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Marhuenda, F. & Chisvert-Tarazona, M.J. (Eds.) (2019). Pedagogical concerns and market demands
in VET. Proceedings of the 3™ Crossing Boundaries in VET conference, Vocational Education and
Training Network (VETNET). https://doi.org/10.5281/zenodo.2644069

Editorial

In an attempt to establish a VETNET publication series of conference proceedings, the 3™
Crossing  Boundaries builds wupon the tradition started in Bremen 2015
<https://vetnetsite.files.wordpress.com/2015/10/crossing_boundaries 2015.pdf> and contin-
ued in Rostock 2017 < https://www.ibp.uni-rostock.de/fileadmin/uni-
rostock/Alle PHF/IBP/Aktuelles/VET-

Conference 2017/Proceeding_onlineversion_final 01.pdf> and joins the collection initiated
by Négele and Stalder (2018) < https://zenodo.org/record/1319718# XLDEpyOryfU> by pub-
lishing the collection of contributions in an edited book of proceedings, based upon open ac-
cess publication policies and available online.

This might contribute to make it easier to follow-up upon on-going research produced by
the VETNET community and to facilitate discussion and academic cooperation among the
members of this community, both in terms of objects of research, theoretical foundations as
well as methodological strategies and research methods.

There are 65 contributions in this volume, produced by more than 100 scholars, ranging
from well-known and well-established professors to those at the beginning of their academic
careers, still under way to their PhDs. They come mainly from Europe, but also from all other
continents but Australia, and research produced in 17 countries is presented here. Significant-
ly, there are a few contributions from South America in this edition of the Crossing Bounda-
ries conference, pretty much focused on the conference theme: pedagogical concerns and
market demands.

When we launched the call for this conference, we invited contributors to focus on peda-
gogical ideas, approaches and proposals helpful to contribute to the education of workers and
citizens. We are convinced that Vocational Education and Training has to be able to comply
with the changing demands set by the productive system in a growing precarization con-
text. The notion of work and working relations are not what they used to be during the 20th
century, and these changes pose new challenges on VET policies and practices.

The papers presented and discussed at the conference offer a good amount of research re-
sults and interpretations on issues like careers and vocations nowadays and how they are ad-
dressed by VET providers and experienced by VET students, apprentices and teachers and
trainers. Another issue strongly present in the conference is that of the reshaping of dual VET
in those countries where it was well established in the last century and also in those trying to
implement it nowadays. VET teachers and trainers is the third clear axis of contributions to
this conference. Of course, there are other issues addressed like systems and agents in VET;
assessment, evaluation and quality; VET and social inclusion or Continuing VET.

We want to thank the financial support for the conference provided by the Facultad de
Filosofia y Ciencias de la Educacion, the Departamento de Didéactica y Organizacion Esco-
lar; the generous contribution of members of the research group Transicions (GIUV2013-
093) all three from the Universitat de Valéncia, as well the funding and support provided by
Fundacién Bankia por la Formacién Dual.

We want to also acknowledge the support provided in the organization of the conference
and in the preparation of the proceedings by Susann Krugmann and Franz Kaiser from the
University of Rostock, Michael Gessler from the University of Bremen, Christof Négele from
University of Applied Sciences and Arts Northwestern Switzerland and Barbara Stalder from
Péadagogische Hochschule Bern.
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We also want to thank Pilar Cambronero for her work, without which these proceedings
would not have been ready before the conference. Of course, authors and co-authors are the
most important contributors to this volume and therefore those to be thanked for their effort.
Here I would like to point to the work by young colleagues, particularly women, in several
universities in Spain, who are building up the VETNET Spanish community and most of
whom are determined to continue researching on VET, which has often been left aside of the
attention of educational research in this country, with a few exceptions. Having them partici-
pating in the conference in Valencia is a joy.

Prof. Dr. Fernando Marhuenda Fluix4, Valencia, 12th April 2019
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The Academic Institutionalisation of VET as a Science in the German-
speaking Area — A Collective Biographical and Network Analytical Study
of Discipline Formation in the 20th Century

Gotzl, Mathias
University of Rostock/Institute of Vocational Education, mathias.goetzl@uni-rostock.de

Geiser, Patrick
University of Gottingen/Department of Business Education and Human Resources Develop-
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University of Magdeburg/Institute of Vocational Education, robert.jahn@ovgu.de

Teyke, Thorben
University of Rostock/Institute of Vocational Education
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University of Rostock/Institute of Vocational Education

Abstract

The contribution focuses on the internal process of the academic formation and establishment
of vocational and business education (VET) as a science or as partial disciplines of educa-
tional science in the 20th century. Starting with theories of science (e.g. Stichweh, 2013;
Clark 1972) in consideration of the establishment thesis of Reinisch (2009; 2010) and the
generation thesis of Zabeck (2006) the study would like to contribute to a deeper understand-
ing of the formation and establishment of VET as a science in the German-speaking area. For
this purpose the VET professors of the German-speaking area in the 20th Century, as well as
their generational relations (in this contribution initially employment and qualification rela-
tions) are considered. The methodological access is achieved through a collective biographi-
cal quantitative approach based on a separate SQL database by means of network analysis and
visualisations via Gephi.

Keywords

history of VET; establishment of VET (as a science); collective biographical; network analy-
sis

1. Introduction

Reinisch (2009) states in a socio-scientific analysis of vocational and business education
(resp. ‘Berufs- und Wirtschaftspddagogik’ or VET as a science in the German-speaking area)
that this has decades ago reached the status of an ‘established science’ (Clark, 1972; 1974)
and is presently hold a status as ‘normal science’ (Kuhn, 1962; 2014). In this respect, he con-
cludes, it is also part of normal science that the members of the corresponding discipline re-
peatedly ascertain their own foundations. In this respect, Reinisch sees a considerable need
for research (Reinisch, 2009; 2010).
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2

The differentiation process (Stichweh, 2013) of vocational and business education or
VET as educational science (partial) disciplines' is traditionally described in the correspond-
ing contributions of historical business and vocational education research against the back-
ground of the establishment of teacher training programmes for commercial and vocational
schools (e.g. Pleil3, 1973; Czycholl, 1974; Zabeck, 2009a; Reinisch, 2010). Accordingly, their
non-simultaneous constitution and development (e.g. Zabeck, 2009a; Biichter, Klusmeyer, &
Kipp, 2009; Lisop, 2009) is presented primarily as being exogenously induced. Endogenous
or inner-scientific differentiation processes (Stichweh, 2013), which focus on the formation of
internal scientific systems and are equally important for comprehensive reconstruction, were
largely ignored - apart from a few noteworthy approaches (Kipp, & Miller-Kipp, 1994; Klus-
meyer, 2001; Reinisch, 2009; 2010). As a result, the relationship between internal and exter-
nal differentiation of business and vocational education and neighbouring academic (partial
and/or sub-) disciplines - such as social pedagogy (e.g. Ostendorf, 2009), nursing pedagogy
(e.g. Reiber, & Remme, 2009) or economic education - has so far hardly become the subject
of systematic considerations.

Our initial focus is on vocational and business education or VET and its internal differen-
tiation as a communication community of scientists. In a long-term perspective, we are aim-
ing at questions about the development and the internal and external constitution of vocational
and business education as well as its relations and demarcation lines to neighbouring (partial
and/or sub-) disciplines by the quantitative and qualitative analysis of scientific communica-
tion relations. In this respect, our (future) studies should lead to a deeper understanding of the
development and shaping of vocational and business education or VET as (partial) disci-
pline(s) and its relevance within educational science.

However, before such wide-ranging analyses or even partial analyses of communicative
system formation processes of vocational und business education (and neighbouring partial
and/or sub-) disciplines seem possible, a suitable basis, more specifically a population of the
units or potentially relevant subjects involved in the communication is required. We want to
outline this in a first attempt in the form of a collective-biographical and network-analytical
approach. In this contribution, therefore we examine the process of the (academic) develop-
ment and establishment of the VET as a science or educational science (partial) discipline in
the 20th century on the basis of a (partial) theory of scientific research. In this respect, we
follow on from the above-mentioned establishment thesis of Reinisch (2009) and sketch the
emergence and establishment of the VET against the background of Zabeck's (2006) genera-
tional classification along the stage model of the institutionalisation process of scientific dis-
ciplines of Clark (1972; 1974) (cf. chapter 2). The central question is whether the VET - as
Reinisch states - is an established educational science partial discipline or science in the sense
of Clark and whether an establishment period can be narrowed down. The methodological
research access (cf. chapter 3) is carried out by a collective-biographical-quantitative data
collection (Schrdder, 2011) of the employment and qualification relations of the professors®
of the business and vocational education. Gephi is used to carry out the network analysis of

" If we use the term partial discipline in the following, we assume that this is an established scientific discipline
in the sense of Clark (1972, 1974) (cf. chapter 2). The term subdiscipline, on the other hand, is used when this
stage does not yet appear to have been reached.

2 The data corpus does not currently contain junior professors (W1) and senior lecturs. As a first step, we have
placed them on an equal footing with habilitants. In the future, however, the data corpus is to be extended to all
habilitated scientists (of vocational and business education) with teaching authority (venia legendi) and with
independence in research and teaching (without habilitation) and thus includes private and senior lecturers as
well as junior professors.
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the relevant data of the collective-biographical data corpus. The paper concludes with a short
presentation of our first preliminary” results with the focus on business education” as a part of
VET (cf. chapter 4).

2. Theory

In the centre of this contribution we focus on the stages of scientific institutionalisation from
Clark (1972; 1974). According to this model, every new discipline’s development process
begins with the stages of the ‘solitary scientist’ and of ‘amateur science’. This development -
which we do not consider here - already took place for the business education in the 19th or at
the transition into the 20th century and for vocational education in the 20th century. For an
empirical analysis of this period, plenty of data on the actors involved and the emerging insti-
tutions are missing, so this process remains a research gap.

The third stage, ‘emerging academic science’, begins with the establishment of chairs at
universities. If the holders of these first chairs succeed, among other things, in establishing a
training programme in the form of a university-based course of study, ensuring stable self-
recruitment from their own young scientists and subsequently promoting a quantitative ex-
pansion of academic discipline, then the fourth stage of ‘established science’ has been reached
and this is exactly what we are focusing in our current contribution (see figure 1).

(1) The solitary scientist
(no professional organisations, etc.)

(2) Amateur science
(small professional organisations, establishment and perception of trade journals, etc.)

(3) Emerging academic science
(single university professorships, etc.)

(4) Established science

(establishment of a university education program and stable self-recruitment, etc.)

I (5) Big science

* (large professional community)

Figure 1 Clark’s stage model of the institutionalisation process of scientific disciplines and
our focus on the established science, Source: Own presentation based on Clark (1972)

As already quoted at the beginning, Reinisch (2009) explicates in his scientific sociologi-
cal analysis of the vocational and business education that it has achieved the status of an es-
tablished science decades ago. But an empirical examination of Reinisch’s determination of

3 In view of the continuation and completion of the data collection and against the background of an empirical
foundation of generation classification or another grouping or periodisation that is still outstanding, our findings
are to be regarded as preliminary.

* The restriction to business education is to be legitimized on the one hand by an interim research pragmatic
limitation and our work progress and on the other hand by the non-simultaneity of the academic constitution and
the development of business and vocational education (cf. chapter 1).
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4
the degree of institutionalisation of the vocational and business education or establishment
thesis of the VET is pending.

In his remarks, he not only assigns the VET the status of an established science, but also
marks a period of time in which the transition has taken place. With the term ‘decades’, which
he has chosen but not specified in more detail, he focuses in our understanding on a period
30-40 years ago, ca. 1970 to 1980. The basis on which he makes this assessment remains
open and implicitly raises the question of whether the VET is actually an established science
or scientific (partial) discipline because Reinisch can only prove this to a limited extent. In
addition, the question arises from which period of time onwards we can consider the focused
VET as an established science or an established educational science (partial) discipline.

Nevertheless, Reinisch was not the only one in the VET who dealt with the development
of his own field. Another well-known representative was Zabeck (2006), who dealt with the
question of generation classification within the VET and distinguished between three genera-
tions. A first generation, whose initial appointment took place before 1955/60; a second gen-
eration from about 1955/60 and a third generation since 1985/90 (Zabeck, 2009a; 2009b).

Against the background of Zabeck’s generational classification, we have based our analy-
ses on a (preliminary) generational span of 30 years’, starting from the first chair for ‘Han-
delsschulpddagogik und betriebswirtschaftliche Nachbargebiete’ (transl. ‘commercial school
education and commercial science neighbouring areas’) at the ‘Handelshochschule Leipzig’
(transl. ‘Higher education institution of commerce Leipzig’) and the first professor Karl von
der Aa (1876 - 1937) in 1923, according to prevailing doctrine (e.g. Reinisch 2009). This
makes it possible to carry out the following analyses within the first three generations:

Generation 1: Initial appointment 1923-1953
Generation 2: Initial appointment 1954-1984
Generation 3: Initial appointment 1985-2015
(Generation 4: Initial appointment after 2016)

In this respect, the research question, we are looking at here, can be concretized as fol-
lows:

(F1) From which generation onwards can VET (resp. business and/or vocational education)

be described as an established science or partial discipline(s) of educational science (in
the sense of Clark, 1972; 1974)?

3. Methods

In order to answer the research question (F1), a collective-biographical data corpus (Schroder,
2011) was created, in which e.g. data on the academic qualifications and employment rela-
tionships as well as on professional scientific employment (including appointments and de-

> This classification is to be regarded as an attempt in creating meaningful grouping, periodisation or processu-
alisation, which is not only debatable from the perspective of social science research, but also from the histo-
rian’s point of view, as he stands methodically on clay feet like all process-contemplating interpretations of his-
tory and must first prove to be able to reach a consensus through further investigations (Schulze, 2002). Never-
theless, it offers the advantage of systematisation. We also regard the generation classification as provisional,
since the development of a suitable network-analytical method for the empirical foundation of the generation
classification or grouping is still pending.
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nominations) are included. The following data collection strategy (see figure 2) was used to
establish the data set. It is characterised by a complete analysis of easily accessible fundamen-
tal VET sources with extensive biographical information on professors of the discipline. Fi-
nally, missing were determined and complemented by a complementary analysis as far as
possible.

(1) Complete analysis {academic journals}

(2) Complete analysis (academic journal)

DBF (Die deutsche

Berufs- und Fachschule) (3) Complete analysis

(1949-1979) bwp@ (Berufs- und

. e o Wirtschaftspadagogik — (4) Complementary a.

sg\:\é(ier::'dm& far online) (since 2001) Horn (2003)

Wirtschaftspddagogik) {obituari.es, laudatia, iEan[I)eeT::cg;;::;?;sczgaft Dissertation and

(1980-2016) personalia, . ’ habilitation theses

o ) commemorative Jahrhundert ) )

(obltuarlgs, laudatias, publications, etc.) (Biographical data of Currlr.:ula vitae of

personalia, etc.) university teachers) websites
commemorative
publications

press releases

Kiirschners Deutscher
Gelehrten-Kalender’

Figure 2 Data collection strategy, Source: Own presentation

Based on this collective-biographical data set, we created a network by the visualisation
and exploration software Gephi (see figure 3). It covers the qualification and employment
relationships of the professors of the VET in the German-speaking area.

Blankertz L —
Czycholl

1 ther
reege  Reetz

schiflann

F|e,5ig 2 Reinhardt
- Lisop - Seeber
Baumgardt paul - Diettrich
—\ \ RY: pilz
I Dubs—r—_ // , Horlebein i
¢  Stratenwerth ' Seifert
Oettle 4 Ny tenau
schel "
uer—_ Wilbers
\ / 7 Eberle
Achtenhagen -~ iz Siefion
~___Hasselhorn
’ T oaTe~—— L Beutner
Squarra "~ Klauser e
Laske Ebner 9

Retzmann

Figure 3 Enlarged detail of a first test plot of the network of VET professors, Source: Own
presentation based on the collective-biographical data set (status: Dec. 2018)

For the visualisation we used the Event Graph Layout (Spekkink, 2016). This enabled us
to arrange the network on the x-axis according to the year of initial appointment and on the y-
axis according to the ForceAtlas2 algorithm (Jacomy et al., 2014) for spatial representation.
The classification of the professors according to disciplines is based on the classification by
‘Kiirschners Deutscher Gelehrtenkalender’ (2018). Each network node represents a professor
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and each arrow or pointed edge represents a relation or some relationships to an academic
teacher. The size of the labels of the nodes represents the indegree. So the larger the label of
the node, the more connections due to employment and/or qualification relations of subse-
quent professors are present at this node. The same applies to the arrows. So the larger the
arrow, the more employment and qualification relationships between the professors and their
academic teacher are presented. The dividing dotted vertical line marks the transition from the
second to the third generation (cf. chapter 2).

4. Preliminary results for business education as a part of VET

Clark’s model (cf. chapter 2) focuses on the quantitative development of a discipline, its so-
cial network and the ability to self-recruit. Based on the research question (F1) and against the
background of the Clark stage model, the following four hypotheses® can be derived for busi-
ness education (N=93) as a part of VET (see chapter 1 and footnote 4), which are then to be
examined over the generations G1, G2 and G3.

On the basis of the hypothesis test (H1-H4) over the three generations (G1, G2 and G3)
of the business education, the period during which the business education is established as a
science or (partial-) discipline of VET and educational science can be delimited as follows
(see table 1).

Table 1 Limitation of the establishment period of the business education (over generations),
Source: Collective-biographical data set (status: Sept. 2017)

Gl G2 G3

Hypotheses (1923- (1954- (1985-
1953) 1984) 2015)
(H1) In the progressing establishment process, the
number of the business education professors in- X v v
creases.
(H2) In the progressing establishment process, the %
initial appointment age of the business education X v
rel. stable
professors decreases.
(H3) In the progressing establishment process, the
number of qualification and/or employment rela- )
. . . 4 X v

tionships between the business education profes- expectable
SOrs increases.
(H4) In the progressing establishment process, the
relative share of non-discipline professors who are
in qualification and/or employment relationships X X v
with professors of the business education de-
creases.

Starting from table 1, the establishment of the business education can be located at the
transition from G2 to G3 - i.e. around 1985. In G3, the business education can therefore be
described as an established science or educational science (partial-) discipline within the
frame of the Clark model. This largely corresponds to Reinisch’s assessment (cf. chapter 2).
However, it should be noted critically that this first limitation of the establishment period of
the business education or the partial answering of F1 should be regarded as provisional in

% For a detailed description of the hypothesis test, see Gotzl, Geiser, & Jahn, 2018.
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view of the underlying generational classification, missing and/or incomplete data (in particu-
lar for vocational education) and more comprehensive studies (e.g. in conjunction with publi-
cation analyses). In this respect, we are only at the beginning of our research work and may
have to revise or specify this finding in the future.
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Abstract

The contribution focuses on the internal process of the academic formation and establishment
of vocational and business education (VET) as a science or as partial disciplines of educa-
tional science in the 20th century. Starting with theories of science (e.g. Stichweh, 2013;
Clark 1972) in consideration of the establishment thesis of Reinisch (2009; 2010) and the
generation thesis of Zabeck (2006) the study would like to contribute to a deeper understand-
ing of the formation and establishment of VET as a science in the German-speaking area. For
this purpose the VET professors of the German-speaking area in the 20th Century, as well as
their generational relations (in this contribution initially employment and qualification rela-
tions) are considered. The methodological access is achieved through a collective biographi-
cal quantitative approach based on a separate SQL database by means of network analysis and
visualisations via Gephi.

Keywords

history of VET; establishment of VET (as a science); collective biographical; network analy-
sis

1. Introduction

Reinisch (2009) states in a socio-scientific analysis of vocational and business education
(resp. ‘Berufs- und Wirtschaftspadagogik’ or VET as a science in the German-speaking area)
that this has decades ago reached the status of an ‘established science’ (Clark, 1972; 1974)
and is presently hold a status as ‘normal science’ (Kuhn, 1962; 2014). In this respect, he con-
cludes, it is also part of normal science that the members of the corresponding discipline re-
peatedly ascertain their own foundations. In this respect, Reinisch sees a considerable need
for research (Reinisch, 2009; 2010).
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The differentiation process (Stichweh, 2013) of vocational and business education or
VET as educational science (partial) disciplines® is traditionally described in the correspond-
ing contributions of historical business and vocational education research against the back-
ground of the establishment of teacher training programmes for commercial and vocational
schools (e.g. Plei3, 1973; Czycholl, 1974; Zabeck, 2009a; Reinisch, 2010). Accordingly, their
non-simultaneous constitution and development (e.g. Zabeck, 2009a; Biichter, Klusmeyer, &
Kipp, 2009; Lisop, 2009) is presented primarily as being exogenously induced. Endogenous
or inner-scientific differentiation processes (Stichweh, 2013), which focus on the formation of
internal scientific systems and are equally important for comprehensive reconstruction, were
largely ignored - apart from a few noteworthy approaches (Kipp, & Miller-Kipp, 1994; Klus-
meyer, 2001; Reinisch, 2009; 2010). As a result, the relationship between internal and exter-
nal differentiation of business and vocational education and neighbouring academic (partial
and/or sub-) disciplines - such as social pedagogy (e.g. Ostendorf, 2009), nursing pedagogy
(e.g. Reiber, & Remme, 2009) or economic education - has so far hardly become the subject
of systematic considerations.

Our initial focus is on vocational and business education or VET and its internal differen-
tiation as a communication community of scientists. In a long-term perspective, we are aim-
ing at questions about the development and the internal and external constitution of vocational
and business education as well as its relations and demarcation lines to neighbouring (partial
and/or sub-) disciplines by the quantitative and qualitative analysis of scientific communica-
tion relations. In this respect, our (future) studies should lead to a deeper understanding of the
development and shaping of vocational and business education or VET as (partial) disci-
pline(s) and its relevance within educational science.

However, before such wide-ranging analyses or even partial analyses of communicative
system formation processes of vocational und business education (and neighbouring partial
and/or sub-) disciplines seem possible, a suitable basis, more specifically a population of the
units or potentially relevant subjects involved in the communication is required. We want to
outline this in a first attempt in the form of a collective-biographical and network-analytical
approach. In this contribution, therefore we examine the process of the (academic) develop-
ment and establishment of the VET as a science or educational science (partial) discipline in
the 20th century on the basis of a (partial) theory of scientific research. In this respect, we
follow on from the above-mentioned establishment thesis of Reinisch (2009) and sketch the
emergence and establishment of the VET against the background of Zabeck's (2006) genera-
tional classification along the stage model of the institutionalisation process of scientific dis-
ciplines of Clark (1972; 1974) (cf. chapter 2). The central question is whether the VET - as
Reinisch states - is an established educational science partial discipline or science in the sense
of Clark and whether an establishment period can be narrowed down. The methodological
research access (cf. chapter 3) is carried out by a collective-biographical-quantitative data
collection (Schroder, 2011) of the employment and qualification relations of the professors?
of the business and vocational education. Gephi is used to carry out the network analysis of

L If we use the term partial discipline in the following, we assume that this is an established scientific discipline
in the sense of Clark (1972, 1974) (cf. chapter 2). The term subdiscipline, on the other hand, is used when this
stage does not yet appear to have been reached.

2 The data corpus does not currently contain junior professors (W1) and senior lecturs. As a first step, we have
placed them on an equal footing with habilitants. In the future, however, the data corpus is to be extended to all
habilitated scientists (of vocational and business education) with teaching authority (venia legendi) and with
independence in research and teaching (without habilitation) and thus includes private and senior lecturers as
well as junior professors.
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the relevant data of the collective-biographical data corpus. The paper concludes with a short
presentation of our first preliminary® results with the focus on business education® as a part of
VET (cf. chapter 4).

