS and
LINGUA. ERASMUS represents the first
chapter within the Socrates programme.
Although differences exist between the
‘old’ and ‘new’ ERASMUS programmes, the
legal position of the participating students
is unchanged.

The ERASMUS programme

Most s tudents are exchanged via
ERASMUS: more than 127,000 students
participated in the programme in the
1994/1995 academic year. The position of
the ERASMUS student is largely regulated.
If a student satisfies the selection criteria
(among other things no first-years, ad-
equate knowledge of the language in
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“A total of almost 70 million
ECU was spent on ERASMUS
grants in the 1994/1995
academic year.”

“Alongside conducting a
separate education policy,
EC law puts limits on the
policy of the Member States
in the area of education.
This often means that for-
eign students and the Mem-
ber State’s own students
have to be treated equally.”

which the lectures at the host university
are given), nothing can stand in the way
of a period of residence of between three
and twelve months in another Member
State. The ERASMUS student remains reg-
istered at the university in his own Mem-
ber State and does not pay a registration
fee to the receiving educational institu-
tion. In addition, he retains the full stu-
dent grant as allocated by his own Mem-
ber State. The ERASMUS programme also
provides for a system of direct financial
support to compensate for the extra costs
of mobility, such as travel costs and higher
costs for subsistence in the host country.
A total of almost 70 million ECU was spent
on ERASMUS grants in the 1994/1995 aca-
demic year. Finally extra provisions are
offered to ERASMUS students in many
countries, such as accommodation and a
language course.

Recognition of diplomas

Profession recognition

Some of the students who have taken a
course of training in another Member State
will want to return to their country of
origin after completing the training. A di-
ploma is required for access to many pro-
fessions.  In order to be admitted, the di-
ploma which has been obtained abroad
must be recognised in the student’s own
country.

In the Treaty on European Union, the
Council is granted the power to issue di-
rectives in the area of the mutual recog-
nition of diplomas (Article 57 of the Treaty
on European Union). As well as a number
of sectoral directives, particularly for the
medical and paramedical professions, two
general directives have come into being:
one for the recognition of vocational train-
ing courses of at least three years and one
for the recognition of vocational training
courses of less than three years. The em-
phasis in these general directives is on
reciprocal trust between the Member
States: if a particular diploma is accepted
in a Member State, it is considered to be
satisfactory in the other Member States.

Academic recognition

It is also important for students who only
take part of their training abroad that the

results attained in studies there count to-
wards their own curriculum. Although the
Member States cannot be obliged to adopt
academic recognition, the activities of the
European Community are partly aimed at
encouraging the recognition of periods of
study to promote the mobility of students
and instructors (Article 126 (2) of the
Treaty on European Union).

Academic recognition is included as an
objective in the SOCRATES programme.
University programmes are only ap-
proved, and therefore are only eligible for
financing, if the period of study spent in
another Member State is fully recognised
by the student’s own educational institu-
tion.

The EC and the Member States have cre-
ated a European Community Course
Credit Transfer System (ECTS). Under this
system, credits can be allocated to pro-
gramme students for attending or having
attended training at university in another
Member State. The National Academic
Recognition Information Centres network
(NARIC) has the task of giving advice on
the transferability of study credits obtained
abroad. Further improvement is neverthe-
less possible on this point. Educational
institutions, particularly examination
boards, remain reticent about recognis-
ing periods of study spent in another
Member State. The characteristic nature
of the national education systems and the
lack of transparency in these systems con-
tribute towards this.

Final remarks

Alongside conducting a distinct education
policy, EC law puts limits on the policy
of the Member States in the area of edu-
cation. This often means that foreign stu-
dents and the Member State’s own stu-
dents have to be treated equally. The
scope of the prohibition of discrimination
on the grounds of nationality depends on
the state of Community law. In 1988, when
the Court passed the Lair judgment, grants
for students to cover the costs of subsist-
ence fell outside the scope of the Treaty
of Rome. However, it is not out of the
question that financial aid for students as
a whole falls within the scope of the
Treaty on European Union, as the encour-
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“The Member States are
free to go further than they
are obliged to under Euro-
pean law. They have the
power to enter bilaterally
into agreements which ben-
efit mobility.”

agement of student mobility has come
within the powers of the Community since
the Treaty came into force.

If this is not the case, students who wish
to take a full course of training in another
Member State have an interest in being
qualified as workers. Workers and the
members of their families have the same
right to student grants as the Member
State’s own students.

Within the limits set by European law, EC
Member States may determine their edu-
cation policy themselves. The Member
States are free to go further than they are
obliged to under European law. They have
the power to enter bilaterally into agree-
ments which benefit mobility. Under
agreements which the Dutch government
has made, for example, Dutch students
can go and s tudy in North-Rhine/

Westphalia and Flanders while retaining
their student grants.

Conclusions

The opportunities which EU citizens have
for studying in other Member States de-
pend on a number of factors. In the first
place the length of time the student wishes
to stay abroad is significant. The action
programmes of the European Community
only offer the possibility of a temporary
stay. In addition, the rights of the mobile
student depend on his capacity. If the stu-
dent intends to take the whole course of
training in the host country, he is in the
best legal position at present if he is a
Community worker. However, Community
law is developing: mobile students (and
their rights) and not stationary!
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Reading

This section lists the most im-
portant and recent publica-
tions on developments in train-
ing and qualifications at an
international and European
level. Giving preference to
comparative works, it also lists
national studies carried out as
part of international and Eu-
ropean programmes, analyses
of the impact of Community
action on the Member States
and national studies seen from
an external perspective.

ERASMUS Programme
The SOCRATES programme now incorpo-
rates ERASMUS, the EU programme cov-
ering higher education. ERASMUS has two
main actions: grants to universities for Eu-
ropean dimension activities and student
mobility grants. The grants to universi-
ties include institutional contracts for or-
ganising student and teaching staff mo-
bility, European Credit Transfer System
(ECTS), curriculum and course develop-
ment, intensive programmes, preparatory
visits, and university co-operation projects
on subjects of mutual interest. The fol-
lowing are brochures and information
leaflets on ERASMUS available in EU lan-
guages from the SOCRATES National
Agencies in the Member States and from
the central office:

SOCRATES & Youth Technical Assistance
Office
rue Montroyerstraat 70
B-1000 Brussels
Tel. +322 2330111
Fax. +322 2330150

SOCRATES, guidelines for applicants
1997
Luxembourg, 1996, 52, p.,
ISBN 92-827-0303-7

SOCRATES, manuel de bonne pratique
Erasmus, Luxembourg, 1996, 34 p., ISBN
92-827-6420-6

SOCRATES, étude comparative des ini-
tiatives de garantie et d’évaluation de
la qualité dans l’enseignement supé-
rieur en Europe, Brussels, 1996, 30 p.

SOCRATES, les stratégies européennes
des universités: aide-mémoire de la
CRE aux institutions européennes
d’enseignement supérieur, Brussels,
1996, 19 p.

COMETT: the results
European Commission - DG XXII
Luxembourg, Office for Official Publica-
tions of the EC, 1996, 132 p.
ISBN 92-826-9423-2 (en)
EN, FR, DE

This report summarizes the experience
gathered with regard to the synergies ex-

isting between COMETT (company-uni-
versity cooperative programme for tech-
nology training) and other R&D pro-
grammes in Europe. The report is based
on the experience of the COMETT pro-
gramme since its inception. The paper
also looks at the future and, more pre-
cisely, considers the potential offered by
the 4th framework R&D programme and
the new LEONARDO and SOCRATES pro-
grammes.

ERASMUS & LINGUA 1995/96 directory
- répertoire - Verzeichnis
European Commission - DG XXII
Luxembourg, Office for official publica-
tions of the EC, 1996, 1915 p.
ISBN 92-827-5480-4
EN/FR/DE

The main aim of the book is to give a
comprehensive guide to all the Inter-Uni-
versity Cooperation Programmes [ICP]
which received Community support in
1995-96 based on the information avail-
able in June 1995, covering all the Com-
munity countries, followed by the EFTA
countries, Switzerland, Liechtenstein,
Norway and Iceland. The descriptions
include information on: type of coopera-
tion financed; field of study covered;
higher education institutions involved,
with names and addresses of coordina-
tors and directors; short overview of
number of participants. Also included are
lists of visit grants for higher education
staff, institutions participating in the
European Community Course Credit
Transfer System [ECTS] and details of other
activities funded by ERASMUS. Participa-
tion in LINGUA II is indicated through-
out. The guide should be of use to insti-
tutions or persons looking for partners in
order to set up new programmes.

Report to the European Parliament
and the Council on the state of appli-
cation of the general system for the
recognition of higher education diplo-
mas
European Commission
Luxembourg, Office for Official Publica-
tions of the EC, 1996, 36 p.
(COM(96) 46 final)
ISBN 92-78-00258-5 (en)
ISSN 0254-1475 (en)
DA, DE, EL, EN, ES, FR, IT, NL, PT, FI, SV
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Proposal for a European Parliament
and Council Directive establishing a
mechanism of recognition of qualifi-
cations in respect of the professional
activities covered by the directives on
liberalization and transitional meas-
ures and supplementing the general
systems for the recognition of quali-
fications
European Parliament, Council of the Eu-
ropean Union
in: Official Journal of the EC (Luxem-
bourg), C 115, 1996, p. 16-33
ISSN 0378-6986 (en)
DA, DE, EL, EN, ES, FR, IT, NL, PT, FI, SV

In this paper, the Commission reports on
the application of the system of recogni-
tion of diplomas in higher education. The
notions of “higher education diploma”
and “post-university training title” are
covered in detai l .  By virtue of the
subsidiarity principle, the individual
Member States decide on the equivalence
of a vocational qualification to a particu-
lar diploma, and define whether a par-
ticular institution is an institution of
higher education or not. The Directive
states as a general rule that a person en-
titled to exercise a profession in his or
her country of origin has the right to have
his or her diploma recognized in a guest
Member State. This second Member State,
however, can impose compensatory
measures, training placements or aptitude
tests.