2. Theory

In the centre of this contribution we focus on the stages of scientific institutionalisation from
Clark (1972; 1974). According to this model, every new discipline’s development process
begins with the stages of the “solitary scientist’ and of ‘amateur science’. This development -
which we do not consider here - already took place for the business education in the 19th or at
the transition into the 20th century and for vocational education in the 20th century. For an
empirical analysis of this period, plenty of data on the actors involved and the emerging insti-
tutions are missing, so this process remains a research gap.

The third stage, ‘emerging academic science’, begins with the establishment of chairs at
universities. If the holders of these first chairs succeed, among other things, in establishing a
training programme in the form of a university-based course of study, ensuring stable self-
recruitment from their own young scientists and subsequently promoting a quantitative ex-
pansion of academic discipline, then the fourth stage of “established science’ has been reached
and this is exactly what we are focusing in our current contribution (see figure 1).

(1) The solitary scientist
(no professional organisations, etc.)

(2) Amateur science
(small professional organisations, establishment and perception of trade journals, etc.)

(3) Emerging academic science
(single university professorships, etc.)

(4) Established science

(establishment of a university education program and stable self-recruitment, etc.)

0 (5) Big science

(large professional community)

Figure 1 Clark’s stage model of the institutionalisation process of scientific disciplines and
our focus on the established science, Source: Own presentation based on Clark (1972)

As already quoted at the beginning, Reinisch (2009) explicates in his scientific sociologi-
cal analysis of the vocational and business education that it has achieved the status of an es-
tablished science decades ago. But an empirical examination of Reinisch’s determination of

3 In view of the continuation and completion of the data collection and against the background of an empirical
foundation of generation classification or another grouping or periodisation that is still outstanding, our findings
are to be regarded as preliminary.

* The restriction to business education is to be legitimized on the one hand by an interim research pragmatic
limitation and our work progress and on the other hand by the non-simultaneity of the academic constitution and
the development of business and vocational education (cf. chapter 1).
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the degree of institutionalisation of the vocational and business education or establishment
thesis of the VET is pending.

In his remarks, he not only assigns the VET the status of an established science, but also
marks a period of time in which the transition has taken place. With the term *decades’, which
he has chosen but not specified in more detail, he focuses in our understanding on a period
30-40 years ago, ca. 1970 to 1980. The basis on which he makes this assessment remains
open and implicitly raises the question of whether the VET is actually an established science
or scientific (partial) discipline because Reinisch can only prove this to a limited extent. In
addition, the question arises from which period of time onwards we can consider the focused
VET as an established science or an established educational science (partial) discipline.

Nevertheless, Reinisch was not the only one in the VET who dealt with the development
of his own field. Another well-known representative was Zabeck (2006), who dealt with the
question of generation classification within the VET and distinguished between three genera-
tions. A first generation, whose initial appointment took place before 1955/60; a second gen-
eration from about 1955/60 and a third generation since 1985/90 (Zabeck, 2009a; 2009b).

Against the background of Zabeck’s generational classification, we have based our analy-
ses on a (preliminary) generational span of 30 years®, starting from the first chair for ‘Han-
delsschulpéadagogik und betriebswirtschaftliche Nachbargebiete’ (transl. ‘commercial school
education and commercial science neighbouring areas’) at the ‘Handelshochschule Leipzig’
(transl. “Higher education institution of commerce Leipzig’) and the first professor Karl von
der Aa (1876 - 1937) in 1923, according to prevailing doctrine (e.g. Reinisch 2009). This
makes it possible to carry out the following analyses within the first three generations:

e Generation 1: Initial appointment 1923-1953
e Generation 2: Initial appointment 1954-1984
e Generation 3: Initial appointment 1985-2015
e (Generation 4: Initial appointment after 2016)

In this respect, the research question, we are looking at here, can be concretized as fol-
lows:

(F1) From which generation onwards can VET (resp. business and/or vocational education)
be described as an established science or partial discipline(s) of educational science (in
the sense of Clark, 1972; 1974)?

3. Methods

In order to answer the research question (F1), a collective-biographical data corpus (Schrdder,
2011) was created, in which e.g. data on the academic qualifications and employment rela-
tionships as well as on professional scientific employment (including appointments and de-

> This classification is to be regarded as an attempt in creating meaningful grouping, periodisation or processu-
alisation, which is not only debatable from the perspective of social science research, but also from the histo-
rian’s point of view, as he stands methodically on clay feet like all process-contemplating interpretations of his-
tory and must first prove to be able to reach a consensus through further investigations (Schulze, 2002). Never-
theless, it offers the advantage of systematisation. We also regard the generation classification as provisional,
since the development of a suitable network-analytical method for the empirical foundation of the generation
classification or grouping is still pending.
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nominations) are included. The following data collection strategy (see figure 2) was used to
establish the data set. It is characterised by a complete analysis of easily accessible fundamen-
tal VET sources with extensive biographical information on professors of the discipline. Fi-
nally, missing were determined and complemented by a complementary analysis as far as
possible.

(1) Complete analysis {academic journals}

(2) Complete analysis (academic journal)
DBF (Die deutsche
Berufs- und Fachschule) (3) Complete analysis
(1949-1979) bwp@ (Berufs- und

ZBW (Zeitschrift fur er.tschaf.ts padagogik -
online) (since 2001)
Berufs- und

Wirtschaftspadagogik) (obituaries, laudatia,

(4) Complementary a.
Horn (2003)
Erziehungswissenschaft
in Deutschland im 20.

Dissertation and

(1980-2016) personalia, habilitation theses
. . . commemorative Jahrhundert . .
(obituaries, laudatias, publications, etc.) (Biographical data of Curricula vitae of

personalia, etc.) websites

university teachers)

commemorative
publications

press releases

,Kiirschners Deutscher
Gelehrten-Kalender’

Figure 2 Data collection strategy, Source: Own presentation

Based on this collective-biographical data set, we created a network by the visualisation
and exploration software Gephi (see figure 3). It covers the qualification and employment
relationships of the professors of the VET in the German-speaking area.

Blankertz LN
Czycholl-
Peege Reétz ; inther
3| \
. schidann
\ Flem?g Reinhardt
— G = Seeber
Baumgardt " capaul s 0
. : .
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Figure 3Enlarged detail of a first test plot of the network of VET professors, Source: Own
presentation based on the collective-biographical data set (status: Dec. 2018)

For the visualisation we used the Event Graph Layout (Spekkink, 2016). This enabled us
to arrange the network on the x-axis according to the year of initial appointment and on the y-
axis according to the ForceAtlas2 algorithm (Jacomy et al., 2014) for spatial representation.
The classification of the professors according to disciplines is based on the classification by
‘Kirschners Deutscher Gelehrtenkalender’ (2018). Each network node represents a professor
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and each arrow or pointed edge represents a relation or some relationships to an academic
teacher. The size of the labels of the nodes represents the indegree. So the larger the label of
the node, the more connections due to employment and/or qualification relations of subse-
quent professors are present at this node. The same applies to the arrows. So the larger the
arrow, the more employment and qualification relationships between the professors and their
academic teacher are presented. The dividing dotted vertical line marks the transition from the
second to the third generation (cf. chapter 2).

4. Preliminary results for business education as a part of VET

Clark’s model (cf. chapter 2) focuses on the quantitative development of a discipline, its so-
cial network and the ability to self-recruit. Based on the research question (F1) and against the
background of the Clark stage model, the following four hypotheses® can be derived for busi-
ness education (N=93) as a part of VET (see chapter 1 and footnote 4), which are then to be
examined over the generations G1, G2 and G3.

On the basis of the hypothesis test (H1-H4) over the three generations (G1, G2 and G3)
of the business education, the period during which the business education is established as a
science or (partial-) discipline of VET and educational science can be delimited as follows
(see table 1).

Table 1 Limitation of the establishment period of the business education (over generations),
Source: Collective-biographical data set (status: Sept. 2017)

Gl G2 G3
Hypotheses (1923- (1954- (1985-
1953) 1984) 2015)
(H1) In the progressing establishment process, the
number of the business education professors in- X v v
creases.
(H2) In the progressing establishment process, the )
initial appointment age of the business education X v
rel. stable
professors decreases.
(H3) In the progressing establishment process, the
number of qualification and/or employment rela- X v ()
tionships between the business education profes- expectable
SOrs increases.
(H4) In the progressing establishment process, the
relative share of non-discipline professors who are
in qualification and/or employment relationships X X v
with professors of the business education de-
creases.

Starting from table 1, the establishment of the business education can be located at the
transition from G2 to G3 - i.e. around 1985. In G3, the business education can therefore be
described as an established science or educational science (partial-) discipline within the
frame of the Clark model. This largely corresponds to Reinisch’s assessment (cf. chapter 2).
However, it should be noted critically that this first limitation of the establishment period of
the business education or the partial answering of F1 should be regarded as provisional in

® For a detailed description of the hypothesis test, see Gotzl, Geiser, & Jahn, 2018.
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view of the underlying generational classification, missing and/or incomplete data (in particu-
lar for vocational education) and more comprehensive studies (e.g. in conjunction with publi-
cation analyses). In this respect, we are only at the beginning of our research work and may
have to revise or specify this finding in the future.
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“If 1 had wanted to become an educator, | would have studied it.”1 Career
changers into VET teaching and the implications for the VET teaching pro-
fession in Germany

Peter, Birgit
Technische Universitat Berlin, birgit.peter@tu-berlin.de

Abstract

In Berlin, many career changers teach in VET schools. This article highlights some of the
results of an explorative interview study with career changers. Three types of career changers
can be distinguished. All types of career changers tend to devaluate pedagogy and share an
economistic understanding of VET schools.

Keywords
VET teacher; career changers; teaching profession

1. Introduction

There is a huge lack of teachers in Germany, that also concerns VET schools (Frommberger
& Lange, 2018). To meet this shortage many academics from other fields are being encour-
aged to start a new career as a teacher.

In general people studying to become a teacher do a bachelor and a master that includes
their two subjects, teaching methodology and educational sciences at university before start-
ing their internship that takes 18 months and that is accompanied by the senate administration
for education. In the end they complete with a state examination. In subjects that lack teach-
ers, graduates of that subject can directly start with their internship. During their internship
they already teach 19 lessons per week — without any preparation2. Almost all VET subjects
lack teachers at the moment.

In the school year 2017/2018 22.3% of the new teachers at VET schools were career
changers (Senatsverwaltung, 2018). Although this is a considerable number there is very little
knowledge about the situation and the different backgrounds of these teachers who did not
attend university’s teacher training. To put it in the words of Tenberg: They are the “stepchil-
dren” of VET teaching (Tenberg, 2015).

In this small explorative study, we wanted to know how career changers at VET schools
in Berlin perceive their situation. What is their understanding of professional teaching and
does this have implications for the professionalisation of VET teachers in general? Is there a
danger to undermine the classic path towards VET teaching which seems to be cause for con-
cern especially for representatives of the university teacher training (Frommberger & Lange,

1Wenn ich P&dagogin hatte werden wollen, hétte ich das studiert.* Quotation from an interview
The senate administration for education, youth and family recently introduced a 7 day course to pre-
pare career changers for teaching.
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2018; Tenberg, 2015)? On the other hand, we wanted to know; Who are these career chang-
ers? As there is an ongoing lack of teachers it might be helpful to know something about them
in terms of educational aspects of recruitment.

2. Methodical Approach

Although there are many career changers in German VET schools, there is surprisingly little
research. There are few studies on school management (FalRhauer & Jersak, 2013; Tenberg,
2015) but as far as we know, there are no studies focussing on the career changers themselves.

In the present study, we interviewed nine career changers. They all have degrees in a
technical discipline and work now as teachers at a VET school in Berlin. They were about to
start their internship or have successfully completed it in the past. Access to them was realised
through the school managements. The interviews were analysed by the team of our depart-
ment, Prof. Dr. Kirsten Lehmkuhl, Dr. Marcus Eckelt and me, based on Grounded Theory
(Glaser & Strauss, 2005 [1967]; Strauss & Corbin, 1996). To validate our results, we did an
expert interview with a director of the internship.

3. Results

3.1. Types of career changers into VET Teaching

In our analysis we found three different types of career changers that differ in their profes-
sional biography but also in other dimensions.

3.1.1. Younger Beginner

This type is not only younger than the others but has also done a vocational training in the
field where they now work as a teacher. They have studied at a university for applied sciences
before becoming a teacher.

The internship with its seminars, the pedagogical culture and the academic habitus seem
to be a challenge for this type. However, they highlight the proximity and familiarity with the
pupils. In terms of social class relations, this type clearly experienced social advancement. As
a teacher there is a relatively high and secure income plus a comparatively high prestige. On
the other hand that type does not have to change the own manners and can still be around the
pupils that mainly represent working class. So, one could say that type manages to arrange the
advantages of both social classes.

3.1.2. Older Changer

After the studying engineering this type has worked a while in private enterprises. Often, they
started a business. They were suffering from precarious situations and hence decided to
change. This type is especially looking for financial security and planning capability that an
employment as teacher offers.

The older changer emphasises their experiences in the labour market and entrepreneurial
spirit and considers this as the advantage for teaching in VET schools.

Talking about students, this type tends to take a parental perspective.

This type was quite multifarious in our analysis. In future studies it might be worth con-
sidering subcategories.

3.1.3. Academic Dropout

This type of career changers did their doctorate and did research and teaching at university.
Due to the unattractive working conditions for non-professorial teaching staff at university,
which only offer temporary employment, the academic dropout is also looking for planning
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capability. This type feels familiar with the contents and the habitus of the internship and also
talks about good relations to the school management.

The VET system and the students are a terra incognita to them. They tend to be actively
distanced from their students.

In the academic hierarchy, a person with a PhD is above a Master of Education. There-
fore this type accepts a social decline in exchange for financial security and planning capabil-

ity.
3.2. Two thesis on the implications for VET schools in Berlin

Although the career changers differ in several aspects, there are some topics running through
all the interviews.

3.2.1. Career Changers tend to devalue pedagogy

With a background in engineering/natural sciences and experiences in enterprises, career
changers often refer to their knowledge as more significant than a solid teacher training. They
do not recognise pedagogy as an actual academic discipline. In this perspective, professional-
ism is not based on being aware of the antinomies in teaching practises and reflecting them
(Helsper, 2004). The quotation in the title ,,If | had wanted to become an educator, | would
have studied it.” reflects a self-conception as VET teacher, that does not include pedagogy as
an important component.

There are also some indicators that the career changers have not a precise concept of what
teaching methodology is. Amongst career changers, the request for recipes and clear guide-
lines seems to be high.

3.2.2. Career Changers abet an economistic understanding of VET schools

Career changers talk about schools in economic terms. They describe schools as enterprises
with a reform bottleneck. And they present themselves as high performance employees in
contrast to their colleagues who think, discuss and reflect too much and therefore cannot
achieve as much as they do. Furthermore students are often referred to as clients.

The comprehension of market economy as the standard of comparison for schools con-
flicts with the ethos of the pedagogical profession (Radtke, 2006). Humanist ideals like em-
powering the less privileged or enhance social justice cannot be found in the interviews.

This understanding of professionalism coincides with the concept of New Professional-
ism. In this model of teaching professionalism, the emphasises lies on customer orientation,
efficiency, quality management and competition. Research in Great Britain has also shown
that this concept is quite popular among career changers (Terhart, 2011).

4. Concluding remarks

The question arises how the quantitatively large presence of career changers has a long-term
effect on VET schools. For this purpose, further investigations are required in order to exam-
ine the here presented types in more detail.

In this explorative study we found career changers who report about satisfaction in their
new career. As Berlin is recruiting an increasing number of career changers, this is one impor-
tant finding: Engineers and natural scientists can become pleased VET teachers.

We found different three types of career changers. A better knowledge of them and their
perspective is necessary to adapt the internship adequately and reflect these differences. How
can the distance between career changers and their pupils on one hand and the distance be-
tween career changers and their colleagues and school management on the other hand be re-
duced?
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In terms of recruitment it might be of interest, that financial security and planning capa-
bility are the main motives for a career change. Although we know, that initial career satisfac-
tion correlates with altruistic motivations (Watt, 2012), these pragmatic motivations domi-
nated our interviews.

Considering the implications for the VET teaching profession we can observe some chal-
lenges.

Because of the enormous lack of VET teachers, the way for career changers is getting
easier - sometimes even easier than the classic way of becoming a VET teacher. What will be
the long-term consequences?

In the end, career changers bring up the question: What are VET schools there for? Is it
only about knowledge transfer and prepare students for the labour market? Or is there an edu-
cational mission that reaches beyond that?

Since there is no end to the shortage of VET teachers, the training of career changers
should be made evidence-based, so as not to forego pedagogical professionalism in favour of
a quick compensation for the lack of teachers.
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Abstract

Drawing from research on formal, informal and nonformal learning this paper studies oppor-
tunities for learning and career development after initial VET of 762 employees in Switzer-
land. It is explored, a) whether typical career profiles exist that are characterised by different
potentials for learning and career development; b) whether profile membership can be
predicted by development-oriented work values and individual resources; and ¢) how em-
ployees in different profiles evaluate their career. Results from latent profile analyses sug-
gested four profiles which differ regarding the opportunities to learn in work, to engage in
further training and to advance in the organisation. Individual resources and especially the
level of formal education predicted profile membership only weakly. Employees in high po-
tential profiles were more satisfied with their job and career than employees in low potential
profiles. The results advance a more integrated view about learning and development oppor-
tunities in the early professional career.

Keywords
learning opportunities; career development; further training; advancement

1. Introduction

For organisations and individuals, it has become crucial that employees learn continuously
throughout their career (London, 2011). Engagement in higher education and continuous
training and learning contributes to their productivity, enhances their employability, and pre-
pares them for future jobs and positions (Noe, Clarke, & Klein, 2014). It is instrumental for
positive career development and a core characteristic of a meaningful and sustainable career
(De Vos, Van der Heijden, & Akkermans, 2018).

Organisations can promote and facilitate their staff’s learning and development in a
number a ways. First, they can support current employees to take up higher or further voca-
tional or academic education in formal settings. Second, they can foster non-formal learning
by offering short-term training courses, which aim at developing employees’ job-specific vo-
cational competencies. Third, they can promote learning in work, on-the-job and informally,
through assigning their employees challenging tasks and high job autonomy. Finally, they can
motivate employees to engage in formal, informal and non-formal learning by offering oppor-
tunities for advancement in the firm. In today’s rapidly changing world, organisations need to
invest more in non-formal, informal, and self-directed learning to remain competitive and to
attract and retain talented employees (Allen, Bryant, & Vardaman, 2010; Sessa & London,
2006). Opportunities for learning and career development, and participation in learning activi-
ties vary considerably between organisations, occupations and workplaces (Billett, 2001).
Kyndt and Baert (2013) showed, e.g., that employees participated more often in formal and
informal learning if they worked in demanding jobs and bigger firms with established learn-
ing cultures and career support systems.
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Whether a person can build a learning- and development-oriented career also depends on
his or her individual resources and work values (N&gele & Stalder, 2019). Individuals with a
high motivation to learn, higher levels of formal education, higher career aspirations, higher
self-efficacy beliefs and a self-need for improvement and competence development are more
likely to identify, create and use opportunities for learning at the workplace or outside (Kyndt
& Baert, 2013; Négele & Stalder, 2019). Learning corresponds to a basic need of individuals
(Ryan & Deci, 2000), and it has been shown that employees are more satisfied, if their jobs
and careers match their interests, aspirations and life situations (Spurk, Hirschi, & Dries,
2018).

Research has investigated typical career patterns including periods in education, em-
ployment, and unemployment (Kovalenko & Mortelmans, 2014), how socio-demographic
variables predict career types (Biemann, Zacher, & Feldman, 2012), and how career types
influence objective and subjective career outcomes (Schellenberg, Krauss, Héttich, & Hafeli,
2016). Most of these studies have focused on formal education while neglecting other types of
learning opportunities. Other researchers have explored how learning opportunities in the
workplace influence the attainment of higher professional and academic degrees (Nagele,
Neuenschwander, & Rodcharoen, 2018), or how engagement in formal and non-formal educa-
tion and training is related to career achievement and advancement (Ng, Eby, Sorensen, &
Feldman, 2005). Most of these studies have been variable-oriented. Following Eye and Bogat
(2006) | argue that it is necessary to use a person-oriented approach to advance a more inte-
grated view about patterns of learning and career opportunities after IVET.

Using data of former IVET-learners, this paper explores, whether:

1. Typical career profiles are found that are characterised by different potentials for learning
and career development;

2. Development-oriented work values and individual resources can predict profile
membership;

3. Employees with specific career profiles differ in their career evaluation.

2. Method

Data. The analyses are based on a subsample of 742 employees (male 46.4%), who had fin-
ished an initial VET programme until 2005 and had participated in the written survey of the
youth survey TREE® in 2014 and at least two out of the panel waves in 2005, 2007 and 2010
(Stalder, Meyer, & Hupka-Brunner, 2011).

Measures. Career profiles were built using three indicators that measured learning oppor-
tunities in the workplace, possibilities for further training, and opportunities for advancement
to higher positions in 2007, 2010 and 2014 (Stalder et al., 2011). Development-oriented work
values (e.g., to find it important to have a job with many opportunities to learn) and individual
resources (self-efficacy, self-esteem, persistence, occupational commitment, educational
level) were measured at the end of the apprenticeship (2003/2004) and in the first years of
skilled work (2005/2006). The educational level was assessed by the cognitive requirements

! The Swiss panel study TREE (Transitions from Education to Employment) is a social science data infrastruc-
ture mainly funded by the Swiss National Science Foundation (SNF) and located at the University of Berne.
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of the IVET diploma (Stalder, 2011) and the enrolment in higher professional or academic
education.

Analyses. First, to group careers into an optimal number of profiles, latent profile analy-
ses were run. Second, using logistic regressions, it was tested whether development-oriented
work values and individual resources at the end of the IVET-programme (step 1) and in the
first years of skilled work (step 2) predict profile membership. Gender was introduced as a
control variable. Third, a multivariate general linear model was run to test whether profiles
differ regarding job and career attitudes in 2014.

3. Results

3.1 Career profiles

Solutions with two to five profiles were compared. Based on the sample-sized adjusted
Bayesian information criterion, the parametric bootstrapped likelihood ratio test, and the
Vuong-Lo-Mendell-Rubin likelihood ratio test, the four-profile solution was chosen

2007 2010 2014 2007 2010 2014 2007 2010 2014

Learning in work Further training Advancement
Profile 1 : high potential -=-&--Profile 2: medium potential
—i— Profile 3: low potential —&@— Profile 4: low to high potential

Note. Np1=342, Np =203, Np 3=84, Np ,=113; response scale: 1 (low) to 4 (high)
Figure 1  Career profiles with different potentials for learning and development

The profiles vary considerably regarding the learning opportunities in the workplace, and
strongly in terms of possibilities of further training and advancement offered by the employer
(Figure 1). Profile 1 (“high potential”, 46.1% of the workers) is marked by a high potential for
learning and career development. Former IVVET-learners worked in jobs and firms that offered
many opportunities for learning in work, further training and advancement to higher positions.
Profile 2 (“medium potential”, 27.4%) is characterised by similarly high learning opportuni-
ties in work but decreasing possibilities for further training and advancement between 2007
and 2014. Profile 3 (“low potential”, 11.3%) describes careers with very limited opportunities
for further training and advancement in the company. Profile 4 (“low to high potential”,
15.2%) shows a low potential for learning and career development in 2007, with a substantial
improvement in the years 2010 and 2014.