The Member State where an application
is made has four months to reach a deci-
sion on the case. Potential applicants may
request information on this Directive
from NARIC (National Academic Recog-
nition Information Centre) or from a co-
ordinator. For certain professions, appli-
cants must conform to national recruit-
ment modes. Moreover, access to a pro-
fession is not equivalent to access to em-
ployment.

The second document, a proposal for a
European Parliament and Council Direc-
tive, establishes a mechanism for the rec-
ognition of qualifications for certain pro-
fessional activities. A list of these pro-
fessions has been drawn up.

TEMPUS country monograph

No 1 - The Slovak Republic,
1995, 88 p., ISBN 92-826-8724-4 (en)
No 2 - The Czech Republic.
1996, 153 p. ISBN 92-827-5909-1 (en)
No 3.- Romania,
1996, 156 p., ISBN, 92-827-5988-1 (en)
No 4 - Bulgaria,
1996,155 p., ISBN 92-827-5999-7 (en)
No 5 - Hungary,
1996, 154 p., ISBN 92-827-6005-7 (en)
No 6 - Slovenia,
1996, 148 p., ISBN 92-827-6002-2 (en)
No 7 - Poland,
1996, 158 p., ISBN 92-827-6008-1 (en)
European Commission - DG XXII
Luxembourg, Office for Official Publica-
tions of the EC, 1996, 153 p.
EN, EN, FR, RU

This series of monographs analyses the
impact of the Tempus Phare Programme
in seven of participating countries in Cen-
tral and Eastern Europe. Part 1, the text
of which is common to all monographs
in this series, examines those features of
Tempus which are broadly similar in all
eligible countries. The analysis is at three
levels: that of the individual projects, the
level of the universities as institutions, and
the national level. The benefits which
Tempus has brought are described, and
it is suggested that these are to be seen
not only in concrete outcomes (syllabuses,
new equipment) but also in the processes
and in the infrastructures which have been
established as a result of Tempus. Part II
looks those features which are specific to
the individual country examined. Part III
draws general and specific conclusions;
the text here is largely but not entirely
common to each volume.

Ortelius database
From March to October 1996 Internet us-
ers had the opportunity to test the Euro-
pean database on higher education,
Ortelius, free of charge. Ortelius, which
is co-ordinated by Consorzio Ortelius in
Florence, contains information on the
higher education systems of the EU Mem-
ber States and profiles of the institutions
which include descriptions of their vari-
ous departments and services. The quali-
fications and curricula sections provide
the user with detailed academic informa-
tion pertaining to each faculty or depart-
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ment. Future WWW links to the individual
institutions’ home pages are envisaged.
Ortelius database also offers information
on European legislation and programmes
dealing with higher education. Starting in
1997 it is available on the Internet on an
annual subscription basis. As by-products
of the database a number of publications
are being prepared, two are already avail-
able:

Directory of institutions of higher
education, All the addresses students
need to know for studying in the Eu-
ropean Union
Ortelius
Florence, Giunti Multimedia, 1995, 477 p.
ISBN 88-09-20770-X
EN

The European Student’s Guide, Infor-
mation, tips and tricks for studying in
the European Union
Consortium Ortelius
Florence, Giunti Multimedia, 1995, 299 p.
ISBN 88-09-20783-1
EN

Internationalisation of higher educa-
tion
Centre for Educational Research and In-
novation, CERI - Organisation for Eco-
nomic Co-operation and Development,
OECD
Paris, 1996, 135 p.
(OECD Documents)
ISBN 92-64-15288-1
EN

As OECD countries globalise, so does
education, and its internationalisation is
one of the most important challenges for
higher education. Internationalisation
means expanding international student
exchanges, and changing curricula for
domestic students. Despite differences in
educational structure, higher education
institutions around the world are making
similar efforts to internationalise their pro-
grammes. Based on the discussions and
papers presented at a seminar in The
Hague, 30 Nov.-1 Dec. 1995, this publica-
tion presents a comprehensive view of the
development and approaches taken by
individual countries to internationalisation.
Individual chapters examine: internation-
alising the curriculum; financing and effects
of internationalised teaching and learning;

and the views of governments, higher
education, professional associations and
the business sector in North America.

Information technology and the fu-
ture of post-secondary education
Centre for Educational Research and In-
novation, CERI. Programme on Institu-
tional Management in Higher Education,
IMHE. - Organisation for Economic Co-
operation and Development, OECD
Paris, 1996, 138 p.
(OECD Documents)
ISBN 92-64-14923-6 (en)
EN, FR

At the end of this century, post-second-
ary education faces a triple challenge -
how to provide high quality education and
training attuned to the 21st century for
all adults who need it and can profit from
it in the most cost-effective way. Infor-
mation and communication technology
can help meet these challenges. This re-
port addresses the main issues related to
developing a new teaching and learning
environment and its implications for
teachers and students. Information and
communication technology can improve
teaching and learning in both face-to-face
and distance education and slowly con-
tribute to easing the differences between
these two models of education. This will
raise new issues for higher education
management, as increasing numbers of
students equip themselves with the most
recent new technologies.

Performance standards in education:
in search of quality
Organisation for Economic Co-operation
and Development, OECD
Paris, 1995, 220 p.
ISBN 92-64-14568-0 (en)
EN, FR

Students performance standards are cen-
tral to educational policies in many
OECD countries, yet little has been pub-
lished on how standards are established,
monitored and reported. Who sets stand-
ards? What role does government play?
Can student performance standards be
used as measures of educational effec-
tiveness? Is student performance best
assessed by teachers or by external ex-
aminations? There is little consensus on
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these matters but a growing realisation
of the need for clarity in decisions and
policy-making. This study, based on re-
ports from experts in ten OECD coun-
tries (Australia, Canada, England and
Wales, France, Germany, Ireland, Japan,
Spain, Sweden, United States) represents
a range of different approaches to stand-
ard-set t ing, reveal ing the common
pursuit of quality in education and
substantially different means adopted to
achieve it.

Educational research and develop-
ment: trends, issues and challenges.
Kogan M.; Tuijnman A.
Centre for Educational Research and In-
novation, CERI - Organisation for Eco-
nomic Co-operation and Development,
OECD
Paris, 1995, 180 p.
ISBN 92-64-14553-2 (en)
EN, FR

This is the first report of an ongoing CERI
study on the means and ends of improv-
ing the knowledge base for educational
practice and policy-making, urgently
needed by governments world-wide. It
underscores both the importance of edu-
cational R&D and the obvious need to
improve its relevance and efficiency, so
that the available funds are used effec-
tively and the scope for additional in-
vestment created. But this will largely de-
pend on whether diverse interests can
be aligned and better partnerships forged
among the “three communities” - re-
searchers, policy-makers, and practition-
ers. The CERI study was launched with
the explicit purpose of identifying the
problems and examining ways to im-
prove the situation.

Knowledge bases for education poli-
cies, Proceedings of a Conference held
in Maastricht, The Netherlands on 11-
13 September 1995
Centre for Educational Research and In-
novation, CERI - Organisation for Eco-
nomic Co-operation and Development,
OECD
Paris, 1996, 174 p.
ISBN 92-64-14895-7
EN

This publication underlines the necessity
for policy-makers to also rely on other
forms of knowledge bases than that of
R&D, such as inspector and indicator sys-
tems, both at national and international
levels. The use of a broader range of
knowledge bases highlights the important
role of “mediators” who can facilitate the
necessary communication and reciprocal
enrichment between knowledge produc-
ers, decision-makers and practitioners.

Educational research and develop-
ment: Austria, Germany, Switzerland.
Organisation for Economic Co-operation
and Development, OECD
Paris, 1995, 90 p.
(OECD Documents)
ISBN 92-64-14554-0 (en)
EN, FR

This document assembles the proceedings
of the third CERI joint international semi-
nar on governmental roles in organising
and promoting R&D, held in Vienna, 5-7
October 1994. It reviews the educational
research and development policy frame-
work of the three principal countries in-
vestigated, Austria, Germany and Switzer-
land, examines major similarities and dif-
ferences in research and policy cultures,
and compares them with the approaches
to educational R&D in other Member
countries.

Evaluating and reforming education
systems.
Kallen D.; Kogan M.; and others.
Organisation for Economic Co-operation
and Development, OECD
Paris, 1996, 83 p.
ISBN 92-64-14779-9 (en)
EN, FR

In order to respond to the demands of
governments and the public in general,
schools must be more attentive to ongo-
ing evaluation. This means implementing
new practices. Evaluation methods and
practices should rely on basic concepts,
which are as transparent as possible, and
should ref lect  a consensus among
stakeholders. An outside evaluator would
thus be able to delineate and implement
evaluation strategies consonant with the
educational reforms in any national con-
text.
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Structural adjustment and the chang-
ing face of education.
Carnoy M.
International Labour Organisation, ILO
in: International Labour Review (Geneva),
134(6), 1996, p. 653-673
ISSN 0020-7780 (en)
EN, FR

All economies are having to adjust to new
structural realities, and the education sec-
tor, being critical to the application of
knowledge and information to produc-
tion, is a focus of great attention in most
societies. The author analyses the particu-
lar adjustment policies recommended by
the World Bank and addresses the debate
on the priority to be accorded to basic as
compared to higher education. He ex-
plains the nature of the main types of re-
form under way, discusses their impact
on the quality of education, and argues
that alternative approaches are worth con-
sidering.