Many of the employees had taken up a job in another occupation (38%) or firm (79%) be-
tween 2007 and 2014. Workers in profile 4 had changed the occupation more often (59%)

CROSSING BOUNDARIES IN VET 2019



18

than those with other profiles (P1: 38%, P2: 31%, P3: 28%), and nearly all of them (96%) had
moved to another employer (P1, P2, P3: 76%). Until 2014, workers in profiles 1 (40%) and 2
(31%) had obtained more often a higher professional or academic degree than those in pro-
file 3 (14%) or 4 (16%). High potential career profiles were more common for males (P1,
54%; females: 39%) while females had more often a low potential career (15%; male: 8%) or
a low to high profile (18%; male: 12%).

3.2 Prediction of profile membership

Individual resources at the end of the apprenticeship (step 1) could only weakly predict profile
membership. When adding predictors from the first years in job (step 2), membership in pro-
file 1 could be predicted by development-oriented work values, occupational commitment,
self-efficacy and self-esteem. Workers were more likely to have a high-potential career, if
they found it more important to have a job with many learning and advancement opportuni-
ties, were more committed, and reported higher levels of self-efficacy and self-esteem. Mem-
bership in profile 2 (medium potential) was only predicted by lower levels of self-efficacy,
membership in profile 3 by a lower level of education (no tertiary education). Membership in
profile 4 (low to high potential) was predicted by a lower occupational commitment at the end
of the apprenticeship and lower development-oriented work values.

3.3 Evaluation of career

Workers in the profiles differed strongly regarding their job- and career-related attitudes in
2014. Employees that had been in jobs with a high potential for learning and career develop-
ment (profilel) were more satisfied with their job and their career, and more committed to-
wards their occupation and their organisation than those of the other profiles. Employees in
low potential jobs (profile 3) were least committed and satisfied. Workers who had changed
to a more favourable situation (profile 4) evaluated their career more positively than workers
in profiles with an overall medium potential (profile 3).

4. Conclusion

In today’s complex and fast-changing world non-formal and informal learning has become
vital for an individuals’ positive career development (Sessa, 2006). Organisations need to
support, facilitate and foster continuous learning and development of their staff; individuals
need to recognise and seize opportunities for learning. This paper aimed at broadening the
picture of career patterns in the early professional career of former IVET learners. The results
show that most of them managed to secure a career with good learning opportunities in the
workplace, while opportunities for non-formal learning and advancement seem to be limited.
This might be typical for the careers of former IVET learners or the Swiss labour market
(Schellenberg et al., 2016). Development-oriented work values and individual resources at the
transition from IVET to the first years in job predicted later careers only moderately. This
could indicate that careers can only be planned to a limited extent in advance and that career
interests change greatly depending on the given opportunities (Billett, 2001). Further research
might investigate, how changes in work values, individual resources and opportunities for
learning and career development are interlinked, and how they jointly contribute to positive
career outcomes.
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Abstract

Vocational orientation is a task that is part of the educational mission of general education
schools in Germany. The implementation of this task continues to prove difficult. There are
various reasons for that. For example, the cross-sectional task has yet to be anchored in many
federal states in the curriculum. Also, many teachers face this task sceptical, partly because
they do not understand its scope and significance yet and partly because they do not feel pre-
pared sufficiently for it. This article takes up a research desideratum in which the teachers’
perspective on the school field of “Vocational Orientation” (VO) is represented. Subjective
assumptions and theories of teachers regarding this area of action are considered. Addition-
ally, besides a positioning in the scientific discourse, the results of a qualitative interview
study will be shown.

Keywords

career choice decision; career and higher education guidance; career guidance teachers; be-
liefs of teachers

1. Introduction

Embarking on vocational training or higher education is usually preceded by a long process of
choosing a career in which the individual balances his or her personal interests, aptitudes,
talents, values (which are generally determined by his or her family) and plans for life against
the requirements and demands of the world of work (BuRhoff 1992). In the light of high
dropout levels from vocational training and higher education and a high number of young
people in what is known as the “transition system” [between school and vocational training],
demands for general-education schools to support and mentor young people in the career
choice process have been being raised in Germany for years.

Vocational orientation has been more or less explicitly anchored as a task of school in the
school laws of the individual federal states. This task has been concretised in administrative
regulations and decrees specific to them, but in many places there is still no binding curricular
anchoring of this cross-sectional task.

The theoretical and/or empirical concepts for the design and implementation of school-
based vocational and study orientation that have emerged in recent years from career choice
and career orientation research (cf. Butz 2008; Schudy 2008; Driesel-Lange et al. 2011; Kay-
ser 2013) have not been taken up by education policy yet. Only a few federal states have cre-
ated binding standards with regard to the objectives and contents of "vocational orientation"
for years 5-10 and 7-12.
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A recent recommendation by Germany’s Standing Conference of Ministers of Education
and Cultural Affairs proposes that, regardless of school type and the type of programme being
pursued, careers education should be part of the curriculum at ISCED levels 2 and 3 in every
school (KMK 2017).

2. Teachers as Career Mentors?

In academic discourse, teachers are ascribed a central role in the implementation and the de-
sign of school-based vocational and study orientation (Kayser 2013, p. 9; Dreer 2013, p. 150
ff.; Nentwig 2018, p. 79 ff.). On the one hand they have direct contact with young people be-
cause of their work. They experience and accompany them over many teaching hours, months
and years. There also exist (more or less intensive) contacts to the parental homes. On the
other hand, teachers are the "Makers" (Dreer, Driesel-Lange & Schindler 2011, p. 7) of school
and vocational orientation, i. e. they shape school and teaching primarily responsibly and in-
dependently. That means: If teachers are aware of the task of "vocational orientation™ and also
pursue it, they can set appropriate priorities. Ideally, teachers - in the course of imparting spe-
cialist knowledge and technical skills - continuously encourage pupils to think about them-
selves and their life plans and to deal with topics that are relevant for life after school (cf.
Deeken & Butz 2010). Furthermore, they provide insights into the world of work and occupa-
tion within the framework of a wide variety of vocational and study orientation measures, and
provilde impetus for individual school career planning and for the selection of follow-up op-
tions™.

Overall, little is known about which attitudes teachers have with regard to the task of de-
signing and implementing school-based vocational and study orientation or which beliefs they
have concerning this matter.

3. Beliefs of Teachers in the Area of Action of “VVocational Orientation*

Teachers act on the basis of a complex structure of convictions, values and motivations on the
one hand and knowledge and skills on the other (cf. Nentwig 2018, pp. 120 & 133). The latter
are the result of a multitude of formal, non-formal and informal educational processes. Beliefs
are complex, quite permanent, mental structures that comprise a person's knowledge of a spe-
cific object or domain and are stored in long-term memory. These structures incorporate find-
ings from training and further education as well as individual everyday experiences in equal
measure. Beliefs fulfil similar functions as scientific theories - they serve, for example, to
explain certain facts or forecast developments. In contrast to scientific theories, they do nei-
ther necessarily exist explicitly and are not intersubjectively valid, nor are they subject to any
quality criteria. They can be changed by experience (cf. Dann 1983, p. 80; Groeben, Wahl,
Schlee & Scheele 1988, p. 17 ff.). It is of enormous importance that beliefs guide and control
action. This means that teachers act in schools and lessons on the basis of more or less con-
scious beliefs.

The subjective theories teachers have about the school field of action of "vocational ori-
entation” have so far hardly been investigated. Here, there is an obvious desideratum of re-

! "Kein Abschluss ohne Anschluss" [No degree without a connection] is a very popular statement

which expresses that the school objective of leading pupils to a (good) school leaving certificate,
which has often been the case up to now, falls short of the mark. Rather, it is a matter of sounding
out individual connection options and pursuing them.

CROSSING BOUNDARIES IN VET 2019



23

search which - against the background of the importance of subjective theories for the imple-
mentation of the school task - is unsatisfactory.

The following remarks represent a first approximation to this field of research. The find-
ings have been generated within the framework of the project Selbsterkundung und Férderung
individueller Entscheidungen (SELFIE) [Encouraging Self-Exploration and Individual Deci-
sion-Making among Pupils]. Within the project duration (2017-2019), teaching materials for
vocational orientation in grades 7, 8 and 9 for schools in Mecklenburg-Western Pomerania
(Germany) were and are being developed. In order to ensure the implementation and use of
these materials, the accompanying research aims in particular at the current practice of
school-based vocational and study orientation. In the first year of the project, qualitative,
guided expert interviews were conducted with responsible teachers and school management.
Figure 1 provides an overview of the focal points and structure of the scientific accompanying
research. For this article, the data from the first interview survey (July 2017) are used.

~
4 SCIENTIFIC ACCOMPANYING RESEARCH SELFIE: 2017-2019
|
Focal Points of the Survey Methods Results 2
Accompanying Research (Selection) E s
ES
practice of school-based = guideline-based expert = communicatively validated g2 3
vocational orientation at interviews school portraits b &
model schools = document analysis ;g
gD
beliefs of teachers for the = quideline-based expert = statements on complexity g3
design of vocational interviews and content of subjective 3 3
orientation theories o8
izl S ELHIE B ) ?nlisrililg\i-sbased et ] ggtrzsl}uor:l:ggtfcl;fnt?lzrconce t E’ Lé
SELFIE Tasks, SELFIE T d pk P =5
Development = questionnaire and tasks 2
= workshop with school principals Sw
" devel nt for = group discussion = statements on the impact of B E
competence deveiopment fo = questionnaire the SELFIE impacts £ 5'20
pupils E
6]:)
- —4
Fig. 1 Overview of scientific accompanying research in the SELFIE project

At the beginning of the project, the focus of the accompanying research was on the question
of how the practice of school-based vocational orientation presents itself at the schools par-
ticipating in the project (n=12) and which framework conditions for the development and im-
plementation of the SELFIE materials have to be considered. In this context, the beliefs of
teachers regarding the design of school-based vocational orientation were also of interest.

Research questions were, for example:?

2 Due to the limited scope of the text, only selected results can be presented in the context of this arti-
cle. For a comprehensive assessment of the interview materials, please refer to the project documen-
tation, which will be published at the end of 2019.
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= What are the backgrounds of experience and knowledge on which teachers argue when
they talk about the design of vocational orientation at their school?

= What objectives should school-based vocational orientation pursue from their point of
view?

= What challenges and limits do they see in the design and implementation of vocational
orientation?

In the summer of 2017, 12 qualitative, guided expert interviews were conducted with
school principals and teachers. Figure 2 shows the interview survey in greater detail.

/
OVERVIEW INTERVIEW SURVEY | (2017)

qualitative, guided expert interviews
survey method (Helfferich 2014, pp. 557-594; Glaser & Laudel 2010)

12 interviews with actors from 12 model schools

respondents = represented school types: 7 regional schools, 3 special schools, 1 grammar
school and 1 school centre with a regional school and grammar school

= Actors: 12 teachers, 6 members of (deputy) school management, 3 socio-
educational specialists

: July 2017
time of survey

complete transcription of audio recordings (medium accuracy)

data processing (Dresing & Pehl 2015, p. 17 ff.; Fuchs-Heinritz 2009, p. 285 ff.); coding with the help
of MAXQDA (Kuckartz 2010)
category-based content analysis
analysis method (Glaser & Laudel 2010, p. 197 ff.; Kuckartz 2016, p. 63 ff.)
Fig. 2 Overview of the interview survey

The interviewed teachers are those we work within the SELFIE project, i.e. with whom
we develop and test the SELFIE concept and the set of exercises. The teachers are employed
at 12 schools spread across the federal state of Mecklenburg-Western Pomerania. Seven re-
gional schools, three special schools, a grammar school and a school centre with grammar and
regional school sections are represented. The interviewees differ regarding their functions and
tasks at the respective schools. Among the respondents (n=18) there are six persons who be-
long to the school management. Eight teachers teach the subject of Arbeit-Wirtschaft-Technik
[Work-Economy-Technology] and the same number are subject teachers for other disciplines.
Ten of the persons state "vocational orientation” as an explicit additional task of their voca-
tional activity. At the date of the survey 14 of these persons were members of the SELFIE
work group, which is actively involved in the development and implementation of SELFIE.
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3.1 Relevant Experience Backgrounds and Proficiency of Teachers for Vocational Ori-
entation

Beliefs develop from different experiences and insights. So the question is: Which experi-
ences do the teachers have for vocational-orientation work at school?

In the interviews, four persons explicitly refer to VO-related ranges of experience deriv-
ing from their own vocational training or professional practice preceding the teacher occupa-
tion. One person reported the completion of a teacher internship. Especially the insights into
the world of work apart from school and university can be regarded as important resources for
the realization of VO-activities.

The main reference for designing vocational orientation, however, is the interviewees’
current school-based activity: They refer to the implementation of the framework curriculum
for the subject Arbeit-Wirtschaft-Technik [Work-Economy-Technology], their activity as a
VO-contact teacher, the preparation and follow-up of the students’ internships, the organiza-
tion and implementation of other VO-measures. In other words: The teachers apparently ac-
quire their knowledge within the framework of their present tasks, thus "learning by doing".
Regarding further education, the teachers, if at all, participated in specific VO-trainings or -
offers (e.g. for the portfolio “Berufswahlpass™ or the program “Lions-Quest”). Only one per-
son received further training in the field of vocational orientation during their teacher training
by attending a relevant certified course — albeit with premature exit. The teachers do not have
any relevant and comprehensive education and training to prepare them for these activities.
Nor do they mention the consultation of specialized literature or the like in the interviews.
This does not necessarily mean that the teachers have not used these forms of gaining knowl-
edge yet. It seems, however, that these forms of dealing with the subject were not perceived
as sufficiently significant.

3.2. Objectives of School-Based Vocational Orientation

Teachers were asked to name the objectives that should underlie the design of school-based
career guidance. It can be anticipated that the teachers do not explicitly refer to (current) find-
ings in career choice or career orientation research, but rather carry out their individual
thoughts and assumptions. The following objectives were named:

e To motivate pupils to deal with their own career choices,

e To foster the pupils’ development of personality and to strengthen their self-concept,

e To enable pupils to make informed and realistic career choices, including plan B and plan
C,

e To lead the pupils to a successful school-leaving certificate and to prepare the transition
to the next stage of life.

This catalogue of objectives reflects essential goals and contents that are being discussed
in the current discourse. However, a differentiated analysis shows that not all teachers have a
comprehensive understanding of school-based vocational orientation work, but rather refer to
individual aspects. A detailed presentation of the results is unfortunately not possible in this
contribution due to the text limitation.

3.3. Challenges and Limits of School-Based Vocational Orientation

The original plan was to ask teachers about the concrete implementation of school-based vo-
cational orientation, to record their expertise and to reconstruct the subjective theories under-
lying expert knowledge. However, the interviews revealed that the teachers used a compara-
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tively high proportion of the interview time to identify the manifold, subjectively significant
challenges and limits of school-based vocational orientation. This was initially a surprising
finding for us: Instead of answers from practice, we received questions from practice. The
following questions turned out to be particularly urgent:

e What do teachers need to know and be able to do? This question was posed by the teach-
ers both with regard to the different contents of vocational orientation (knowledge of oc-
cupations, labour markets, etc.) and with regard to the heterogeneous body of pupils
(support of pupils who lack communicative or social skills or pupils who are physically
or psychologically impaired).

e What is the task of teachers in the career choice process, what are the tasks of other actors
(career counsellors of the Federal Employment Agency, parents, school social workers,
etc.)?

e How can cooperation with heterogeneous parental homes be successful?

e How can vocational orientation be integrated into school when there is no (additional)
time for it?

In view of the extremely complex and demanding task of professionally accompanying
young people in their choice of career, these questions are not surprising. However, it is clear
that there is an enormous need for support and guidance on the teachers’ part.

4. Summary and Outlook

The investigation and analysis of the subjective theories of teachers in the field of vocational
orientation is an important field of research. The beliefs of the interviewed teachers prove to
be variously complex and differentiated. While some teachers have an elaborated set of
knowledge and can build up a nuanced argumentation on VVO-specific questions, other teach-
ers seem insecure. According to their own statements, they lack the knowledge and know-
how to shape school-based vocational orientation. There is a clear need for special support,
which must be met by education policy and the responsible Ministry of Education, among
others.
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Abstract

Vocational education and training (VET) is considered a strategic pathway for tackling early
leaving, improving young people’s educational level and their opportunities for gaining ac-
cess to the job market. This work contributes to VET research line through the description of
the personal and academic profile of all those students who are involved in itineraries of sec-
ondary VET according to the multidimensional construct of student engagement. Focused on
a sample of 761 young people who, during 2014-2015 academic year, were involved in Cata-
lan VET programmes of level 2 (hamed CFGM) of Barcelona city and its surrounding area,
results show a young people’s ‘non-controversial’ personal and academic profile. This first
approach to these youngsters’ profile contribute to a better knowledge and understanding of
why they have decided to enrol in VET pathways, and if they want to continue or leave them.

Keywords
student engagement; VET pathways; early leaving; young people

1. Introduction

The rate of Spanish early leavers is characterized for being one of the higher rates in the
European context (MECD, 2015, 2017). VET is being considered a strategic pathway for
tackling early leaving, improving the educational level of young people and their opportuni-
ties for gaining access to the job market (CEDEFOP, 2016a, European Commis-
sion/Eacea/Eurydice/Cedefop, 2014, OECD, 2014). In this respect, development of studies
and researches on VET becomes strategic.

This work, which is the initial phase of a longitudinal research on VET that is working,
wants to contribute to VET research line through the description of the profile of all those
students who are engaged in VET programmes of level 2 (hamed CFGM) in the Catalan con-
text.

The aim is to achieve a better knowledge and understanding of the profile of all those
students who are involved in these itineraries of secondary VET, focusing on their features
(personal variables, sociodemographic characteristics, economic situation, health state, etc.),
motivations for choosing the VET track, their educational and professional expectations, to
name a few. Likewise, the analysis of these students’ profile has to be done also from the per-
spective of policies on tackling early school leaving (Abiétar-Lopez, Marhuenda-Fluixa, &
Navas-Saurin, 2017; Cedefop, 2016b).
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As we can see hereinafter, results show a young people’s profile in Catalan VET pro-
grammes characterized by a ‘non-controversial’ personal and academic profile. Nevertheless,
despite this “positive’ profile, it is highlighting the presence of variables that could be “criti-
cal’ such as health perception, economic situation, or factors that determine their possible
intention of leaving VET studies.

This first analysis and description of these youngsters’ profile contributes to a better un-
derstanding of the reasons because most of these young people decide to enrol in these VET
pathways and because they want to continue or leave them.

2. VET in the Spanish education system

Understanding better VET in the Spanish education system leads us to show here the main
characteristics of the education system in Spain.

Since the 2014-2015 academic year, LOMCE (2013) is the Educational Act that regulates
Education in Spain. This Educational Act regulates all the educational system that is charac-
terized for having compulsory and non-compulsory educational stages.

Compulsory education is offered from primary schooling (compulsory education of 6
years addressed to learners aged 6 to 12) till the end of lower compulsory secondary educa-
tional (ESO in Spanish) —this is the last stage of compulsory education comprising four aca-
demic years from 12 to 16 years old—.

Non-compulsory education is offered in different educational stages. We could talk about
two non-compulsory phases. The first one is childhood (for children aged 0 to 6 years). The
second one is high school (Baccalaureate) and/or VET studies (basic —FPB in Spanish and
PFI in Catalan—, intermediate -CFGM in Spanish— and higher VET programmes —CFGS in
Spanish—).

The access to this second non-compulsory phase is after graduation in ESO. When learn-
ers end ESO, they receive the lower secondary education certificate (ESO diploma) which
gives access to high school, intermediate VET or the labour market.

Intermediate VET (CFGM) in Spain is formed by 26 vocational families and run in a 1-
year or 2-year programme (depends on the programme) between 1,400 and 2,000 hours of
training. This training period is also divided between the formative centre and the workplace.

It is worth saying that traditionally, VET pathway in the Spanish context has been a sec-
ond chance in front of the academic one (Baccalaureate and University). However, in the last
years the number of students’ enrolment in VET itinerary has increased, due to the fact of the
improvement of VET attractiveness, although despite this growth in VET enrolment, the
number of students who opt for academic pathway is still higher than the number of students
who opt for VET (Sancha & Gutiérrez, 2016). This data lead us to conclude that although the
improvement is evident, it is needed to continue working on the visibility and attractive of
VET.

3. Method

Data came from the application of a questionnaire that was designed based on the multidi-
mensional construct of student engagement. Its design takes into account other instruments
such as SEI —Student Engagement Instrument— (Appleton, 2012), TEDP —Trousse d'évalua-
tion des of décrocheurs potentiels— (Janosz et al., 2007), Social Support Scale (Landeta &
Calvete 2002), MSPSS questionnaire (Zimmet, Dahlem, Zimet y Farley 1988), FMC-Q
—Questionnaire of family motivation— (Alonso, Simén & Asensio, 2013), studies of VET
leaving in France (Lannegrand, Cosnefroy & Lecigne, 2012), Denmark (Tangaard, 2013) and
Australia (Callan, 2005), and study of social support for school engagement (Wan & Eccles,
2012).
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The instrument has four dimensions although this work is focused only on personal and
academic one. This dimension is integrated by personal, social, demographic, family and eco-
nomic variables —see age, gender, immigrant condition, family situation, health, economic and
work situation, etc.—, and by academic variables linked to current studies, itineraries, and
school biography —see repetition rates, previous school situation, access paths to VET studies,
reasons for the choice of studies, intention and reasons for abandonment, etc.—.

The questionnaire was submitted to an external validation —14 external experts validated
the instrument— and an internal validation —internal consistency was measured with reliability
analysis—, and was authorized by the ethic committee of research from University of Illes
Balears.

After this previous validation, the questionnaire was applied to a sample of 761 young
people who, during 2015-2016 academic year, were involved in Catalan VET programmes
(CFGM) of Barcelona city and its surrounding area (Badalona, Sant Adria, Hospitalet and Sta.
Coloma). The application of the questionnaire had the authorization and consent of educa-
tional centres and family and/or tutors of all those young people under aged.

Data were subjected to descriptive statistical exploitation —frequencies of the analysis di-
mension— through the statistical package for the social sciences SPSS (17.0 version).

4. Results

Results show a sample of young people in CFGM programmes where males (66.3%) are more
representative than women (33.7%). Likewise, 65.4% of these young people are domestic
youths (65.4% were born in Catalonia), being 30.7% of them foreign youngsters who were
born in other countries of European Union (69.3%) and Central and South America (20%).
80% of the sample are young people aged less than 20 years and 91.6% of them live with
their parents. Likewise, 87.5 of these young people say not to be working.

Regarding their parents’ profile, about 60% were born in Catalonia, 45% have compul-
sory studies, 25% non-compulsory secondary studies, and 72% are working.

About their economic situation, 60% of these young people say not to have or only have
some economic difficulty. Despite this percentage, it is worth noting that 23.4% recognise
medium economic difficulties and 17.7% recognise lots economic difficulties.

In regards with their health perception, 87.3% of these young people have a good health
perception although it is highlighting identify some group of youths with diseases like depres-
sion, anorexia, bulimia, etc. (18.4%) or some addictions like alcohol, drugs, game, etc.
(13.1%).

Focusing the attention on their academic variables, 74.1% of the sample have secondary
compulsory studies ended and this has been their access pathway to the CFGM programme.

Taking into consideration some previous academic variables such as repetition rates or
expulsion from school, it is worthwhile noting that 47.8% repeated ESO and 13.2% repeated
primary studies, and that 26.7% were expulsed from school, being 90.1% of these expulsions
temporary.

Regarding the current VET studies, young people of this sample are involved in CFGM
programmes, which most representative professional families are administration (10.4%),
commerce and marketing (10.2%), IT (18%), health (13.4%) and hospitality sector (9.5%).
About their reasons for accessing to these studies, 61.1% argue they like these studies. Like-
wise, 50.7% say someone recommended these studies to them. The main recommendation
sources are families (50.3%), friends (35.8 %), teachers (27.1%) and counsellors (18%).