Reviews of National Policies for Edu-
cation: Finland higher education.
Organisation for Economic Co-operation
and Development, OECD
Paris, 1995, 246 p.
ISBN 92-64-14442-0
EN

The Finnish government has deliberately
promoted mass higher education in or-
der to further social and economic de-
velopment. But the economic crisis and
high unemployment rates necessitate
more effective resource management and
a better transition from education to em-
ployment. This report lends its support
to the different measures designed to
help solve these problems: systematic
evaluation of educational quality and its
results; decentral is ing many of the
decisions affecting higher education; and
creating a new and more professional
sector  and new intermedia te- level
university diplomas. Realising these goals
implies greater staff development and
ensuring a balance between teaching and
research, improving institutional mana-
gement at all levels, and making newly
created diplomas more responsive to
labour market requirements.

Student mobility
in:  European Journal of Educat ion
(Abingdon), 31(2), 1996, 251 p.
ISSN 0141-8211
EN

In the European Union, student mobility
is seen as part of a broader policy man-
date aimed at freedom of movement
within the Internal Market. From 1988
onwards, the ERASMUS, COMETT and
LINGUA programmes made decisive con-
tributions to student mobility within EU
countries. The first two articles of this is-
sue provide an overall statistical account
of student mobility in the EU, dealing re-
spectively with ‘spontaneous’ mobility of
students on their own initiative, and ‘or-
ganised’ mobility with the support of an
ERASMUS or LINGUA grant. Other arti-
cles treat the transatlantic student mobil-
ity between Europe and the USA, the long
tradition of both types of mobility in Scan-
dinavia, an economic analysis of student
mobility in the EU, and two case studies
on the national approach to mobility in
the Netherlands and Japan.

La Universidad de los noventa
Neave G., Muños Vistoria F., De Miguel
M. et al.
Ministerio de Educación y Ciencia
in: Revista de Educación (Madrid), 308,
1995, 401 p.
ISSN 0034-8082
ES

This monograph, published by the Jour-
nal of Education and dedicated to the
university of the nineties, includes among
others the following topics: 1) quality in
university teaching, an analysis of quality
policies from a historical and organiza-
tional point of view, in order to ascertain
the authority responsible for the elabora-
tion of quality control or quality guaran-
tee systems, and from a comparative point
of view, in order to examine the various
models followed mainly in France, the
Netherlands and Great Britain; 2) access
to university in Spain; 3) final relations
between higher education and the em-
ployment market, covering the main de-
bates and investigative approaches with
regard to this topic, the socio-economic
challenges universities have to assume,
the influence of the European Union on
the re-structuring of higher education sys-
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tems in Europe and tendencies and meas-
ures of support for a successful adjust-
ment between acquisition of skills and
experience in the course of education and
the necessities of a job.

The Danish Model - das dänische
Modell - le modèle danois
Video produced by DTI Arbejdsliv,
TDstrup, 1996, 13 minutes, DKR 145.
DE, EN, FR
DTI Arbejdsliv, Gregersensvej,
Postbox 141, DK-2630 Tåstrup,
Tel. ++43 504801, Fax. ++43 504833

A new video describing the vocational
education and training system in Den-
mark. This video, launched in an Eng-
lish, Germany and French version, aims
at explaining to foreigners the unique
features of the Danish model, in parti-
cular tripartite structure comprising
ministries, employers and employees.
The dynamism in vocational training is
described, how the system is developed
and renewed, the roles of the social
partners in this process. A number of
examples demonstrate how the co-
operation takes place in practice. The
broad focus on the Danish VET system
gives a lively picture of the interplay
between schools ,  ins t i tu t ions and
companies which should undoubtedly be
of great value in future cooperation
projects with partners abroad.

Doppelqualifizierung im Handwerk.
Ergebnisse und Kommentierungen
einer Betriebs- und Schülerbefragung
Esser F.H., Fischer A., Steeger G., Twardy
M.
Bad Laasphe i.W., Cologne,
Kommissionsverlag Adalbert Carl, 1996,
102 p. + Appendix
(Berufsbildung im Handwerk, Series B,
Volume 47)
ISBN 3-88149-087-7
DE

With numbers of apprentices on the de-
cline in several trades, it is increasingly
important to look at the attractiveness of
vocational training, and, if possible, to
find ways of enhancing it. This was the
aim of the study investigating whether
offers of training leading to a double
qualification are attractive for potential

apprentices as well as for the companies
training them. This report presents the
results of a survey started in early 1994
and conducted among companies and
school pupils in five selected chamber
districts. A comprehensive analysis of the
concrete survey results is followed by a
presentation of the consequences and by
proposals for designing double-qualifi-
cation training courses in the trades, as
such courses are considered likely to
increase the attractiveness of trade pro-
fessions, particularly with regard to en-
suring the continued existence of a par-
ticular trade (answers from companies)
and with regard to improved career plan-
ning possibilities (answers from pupils).
To implement such double-qualification
training courses, the authors have also
examined the need for developing or
updating the organizational structure of
companies and the pedagogical qualifi-
cation of in-company executive staff.

Gleichwertigkeit beruflicher und all-
gemeiner Bildung: Hochschulzugang
für Berufserfahrene. Stellungnahmen
und Vorschläge.
Mucke K.; Schwiedrzik B.
Bundesinstitut für Berufsbildung
Berlin/Bonn, Bundesinstitut für Berufs-
bildung, 1995, 215 p.
(Ergebnisse, Veröffentlichungen und
Materialien aus dem BIBB, 14)
DE
Bundesinstitut für Berufsbildung,
Ref. K3, Fehrbelliner Platz 3,
D-10707 Berlin

This report reflects the current status of
the debate on the extent to which gradu-
ates of a dual-system traineeship are ca-
pable of proceeding to higher education.
It contains policy statements and propos-
als from the Federal Government, includ-
ing the Ministry of Education, the Länder
governments, employers and trade un-
ions. The materials submitted by BIBB on
this question include recommendations,
position statements and the findings from
research involving projects which inves-
tigated higher education access for per-
sons with skilled work experience but
without the “Abitur” qualification and
demonstrate the equivalence of vocational
and general education.
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La qualité de la formation
Bonamy J., Voisin A.
in: Education permanente (Arcueil), 126,
1996, 253 p.
ISSN 0339-7513
FR

The quality of training has become a ma-
jor factor for companies, public authori-
ties and training organizations. This issue
summarizes current discussion on this
topic and examines what is being done
in France and in Europe with regard to
quality.

Shaping our future, a strategy for en-
terprise in Ireland in the 21st century
Dublin, Forfas. 1996
EN
Forfas, Wilton Park House, Wilton Place,
IRL-Dublin 2

This report is the most detailed and com-
prehensive economic strategy document
since the Culliton report. It encompasses
both overall budgetary and financial
policy and specific measures to encour-
age industrial development over the next
15 years. It recommends a wide variety
of reforms to build up international com-
petitive skills through education and
training, among them more spending by
Government and private business on
training, more emphasis on technological
and language courses, the re-allocation
of educational resources towards those
most at risk of leaving school without
qualifications and the introduction of a
new sys tem of nat ional ly-cer t i f ied
traineeships for those about to enter the
workforce.

Onderwijsrecht en onderwijsbeleid in
Nederland en de Europese Unie: ont-
wikkelingen voor het hoger onderwijs
na Maastricht
Van de Ven R.
The Hague, Nuffic, 1996, 70 p.
ISBN 90-5464-018-9

This book looks at the current and future
relationship and interplay between Euro-
pean and Dutch educational law and
management with regard to higher edu-
cation, on the basis of a number of cur-
rent topics such as the Dutch financing
system for higher education.

Trends in employment for academics
in Austria
Schedler K., Wratzfeld C.
Editor: Federal Ministry for Science, Trans-
port and the Arts (bmwvk), Vienna, 1996,
140 p.
DE

The study aims to analysis and describe
employment for academics in Austria over
the past few decades. The university ex-
pansion in this period did not have simi-
lar implications for all areas of study. The
quota of academics has not only increased
but has also led to major shifts in the com-
position of employed academics in Aus-
tria. This has had consequences for the
labour market and the employment situ-
ation of graduates. The study includes a
survey of data on areas of study, areas of
employment access according to occupa-
tional sub-categories and economic areas
as well as job security.

O desenvolvimento do ensino supe-
rior em Portugal, situação e problemas
de acesso
Cruz M., Cruzeiro M., coord.
Ministry of Education, Department of Pro-
grammes and Financial Management
(DEPGEF)
Lisbon, DEPGEF, 1995, 246 pages
ISBN 972-614-281-4
PT

This publication examines information
regarding the evolution of the system of
access to higher education, more particu-
larly the study of supply and demand with
regard to higher education, the options
offered at this level of teaching and the
socio-cultural, socio-economic and socio-
political characterization of students. In
order to fulfil these aims, the project pre-
sented here foresaw the use of the statis-
tics available and gave a questionnaire to
a sample group of 3000 students in higher
education. Whereas the statistics were
intended to provide an idea of the mor-
phology and evolution of higher educa-
tion, the investigation essentially attempts
to characterize the student population in
Portuguese higher education.
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Higher education policy in Finland
Ministry of Education
Helsinki, 1996, 118 p.
ISBN 951-53-0837-2
EN

This book gives a general introduction to
the Finnish educational system and stand-
ards before describing the higher educa-
tion system and policy in detail. It exam-
ines university education, its structure,
administration and evaluation, supply and
demand of services, student population,
resources and research activities. The
growing non-university sector of higher
education is described, including a brief
description of the reform enacted in 1995,
as is the internationalisation of higher
education. The work ends with a statisti-
cal annex comparing figures for Finland
with other OECD countries, and a bibli-
ography.