To conclude, it is worth noting young people’s intention of dropout their current VET
studies. 74.2% of them say not to have any intention of leaving their studies although 25.8%
say that yes. The main reasons for leaving these studies are personal reasons (30.7%) and
learning difficulties (39.1%). In addition to these reasons, they also point out others such as ‘I
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don’t like it” (16.7%), ‘It is difficult’ (19.3%) and ‘Family reasons’ (10.4%) —usually related
to their family’s economic situation—.

5. Conclusions

Overall, results show a young people’s profile in Catalan VET programmes characterized by a
‘non-controversial’ personal and academic profile. As we saw before, 66.2% are domestic
students, 91.6% are living with their parents and 97.3% do not have children, 81.6% have a
good health perception, 30.8% identify an economic situation without difficulties, 61.1%
identify ‘because I like it as the main reason for their VET study selection, and 74.2% say do
not want to leave the selected VET studies.

Despite these ‘positive’ responses, it is interesting focus the attention on other ones that
could be turn into “critical’ variables such as the risk of 12.7% of young people who do not
have a good health perception, the economic difficulties that 69.3% of students say to have, or
the intention of leaving VET studies of 25.8% of youngsters who argue reasons linked to per-
sonal factors or learning difficulties, to give some examples.

In an initial stage, to know young people’s backgrounds, interests, motivations, future
prospects, academic and labour expectations, etc. in VET programmes is crucial to under-
standing why they have decided to enrol in these VET pathways and if they want to continue
or leave them. Then, according to this, to promote initiatives for working with them on their
success. That is, make to emerge VET as an alternative for tackling early leaving and improv-
ing young people’s opportunities for their social, educational and labour inclusion.

To conclude, as we said in the introduction section, this work wants to contribute to the
aim of minimizing early school leaving rates, increasing education levels and improving
young people’s access to the job market through VET pathways. To this end, we therefore
believe that results presented here are the first step for its achievement because show the
analysis of variables which, when combined, play a decisive role in describing and under-
standing why young people have the opportunity, or take the decision, to succeed as well as
the risk of failure within these VET pathways.

This work, as the initial phase of a longitudinal research that is working, give us clues for
stepping us research into these Pathways leading to success in, or dropout from, vocational
training in the education system at levels 1 and 2.
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Abstract

There is growing global interest in how countries help prepare young people for participation
in the world of work. In seeking to understand the relationship between schooling and ‘readi-
ness’ for work this paper examines University Technical College (UTC) leaders’ perceptions
when operating in a “‘demand-led’ quasi-market system in England. Key findings highlight the
complexity and interrelatedness of the perceived competitive environment, populated by a
range of pressures, tensions, and challenges. Despite working in a ‘messy’ culture and envi-
ronment, these leaders continued to believe in the technical education on offer, and its value
in meeting students’ needs. Many students across the research sample had broadly similar
profiles, leading to suggestions that some UTCs may operate, inadvertently, as a form of so-
cial segregation. A salient finding was the effectiveness of the quasi-market to generate per-
ceptions of competition between providers, irrespective of a UTC’s “niche’ technical educa-
tion offer, the valued knowledge exchange between sponsors and students, the state of the art
buildings and industry standard equipment, and employer demand for a skilled workforce.

Keywords

university technical colleges; quasi-market; pedagogical concerns; leaders’ belief in technical
education; social segregation

1. Introduction

This paper contributes to the growing interest in young people’s transition between school
and work, and vocational education and training (VET) in non-work settings that has echoes
of international research findings (Ball, Junemann, & Santori, 2017; Billett, 2018; Henning
Loeb & Lorenz, 2018; Obaid Al-Mujaini, 2018). In parallel, the study also contributes to
debates regarding VET and the market system of “spontaneous order” (Foreman-Peck, 2004)
that operates in England as an ostensibly efficient mechanism to determine supply and
demand (Institute for Government, 2012). Throughout the paper two terms are adopted -
‘technical education’, and ‘leaders’. Following the Wolf Review (2011) of vocational
qualifications, the term technical education has become more widely adopted to refer to a
programme of academic and vocational study that prepares students for progression into the
world of work or study, and ‘leader’ refers to a principal (Head Teacher) or deputy principal.
The study examines UTCs as new technical education institutions through three lenses:
firstly, by considering how leaders manage their pedagogical concerns when operating within
a demand-led system; secondly, through leaders’ perceptions and responses to the demands
that emanate from the quasi-market and central Government; and thirdly, by leaders’
perceptions of themselves as being empowered, in practice, to fulfil the aim to establish a
technical education route with a curriculum that meaningfully meets the needs of students.
The initial concept of a university sponsored technical education college for students age
14-18years was championed by the late Sir Ron Dearing (1930-2009) and Lord Kenneth
Baker, following the demise of Tomlinson’s (2004) proposals for wider education reform.
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Together Baker and Dearing set up the Baker Dearing Educational Trust (BDT) in 2009 to
promote the establishment of UTCs, and in the same year Baker became both Chair of “BDT,
UK?”, and Chair of the independent charity “Edge Foundation, UK” (2009 to present day).
BDT asserts that UTCs were developed by the Trust in response to:

The repeated demands from employers for an increased number of well-educated,
high status technicians and engineers. They [UTCs] are demand-led, and have
strong support from all three main political parties (BDT, 2014, p. 1).

Employer participation was therefore not only pivotal to the intended success of UTCs
but also to broader efforts to boost the UK economy by ensuring an increased and improved
supply of technicians and highly skilled vocationally qualified people (Baker, 2013).
Established in England from 2010 UTCs are all-ability, mixed gender, state-funded secondary
schools that operate independently of local authority government control, with a typical
capacity of 500 to 800 students. Students ‘self-select’ to attend a UTC after completing either
3 years (at age 14) or 5 years of secondary education (at age 16) at a school sited across a sub-
regional admissions area. There were 49 UTCs open in April 2018, 8 had closed since 2010,
and one was due to close (2019). Each of the 49 open UTCs were sponsored by one or more
‘sponsor stakeholders’ (universities and local or national employers) with strengths in the
UTC’s STEM (Science, Technology, Engineering and Mathematics) and technical education
subjects, that required access to industry-standard equipment.

In the early development phase of UTCs (2010-14), sponsor stakeholders included further
education (FE) and higher education (HE) institutions, and employers. Collectively these
sponsor stakeholders worked in partnership to devise the UTC’s strategic direction, ethos and
vision, input into the curriculum; and, importantly, they were to also contribute to teaching
and learning. Employer sponsor stakeholders were to provide students with a range of support
including industry-devised projects and work experience opportunities intended to enable
them to make well informed ‘life-course transitions’ either into the world of work or on to
further study. Thus, a new ‘community’ was formed around the UTC model as a ‘hybrid’
institution that crossed the boundaries of the existing and complex series of systems and
organisational structures, governance models, programmes of study, qualifications, and skills
matrices of the different agencies and actors involved (Edward et al, 2007; Evans, 2014,
Keep, 2015; Lave & Wenger, 1991; UKCES, Group, & Gazelle Colleges, 2013).

University sponsorship of UTCs was, however, significant, for it offered a potential
alignment of the curriculum to university progression pathways. As such, university sponsors
were viewed by leaders as ‘enablers’ that crossed the traditional institutional boundaries and
therefore worked to legitimise UTCs within education, and promoted, to a degree, the value
of ‘technical education’ as an equally valid route to university. Encouraged by BDT’s vision
for UTCs, leaders had perceived that their collective work could help change the “deep
cultural attitudes and assumptions that cannot be rectified through tinkering with frameworks
of provision or qualification, nor even through well-choreographed exhortation” (Lucas,
Claxton, & Webster, 2010, p. 1). Employer sponsor stakeholder engagement was also central
to the UTC model as a means of facilitating the acquisition of high level competencies and
transferable skills, such as learner autonomy (Ravitz, 2008) and collaborative teamwork that
are increasingly in demand by employers and international governments (Warmington &
Leadbetter, 2010). Employer sponsors were instrumental in engaging UTC students in “the
kinds of authentic problems individuals are likely to face on the job” (Duke, 2014, p. 83).

The expansion of UTC numbers was driven by BDT and, significantly, by the Trust’s
Chair, Lord Baker, the former Secretary of State for Education and Science (1986-89) under
the Conservative Government (1979-90). BDT’s vision was for UTCs to create “a
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performance and development culture based on setting high expectations in which students
can succeed” (Gurr et al, 2014, p. 87), and one that would be attractive to parents and
students. A defining characteristic of the UTC model was its responsiveness to the knowledge
and skills their sponsor stakeholders prioritised and valued (BDT, 2012; Baker, 2013) to
create practical learning contexts where typically “there is a fusion of intellectual and physical
activities” (Gazeley & Pring, 2013, p. 72). To help the formation of UTCs the Department for
Education has, since 2011, allocated “almost £330m of capital spending” (Dominguez-Reig &
Robinson, 2018, p. 6). Recent research has proposed that UTC closures are the outcome of a
range of “inherent problems” (Kettlewell et al, 2017) that include the number of students
recruited, the curriculum offer, students’ performance in national examinations, national
inspection grades, the quality of marketing and brand identity, and the range of sponsors.

In parallel, changes to the global labour market since 2010 have generated a trend in
England for employment to become increasingly precarious and less secure, for pay levels to
remain low and pay increases suppressed, and for reduced employer investment in ‘on the
job’ training (Standing, 2016). The disappearance of large sectors of the economy that
formerly operated as transition hubs between school and work are becoming ever more fragile
and tenuous or may no longer exist. Thus, an increasing percentage of students are attempting
to manage the shift in social, political and technological change, whilst continuing to attend
school or training. For some students schools, however, may now operate outside of what
they perceive as schools’ “legitimating purpose”, that is, schools no longer act as a direct
stepping stone to future employment (Kress, 2008, p. 259) nor sufficiently prepare students to
consider their transition ‘options’ into work. An outcome of this shift is the high percentage of
young people, and in particular boys, who are alienated from school and from what school has
to offer. While Kress identified these shifts in 2008 as major problems for countries of the
‘West’, current research would suggest these problems continue to exist across many
countries (Avis, 2017; Billett, 2018; Henning Loeb & Lorenz, 2018). As the authority of the
State increasingly shifts to “the all-pervasive power of the market” (Kress, 2008, p. 259), and
responsibilities increasingly fall to the ‘young’ themselves to ‘own’ their future, irrespective
of the levels of information, advice and guidance (IAG) that may be available, it is reasonable
to anticipate further shifts. The independent panel report on technical education (Sainsbury et
al, 2016) emphasised the need to have two distinct pathways at post-16; the ‘academic’, and
the ‘technical’ pathway with new Tech Level qualifications (2020) to aid progression into
work and further study. The success of these developments may signal the trajectory of future
shifts.

2. Method

Qualitative research was undertaken (spring 2017) with 10 UTC leaders (existing principals
and former principals of open and closed UTCs) of 9 UTCs sited across differing
geographical contexts in England (see Table 1). The research design drew upon Jabbar’s
(2015) conceptual framework that conceived of competition and competitive practices
between schools in the US, which was devised on the understanding that school leaders’
perceptions inform their activities and their responses. Thus, the conceptualisation comprised
of four conceptual insights: competitive pressure, mediating factors, range of strategies
adopted, and outcomes.

Qualitative data from participants, and document data from publically available
government documents and websites were captured to conceive of the complexities of
competition and competitive practices as perceived by UTC leaders. Participants (4 female, 6
male) were UTC principals (6 including one deputy principal) or former principals (4) with a
range of prior senior leadership experience (3 to 34 years) who were in post between the
academic years 2010-17.
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Tablel UTCs (2010-18) Regional Context and Sponsors

UTCs n=9
Closed 2
Open 7
Lived Market Context
Urban 3
City and Rural 1
City and Very Rural 3
Town and Rural 2

Sponsor
Employers 1 or more 9
University 1 or more 9
Further Education College 4
Other 4

In-depth semi-structured interviews were conducted in either a face-to-face meeting in
the empirical setting (6), face-to-face at a designated location (2), or online (2), and all were
audio recorded. Audio interview data were fully transcribed, coded to the conceptual
framework, were subsequently analysed and interpreted using NVivoll software, and axial
coding was employed to establish patterns and themes across the data.

3. Findings

Successive governments education reforms that liberalised the supply of provision in
England, particularly from 2010, enabled Baker, Dearing and the Trust they established to try
to harness supply-side reforms for the purposes of technical education, and thereby address
the problem of skill shortages of highly trained technicians. To convince government, the
public and consumers, Baker and BDT presented the UTC concept and its curriculum as
“innovative”, “stimulating and relevant”, informed by employers and supported by
universities. Baker’s vision for UTCs was that they would operate as “agents of social
mobility” that “gave to many the second chance opportunity that the grammar school had
provided forty or fifty years ago” (Baker, 2013, pp. 29-30). UTCs were intended as harbours
for the disinterested and disengaged and it was claimed that by closely linking learning to the
workplace, students would become interested and involved. Baker had pledged that UTCs
would help reduce truancy and disruptive behaviour.

In practice the findings of this research suggests leaders have struggled to balance their
pedagogical concerns for ‘learning by doing’ with central government’s emphasis upon
national averages of academic performance across all schools, particularly throughout Key
Stage 4 (KS4) [when students are aged between 14 and 16years]. Despite the trend to shift the
responsibility for students’ transition into work from the State to the ‘Individual’, students
have not ‘self-selected” to attend a UTC. It is also possible that mainstream secondary
providers may be actively squeezing ‘niche’ provision, such as UTCs, out of the market by
limiting their capacity to compete in the market, and thereby enhancing its own.

3.1 Managing Pedagogical Concerns

There was a broad consensus of support among research participants that UTCs’ strength was
the celebration of technical pathways, which were not ‘second class’ and held the equivalent
value as any other [academic] pathway, and could lead on to university. By ‘second class’
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participant 5 referred to the general perception, including among many parents, students,
school providers and some teaching staff, of technical education having lower status and
being secondary to that of academic study. Baker’s technical education model with its
emphasis upon ‘learning by doing’ through industry projects, and a governance model that
included sponsors, was argued by BDT to have the potential to remedy what Gove described
as the government’s “Failure to provide young people with a proper [a term undefined by
Gove] technical and practical education of a kind that other nations can boast” (Gove, 2010,
p. 1 para4.).

The concept of straddling two competing imperatives the ‘theoretical’ [technical] and the
‘practical’ or ‘learning by doing” was embedded in BDT’s original vision (2010) for the UTC
curriculum. To ensure balance within the curriculum it was divided at KS4 between Core
Academic (60%) and Technical Specialism (40%), and at Key Stage 5 (KS5) between ages 16
to 18years the emphasis upon technical education increased providing 60% of curriculum
time on the Technical Specialism and 40% on Core Academic. Students in KS5 typically
followed a curriculum that was, invariably, a mix of two ‘A Levels’ (academic or applied
qualifications) and a large ‘vocational’ qualification. The Baker Dearing Trust envisioned
UTCs as ‘niche’ technical education institutions that were open and attractive to all students
with an aptitude for and interest in STEM subjects, and encouraged students to ‘self-select’ to
attend the UTC.

The composition of student intake, across the research sample (Table 2), indicated that
admissions were well below capacity, and suggests that this intake was out of line with the
national average for the percentage of boys attending, the number of students who claimed
free school meals (FSM), and those students who were eligible for Special Educational Needs
(SEN) support.

Table 2 Composition of Student Intake (January 2017)

National Average 50.80% 14% 14.40%
UTC n=9 Total Actual Average Average Average
Capacity Students % Boys % FSM %
on Roll Students Eligible
(Jan 2017) SEN
Support
Total 9 5310 1560 81.4% 9.6% 15.7%

In response leaders most often changed the curriculum and in some cases reduced the
number of employer sponsored projects to, ostensibly, meet the needs of students who
leaders’ perceived as having low prior attainment at the end of Key Stage 2 (KS2) at age 11
years, and/or a disrupted Key Stage 3 (KS3) between the age of 11 and 14 years or on entry to
the UTC at age 14. The curriculum was also changed to help students and the UTC perform
well against the national accountability measures in England (Attainment 8 and Progress 8
introduced 2016) and when measured against the academic performance of all local providers.

Table 3  Student Absences and Persistent Absences (2016-17)

National Average 5.40% 13.50%

UTC n=9 Pupil Absence Pupil Persistent Absence
No data 1

2016-17 Data 8

Average 8.6% 24.6%
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The profile of average percentage of student absences (8.6%) and persistent absences
(24.6%) across the sample were also significantly well above the national average (Table 3).
This data reflected, to a degree, the aims of the trust in that these students were potentially the
‘disengaged’ students to whom Baker had referred. However, the absence data would suggest
that UTCs as ‘harbours for the disengaged’ may have some way to go to re-engage these
students and increase attendance (Table 3). The data may also indicated that other factors
were possibly at play that could explain the high concentration of predominantly male
students, who were eligible for SEN support and were regularly and persistently absent.

In general, leaders were under a great deal of pressure, particularly throughout KS4, to
quickly plug any perceived gaps in students’ prior achievement and learning, and this had
resulted in some UTCs reducing the percentage of curriculum time available for sponsor
projects and for students to ‘learn by doing’ [participant 9]. Addressing the social and
behavioural needs of students and absenteeism rates were common concerns across the data,
as was leaders’ perception that some schools were recommending certain students with
additional needs apply to attend the UTC (taking students off-roll). In doing so those schools
may have improved their overall performance in national examinations, attendance and
behaviour, at the expense of the UTC.

Six of the 9 UTCs that reported on a total of 369 KS4 students had Progress 8 (2016-17)
scores (a national performance progress measure between KS2 at age 11 and KS4 at age 16)
that were all ‘below average’, and 4 were ‘well below average’. At KS5 the majority of the
total 561 students had been entered for academic ‘A levels’ (209) with a lower number (196)
achieving technical qualifications. It must be noted that the larger Technical Baccalaureate
qualification was achieved by less than 40 of the 561 students. This data would appear to be at
odds with participant 8’s assertion that students had a preference for “learning through doing”
and had a desire to “benefit from the latest technology, working in an environment that feels
more like being at work than school” for students were entered for a high number of academic
or applied *A Level’ qualifications.

Leaders were very aware that they had a number of partners, including sponsors and the
government, whose organisational structures, performance indicators and drivers were
different from each other. Leaders were mindful that their employer sponsors were
responding to changes in the apprenticeship programme and their increased role in
determining skills and standards and worked hard to explain to employers the importance of
UTCs performing well within the school system. At the same time leaders were managing the
considerable impact of the government’s; reform of qualifications (2015-20), national
inspection of schools, and reporting of student performance and progress.

3.2 Demands of the Quasi-Market

The underlying hypothesis for the introduction of the quasi-market into schooling was that
markets were efficient mechanisms, and that schools would become more effective when they
supported the rights of individual consumers (parents and students) to choose their school,
whilst schools remained under the indirect control of central government (Chubb & Moe,
1991; Le Grand, 2011). Market proponents (Croft, 2015; Sahlgren, 2013) support the concept
of the market as a ‘spontaneous’ and efficient mechanism that enables services to remain
viable, is responsive to changes in market forces, such as parent demand, and, ostensibly, is
able to drive up standards through competition. Critics (Ball, 2008; Ball, Bowe, & Gewirtz,
1994; Gorard, 2016) suggest this notion of competition to remain viable is based on the false
premise that school improvement and raising educational standards will be the outcome of
allowing “‘good’ schools to compete for student admissions and thus thrive, while it allows for
‘poor’ schools to struggle and close (Johnson & Mansell, 2014, p. 3).
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A defining characteristic of the UTC model was its responsiveness to the knowledge and
skills that sponsors prioritised and valued, and working in partnership with sponsors to devise
the ethos and vision, curriculum content and input into teaching and learning (BDT, 2012;
Baker, 2013). Involving employer and university partner organisations as stakeholders in
enacting education reform is not new in England, for stakeholders (employers) supported the
formation of City Technology Colleges in the late 1980s, and their participation was integral
to the 2004 Diploma developments for whole scale system reform. The input of a range of
‘other providers’ into the skills agenda, including employers, was also a focus of the Leitch
Review of Skills (2006). Leitch envisaged collective responsibility would increase action, and
provide greater investment in the development of a world-class, skilled workforce, and had
therefore recommended that those likely to gain the greatest private return on that investment
[employers] contribute the most.

Under the Coalition Government (2010-15) the skills agenda was subsequently populated
with a number of policy reviews and initiatives. These included, among others: the
introduction (2010) of Local Enterprise Partnerships (LEPSs); the launch of UTCs (2010); a
Work Programme (2011); the publication of the Wolf Review of Vocational Qualifications
(2011); the Employer Ownership of Skills (announced 2011) and the Education Act (2011);
City Deals were announced and “New Challenges, New Chances” were launched in 2012;
followed by the publishing of the Richard Review (2012) and its implementation plan (2013).
In 2013 more initiatives followed that included the Commission for Adult Vocational
Training and Learning (CAVTL) report ‘Its about Work’, *‘Rigour and Responsiveness in
Skills” was also published; the ‘Education & Training Foundation’ was established; Study
Programmes and Traineeships and Phase 1 (Apprenticeship) Trailblazers (employer groups
charged with identifying the new apprenticeship standards for their sector) were announced.
The pace of change continued throughout 2014 with: funding for Study Programmes that was
conditional on continued study of English and maths; Applied General and Technical Level
qualifications were introduced; and Careers Company was announced.

The role of ‘sponsors’, in particular employers, in these reforms and plans for technical
education and training may be indicative of a changing relationship between the State,
education and employers (Carberry et al., 2015; Keep, 2014). This changing relationship may
also be indicative of a neo-liberal approach that supports a demand-led education system,
intended to be responsive to market need and trends (Gleeson & Keep, 2004). The drive for a
demand-led system with the lead involvement of employers and businesses is predicted to
increase, and this could put relationships between providers of education and employers even
more centre stage (Carberry et al., 2015), and give employers direct powers over strategy,
funding, delivery, and future developments (Carr, 2015).

Partnership working between employers and education establishments is increasingly
viewed as a policy solution formed between government and those employers prepared to
share the responsibility to address young people’s transition into work. These partnerships,
largely unregulated, can be difficult to sustain and are consistent with new public
management approaches that emphasise the formation of alliances and shared responsibility.

3.3 Leaders’ Empowerment

Leaders’ commitment to the UTC model and belief in its concept featured strongly across the
sample with leaders setting up a professional business environment so that students, as soon
they walked through the door, felt that they were entering a building as young adults and were
no longer students. Leaders’ believed that this perception came not just from the building, but
also from the people [students, leaders and sponsors] who worked in the building [participant
7]. Considerable concern for students was voiced by all leaders, as was a strong desire to do
the very best for them because as [participant 3] articulated: “if you care, and you want to do a
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good job, and you care about the kids and the results they get, you’re completely torn”. Here
‘torn’ makes reference to the tensions leaders experienced between helping students perform
academically well in national examinations, and doing what staff believed was ‘right and
best’ for those students. This tension had resulted in some leaders making pragmatic decisions
based on what they believed would help the UTC “survive’. Leaders, generally, were under
significant pressure that frustrated them in particular government reform believing: “The
government — the same set of goal posts, they’ve moved and parked them somewhere else, 20
minutes later — parked them somewhere else...I’ve had enough of you moving the goal posts”
[participant 3]. As such, leaders perceived that government had insufficiently considered how
the concept of a sub-regional recruitment area would work in practice [participant 10], which
created additional pressure, and another form of dissonance, between the concept and
delivering the technical education offer in practice. For those UTC leaders in their first year of
headship (2), and for whom the option to be *assertive’ with government agencies was not
deemed an option at that time, the financial viability of their organisation was particularly
difficult.