Kvalificerad Yrkesutbildning m.m.
Ministry of Education and Science
Stockholm, 1996, 29 p.
(Government bill 1995/96: 145)
Ministry of Education and Science,
Drottninggatan 16, S-103 33 Stockholm

This bill initiates a pilot scheme for a new
post-secondary level vocational education
and training route from autumn 1996. This
new non-university based education and
training is intended to contribute to the
supply of a qualified labour force suited
to modern production of goods and serv-
ices. Information technology, more
knowledge intensive production and a
“flatter” work organisation result in de-
mands for higher competence where vo-
cational education and training at upper
secondary level often used to suffice. The
new courses shall unite in-depth theoreti-
cal competence, a practical approach and
strong workplace integration. About one
third of the period of education will there-
fore be spent learning at work, in a
workplace environment. The scheme is
directed at young people who have fin-
ished their upper secondary education, as
well as people already at work who need
to up-date their competence.

Graduate utilisation in British indus-
try: the initial impact of mass higher
education
Mason G
National Institute of Economic and Social
Research (NIESR)
in: National Institute Economic Review
(London), 2, 1996, p. 93-104
ISSN 0027-9501

The recent growth in higher education
participation rates in Britain has been so
sudden and so rapid that there is now
intense public interest in its effects on
graduate employment and salary pros-
pects. Particular concern has been ex-
pressed about the development of certain
phenomena associated with US-style
“mass higher education”, for example, an
increase in the numbers of graduates who
appear to be “under-utilised” in jobs
which have not traditionally been filled
by degree-holders, and reports of appar-
ent growth in variation in “quality” of the
graduates emerging from different kinds
of degree course. This paper focuses par-
ticularly on the initial effects of mass
higher education on graduate utilisation
in Britain, arguing that there are close
links between employers’ perceptions of
graduate quality and the ways in which
firms choose to respond to continuing
growth in graduate supply.

Besluit van de Vlaamse Regering be-
treffende de omvorming van de oplei-
dingen en opties van de hogescholen
van de Vlaamse Gemeenschap
in: Belgisch Staatsblad, Moniteur belge
(Brussels) no. 95, 23/11, 1995, p. 31977-
31989
NL
Belgisch Staatsblad / Moniteur belge,
Leuvenseweg 40-42, B-1000 Brussels

This index contains charts describing the
changes which have taken place in one-
cycle and two-cycle initial training courses
at institutions of higher education in the
Flemish community (training and op-
tions). More concretely, this decree cov-
ers a change in the names of training
courses for the 1995-1996 academic year.
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Ted Mathgen
2, Circuit de la Foire internationale
B.P. 1604 (Kirchberg)
L-1016 LUXEMBOURG
Tel.: 352+42 67 671
Fax: 352+42 67 87

NL
CIBB (Centrum Innovatie
Beroepsonderwijs Bedrijfsleven)
Gerry Spronk
Ingrid de Jonge
Pettelaarpark 1
Postbus 1585
NL-5200 BP’s-HERTOGENBOSCH
Tel.: 3173+680 08 00
Fax: 3173+612 34 25



VOCATIONAL TRAINING NR. 10 EUROPEAN JOURNAL

CEDEFOP

75

A
Institut für Bildungsforschung der
Wirtschaft (ibw)
Monika Elsik
c/o abf-Austria
Rainergasse 38
A-1050 WIEN
Tel.: 431+545 16 71-26
Fax: 431+545 16 71-22

P
SICT (Servicio de Informação Cientifica
e Tecnica)
Isaías Largo Marquès
Fatima Hora
Praça de Londres, 2-1° Andar
P-1091 LISBOA Codex
Tel.: 3511+849 66 28
Fax: 3511+80 61 71

S
The Swedish EU Programme Office for
Education, Training and Competence
Development (SEP)
Jonas Erkman
Box 7785
S-10396 STOCKHOLM
Tel.: 468+453 72 17
Fax: 468+453 72 01

UK
IPD (Institute of Personnel and
Development)
Doug Gummery
Barbara Salmon
IPD House
35 Camp Road
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No. 6/95 Training and democracy: actual aspects