Leaders in general were highly sensitised to the need to recruit students and low student
admission numbers was an on-going concern, as were the small teaching groups, which were
costly to deliver both in terms of staffing and per student costs. The resulting variance
between predicted and actual student numbers had applied additional financial and
competitive pressures (Gomery, 2018). Leaders’ perceptions were best summarised by
participant 5’s assertion that “schools don’t want to lose money, and they don’t want to be
seen that their kids went to the UTC, because we’re a competitor”. In general, leaders
unanimously questioned central government support, and the level of competition that a
student’s “unit value’, in terms of financial resource, was able to generate between providers.
The need to “attract, retain, or lose’ students, and the funding implications unleashed as an
outcome, were factors affecting all school leaders. Participant 10, who had previously been a
secondary school Head Teacher in a number of schools, commented that the competitive
nature of secondary schools meant that if the UTC took 10 students from one school then
“that will be a teacher that will need to be made redundant”. Participant 10 understood that, as
former Head Teacher of a secondary school, he “would not want that to happen”. Equating
students as a source of ‘financial worth’ and a ‘unit-value’ was echoed by leaders and was
evident throughout the data.

Overall, leaders valued employers’ optimism, their willingness to support projects,
student workplace opportunities, and support for student transitions between the UTC and
particular occupations that had created its own community of practice with knowledge sharing
between the expert and the novice at its core (Felstead, Fuller, & Jewson, 2007; Lave &
Wenger, 1991). Similarly, leaders were frustrated by the lack of empowerment they were
afforded regarding admission arrangements, and by the national reporting and school
inspection regime that did not, in their opinion value, understand, nor support the valuable
and meaningful work that they believed was taking place.

4. Conclusion

An education model that purports to meet the differing needs of students and stakeholders
through an increased supply of diverse provision may be generating, through competition,
‘winners and losers’ in the parental choice game (Exley, 2012). It is also possible that the
increase of diverse supply of provision may be contributing to a ‘virtual” form of school
improvement as schools compete for high-performing students, and ‘off-roll’ students with
predicted low academic performance, behavioural or other special needs, to provision that,
ostensibly, better meets their needs.
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This study would suggest that UTCs’ “inherent problems” are less easily identified, and
remain hidden within successive governments’ belief in and its support for the market (since
the late 1980s) as an efficient mechanism to achieve its education reforms. These findings
highlight the interdependency, inter-relatedness, and complexity of different agencies
working together to create a meaningful technical education offer for young people age 14 to
18years. The urgent call for more research “into pedagogies that are effective at developing
wider skills, in the context of both academic and vocational learning” (Lucas et al., 2010, p.
30) remains as pressing today as it was in 2010. The introduction of UTCs as a niche
technical education offer, however, has done little to change deeply held preconceived ideas
about technical education at a national, regional, parental and student level. This research
suggests that a meaningful form of technical education, that has a project-based teaching and
‘learning by doing’ pedagogy, is important. Indeed, too important to allow the responsibility
for the skills agenda to; further slip from the State to the market, responsibility for students’
future work to shift further from the State to the individual, and for all providers to improve
through the laissez-faire mechanisms of the quasi-market.

References

Avis, J. (2017). Crossing Boundaries: VET, the Labour Market and Social Justice. In
International VET Conference: Crossing Boundaries in Vocational Education and
Training - Social Dimensions and Participation (pp. 21-28).

Baker Dearing Educational Trust. (2012). University Technical Colleges. London UK.

Baker Dearing Educational Trust. (2014). University Technical Colleges - Status Report.
London, UK.

Baker, K. (2013). 14-18 A New Vision for Secondary Education. London, UK: Bloomsbury
Academic.

Baker, Lord. (2013). Westminster Education Forum “The future shape of 14-19 learning in
England.” In A vision for the future of 14-19 Education (pp. 7-11).

Ball, S. J. (2008). The Education Debate (2nd ed.). Bristol: Policy Press.

Ball, S. J., Bowe, R., & Gewirtz, S. (1994). Schools in the market place: an analysis of local
market relations. In W. Bartlett, C. Propper, D. Wilson, & J. Le Grand (Eds.), Quasi-
Markets in the Welfare State (pp. 78-94). Bristol, UK: School for Advanced Urban
Studies, University of Bristol.

Ball, S. J., Junemann, C., & Santori, D. (2017). Edu.net: Globalisation and Education Policy
Mobility. London, UK: Routeledge.

Billett, S. (2018). Promoting Work-Based Vocational Education Provisions : Case Studies and
Lessons from Arab Region Countries. Trends in Vocational Education and Training
Research. Proceedings of the European Conference on Educational Research (ECER),
Vocational Education and Training Network (VETNET), 79-86.

Carberry, K., Cheese, P., Husbands, C., Keep, E., Lauder, H., Pollard, D., ... Unwin, L.
(2015). How should our schools respond to the demands of the twenty first century
labour market? Eight perspectives. Retrieved from www.educationandemployers.org

Carr, R. (2015). The Next LEPs Unlocking growth across our localities. Retrieved August 5,
2016, from http://www.localis.org.uk/research/the-next-leps-unlocking-growth-across-
our-localities/

Chubb, J. E., & Moe, T. M. (1991). British Journal of Sociology of Education Politics,
Markets and America’s Schools. British Journal of Sociology of Education, 12(3), 381-
396. http://doi.org/10.1080/0142569910120306

Croft, J. (2015). Summary of the inaugural CMRE Friedman Lecture by Professor Sir Julian
Le Grand. London, UK: CMRE.

CROSSING BOUNDARIES IN VET 2019



43

Dominguez-Reig, G., & Robinson, D. (2018). UTCs: are they delivering for young people
and the economy?

Duke, D. L. (2014). A bold approach to developing leaders for low-performing schools.
Management in Education, 28(3), 80-85.

Edward, S., Coffield, F., Steer, R., & Gregson, M. (2007). Endless change in the learning and
skills sector: the impact on teaching staff. Journal of Vocational Education & Training,
59(2), 155-173. http://doi.org/10.1080/13636820701342483

Evans, J. (Lead S. (2014). Vocational Qualifications. London.

Exley, S. (2012). Making working-class parents think more like middle-class parents: Choice
Advisers in English education. Journal of Education and Policy, 28(1), 77-94.
http://doi.org/10.1080/02680939.2012.689012

Felstead, A., Fuller, A., & Jewson, U. (2007). Learning, Communities and performance.
Leicester.

Foreman-Peck, J. (2004). Spontaneous Disorder? A Very Short History of British VVocational
Education and Training, 1563-1973. Policy Futures in Education, 2(1), 72.
http://doi.org/10.2304/pfie.2004.2.1.10

Gazeley, L., & Pring, R. (2013). The life and death of secondary education for all. British
Journal of Educational Studies (Vol. 61). Routledge.
http://doi.org/10.1080/00071005.2013.816045

Gleeson, D., & Keep, E. J. (2004). Voice without Accountability: the Changing Relationship
between Employers, the State and Education in England. Oxford Review of Education,
30(1), 37-63. http://doi.org/10.1080/0305498042000190050

Gomery, D. L. (2018). Laissez-faire localism. Management in Education, 32(3), 119-125.
http://doi.org/10.1177/0892020617747610

Gorard, S. (2016). The complex determinants of school intake characteristics and segregation,
England 1989 to 2014. Cambridge Journal of Education, 46(1), 133-148.
http://doi.org/10.1080/0305764X.2015.1045446

Gove, M. (Secretary of S. for E. (2010). It’s not simply an academic question — why we need
radical reform of vocational education: Edge Foundation Lecture. London, UK: Edge
Foundation.

Gurr, D., Drysdale, L., Clarke, S., & Wildy, H. (2014). High-need schools in Australia: The
leadership of two Principals. Management in Education, 28(3), 86—90.

Henning Loeb, I., & Lorenz, L. (2018). Trends in Vocational Education and Training
Research. Proceedings of the European Conference on Educational Research ( ECER ),
Vocational Education and Training Network ( VETNET ). In C. N. and B. E. . Stalder
(Ed.), Quality in Swedish and Austrian VET and VET Teacher Education. A Comparative
Study (pp. 173-181).

Institute for Government. (2012). The Development of Quasi-Markets in Education. London,
UK.

Jabbar, H. (2015). How Do School Leaders Respond to Competition.

Johnson, M., & Mansell, W. (2014). Education not for Sale.

Keep, E. (2014). What Does Skills PolicyLook Like Now the MoneyHas Run Out?. London.

Keep, E. (2015). Governance in English vocational education and training: On the functioning
of a fractured “system.” Research in Comparative and International Education, 1-12.
http://doi.org/10.1177/1745499915612185

Kettlewell, K., Bernardinelli, D., Hillary, J., & Sumner, C. (2017). University Technical
Colleges : Beneath the Headlines NFER Contextual Analysis. Slough, Berks.

Kress, G. (2008). Meaning and learning in a world of instability and multiplicity. Studies in
Philosophy and Education, 27(4), 253-266. http://doi.org/10.1007/s11217-007-9070-2

Lave, J.,, & Wenger, E. (1991). Situated Learning: Legitimate Peripheral Participation.

CROSSING BOUNDARIES IN VET 2019



44

Cambridge University Press.

Le Grand, J. (2011). Delivering Britain’s public services through “quasi-markets”: what we
have achieved so far. (H. Simpson & S. Smith, Eds.), Research in Public Policy. Bristol:
Centre for Market and Public Organisation.

Leitch, S. (Lord). (2006). Leitch Reveiw of Skills: Prosperity for all in the global economy -
world class skills Final Report.

Lucas, B., Claxton, G., & Webster, R. (2010). Mind the gap: Research and reality in practical
and vocational education. London, UK.

Obaid Al-Mujaini, A. (2018). An Overview of the TVET System in the Sultanate of Oman An
Investigation on Modules of Work-Based Learning (WBL) Programmes Implementation

for Youth in Oman. Beirut. Retrieved from
http://www.unesco.org/new/fileadmin/MULTIMEDIA/FIELD/Beirut/images/Education/
Oman.pdf

Ravitz, J. (2008). Project Based Learning as a Catalyst in Reforming High Schools. American
Educational Research Association, 1-14.

Sahlgren, G. H. (2013). Dis-location School choice, residential segregation and educational
inequality. London, UK.

Sainsbury, D., Bladgen, S., Robinson, B., West, S., & Wolf, A. (2016). Report of the
Independent Panel on Technical Education. Retrieved from
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/536046/Re
port_of the_Independent_Panel_on_Technical _Education.pdf

Standing, G. (2016). The precariat : the new dangerous class (Bloomsbury). London, UK:
Bloomsbury Academic.

Tomlinson, M. (2004). 14-19 Curriculum and Qualifications Reform Final Report of the
Working Group on 14-19 Reform. London.

UKCES, Group, 157, & Gazelle Colleges. (2013). A new conversation: Employer and college
engagement. Retrieved from
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/306968/A
_New_Conversation.pdf

Warmington, P., & Leadbetter, J. (2010). Expansive Learning, expansive labour:
conceptualising the social production of labour power within multi-agency working. In
H. Daniel, A. Edwards, Y. Engestréom, T. Gallagher, & S. R. Ludvigsen (Eds.), Activity
Theory in Practice: Promoting learning across boundaries and agencies (pp. 72-89).
Abingdon, Oxford: Routledge.

Biographical Notes

Dianne Gomery is an EdD student studying under the supervision of Dr Rob Higham and
Professor Peter Earley of the London Centre for Leadership in Learning, UCL Institute of
Education. She is a BELMAS (British Educational Leadership, Management and
Administration Society) and BERA (British Educational Research Association) member, and
a recipient of a BELMAS Bursary Award (2018). Her thesis, to be submitted spring 2019,
examines and analyses University Technical College (UTC) leaders' perceptions of
competition and competitive practices. Dianne is a former lecturer in Further and Higher
Education who has also worked in the private sector. Her recent Management in Education
articles include “Laissez-faire localism: Features and emergent themes presented in a case
study University Technical College” (2018) Volume 32, Issue 3, and Critical Educational
Policy and Leadership Studies (CEPALS) research interest group (RIG) (2018) Volume 32,
Issue 4.

CROSSING BOUNDARIES IN VET 2019



Brabo, T. (2019). Professional formation and youth insertion on Labour Market in Brazil. In F.
Marhuenda & M.J. Chisvert-Tarazona (Eds.), Pedagogical concerns and market demands in VET.
Proceedings of the 3™ Crossing Boundaries in VET conference, Vocational Education and Training
Network (VETNET) (pp.45-49) https://doi.org/10.5281/zenodo.2641051

Professional formation and youth insertion on Labor Market in Brazil

Brabo, Tania Suely Antonelli Marcelino
Universidade Estadual Paulista, Campus de Marilia, SP, Brazil, tamb@terra.com.br

Abstract

Considering that youth insertion on labor Market is a great challenge for the present Society,
we are giving continuity with the research in professional and youth insertion on labor Mar-
ket. On this text, we will present some results of two pieces of research accomplished by doc-
toral candidates in the Postgraduate Program on Education of Philosophy and Sciences Col-
lege, Universidade Estadual Paulista, which had as an aim to analyse the process of profes-
sional formation of the youth in the state of Ceard, in Brazil, the Project e-Youth and the Na-
tional Program of Acess to Technical Teaching and employment PRONATEC, besides con-
firming the impact of the courses on the youth insertion on Labor Market after the achieve-
ment of the course.

Keywords
education; professional formation; youth and labor in brazil

1. Introduction

Youth insertion on Labor Market is a great challenge for present Society. According to Labor
International Organization (VOIT), the world is living one of the worst crisis of youth
employment. Between 2007 and 2011, labor and Employment ministry points to that Juvenile
unemployment shows its particularities and even in economical growth contexts, remains
higher in relation to adult unemployment, at the end of 2017, Labor International
Organization (OIT) presents data showing that practically 30% of Brazilian youth would be
unemployed, the highest rate since 1991.

Market crisis affects in an uneven way diferent social groups and regions of Brazil. The
unemployment rate is higher for women, youth and low-educated people (IBGE,2017). In
front of the social inequalities that permeate Brazilian Society, labor — as na activity strongly
articulation to the formation and transformation of the identities of the subjects — shows itself
as a problem especially in youth life who live in situation of social vulnerability, for it they do
not have access and on it they depend to change their life condition. Through labor, they see
the possibility of minimizing the diferences and discrimination suffered since birth, in a
rights” deprivation story.

Through the aforementioned problems, which became harder nowadays, we are giving
continuity to the research on youth insertion on labor Market, following as well the ways of
the professional formation in the country, after changing the government. Here we will
present some results of two pieces of research of doctorate, under our orientation, which had
the aim to analyse the process of professional formation of youth in the state of Ceara , in
Brazil, the prject e-youth (e-jovem) and the national Program of Access to Technical
Teaching and Employment (Pronatec), besides confirming the impact of these courses on
youth insertion on labor Market after the achievment of the course.
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1.1. Project e-youth (e-Jovem)

According to Calou (2016), Project e-youth is a public policy implemented with aim to
collaborate with the insertion of the youth on the formal professional labor world.

The research was accomplished in capital of the State, Fortaleza and in some towns in the
hinterland, where the Project worked since 2007 involving students in an Informatics course.
The universe of research comprehended eight groups in towns of hinterland of State; Barro,
Crato, Eusébio, Itapoca, Juazeiro do Norte, Granjeiro; one group in the metropolitan area and
two groups in Capital — Fortaleza, summing up a total of eight groups and 61 participants.

The specific objectives of the research were to analyse the oficial documents of the
Project and the Pedagogical Practices in the eyes of the students and teachers the used
methodology for the collect, treatment and data analysis, was the quantitative-qualitative
research of documental and bilbiographical nature with a descriptve approach.

According to the Labor Development Institute (IDT), youth between 15 to 24 years old in
the state of Ceara are more penalized by unemployment and face more difficulties of insertion
on Labor Market for diverse reasons: lack of experience, inadequate qualification or inexistent
qualification, low schooling lack of information on the new models of information, it is the
lack of knowledge, in fact, which leaves the youth without alternative of insertion on the
world of labor (CALOU, 2016). It was what motivated students to enter the course of Project
e-youth 61 answering, 40 (65,6%) answered for “learn informatics”, 17 (27,9%). Seventeen
students, 27,9% answered that enrolled in the course to have a profession. Theree students,
4,9% looked for the course to be unemployed and just one student stated that wished to do the
course to “find a job”.

2. Results concerning to the formation to the world of labor and concerning to the in-
sertion on labor Market

Students stated, in their majority that the course promoted changes, they stated feeling ‘able
and in condition to work or set up their own business’. It was the statement of 52 (85,2%)
students, just nine (14,8%) tated not feeling prepared.

Corroboration with what the research affirms, after the conclusion of the course,
according to Calou (2016) 51 (83,6%) students were working witout working register just 9
(14,8%) students were working formally, reaffirming the labor precariousness of youth. Of
these students 26 (42,6%) were working in the field of their formation, in Informatics,
however, stated that if wasn’t formal work and some worked as self-employed. Eight students
(13,1%) are working in other field and 27 (44,3%) did not answer the question of the sixty-
one students that took part in the research, 39 (63,9%) were unemployed and nineteen
(31,1%) inserted on labor market, in the field of study.

As it was easy to affirm, by the colected data about students families, many are from very
low social economical origin. They had few perspectives of any change in their state of life in
country cities, however, with the arrivel of the Project their hopes were renewed and this
provocated many expectations for a professional formation.

The Project was developed with pedagogical practices involving new Technologies,
building the upknowledge with computer tools besides promoting a colective work, where
they socialized their ideas, it solved the group difficulties, clearing doubtts and simulating
practical solutions in the net. The first objective of the Project is to make them acquire
technical formation, then colaborate to reach a job opportunitiy, that would represent the
access to a professional career. For these reasons, 78,7% of students have affirmed that
participating in the Project was very importante for their formation, however, as data show,
few got this inserttion in the labor Market in their area of study.
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3. National program of access to technical teaching and employment (PRONATEC)

According to Silva (2016) the National Program Access to Technical Teaching and
Employment (Pronatec) created in 2011, has as an aim to enable great number of people
through the program in order to solve the déficit of qualified professionals to answer labor
Market, through free courses in partnership with several institutions that already offered
vocational teaching.

It objectives, also, to increase the number of vacances in professional and technological
education, by means of programs, projects and financial and technical assistance actions.
With these objectives, the Program offers technical professional courses fo médium level with
average duration of one year and a half to two years with workload between 800 a 1200
hours, being able to be coursed in its forms concomitantly, integrated ou subsenquently to the
High School in public schools.The courses offered by Program are free in public institutions,
as Federal Network of Professional Education State, districtal and municipal networks of
professional education. From 2013 on, private institutions of higher education and technical
professional education of high school started to take part in the Program.

The universe of the research was made up by students and participant managers of
Pronatec in the courses offered by IFCE — Federal Institute of Education, Science and
Technology of Ceard, in the industrial field, at the campi of Fortaleza and Marcanal (CE).
The general purpose was to analyse governamental policy concerning the social-economical-
educational, from the eyes of diferent subjects attained by the Program the specific objectives
were; to know the motivations of students who entered the courses in industrial field offered
by IFCE at the campi of Fortaleza and Maracanad; to identify the different perceptions of
students and managers during the achievement of these courses; to investigate whether there
were significative in a socio-economical level in the life of these youth attained by Pronatec
and, too, whether they were inserted on the labor Market after the achievment of this course.

The Methodological procedures the qualitative approach, they were a quis, interviews and
documental analisys. The epistemological current used for the data analysis, collected in the
research, was the dialectical materiais for according to Gil (2012, p.14) according to this
method created by Marx and Engels from Hegel’s grounds, social facts cannot be analysed
separately from political, economical and cultural influences.

The field of study was the Federal Institute of Science and Technology of Ceard — IFCE
at Fortaleza and Maracanat Campi, with courses in the field of industry. The choice of these
campi was due to its geographical location for being in towns where the greatest industrial
poles of the state, therefore, there is a bigger professional demand. The technical courses
offered by Pronatec are in the field of industry, at Fortaleza campus were: Electrotechnology,
Mechanics, Cooling, Workpace Safety. At the Maracanal Campus the only technical course
was industrial automation. Among the participant students 43 students were selected
randomly.

4. Results — Youth life after joining a technical course and academical situation after
accomplishment of the course.

The majority of students surveyed 96,7%(n=42) related significant changes in their lives after
joining a vocational technical course such as Pronatec. The testimonials showed that almost
half of the surveyed 47,62% (n=20) considered that the increase of their knowledge and skills
in the technological area from Pronatec in the IFCE was a factor that influenced their lives..
The increase of interest of studies represented 19,05% (n=8) of the students surveyed like
“student 27” of the automation course “[...] | am more attentive to work that | am going to
exercise, | read more articles, magazines and books, and my motivation is each time bigger
along with my vision of the future. Some necessary habits not only for being good
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professional but for life. The improvement in the personal of Family relationship was pointed
by three students as something that changed their lives after joining Pronatec, as highlighted
“student 42”.

According to the majority of the answers 72,09% (n=31) there was an intention to work
in the field when they finished the course.. Then never stop studying always looking for
knowledge. When finished my technical course I want to continue my studies at the college
(student 10) “I intend to follow my career in the near factories and later try a higher
education: have a better life, for me, my parents and siblings” (student 12).

This perspective to give continuity to studies, is placed by 41,86% (n=18) of the students
to show a wish to study in a higher institution to be able to enlarge the range of knowledge in
the field..

Concerning the situation of former students, after two years of conclusion of the technical
course, we affirmed that 13 (35%) were not working, 15 (37,5%) worked in the field of the
course and 11 (12,5%) in another field data that are above data of Brazil in general, given by
IBGE. Some of the students complained of the lack of opportunity of employment after the
course .

The need to get a job to supply the basic needs, place many youth who have finished the
technical course to look for a job also in another field, as we can notice in the speech of the
following former students: | have looked for a job for 2 years and the things became hard and
then | took what came, it was a job at a gas station (student 7, of the workplace safety course).

We have realized that the education received by these youth of Public Teaching,
complemented by professional education, did not make possible in fact a solid formation to
enter a place in the Public Higher Education. Concerning insertion on labor Market, also
happened that the majority did not get a job, and went to a precarious job. Due to the social-
economical reality of some of these youth, there are not many options unless being employed
according to their focus on their life reality, as Kuenzer (1992, p.100). It was affirmed what
Loponte (2010) said: that the professional education offered to youth, still is very attached to
the ideology imposed by capitalism, even in public institutions, as well as in federal institutes,
which could offer along with education for work a human formation for citizenship.
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Abstract

The contribution focuses on current reforms of the Ukrainian VET system, mainly on decen-
tralization and the “import” of a dual system, as well as on the hindrances for successful im-
plementation of these reforms. The context hereby is neoliberalism, which has influenced
Ukraine generally, including the development of vocational education, and modernisation
theory, which explains the involvement of international organisations in the VET reforms and
liberal attempts of the Ukrainian government. The theoretical findings suggests that although
Ukraine has a potential to improve its skill formation system, activities so far seem fragmen-
tary and isolated, and they apparently do not take into account the complex environment in
which they are meant to function.
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1 Introduction

According to globalization theory, educational systems are undergoing revolutionary changes
(Green, 1999). Against this background, VET, apart from its traditional function to develop
skills for a particular occupation or a particular enterprise (Cedefop, 2017, p. 7), is expected
to promote employability among secondary education graduates in order to enable them to
shape socio-economic development as well as to cope with ecological issues (Wallenborn,
2010, p. 181). For Ukraine, this implies a change in the direction of the current development
of its VET system, which is characterized by stagnation, low competitiveness and obsolete-
ness (Korzh, 2013). Even more, its weakness to compete with academic qualifications and
meritocracy deeply rooted in Eastern European societies seems to be a major factor.

Reforms in VET are prompted by three factors, namely ‘concerns, within or outside the
training system, about the relevance of training being provided in the country; concerns about
the effectiveness and the efficiency of the national training system; and concerns about paying
for training and being able to sustain the necessary effort over time’ (Fluitman, 1999, p. 57).
All three preconditions are present in Ukraine and some reforms have already been initiated,
such as the internal reshaping of the system in 1996, the introduction of the ‘Law on Voca-
tional Education’ in 1998, as well as the beginning of decentralisation of VET in 2016 (Euro-
pean Training Foundation, 2002; European Training Foundation, 2017a). Moreover, the coun-
try has taken a strategy for an introduction of a kind of dual system in 2015 (Ministry of Edu-
cation and Science of Ukraine, 2018). However, the envisaged success of these reforms raises
some doubts. Against this background, the questions discussed in this paper are (i) whether
the Ukrainian VET system really possesses the potential to undergo reforms that could really
change the direction of its current development, (ii) how the state could manage and imple-
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ment such reforms, and (iii) whether there are factors which still are strong enough to impede
reforms in Ukraine and therefore might lead to potential failure.

2 State-administered VET and the Transition Economy

Since vocational education is embedded within the respective national economy, industrial
relations and status systems (Bosch & Charest, 2008; Deissinger, 2008), the theoretical refer-
ence we use to describe these problems and challenges in the case of Ukraine is neoliberalism.

Neoliberalism broadly means the agenda of economic and social transformation under
free market conditions (Connell, 2013; Harvey, 2005). However, the shift to neoliberalism for
the countries with liberal economies was an expected stage of their evolution. For the coun-
tries of the former USSR, it was a plunge into the unknown. Neoliberalism so far has had a
drastic impact on the Ukrainian educational system, causing commercialization and expansion
of higher education, and with it the decay of vocational education (Korzh, 2013, p. 52).

Historically, Ukraine has a school-based VET system, which it inherited from the USSR.
Such a system functioned effectively as part of the administrative economy and centralised
management (Nychkalo, 2004), but under free market conditions it failed in quickly reacting
to needs of employers and with respect to demanded skills and competences of school-
leavers. The liberalisation of the economy, which started in 1991, created imbalances in the
social sphere, devaluating norms as ‘work’ and ‘profession’. Vocational schools remained
under state control and gradually declined in numbers (Nychkalo, 2008). Also, the deteriora-
tion of the economic situation undermined the ability of the state to provide VET with suffi-
cient financial resources which led to bad and insufficient equipment in vocational schools.
VET was no longer capable to correspond to the work reality in industry. Moreover, the re-
muneration of vocational teachers, trainers and instructors now is one of the lowest among
professional categories (European Training Foundation, 2017b). Reforms that were initiated
by the government, such as the internal reshaping of the system in 1996 and the introduction
of the ‘Law on Vocational Education’ in 1998, were designed to align the VET system to the
expectations of the employment sector. However, these steps did not stop the negative
tendencies in the VET system.

Rostow's modernization theory rests on the liberal expectation of gain spillover from the
economic elites to the whole society due to the expansion of the market economy (Ish-
Shalom, 2006). This idea corresponded to the liberal intentions of the government to intro-
duce free market principles within the VET system in Ukraine. Since 2016, decentralisation
tendencies in Ukraine influenced all spheres, including the VET system. The developed coun-
tries attempted to make their contribution to the development of VET in Ukraine by providing
modernisation assistance. The European Training Foundation worked out a Green Paper to
lead discussions on reforms and capacities needed for an attractive high-quality VET system
in Ukraine (European Training Foundation, 2017a). The recommendations also include pub-
lic-private partnerships. So far, this idea exists only on paper. One of the consequences of
decentralisation was the adoption of a new law ruling the budgeting of vocational education
and aiming at its liberalisation. Financing vocational schools has been shifted to the regional
level and also includes other stakeholders, e.g. companies. However, for vocational schools
such measures have turned out to be a shock therapy. Although the intention was to make
VET more liberal and to match qualifications with the needs of a particular region, schools
appeared not to be ready for such radical measures and many were on the edge of extinction
(European Training Foundation, 2017a). The government had to urgently subsidise VET in
order to save it and to avoid massive protests (Pokidina, 2016).
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3 Importing the Dual System in Ukraine

Ukraine, experiencing economic challenges and increasing unemployment since 2008 (Minis-
try of Finance, 2018), searched for the best practice to combat these problems. The govern-
ment of Ukraine came to the conclusion that ‘the world leader of skilled workforce training is
the European Union due to its dual system of education and training’ (Ministry of Education
and Science of Ukraine, 2018). Although this is a too generalistic perception, it resulted in the
decision to implement dual vocational training in Ukraine. Since 2015, the government of
Ukraine started to pilot the implementation of ‘the dual system of vocational education’ in 3
vocational schools and as of 2018, 52 vocational schools out of 758 launched the implementa-
tion of elements of dual training with respect to 52 qualifications (Ministry of Education and
Science of Ukraine, 2018).

The results of this experiment encouraged the government to approve the concept of dual
training. The problems, which are to be solved according to the concept, are low readiness of
VET graduates to work according to their qualifications, low satisfaction of the labour market
with the quality of education, ineffective usage of students’ learning time regarding the acqui-
sition of competences. The steps taken for the implementation of the dual system were ac-
companied and supported by international and German organizations, such as Friedrich Ebert
Stiftung in Ukraine, Deutsch-Ukrainischer Agrarpolitischer Dialog, Eastern Partnership (Cab-
inet of Ministries of Ukraine, 2018).

Although in Germany and Ukraine the term ‘dual training’ is used, it is obvious that
Ukrainian officials who pushed the realization of this reform, and German scholars who do
research on the dual system, educational transfer and policy borrowing, have different under-
standings. Duality of vocational training in German-speaking countries is characterized not
only by bringing theory and practice or learning venues together, namely the vocational part-
time school and the company, but also on the responsibility of various stakeholders and a spe-
cific understanding of “occupations” (Deissinger & Gonon, 2016). This important fact seems
to be non-existent in Ukraine as such stakeholders in the dual system, traditionally represent-
ed by chambers, employer organizations and trade unions, either do not exist or have different
goals. For example, trade unions hardly play a substantial role in the economic and social life
of the country and are considered as undeveloped elements of the labour market in Ukraine
(Doronina, 2013; Kolot, 2000). Chambers perform mainly supportive functions such as
searching business partners, issuing product quality certificates, assessing property and other
actions connected with the economic activity, but are not part of the VET system as such
(Ostroumova, 2015). Therefore, the notion of a dual system in Ukraine has so far been re-
duced to the issue of learning locations.

It is considered a specific feature of the German vocational training system that at the tar-
get level three dimensions are connected with each other: individual, social and economic
expectations. The interactions between these three dimensions normally lead to a consensus
between institutions and stakeholders responsible for education policy on the level of the fed-
eral states and on the level of the central state (Euler, 2013). In the Ukrainian case hitherto,
two dimensions out of three have not demonstrated sufficient potential to transform the cur-
rent vocational education system into a dual one.

Pilz has worked out an instrument for VET transfer (Pilz, 2017). The ‘6 P Strategy for
VET export’ comprises six core factors to be taken into consideration in any transfer project.
These factors are priorities, which should be based on training needs and perspectives of those
involved; power, which implies resources needed for qualitative and quantitative training
needs; people, which means qualified trainers/instructors and adequate pay for them; poach-
ing avoidance, which implies loyalty to companies involved, progression, which stands for
progression routes for VET graduates to higher education; and privileges for adequate work-
ing conditions and pay for skilled employees (Pilz, 2017). The implementation of a dual sys-
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tem in Ukraine was driven by the needs of both employers and trainees. As a matter of fact, in
the Ukrainian concept of dual training, it is mentioned that the equipment in vocational
schools is outdated and worn out up to 100 %, so there is hope among those working on the
operative level in the VET system that the situation might improve due to the implementation
of a dual system by the government.

However, still there are no clear regulations for the qualifications of trainers and voca-
tional teachers. Universities which offer vocational teacher training programs experience a
constant shortage of students because of low social attractiveness of and bad financial per-
spectives in this profession. Although companies articulate an interest in a qualified labour
force, the absence of a clear legal base which would outline their rights and obligations make
them reluctant to participate in the state initiatives. Now graduates of VET can progress to
higher education, because they can attend secondary education at vocational schools and re-
ceive a respective certificate (Verkhovna Rada Ukrainy, 1998). How the situation will change
with a dual system in which it is expected that theoretical learning will just amount to around
30 % of the learning time is difficult to predict at this early stage of its implementation. High-
er education attainment is still strongly associated with better salaries, working conditions and
social status in Ukrainian society (Del Carpio, Kupets, Muller, & Olefir, 2017; Korzh, 2013).
Looking at criteria such as those by Pilz makes clear that the challenges with respect to a dual
system approach are more than just demanding.

4  Conclusions

The problems that have so far blocked reforms in vocational education in Ukraine from being
successful lie in three areas: policy definition, setting (the right) objectives, and implementa-
tion (Fluitman, 1999). The reforms initiated have been in line with the policy of establishing a
modern democratic and prosperous country. The assumption referring to the deficiencies of
these first reform steps is that they were aimed solely on vocational education as such, leaving
aside economic, social and cultural realities of the country. In order to make VET transfer
successful, the experiences of different countries ought to be compared and, if necessary,
those elements ought to be picked up and adapted which harmonize best with the national
goals, structures and cultures (Euler, 2013). Against this background, the term “policy learn-
ing” might be more adequate than the term “transfer” of “policy borrowing” (Deissinger,
2015; Raffe & Spours, 2007).
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Abstract

Digital competence is an important ability for humanity in the 21st century. The use of tech-
nological tools in VET schools has expanded in recent years. Digital technologies cover a
wide variety of tools such as computers, robots, learning environments, digital media like
blogs, wikis and social media. The aim of the paper is to present for discussion uses of tech-
nological tools such as simulations in both high-technology context like Finland and in low-
technology context like Cuba. Technologies can act as a means for inclusion and exclusion to
communities in multiple levels: in classrooms, organizations, work places as well as coun-
tries. The paper reflects on how the use of technological tools promotes learning vocations
and what kinds of challenges do exist with digitalization. Furthermore, we discuss how the
use of technological tools changes practices of VET.
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simulations; digital technology; technology for learning

1. Introduction

The use of technological tools in schools has expanded in recent years; even though such
tools have existed already decades. Digital technologies cover a wide variety of tools such as
computers, robots, learning environments, digital media like blogs, wikis and social media. In
this paper, we will focus on uses of simulations in learning vocations. The aim of the paper is
to discuss and reflect on uses of these technological tools in both high-technology contexts
like Finland and in low-technology context like Cuba. Digital technologies can act as a means
for inclusion and exclusion to communities in multiple levels: in classrooms, organizations,
work places as well as countries. Digital divide is the concept that describes inequalities in
access to digital technologies and Internet as well as inequalities in skills and how it is used
(cf. Rogers, 2016).

The paper reflects on how the use of technological tools promotes learning vocations and
what kinds of challenges do exist with digitalization. In the paper we investigate across na-
tional and technological boundaries to discuss the challenges that emerge in accordance to
stage of technology development. Likewise, challenges for teachers and organization of the
learning process are examined and discussed.

Hakkarainen (2009) pointed out how use of technology-mediated learning changes also
knowledge-practices. He concluded that technology enhances learning through transformed
social practices. In other words, not the use of technological tools as such, but how techno-

(@0l



mailto:marianne.teras@edu.su.se
mailto:lazaro.moreno@edu.su.se

57

logical tools are integrated as part of teachers’ and students’ social practices. In VET, also
how technological tools are part of vocational and professional practices.

The Finnish case explores simulations in the health care field. Gaba (2011) has outlined
that simulations are perceived as attempts to replicate a clinical situation to amplify or replace
actual experience. Simulations are divided into three categories—Ilive, virtual, and construc-
tive simulations—involving live people, simulators, and simulated systems, such as gaming
with avatars (Sokolowski, 2011). Challenges in health care area are, as Poikela and Terés
(2015) pointed out in their review, that pedagogical knowledge was often thin.

The Cuban case has a special challenge in how to deal with scarcity of resources and de-
velop alternatives ways that permit access to advantages of digital technologies. Here initia-
tives and creativity in using learning environments becomes essential.

The VET system in Cuba is expected to meet work market’s needs, and at the same time,
VET is given an important role in social inclusion. A main challenge for the VET system, in
particular since 1990s and up to day, is how to meet technological development internation-
ally given the graduate access to knowledge of these technologies, and at the same time, satis-
fying local needs that are often not related to highly developed devises.

The paper concerns the following three research questions:

e What are the challenges and benefits of simulations experienced by teachers and students
in health care in Finland?

e What are the main features of the use technologies for learning in cuba’s VET system as
depicted in research?

e What are the challenges and benefits of using technologies for learning in low-teach and
high-tech contexts?

2. The Finnish case: Challenges and benefits of simulations

Simulation training is historically rooted in aviation and military education, areas that have
also been studied for ideas by health care practitioners and educators, which are the main fo-
cus of this research (Gaba, 2012). An international expert meeting (Issenberg, Ringsted, Os-
tergaard, & Dieckmann, 2011) identified three areas in which new knowledge concerning
health care simulations was urgently needed: instructional design, outcomes measurement,
and translational research. This research addresses the first area by asking what kinds of
pedagogical challenges are faced in simulations.

Simulation training is frequently divided into three phases: briefing of the situation, the
simulation event itself (called a scenario), and debriefing of the simulation event (Dieckmann,
2009). These phases are used to organise training in practice. Problems may arise if learning
is conceived as this linear process model suggests, because learning is a dynamic process and
is part of all phases. Furthermore, we know that, for example, motivation, perception and
learning environment have effect on learning.

Sokolowski’s (2011) three modes of simulations are found in different vocational do-
mains: live, simulators, and computer-based modes. However, in the health care domain, tra-
ditional tools, such as anatomical models, are merged into new technologies to form high-
fidelity patient simulators that are frequently used to learn nursing practices, such as resuscita-
tion after a heart attack.
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2.1 The study

Simulations are used to learn and develop high-level skills and knowledge needed in specific
domains, like caring for a trauma patient (Rosqvist & Lauritsalo, 2013). They are found to be
beneficial in learning nursing practices, especially clinical skills and bridging classroom and
clinical learning (Darcy Mahoney et al., 2013) and so called non-technical skills such as
communication, decision-making, leadership and team work (Jankouskas et al., 2007). Cant
and Cooper (2010) reviewed 12 studies and found out that six had demonstrated positive ef-
fects on learning (e.g., gaining knowledge and self-confidence and learning critical thinking)
whereas six studies did not show effects. There are also challenges identified in simulation
literature such and economic and personnel resources required in implementing simulations.
Berragan (2011) further pointed out concerns about what are real capacities of simulations to
translate to practices and how quick development of technology might take a leading role in
learning nursing practices. Furthermore, Langemeyer (2012) aptly pointed out that students
can also learn stereotypical professional and gender roles in simulations.

Previous research focusing on simulations in health care has employed different theories
as a springboard to explain learning. Studies have employed constructivism, behaviourism, or
a combination of both (Parker & Myrick, 2009), experiential learning, expert learning
(Nehring & Lashley, 2009), problem-based learning (Poikela, 2012), and social practices
(Dieckmann, 2009). Poikela and Terés (2015) found in their scoping review 13 different con-
ceptualizations of learning in nursing simulations and five different pedagogical models. Fur-
thermore, researchers had employed both educational theories and theories from other disci-
plines such as critical feminist theory or social sciences.

In the Finnish context, simulations have been studied in educational areas, especially
military medicine and mass casualty situations (Jokela, 2010) and forest machine training
(Salakari, 2007); health care areas (Poikela, 2012); in the philosophy of science and technol-
ogy work (Mattila, 2006); and construction industry work (Kerosuo et al., 2012).

2.2 Method and analysis

The study is part of the larger research called “Developing and learning expertise via simula-
tions”. * The aim of the study was to examine how students and teachers perceived simulation
training. Participants were 16 nursing students and 9 teachers. The teachers (out of 13) an-
swered a qualitative electronic questionnaire involving 12 open-ended questions. 16 students
(out of 19) answered similar type of questionnaire from students’ perspective. The partici-
pants studied and worked in the Finnish Universities of Applied Sciences. Data were collected
in 2013-2014. The focus of this presentation is on the qualitative questionnaire data.

Before the study started, research permits were applied from the Institutes and the con-
sent was asked from the participants. The questions for teachers involved background infor-
mation such as teaching subjects, years in teaching the profession, work life experiences and
five questions about simulations: How does simulation method differ from other teaching
methods, what kinds of issues promote learning in simulations, what kinds of issues hinder
learning in simulations, what kinds of issues are beneficial to teach in simulations, and what
kinds of issues are not beneficial to teach in simulations? The questions for the students in-
volved three background questions such as the starting year of the studies and if they had par-
ticipated in simulations, and four questions about simulations: How do simulations differ
from other studying methods, what kinds of issues promote studying in simulations, what

! Previously the Finnish case was presetend in Wordl TVET Conference in Malaysia 2015
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kinds of issues hinder studying in simulations, and what kinds of issues are beneficial to study
in simulations?

Analysis followed a qualitative thematic analysis and its six phases: familiarizing with
the data, generating initial codes, searching for themes, reviewing themes, defining and nam-
ing themes and producing the report (Braun & Clarke, 2006). Analysis was conducted with
Atlas.ti the software program. Answers to questions were short sentences involving one or
more issues the participants wanted to bring forward about teaching, studying and learning in
simulations.

Initially 20 different codes were identified in students’ responses such as simulating au-
thentic work situation and practical skills. In teachers’ responses 34 different codes were iden-
tified such as working practices, teachers’ competence and inspiring experiences. Thus,
teachers identified more issues than students about the strengths and challenges of simula-
tions. However, when searching for themes four themes were identified in the responses of
both groups: 1) differences 2) usefulness 3) conduciveness, and 4) challenges. Theme useful-
ness and conduciveness were categorized as strengths and theme challenge and differences
were reported as such. I will next give the examples of the themes according to research ques-
tions: How do simulations differ from other teaching and studying methods? What kinds of
strengths and challenges do teachers and students identify in simulations?

2.3 Results

15 students had started their studies in 2012 and one in 2010. All were nursing students and
they had participated in simulations during their training. Six teachers taught nursing and
three management and services. Seven teachers had taught in simulations and two had not.
Differences

Both students and teachers recognized differences. They both compared it with reading a
book and thought that it was a “better way to study than reading a book” (S8?) as one of the
students put it. In addition teachers thought that simulation method was intensive and com-
prehensive and that “one needs to throw oneself in a different way, one can really experiment
and also fail” (T7).

2.4 Strengths

Both students and teachers thought that usefulness of simulations was especially in learning
working practices” (T1). One of the students responded that simulations are useful in “espe-
cially practicing such situations, which are rare in real nursing work” (S5). Both identified
that simulations are good at linking theory to practice, learning group work and collaboration
and learning from mistakes.

The students highlighted authenticity that simulations “help to prepare oneself for real pa-
tient situation” (S3) as well as learning practical skills such as “nursing procedures” (S11).
Furthermore, students wrote that “practicing demanding procedures before internships gives
self-confidence” (S6), and simulations are useful when one can see her/his own performance.
Students also favored that ”you learn more when you are doing things” (S2).

The teachers brought out that simulations are also useful in professional development and
that it can be used all kinds of teaching as one of the teachers put it: ”Simulation is flexible
and it can be used for many kinds of teaching, one can apply it to all.” (T9).

2 S=student, T=teacher, numbers refer to individual participants.
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Both students and teachers responded to that better organization of simulations can pro-
mote learning: ”Simulation days are long, often between 8-16, towards the end one gets too
tired and focus loosens. Also one has to always wait for one’s own turn.” (S8). The teacher
also thought about integration: ”Even more exact integration into the curriculum and different
learning objectives.” (T8). The students wished for more simulations and smaller groups, and
the teachers more resources and support from the management. In addition teachers recog-
nized that they needed more competence about teaching in simulations: ”Developing staff’s
competence.”(T4).

2.5 Challenges

When considering the challenges, the respondents’ answers differed. The students brought out
six issues and the teachers five. The students highlighted the artificiality of simulations: "I see
simulation situations unnatural from time to time.”(S4), and feeling of tension: "For a worrier
it can be painful.” (S10). They also presented that follow-up was inconvenient: It would pro-
mote learning “if they would not be videotaped” (S14), as well as lack of instruments. One
student thought that the whole activity was in vain: "I think that studying in simulations is
stupid and therefore it should be stopped.” (S13).

The teachers highlighted as a challenge “lack of competence.” (T4) and problems with
implementation: "Too difficult cases, technology is not working.” (T9). They also identified
personnel and economic resources as challenges. Furthermore, they brought out the size of a
student group and knowing working life: “Lack of clinical skills.” (T5).

The teachers presented six situations in which they would not use simulations as a teach-
ing method: “Teaching theoretical issues.” (T1), processing student’s personal life, recogniz-
ing previous competence, teaching issues related to death, research work, and “those issues
that can be learned later in working life, and are low risk tasks if one fails”(T4).

3. The Cuban case: Challenges and benefits of using technology to support learning

The use of technology in the classroom has an important impact and to great extend shapes
educational practices (Cuban, Kirpatrick & Peck, 2001). Cuban educational system, including
VET, performs better that most countries of the region regardless of limitations (Fleites,
2013). The use of technology to support learning has been much in focus in the Cuban VET
system, a system that has largely been schools based despite strong connection with work
place secured by a very centralised governance of education (Gasperini, 2000).

3.1 Research material

This study is driven by an interest in investigating how technology to support learning has
been used in the context of a low technology developed country (Cuba) that shows consider-
able success in educating work forces. The study is limited in scope. It essentially aims to
provide initial grounds for deeper and broader analysis of the use of technology for learning
within the VET system in Cuba.

In a literature search, including review of data bases in Cuba, it was noticeable that re-
search in this area is scarce if not largely missing. There is however a valuable piece of re-
search that arguably sets grounds for further studies about the use of educational technology
in Cuban VET system. Najia Sabir and Anne Ottenbreit-Leftwich (2014) from Indiana Uni-
versity, studied empirically how VET institutions, or polytechnic high schools as termed in
their study, prepare students for labour marked using technological tools. The empirical part
of their study is largely refereed in this article.

Focusing on the Cuban educational system Sabir and Ottenbreit-Leftwich (2014, p. 250)
refer to earlier research to argue that educational guidelines and trends illuminate how school-
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ing mechanisms have been shaped to accommodate economic, political and social needs.
Additionally, they argue, that it is important to evaluate the perspectives of teachers as they
relate to leveraging technology in instruction. Without a clear understanding of teacher val-
ues and perspectives, interventions will not be as successful. From this, a clear understanding
of context is invaluable.

The post-revolution Cuban educational systems is primarily a state-controlled, centralized
system that is responsible for the development of society and educator perspectives. Accord-
ing to Sabir and Ottenbreit-Leftwich (2014, p. 250) these educational policies and top-down
approaches have impacted teacher perceptions on how to prepare Cuban citizens. Over time,
school-level administrators and teachers have adopted this centralized vision of educating
students, in an effort to better meet productivity goals. The study suggest the relevance to
first understand their value systems of teachers.

3.2 Results

Using Erikson’s data analysis techniques Sabir and Ottenbreit-Leftwich (2014, p. 258) devel-
oped assertions of how Cuban polytechnic teachers perceived and used educational technol-
ogy. Based on the questionnaires and interviews, teachers reported highly valuing their tech-
nical pedagogical training, indicating that the growing spaces were an integral part of their
technology based instruction. According to this study limited resources was the greatest bar-
rier to the implementation of educational technology. The following assertions emerged in
the study. The teachers perceived that educational technology met a wide variety of teaching
and learning purposes; technology allowed them to extend the classroom; more resources
would enhance their teaching; and polytechnic education was reported as a valuable experi-
ence for students. Likewise the study found that teacher perspectives in this school were
greatly shaped by the lack of advanced technology available.