Policies, local action: economic and/or social consequences
• Governments and training: a necessary involvement? (J. R. Shackleton)
• Vocational Training for Slow Learners in Germany (Helmut Pütz)
• Training and local development (Josep Vicent Mascarell)
• Tacit Knowledge in a Low Tech-Firm (Staffan Laestadius)

General competence/specific professional competence: an analysis of the American
experience
• Vocational education and at-risk youth in the United States (John H. Bishop)

Education and citizenship

Reflection within the Council of Europe
• The Council of Europe’s “Permanent Education” project (Jean-Pierre Titz)
• “Education for Democratic Citizenship”: short presentation of 4 workshops carried out

by the Council of Europe on this issue (Madalen Teeple)
• The market, standards and the community, or new education (Annie Vinokur)

Trade union perspectives
• Trade unions and training: workers’ rights to training from the early 1970s to the early

1990s (Vittorio Capecchi)
• Paid Educational Leave in Belgium: is legislation slipping off the track? (C. Piret, E. Creutz)

The point of view of a local elected representative:
• The role of education and training in local democracy (Michel Hervé)

No. 7/96 Pedagogic innovation

Trends in the function of training
• Continuing Vocational Training in the Countries of the European Union - Diversity of

Functions and Special Problems (Joachim Münch)

Open education
• Good and bad use of open and flexible learning: findings of recent UK case studies

(Danny Beeton, Allan Duguid)
• Does More Technology Mean More Choice for the Learner? Experiences from the

TeleScopia Project (Betty Collis)

Modularisation, aspects of the debate in Germany and the United Kingdom
• Some remarks on modular training in the Federal Republic of Germany (R. Zedler)
• Modular Initial and Continuing Education and Training A Comparative Survey of the

Education System in the United Kingdom and Germany (Dieter Hammer)
• Modules in vocational training (Ulrich Wiegand)
• Modularisation and Qualification Reform in UK: some realities (Sue Otter)

Skill development and work organization
• “Organization Design and On-the-job Learning: their Relationship in the Software

Industry” (Dick Barton)
• A model to evaluate the competences in activity.  Programmed Exercises - A Measure of

“Competence to Perform Occupational Activities” (F. Blum, A. Hensgen, C. Kloft, U. Maichle)

Training of trainers: the development of cooperation in pedagogic teams
• Pedagogical skilling and promoting cooperation - a continuation training model for vo-

cational training personnel (Dietrich Harke, Regina Nanninga)

Certain recent developments: Denmark, Portugal
• Pedagogical innovation in Danish vocational education and training (Søren Nielsen)
• New trends in vocational training.

Two examples of innovation from Portugal (M. T. Ambrósio)

No. 8-9/96 Lifelong learning: retrospective and perspectives (double issue)

The advance of an idea
• Towards a policy of lifelong learning (Edith Cresson)
• Initial and continuing training in Portugal: Present situation and future outlook. Inter-

view with Eduardo Marçal Grilo, Minister of Education

Issues recently

published in

English
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• Lifelong-learning in retrospect (Denis Kallen)
• A discussion of the paradigms of the White Paper on education and training:

a contribution to the debate (Alain d’Iribarne)

The idea and the facts
• Who participates in education and training? – an overview at European level (N. Davis)
• In-company continuing training - a contribution to lifelong learning? (Uwe Grünewald)
• Employers’ Approaches to Work-Based Training in Britain (Jim Hillage)
• Own-initiative continuing training in France: decline or renewal? (J.-F. Germe; F. Pottier)
• The relationship between further training and career progression - the German model,

its strengths and risks in the context of lifelong learning (Ingrid Drexel)
• Lifelong learning - a theme of social dialogue and collective agreements (W. Heidemann)

Training paths
• Continuing training for young adults - follow-on or second chance? (Jordi Planas)
• The cognitive constraints of lifelong learning (José Morais; Régine Kolinsky)
• Learning as a lifelong process? Psychological and pedagogical comments on the

‘learning society’ (Klaus Künzel)

Training opportunities: the example of two companies
• Training while in employment of unskilled and semi-skilled workers: The “Training

drive ’95” launched by the Ford factory in Cologne (Erich Behrendt; Peter Hakenberg)
• The “Equal Opportunities Programme” of the

Electricity Supply Board (ESB) in Ireland (Winfried Heidemann, Freida Murray)

No. 11/97 Cooperation with Central and Eastern European countries

The Editorial Committee would welcome unsolicited contributions for issues they soon plan to
publish. Articles submitted will be examined by the Editorial Committee which reserves the
right to decide on publication. It will inform the authors of its decision. Articles (5 to 10 pages,
30 lines per page, 60 characters per line) should be addressed to the editor of the Journal.
Manuscripts will not be returned.

No. 12/97 Signalling competences: information needs for job mobility

No. 13/98 Financing vocational education and training
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