The four main finding of the study (Sabir & Ottenbreit-Leftwich, 2014, pp. 258-261) are
presented in the following.

First, educational technology is viewed as inclusive of any technological devices that
prepare students for their future careers, even in labor.

During the observation and on-site interviews done by Sabir and Ottenbreit-Leftwich
(2014, p. 258), when teachers described educational technology, they mentioned a wide range
of devices that would help prepare students for their future careers. For example, when asked
about educational technology during an onsite interview, one teacher discussed the impor-
tance of greenhouses and how this particular technology enabled students educational experi-
ences of differentiating between vegetation and knowing how to care for the variety of foli-
age. Although greenhouses would not typically fall under traditional definitions of educa-
tional technology focusing heavily on digital technologies, teachers here seemed to express
broader definitions of educational technology devices and tools that could benefit their stu-
dents.

Sabir and Ottenbreit-Leftwich (2014, p. 258) report that during the interview and site ob-
servations, teachers explained that the wide fields and greenhouses were representative of
learning spaces. The principal explained plants were grown, labelled, and tended for by the
students, in short, some greenhouses were “complete student initiatives.” During the teacher
interviews, the greenhouses and other outdoor learning spaces were referenced as instruc-
tional tools that teach students the crucial skills of: identifying different types of plants; their
uses and how to care for them.

Second, technology is used to extend the classroom from traditional spaces into the out-
doors to accomplish meaningful student learning.

During the site observation Sabir and Ottenbreit-Leftwich (2014, p. 259) found out that
the teachers pointed out aspects of different types of technology the school incorporates in
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their lessons and classrooms. They report that during one of these exchanges, a teacher hu-
morously points to two oxen tied to short coconut trees near a classroom door, claiming the
pair as education and assistive tools. While meant as a humorous comment, the principal was
quick to jump in the conversation to point out the importance of the animals to the school and
the students’ learning, referring to them as “tools.”

This introduction of ICT tools is important in establishing the definition of educational
technologies for the purpose of expanding traditional learning spaces into the outdoors. Sabir
and Ottenbreit-Leftwich (2014, p. 259) reports that while touring additional greenhouses and
outdoor spaces a teacher refers to these as “important classrooms,” where students learn to
tend to animals and vegetation. For example during the interviews, the teachers comment that
students must not only learn how to distinguish between the types of plants, determining their
properties and value, but be able to care for them appropriately, everything from planting a
seed to caring for a full grown tree.

Typically, a black tarp-like canopy encompasses the plots of land creating a roof-like
structure, and cascading down slightly on all four sides. Teachers, during the observation,
describe this as an important ‘technological’ aspect. In that the ‘canopy’ provides more than
shade and the students learn how to create structures and appropriately alter the amount of
sunlight the plants receive. Students must learn the functions of many of their outside class-
rooms. Sabir and Ottenbreit-Leftwich (2014, p. 259) describe that the teacher was quick to
call this structure as technology of the classroom that facilitated student learning. Further-
more this was seen an extension of the classroom from the physical bounds of the brick-and-
mortar classrooms. This type of learning takes the students outdoors into a real-world context
where they have to master appropriate skills.

The study by Sabir and Ottenbreit-Leftwich (2014, p. 259) describes that several black
tarped greenhouses introduced as learning spaces, where students learn through practice. For
example, one unique feature pointed out is a water trench that students need to walk through
to get into the learning space. A teacher explains how the students have to ensure sanitation
and healthy plants. The teacher describes how the students need to learn how to naturally
keep away pests and bugs that would harm their cultivations. The teacher says that the stu-
dents ‘have to clean their shoes’ before and after coming out of the greenhouse, she is careful
to place emphasis on the students’ learning throughout the process of entering this particular
classroom.

During the on-site interview conducted by Sabir and Ottenbreit-Leftwich (2014, p. 259),
principal displayed a wildlife area of the school explaining that the school is a “polytechnic
agricultural school’ that teaches more than how to ‘grow plants’. The students also learn how
to “care for livestock’ at this school. For example, during the site observation, a teacher high-
lights an elevated livestock facility pointing out a very large pig housed in a pen, situated next
to the large animal is a litter of piglets. The teacher describes how the students learn to take
care of the animal, they learn how to “breed, feed and tend’ for it. The principal highlights the
pig pen, in an interview: the pen houses very large pig surrounded by several of its smaller
piglets. The large pig is isolated between steel bars. The principal describes how the mother
pig would roll over her babies and claimed this was an issue for the school. In response to
this need the school imported, from Japan, this bit of teaching technology, which was consid-
ered a ‘new advancement’. The purpose of integrating this tool was to ‘teach the students
how to care for livestock’ in an appropriate and humane manner. Furthermore, the authors
report that the principal referred to the technology of the pen as key in the teaching process.
Additional learning spaces, including chicken coops, fodder houses, and other livestock hold-
ing areas were also toured as learning spaces.

Third, the teachers believed that their instruction could be enhanced with better access to
technological teaching materials and their training was vital to their development.
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During the interviews conducted by Sabir and Ottenbreit-Leftwich (2014, p. 260) with
university faculty the aspect of equal resource distribution and teacher preparation was a key
focus. Due to national policies all traditional classrooms had equal and standard allocations
of resources. With the national requirement for teacher preparation, 80% of the teachers re-
ported being ‘well prepared’ to use educational technology in their classroom, 10% felt
‘somewhat prepared,” and the other 10% felt ‘very well prepared’. Most of the teachers sur-
veyed had been teaching for at least 6 years, with only a handful having taught less than 3
years. Additionally, several teachers mentioned courses, in recycling for example (n=5/9),
that shaped their use of educational technologies.

When asked in the study (Sabir and Ottenbreit-Leftwich, 2014, p. 260) about their com-
fort level in terms of using technology in their classrooms in the questionnaire, there were
four options: very comfortable, comfortable, somewhat comfortable, and not comfortable.
While 80% percent of the teachers said that they felt ‘comfortable using technology’ in their
classroom, only 5% said that they were ‘not very comfortable.” In the questionnaire, when
teachers were asked about how often they used technology, 55% of teachers reported that they
used technology between 5-10 times a week, while 30% of the teachers said that they used
technology at least 11-15 times a week. Teachers defined these activities as instructional ma-
terial integration, lesson planning, classroom activities, classroom management, or communi-
cation with colleagues. Half of the 22 teachers assigned homework that required a computer
once or twice a week, while four teachers reported assigning more computer-based homework
more than three times a week. However, none of the teachers noted using technology for ad-
ministrative purposes, such as attendance, or analyzing student performance, such as identify-
ing student performance trends through a grade book. Only one respondent reported using
technology to communicate with peers or students. While only 15% claimed to actively use
electronic resources, it is important to note that their definitions of educational technology
resources tended to include greenhouses and other technologies that were not electronically
based.

Sabir and Ottenbreit-Leftwich (2014, p. 260) report also the very limited access to the
Internet; specifically, teachers did have access to an Intranet which contained CD-based in-
formation. While this point was brought up during several teacher interviews, the university
faculty and even translators confirmed the limited access to the World Wide Web. In the in-
terviews the university faculty explained the concept of the intranet. The intranet housed re-
sources, such as instructional videos, simulations, and digital lesson plans, which were dis-
tributed to all the regions. These recourses were normally delivered directly to the school site
and housed on-site.

Fourth, polytechnic education is viewed as valuable in creating productive and technical
students, as defined by teachers and faculty.

According the outcomes of the questionnaire used by the authors of the study (Sabir and
Ottenbreit-Leftwich, 2014, p. 260) a majority, 85% of respondents, mentioned that they used
technological tools to facilitate high order thinking in their classrooms. During the observa-
tion, teachers described their high-order thinking activities as teachers expanding the class-
room outdoors and had students solve problems in real-world contexts. 95% of the teachers
use technology for personal productivity, using word processors to create worksheets and
tests in their school computer labs. Lastly all of the teachers reported using technology to
present information and to facilitate specific learning concepts.

Sabir and Ottenbreit-Leftwich (2014, p. 261) report that another important practice-based
teaching experience is the use of cigar presses as instructional technology. During the study,
one of the classrooms observed is purposed specifically for the teaching of this process. The
classroom is filled with tiny wooden desks, at first glance it seems difficult that high school
students would even be able to sit at these desks, let alone two students to a table. In the cor-
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ner of the room were large sticks, and piles of leaves covered with fabric. A teacher explains
that this is the ‘drying room’ where students learn to cultivate, harvest and produce tobacco.
The students bring the leaves into this room to study and press and roll them into cigars. The
desks actually hold single presses, cigar pressers for the tobacco leaves. As the teacher de-
scribes how the classroom is actually used and the mechanisms by which the students use the
press technology, she describes this with such pride claiming this classroom as an important
aspect of helping Cuba become a global contender by increasing its exports. According to the
study the students in this school are one of the region’s largest cigar producers, as identified
by the principal. When the teacher describes the students using the technology of the cigar
press she discusses this in the context of her students helping the entire nation from an eco-
nomic developmental perspective.

4. Summary and conclusions

This paper presented two different studies focusing on use of digital devices to learn voca-
tions. The Finnish case examined one specific case: use of simulations to learn nursing prac-
tices, and the Cuban case was an overview of using technology in education. The first study
was conducted in a high-technology context and the second one in low-technology context.
Both studies show that use of digital devices has increased in both contexts to learn vocations,
which poses both opportunities and challenges for the students and teachers in VET.

The results of the study, in the Finnish case, showed that the students and teachers agreed
that learning in simulations was beneficial. They thought that simulations were useful espe-
cially learning practical skills needed at workplaces such as nursing procedures. Both ac-
knowledged that simulations are good at linking theory to practice, learning group work and
collaboration. Both also thought that better organization, implementation and integration
would promote learning in nursing simulations. These results are in congruence with previous
studies done in nursing simulations (cf. Cant & Cooper, 2010).

The participants’ perceptions differed on challenges. The students identified as the big-
gest challenges that simulation was an unnatural situation and that some students felt tension
when participating into simulations. Whereas the teachers recognized as the biggest chal-
lenges lack of competence and resources simulation demanded, both human and economic
resources. This result shows that both groups approached challenges from their individual and
situational points of view. In relation to challenges both students and teachers were on their
zone of uncomfortable.

From practical points of view, the results provoke four issues. First, what can be done in
relations to promoting the authenticity of simulations, the situational factor, and second, how
to relieve students’ tension. Third, how to develop teachers’ competences for teaching in
simulations, and fourth, how to ensure sufficient resources.

Responding to the first and second issues, two measures can be suggested. These are both
intertwined to the third one, a competent teacher who knows working life as well as peda-
gogical principles can both create authentic simulations and relieve students’ tension. The
fourth one is a question for the management of institutes. If the management supports using
the simulation method, sufficient resources need to be allocated.

The simulation method has become popular in health care training. The results of this
study showed that it has both strengths and challenges. Each institute that uses the method,
needs to solve these challenges according to their local circumstances and listening to their
students and teachers.

As for the Cuban case, according to the findings in the study by Sabir and Ottenbreit-
Leftwich (2014, p.261), which are supported by other studies (c.f. Wang & Woo, 2007; Cu-
ban, Kirkpatrick & Peck, 2001), while differing from traditional definition of technology, the
teachers expanded their notion of technological education tools. The traditional definition of
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ICT, explained as it is simply a “tool” in the education context is much contested by the find-
ings of the study. This leaves then then space for a more comprehensive definition of educa-
tional technology as the creation, use and management of appropriate technological processes
and resources. The teachers in this case study expanded their definition of educational tech-
nologies to include for example greenhouses and outdoor learning spaces. According to the
study teachers viewed the construct of technology to be: inclusive of all technological re-
sources available for instructional purpose, and a useful tool in moving learning from physical
classrooms into real-world spaces. Teachers integrated tools they believed were relevant to
their instructional context and governed by the Cuban educational system’s values.

Both studies showed that using technology changes practices of VET, which means that
digital competences are needed. This article is just an initial step for intended comparative of
contrasting contexts that is considered of paramount relevance for research in VET.
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Abstract

Senior Secondary Vocational School (SSVS) is designed to prepare graduates to become
middle-level workers. This study aims to find learning models that are effective in increasing
critical thinking, creativity, communication and collaboration, which are very important in the
era of Industry 4.0.

Critical thinking and creativity are two complementary thinking skills especially for
solving complex problems. To develop the skills students have to practice solving problems
familiar with everyday life. Communication and collaboration skills are two very important
abilities in social life. To develop these skills, students should practice group work in a social
interaction. Thus collaborative project based learning (CPjBL) is considered to be an
appropriate instructional model to develop four skills simultaneously.

This study applied the 4-D model, then the learning model was empirically tested through
control group pretest posttest design. t test and effect size test was used to check the effec-
tiveness of the instructional model. The analysis result showed that CPjBL was effective in
developing critical thinking, creativity, communication and collaboration skills for SSVS stu-
dents.

Keywords

critical thinking; creativity; communication; collaboration; collaborative project based
learning

1 Introduction

In Indonesia, Senior Secondary Vocational School (SSVS/SMK) is designed to prepare
graduates to become middle-level workers in certain fields (Law No. 20/2003: Article 15-
explanation). However, data shows that SSVE graduates are the biggest contributors to
unemployment (Tempo.Co: Nov 15, 2017; Jawa Pos: Nov 17, 2017). Often SSVS graduates
fail to compete in the selection to enter the workforce (Samani. Cholik, Buditjahjana, 2016).
Similarly, the study of Newhouse and Suryadarma (2009) conclude that public appreciation of
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SSVS is not high. Therefore the Government of Indonesia issue Presidential Instruction No.
9/2016 on SSVS revitalization.

Industrial era 4.0 has recently entered into many countries, including Indonesia. The
World Economic Forum (WEF) (2016) study reports that industry 4.0 has brought a change of
work patterns which is driven by mobile internet and cloud technology, power and big data
processing, new energy supplies and technologies, and the internet of things. The four core-
work related skills that are needed now are complex problem skills, social skills, process
skills, system skills (WEF, 2016: 22). Similar to those findings, the Economist-Intellegence
Unit study (2015: 8) found five skills needed in the future, they are problem solving, team
working, communication, critical thinking and creativity.

When examined more deeply, the skills found by WEF and The Economist will lead to 4
core skills namely critical thinking, creativity, communication and collaboration (4-C) which
are called the learning and innovation skills by Trilling and Fadel (2009: 49-60) and super
skills by Kivunja (2015: 224), because they are the most important skills in the 21st century.
This study aims to find a learning model that is able to develop critical thinking, creativity,
communication and collaboration skills for SSVS students, so that they are able to join the
employment field in industrial era 4.0.

2 Theoretical Framework

1.1.Critical Thinking and Creativity

Critical thinking and creativity are two complementary thinking skills for solving complex
problems (Paul and Elder, 2008). Associated with Bloom taxonomy, critical thinking includes
two levels of thinking, namely analyze and evaluation, while creativity is a level above them
(Wilson, 2016). While Marrapodi (2003) mentions critical thinking is the stage of evaluating
an information or idea, while creativity is the stage of its expansion. Thus, although comple-
mentary critical thinking and creativity are two separate capabilities.

Ruggiero (in Murawski, 2014: 25) says critical thinking is the art of thinking about
thinking, so that it seems to be the peak of thinking ability. People who think critically do not
directly accept someone's opinion but will look for other information as a comparison
(Karakoc, 2016: 28; Murawski, 2014: 26). Thus, people who think critically apply deductive
and inductive thinking simultaneously. Critical thinking is a high order thinking skills that
have six aspects, namely interpretation, analysis, evaluation, inference, explanation and self
regulation (Facione, 2013: 5; Koeswiyah, 2012).

How to develop critical thinking? Snyder and Snyeder (2008: 93-94) mention that to
foster critical thinking skills, learning must involve students actively, focus more on processes
and not results, and apply challenging evaluation patterns. Similarly, Murawski (2014: 27)
mentions challenging tasks or questions will encourage students to develop their critical
thinking. To help students more easily develop critical thinking skills, tasks or questions must
be related to their daily lives (Samani and Palupi, 2013).

Creativity can take the form of process (creative thinking) and results (creative products)
(Cropley, 2011). Creative products are produced by creative thinking but creative thinking
does not necessarily produce creative products. Meanwhile, Runco and Jaeger (2012: 92)
states that creativity requires two aspects, namely originality and effectiveness. In line with
that, Amabile (in Gino and Ariely, 2012: 445) defines creativity as the ability to produce new
ideas that are useful for the needs. Original but ineffective means unuseful ideas, on the
contrary effective or useful but not original ideas does not mean something new.

Associated with work, creativity is the first step towards innovation (Baer, 2012: 1102).
Creativity refers to ideas, while innovation designates the implementation of these ideas in
solving a problem. The Santa Fe Institute Working Group (2015: 17) states that creativity is
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influenced by abilities in memory, divergent thinking, convergent thinking, and flow. While
Filsaime in Nurlaela and Ismayati (2015: 24), and Liu and Schoenwetter (2004: 802) states
that creativity has four aspects of fluency, flexibility, originality and elaboration.

Through a series of studies, Boyd and Goldenberg (2013) proved that creativity can be
developed through systematic inventive thinking (SIT), while Tan, Lee, Ponnisamy, Koh and
Tan (2016) mention creativity can grow well if learning provides opportunities for students to
apply their ideas. Thus providing opportunities for trial and error is the key in fostering the
ability to think creatively. In the context of automotive technicians, trouble shooting training
is an effective way to foster students’ critical thinking skills and creativity.

1.2.Communication and Collaboration

Communication and collaboration skills are two very important abilities in social life. Both
are complementary in social interaction (Nazaro & Stazzabosco, 2009). Research conducted
by The Economist Intelligence Unit (2015: 3) concludes that both are also very useful in
future work. For automotive technicians, the type of communication that is needed is
interpersonal communication that has five aspects, namely emotional intelligence, body
language, posture, sensitivity to the audience through appropriate behavior, and active
listening (Koehler and Wesson, 2014: 2). In line with that, Hutagalung (2017: 3) mentions
five aspects namely clear voice, good grammar, nice expression, viewing others, easy to
understand. Meanwhile, Kapur (2013) mentions obstacles that often occur in communication,
namely environmental and physical barriers, semantic barriers, cultural barriers,
psychological barriers, perception of reality.

Collaboration is mutual engagement between two or more people to achieve agreed goals
(Lai, 2011: 2). Unlike cooperation that emphasizes the division of labor, collaboration is more
flexible (Child and Shaw, 2018: 18). Katzenbach and Smith (in Reeves, Xyrichis and
Zwarenstein, 2018: 1) mention collaboration can take the form of working groups, pseudo
teams, potential teams, real teams, and high performance teams. The difference between the
five depends on the solidity of the team concerned. In the context of automotive technicians
the collaboration pattern tends to be loose because the work is simple, so it can be categorized
as a working group, which according to McMaster University (2016) has five aspects: sharing
information and experiences, responsibility and accountability, cooperation, support for
innovation, and mutual trust and respect.

In collaboration the quality of communication is one of the determining factors
(Hidayanto and Setyadi, 2014: 96). Job mistakes often occur due to misunderstandings in
communication between members of the work team. In interpersonal communication,
miscommunication is often caused by cultural factors. What the speaker means is understood
differently by the listener (Koehler and Wesson, 2014), therefore mutual understanding of
culture between members of working groups is very necessary (Schadewitz, 2009: 37).
Besides that, the obstacles that occur in collaboration are lack of collaborative skills, free-
riding, competence status, and friendship (Le, Janssen and Wubbels, 2018: 109-110).

The similarity of goals and understanding of the work handled also greatly influences the
effectiveness of collaboration (Reeves, Xyrichis and Zwarenstein, 2018: 2), so that brief
discussions before starting work are very important in the working group (Samani, Suparji,
Rahmadian, 2017: 200). In trouble shooting on the automotive field, idea differences for
resolving damage often occur, so members of the working group must convey each other's
ideas to avoid mistakes in work steps. The culture of collaboration is more easily developed
through team of culture, community culture, and network culture (Callahan, Schenk and
White, 2008: 7).

Collaboration and communication, especially interpersonal communication is very
important in the world of work, but unfortunately it is rarely taught in schools (Callahan,
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Schenk and White, 2008: 1), because schools more emphasize on the individual abilities of
student. In contrast, in the technological era almost all jobs are carried out in groups
(Economist Intelligence Unit, 2007). As a result, many SSVS graduates fail in job selection
not because they are less skilled, but because they do not have the ability to communicate and
collaborate (Samani, 2014).

Communication and collaboration are not sufficiently theorized but must be in the form
of daily behavior, so the development of these two abilities must be carried out through
practical work training (Hole, 2015: 1973-1974). In other words students learn in work groups
so that productive social interactions occur. Therefore collaborative project based learning
(CPjBL) is considered to be an appropriate instructional model to develop those skills
simultaneously.

1.3.Collaborative Project Based Learning

Project-Based Learning (PjBL) is a student-driven, teacher-facilitated approach to learning
(Bell, 2010: 39). In Collaborative Project Based Learning (CPjBL) students work in groups
that are tailored to the competencies that students must master and are associated with the
context of their lives (Chen, Hernandez, Dong, 2015: 28). Meanwhile Donnelly and Fitzmau-
rice (2003) mention that CPjBL applies a multidisciplinary project approach that is tailored to
the student environment with more emphasis on student activities. The five main characteris-
tics of CPjBL are learning by doing, real world problems, interdisciplinary, collaborative
group work, the role of tutors as a “guide on the side”, and end product oriented (Harmer and
Stokes, 2014: 4-6).

Implementation of the CPjBL requires adequate preparation, for both students and
teachers. In the learning process, students construct new knowledge based on prior
knowledge. Because the CPJBL applies the principle of learning by doing and the
teacher/instructor acts as a mentor from the side, students must have sufficient knowledge
about the project carried out and have sufficient experience in collaboration (Bell, 2014: 42).
Teachers must also understand how to implement the principle of "to guide from the side™ and
how to evaluate the competencies achieved by each student. Designing projects that fit the
competencies students have to achieve and corresponds to their environment and how to
apply the above five principles is a challenge for teachers (Jamal, Essawil & Tilchin, 2014)

CPjBL has been proven to be successfully applied in universities (Donnelly and
Fitzmaurice, 2003; Zhang, Peng and Hung, 2009; Chen, Hernandez, Dong, 2015). Students at
the universities certainly have maturity in thinking and behaving, so the principle of learning
by doing and learning independently can work well. However, there has not been many
researches on the application of CPjBL at the high school level, especially in vocational
schools and associated with the development of 4-C skills.

In this study, the project undertaken by students is trouble shooting a motorcycle brake
system which is one of the competencies that must be mastered by SSVS students. CPjBL
application on the topic of trouble shooting will encourage students to think critically to find
problems occurred, think creatively to find solutions, communicate and collaborate because
the project is done in groups. This ability will be integratively built when students work and
students will be motivated to work because they have the freedom to do what they think
(Halmer and Stokes, 2014: 15).

3 Methods

This study applied the 4-D model (define, design, develop and disseminate) (Thiagarajan,
Semmel and Semmel, 1994), but only to the stage of development. The learning model was
empirically tested through control group pre-test post test design (Krathwohl: 1998: 510-511).
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The study was conducted at Department of Automotive Technology “SMK-X" on even
semester, academic year 2017/2018. Topics used was brake system that includes both theory
and practice activities and has medium-level of difficulty. The experimental group applied
CPjBL while the control group applied a learning model that had been used so far, namely
direct instruction followed by assignments.

To measure critical thinking, creativity, communication and collaboration skills
observation sheets used. Expert judgment by 3 experts was applied to check the content
validity and construct validity of the instrument. Reliability of the instrument was tested by
inter rater (Borich, 1994), with results 97.96% for critical thinking, 93.76% for creativity,
92.07% for communication and 92.06% for collaboration skills. Thus, the four observation
sheets are reliable.

To ensure the equality between the experimental group and the control group, a pretest
was carried out and the results were tested by t test. After the learning process completed,
post test was carried out and the results were tested by t test, followed by the effect size test
(Cohen's d) which was done using a scientific calculator.

4 Findings

Table 1 shows the pre-test and post-test scores, both for experimental and control group. t test
analysis against the pre-test score between the two groups shows the result: p for critical
thinking = 0.63, p for creativity = 0.65, p for communication = 0.9, p for collaboration =
0.78. It means that the two groups are not significantly different.

Table 1  Students’ Skills of Experimental and Control Group
Critical Creativi Commu Collabo
thinking ty -nication -ration

Experi Pre 38.54 35.32 44.23 48.67
mental test

group Post 83.15 83.02 85.68 85.82
test

Control Pre 37.61 34.63 44.51 48.88
group test

Post 78.69 78.38 79.58 81.45
test

The data in Table 1 also shows the posttest score of the control group is also quite good
(critical thinking = 78.69, creativity = 78.38, communication = 79.58, collaboration = 81.45).
"SMK X" is a good SSVS and generally students are smart young people, so it is natural that
with the direct instruction model they also get a good score. However, the t test shows a
significant difference between the experimental group and the control group, so it can be
concluded that CPjBL is more effective than the learning model that has been used so far.

CROSSING BOUNDARIES IN VET 2019



72

25 e Table. 2. Result of 7 test on Critical

* Thinking

0

- t-test for Equality of

Means

0 H
Sig. (2-

. A iled)

o Equal variances ., 023 20 027

20 . assumed A o

Critical
0 Thinking Equal variance
0 qual varances -5 g73 69,825 027

Interpretation  Analysis  Evaluatio Exp tion not assumed

rst of Exp ¢ t trol grou
=83.15 =78.69

Fig. 1. Score of Critical Thinking

Figure 1 shows the score for each indicator of critical thinking, both experimental group
and control group. The mean score of experimental group is 83.15, while control group is
78.69. Table 2 shows the results of t test with p = 0.027, so that it can be concluded that they
differ significantly. Calculation of effect size found d = 0.50. It means that CPjBL applied to
the experimental group was able to improve students’ critical thinking skills better.

When examined carefully, self-regulation is the aspect of critical thinking that gets the
lowest score, both experimental group (79.16) and control group (75.69). Open interviews
with teachers at the school and also with students were found that students were not used to
do check and recheck for what had been done. Maybe students also master the project they are
working on, so they are sure of the results of the analysis of the problems they face. This
result was very similar to the results of research by Snyeder and Snyder (2008) and Samani,
Cholik, and Buditjahjana (2016). It may also be that the limited time to complete the project
makes it impossible for students to do “check and recheck”.
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Fig. 2. Score of Creativity

Figure 2 shows the scores obtained by students in each aspect of creativity, both
experimental group and control group. The mean score of experimental group is 83.02 while
control group is 73.38. Table 3 shows the results of t test with p = 0.03 so it illustrated that
they differ significantly. The effect size calculation found d = 0.70, so it can be concluded that
CPjBL is more effective for enhancing creativity.

Of the four aspects of creativity, the originality aspect scored was the lowest, both for the
experimental group (82.98) and the control group (76.38). Accor ding to the teacher in the
learning phase, students are not allowed to make breakthrough that can be harmful. It is very
possible that the rules make students not dare to do new things that are not in accordance with
the SOP or teacher's instructions. The manual held by students also seemed to make students
not dare to make a breakthrough outside the SOP. Particularly before the lesson begins, the
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teacher emphasized the importance of work safety, which includes the need to take the SOP.
This finding is in accordance with the result of study carried out by Tan, Lee, Ponnisamy,
Koh and Tan (2016).
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Fig. 3. Score of Communication

Figure 3 shows the scores obtained by students in each aspect of communication, both
experimental group and control group. The experimental mean score of the group is 85.68,
while the control group is 79.56. Table 4 shows the results of t test with p = 0.03 so that it can
be concluded that they differ significantly. Calculation of effect size found d = 0.76, so it il-
lustrates that the CPjBL is more effective for improving the communication skills of SSVS
students.

The communication aspect that got the lowest score was grammar, both experimental
group = 84.02 and control group = 76.63. Observations during the learning process revealed
that communication among SSVS students tended to use local language with slang and jar-
gon, neglecting the formal language they should use in class. The use of such language also
occurred when they had to make a report for their activities. It is very likely that the use of
such languages is influenced by local customs.
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Fig. 4. Score of Collaboration

Figure 4 shows the scores obtained by students in each aspect of students' ability to col-
laborate, both experimental group and control group. The mean score of the experimental
group is 85.82 while the control group is 81.45. Table 5 shows the results of t test with p =
0.08 so that it can be concluded that they differ significantly. The calculation of effect size
found d = 0.70, so it can be concluded that the CPjBL is more effective to improve the collab-
oration skills of SSVS students.
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Among the five aspects of collaboration, aspects of responsibility and accountability are
the weakest. Experimental group got a score of 85.33 while the control group received a score
of 78.81. This result is similar to the study of vocation teacher candidates at the State Univer-
sity of Surabaya (Samani, Suparji, Rahmadian, 2017). How the students used the tools and
material was observed and it resulted that their responsibility and accountability were not
good. They were neither economical in using materials nor disciplined in using and storing
equipment after they are used.

5 Conclusion

Based on the finding described, it can be concluded that CPjBL is effective in developing
SSVS students’ skills in critical thinking, creativity, communication and collaboration. How-
ever, this research has limitations. Firstly, the number of sample was very limited, 36 stu-
dents for experimental group and 36 students for control group. Secondly, sample mostly are
smart young people. Further research is needed with a larger sample originating from schools
with diverse student abilities to prove whether the CPJBL is effective in increasing these four
skills.

In further research, it is necessary to improve learning materials in order to improve stu-
dents’ abilities in the aspects of self-regulation in critical thinking, originality aspects in crea-
tivity, grammar aspects in communication and responsibility and accountability aspects in
collaboration skills.
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Abstract

TOPI School of Hospitality (TOPI SH) offers no formal vocational training in the fields of
culinary and hospitality services addressed to youngsters between 16 and 25 years. Most of
these students have lived educational exclusion processes before to access to training program
and after that, most of the former students are recognized as professionals characterized by
their competence and creativity in the hospitality industry. Based on a case study and after a
brief review of the theoretical framework, this paper identify some relational and subjective
elements which play a key role in educational exclusion and inclusion process, focus on those
which enable students to move forward and favour the construction of competent professional
identities among these youngsters from their own perspective.

Keywords

initial vocational qualification programmes; educational exclusion; local education policy;
professional identities.

1 Different pathways to the same Vocational Education and Training’s promise

CEDEFOP defines Vocational Education and Training (VET) as “education and training
which aims to equip people with knowledge, know-how, skills and/or competences required
in particular occupations or more broadly on the labour market” (CEDEFOP, 2014, p.292).
Despite such simple definition, the process of industrialization in Europe didn’t produce one
uniform vocational training model. On the contrary, a myriad of VET patterns were set up to
replace the predecessor roughly homogeneous craft-trade-based vocational training methods
(CEDEFOP, 2004). These processes have been increased recently across a wide range of
countries and as result, distinctive forms of post-secondary education have been set up for
those who do not follow well-worn academic routes from school to university (Bathmaker,
2017).

Exists international consensus about the important role that VET can play in order to
promote pathways to social inclusion. This is not new, as far this assumption about the bene-
fits of VET have been made repeatedly since the late nineteenth century, remarking positive
effects regarding to economic growth as well as to social inclusion (Nilsson, 2010). Indeed,
VET is pointed as one of the most effective mechanisms to promote social equity through
equipping citizens to participate in continuously changing labour market that characterise our
contemporary society (UNESCO, 2015). However, empirical evidences show how the role of
VET is dependent on the social and political contexts in which it operates and, particularly,

(@0l



mailto:dggoncet@unizar.es
mailto:chabierg@unizar.es

79

depends on how institutions as well as the two sides of industry (employers and trade unions,
chambers of commerce, federations of industrialists, etc.) are involved (Nilsson, 2010).

VET has been specially considered suitable for youngsters who have lived some kind of
educational exclusion process, as early school leavers (ESL) or those who are not in educa-
tion, employment or training (OECD, 2012). Observations and data from many European
countries have revealed the particular relevance of the local level to provide pertinent atten-
tion to these of youngsters from an inclusive VET perspective (European Agency, 2013). In
addition, part of the modern VET models were developed in response to social needs by po-
litical or citizenship movements and based on education experiences (Tiana, 2016).

Educational exclusion is often interpreted as the direct and mechanical consequence of
socio-economic conditions occurring outside of the formal educational borders (Sayed 2003)
but there are many more factors involved and it’s a process tremendously complex which en-
tails a denial of the right to education (Escudero, 2016). So educational exclusion is generated
not only by the dynamics of social exclusion, as it is also produced within and by education
and training institutions through their actors, their relations, their practices and their effects on
the construction of individual subjectivities among students (Tarabini, 2018a; Tarabini
2018b). Some of these relational and subjective factors can play a key role also in the inclu-
sion process as well as in the processes of formation of identity and the meaning of work
(Zacareés, 2006), in reference to the construction of competent professional identities.

Taking in account this framework and based on case study, we describe the TOPI School
of Hospitality experience, as part of one of those local programs emerged in response to social
needs by synergetic interaction between Local Administration (without any responsibilities in
the field of education) and the commitment of organized citizens. An initiative aimed to
youngsters who lived educational exclusion processes and who were interested in vocational
and labour market training courses that could offered a rapid incorporation to the labour mar-
ket. In many cases, this rapid incorporation to the labour market related to professional pro-
files of low qualification. Nevertheless, the TOPI School of Hospitality experience is signifi-
cant because its former students have become, time over, in outstanding professionals who are
well recognised by hospitality industry in Aragon and Spain.

1.1 Zaragoza City Council’s Socio-occupational Centres Network: VET from a local
level commitment

Zaragoza City Council’s Socio-occupational Centres Network it’s integrated by 12 training
centres, commonly called “CSL Network”. CSL Network is a key component of the local
VET policy, which is developed in coordination with the Government of Aragon and its De-
partment of Education, the regional education authority.

As other local facilities that emerged at the end of the 1980s from the sphere of social in-
tervention (Merino, 2013), this local network arose in the eighties resulting from the synerget-
ic interaction of the Zaragoza City Council and neighborhood associations (Gimeno, 2018). In
that moment, efforts converged seeking alternatives against social exclusion lived by a signif-
icant part of the youth population, particularly youngsters who lived in neighborhoods which
concentrated social disadvantages and a socially responsible and committed citizens. CSL
Network focused on young people who dropped out from schools and set up training alterna-
tives for them, increasing -over time- the pre-existing official training offer (Garcia Goncet,
2018). As result, different actors (associations, foundations, NGOs... and the City Council)
took responsibility for ensuring the right to education for youngsters.

Nowadays, CSL Network provide formal and non-formal educational services and social
support to youngsters who -in most cases- either are externalized from secondary schools be-
fore finishing their Compulsory Education, or have finished it without a certificate. On aver-
age, every year, 500 students follow different courses offered by CSL Network. Although
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these non-formal actors (City Council and associations, foundations...) are mostly oriented to
encourage the incorporation to the labor market by offering VET addressed to professional
profiles of low qualification (Termes, 2012), some training programs which are provided by
CSL Network are also highly prestigious in their productive sectors.

2  The TOPI School of Hospitality

The TOPI School of Hospitality (TOPI SH) offers vocational training in the fields of culinary
and hospitality services addressed to youngsters between 16 and 25 years. It was established
in 1989 by Picarral Foundation, a grassroots organization located in Zaragoza (Spain), as citi-
zen initiative to seek out further opportunities to youngsters who were dropped out of school
and were in risk of social exclusion. Nowadays, TOPI SH still running by Picarral Foundation
and keeping the aim to work for those who have to face difficult and unfair situations. Be-
sides, TOPI SH is part of the Zaragoza City Council’s Socio-occupational Centres Network.

TOPI SH offers a training program consisted of two academic years, from September to
June. It is free of charge and easily accessible because no certificate or official diploma is
required to access to TOPI SH. During this time, youngsters can choose between achieve a
professional waiter diploma or professional cookery diploma, both of them recognised and
accredited as Level 2 by the Spanish National System for Qualifications and Vocational
Training (SNCFP in Spanish). About 55 students follow the training program each academic
year. They are formally organized in four groups, according to their respective areas of spe-
cialisation and grade (first or second grade). Each group has maximum 15 members and it’s
assisted by supervising professor or guide.

2.1 Key data from TOPI SH

TOPI SH is located in Picarral neighborhood. Its main structure is comprised by a 1,500-
square-meter building, which is full equip, joining adequate resources as training center and
as an workplace of the hospitality industry. Nevertheless, part of this building (common ser-
vices as computer lab) are shared with others training programs. Furthermore, its structure is
compromised by a large team of professionals: 2 bar and restaurant service teachers, 2 cook-
ery teachers, 1 pastry teacher and the support of the Counseling and Guidance Department
(social worked, psychologist and pedagogue, staff shared with others training programs and
activities). Therefore, TOPI SH has adequate physical facilities and equipment, small classes
and a very low teacher-student ratio. In addition, the methodology focus on practice and it’s
lead by “learning by doing”, imitating work centers (restaurants) as organizational model. As
result, students can find new spaces that are far away from traditional schools and put them
close to a real work situation. Moreover, all this implies real opportunities for encounter and
mutual knowledge among all person involved in the training program.

Throughout this time, TOPlI SH has achieved significant outcomes, becoming in a
benchmark for success and its former students are recognized as professionals characterized
by their competence in the hospitality industry. It reflects this reality the huge number of
youngsters who apply for admission every year, sometimes all most ten times the places
available. It points in the same direction two indicators: outcome of satisfaction surveys of the
students and the rate of professional insertion among them who finish their training program.
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Based on available information from the Quality Management Systems®, it's possible to
gather data in a diachronic perspective. Over time, results of satisfaction surveys show high
satisfaction (above 80%) in two key aspects: overall satisfaction and training program satis-
faction. Students’ responses express a sustained high level of satisfaction with their learning
experience.

Results of satisfaction surveys of the students
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B Training program === Global satisfaction

Figure 1  Results of satisfaction surveys of the students from 2008/2009 to 2017/2018.

Another relevant data about the results and impact of the training program is derived
from the rate of professional insertion. This indicator can provide information about how the
hospitality industry considered the training program and, moreover, how this productive sec-
tor estimate professional and personal competences with which are equipped TOPI SH’s stu-
dents. In this regard, the available information indicates that youngsters who have been
trained in the TOPI SH have no many difficulties to find a job directly linked to their profes-
sion. Without considering different situations and diverse interests of students at the end of
their training period, during the last ten years, at least 50% of them could find a job. While in
the last five years, on overage, almost the 95% of them found an easy transition to work.

1 TOPI School of Hospitality’s Quality Management System (QMS) is certificaed following quality

standards as 1SO9001 and SGE21 quality regulations, following the EFQM model for excellence. This
QMS provides firm information about processes, results and impact associated with the training program.
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Rate of professional insertion
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Figure 2  Rate of professional insertion among students who finished their training program
from 2008/2009 to 2017/2018.

2.2. The voice of the students.

During the development of the applied research implemented since 2016 to 2018 by the pro-
ject "Innovation and educational success in the Zaragoza City Council’s Socio-occupational
Centers Network™ (#innovaCSL), four former students of the TOPI SH were interviewed as
part of the mentioned research. Interviews focus on topics related with their own experience
as learners across all educational stages; self-assessment as learners; relationship with their
education and training centers, relationship with their teachers and other students; support
measures to achieve educational and training objectives; transition from training to work; and
professional prospects for the future. Information collected by this process were ordered as
life stories (Bertaux, 2005) and the results indicated that students appreciated expressly the
following aspects of their experience as TOPI SH’s students:

e Direct connection between training program and real life (“In my transition to work |
didn’t find anything that | didn"t know. The entire basic knowledge we can learn it from
our teachers in the TOPI SH and from there, you can still learning until become in an
outstanding professional.).

e Relationship established with teachers and rest of students (“In the high school I was just
a number. They didn’t know me and | did not really know them. There it’s different and
now | can say that my teachers are, in same way, my friends”).

e “Learning by doing” teaching method as real active learning (“I’m good learning if I can
see what | have to do and I'm a good learner if | can practice. Here you spend most of
the time practicing and finally you learn and manage every task”).

e Positive experiences where they can be recognised as a professional (“You can partici-
pate in international exchanges and show-cooking in different contexts. It’s not easy and
I used to feel stressed out but, after that, you feel that you have something important to
show and you learn a lot of”).

e Sense of work and professional linked to arts and as a way of personal development
(“Teachers transmit their love for their profession. I never had a hobby or something like
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that. Now, I find something that it’s my job and my hobby at the same time. I really like
what I do, | like my profession.”).

3 Conclusions.
Following to Helms Jgrgensen (2013), we can confirm that:

“educational institutions and labour organizations are the framework of the daily social
and cultural life of people, their personal interaction and the formation of their identities (...)
Social institutions must also be seen as subjectively significant and culturally valuable for the
people who make them up and actively contribute to maintaining and changing them” (Helms
Jorgensen, 2013).

TOPI SH fulfil a series of characteristic that have proven their effectiveness to build
competent professional identities among youngsters who have lived educational exclusion
processes. More research is needed to identify details involved in these processes but by the
moment, we could collect information that support this affirmation. Furthermore, the TOPI
SH’s experience testifies to the important role that educational and training centres can play in
order to promote inclusion and transformation processes for youngsters. In this case study
research, existing information indicates the capital impact of an adequate structure that care
for professional and personal dimension as well as the special attention paid to develop con-
texts, relationships and culture that encourage the construction of competent professional
identities among youngsters.
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Abstract

In this article, we delve into school-based and work-based supervisors ideas about students’
attitudes development as part of their professional competence. We draw on a second analysis
of a set of interviews conducted to study school-company’s collaboration. The participants are
16 school-based supervisors and 5 work-based supervisors affiliated to Health, Industry, So-
cial Services and, Administration. Data were collected through individual semi-structure in-
terviews, transcript and analysed using procedures of applied thematic analysis. Three main
categories emerged: 1) the importance of attitudes, 2) attitudes acquisition process, and 3)
attitudes impact on assessment. Our data reveal some supervisors’ ideas about how attitudes
are developed.

Keywords
attitudes; workplace-based learning; professional competence; school-based learning

1 Introduction

Despite the importance of dispositional behaviours being a long-standing issue (Perkins,
Tishman, Ritchhart, Donis, & Andrade, 2000), it is now attracting renewed interest. On June
2016, the European Commission adopted a new and comprehensive Skill Agenda for Europe.
Under this new framework, competences are defined as a combination of knowledge, skills
and attitudes. The novelty is the inclusion of attitudes in the definition of each key compe-
tence. At the same time, attitudes are defined as the “disposition and mind-sets to act or react
to ideas, persons or situations’ (European Commission, 2018). Following Perkins's et al.,
(2000) seminal work, a disposition concerns not only what people can do but how they tend to
invest their capabilities and what they are disposed to do. Some of these traits are for example
open-mindedness, reasonableness, curiosity, critical thinking, and readiness.

In the vocational educational field, research has highlighted the need to develop more
comprehensive competences that go beyond knowledge-specific domain, such as communica-
tion (Kyndt et al., 2014), entrepreneurship (Rocha, 2014) or generic competences (Renta
Davids, Van den Bossche, Gijbels, & Fandos Garrido, 2017). While knowledge-specific do-
main competences are important, research show that generic competences are highly valued
among employers (Kyndt et al., 2014) and that social skills are increasingly rewarded by the
labour market (Deming, 2015). This poses great challenges to vocational education institu-
tions as attitudes or dispositions are very difficult to teach and assess in pre-defined learning
environments.
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2 Methodology

Based on this framework, our paper aims to report on partial results of a research about how
school- and work-based supervisors can strengthen cooperation between schools and compa-
nies. However, in this paper, we delve into the issue of students’ attitudes as a dimension of
the professional competence. The research did not intend to address this issue as a main goal,
but it emerged from the data itself as we analysed it.

A qualitative methodology was employed to investigate the scope and nature of school-
and work-based supervisors' roles. The study draws on semi-structured individual interviews
conducted with sixteen school-based supervisors and five work-based supervisors engaged in
the traditional scheme of VET programmes in Spain (see Table 1). Following qualitative
methodological guidelines (Creswell 2014), we selected a convenient sample. In addition to
the professional fields considered and to the two different roles of the participants, our sample
is heterogeneous with respect to gender (11 female and 10 males), age (M=45 years old,
SD=8 years old) and job tenure (M=15 years, SD=10 years).

Table 1  Distribution of the participants by role and vocational field.

Professional Family  School-Based Supervisor Work-based Supervisor  Total
Health 5 2 7
Social Services 4 1 5
Administration 1 1 2
Industry 6 1 7
Total 16 5 21

The interview questions were intended to stimulate narrative and argumentative discourse
to allow the participants to express their experiences and views on the object of the study. We
defined the same questions to both groups of interviewees (school- and work-based supervi-
sors), adapting them to each participant's profile. The interviews lasted between 50 and 70
minutes. All of the interviews were audio-recorded and transcribed verbatim.

We applied an exploratory approach to the data analysis (Guest et al. 2012). Following
this approach, the researchers carefully read the transcripts while identifying keywords,
trends, themes, and ideas to help outline the analysis. It involved the following steps: 1) read
verbatim transcripts, 2) identify potential themes, 3) compare and contrast themes, identifying
structures between them, and 4) build a model while continually validating it against the data
(Guest et al. 2012).

3 Results

We coded a total of 29 fragments from our second analysis of the interviews on the topic
about supervisors’ ideas on students’ attitudes. Three main categories emerged from our
analysis: 1) acknowledgement of the importance of attitudes, 2) process of attitudes acquisi-
tion, and 3) attitudes in the assessment process.

Table 2 shows the categorical scheme applied. Following, we describe the categories and
sub-categories and provide excerpts of each one as examples. We selected these illustrative
excerpts on the following criteria: they convey a general meaning of the category or show a
particular nuance of it.
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Table 2  Categories and subcategories.

Categories Subcategory Number of coded excerpts
Acknowledgement of the 15
importance of attitudes
Attitudes acquisition proc-
ess

Attitudes are acquired 5
through maturing
The workplace as a space to 3
acquired attitudes
Attitudes are foster at the 3
school
Hopelessness 1
Attitudes in the assessment 2
process
Total 29

3.1 Acknowledgment of the importance attitudes

In this category we include fragments where school- and work-based supervisors explicitly
acknowledge the importance of having positive attitudes as part of the professional compe-
tence.

“Some companies are more demanding. There are some that they do not care the type of
students but their attitudes” (School-based supervisor, Health)

“Students in the middle degree [Segundo Ciclo de Grado Medio] are good enough, tech-
nically. But in general they have a problem with attitudes. [...] Students sometimes have
problems at the enterprises. They have attitudes problems. Punctuality. Behaviour. [...] In the
technical dimension, in the professional dimension, most students [...] have a certain capaci-
ties, and as they have been selected by the company, they can do it right. What happens some-
times is that they fail in the attitudinal dimension.” (School-based supervisor, Industry)

“In this specific professional domain, it is very specific, but they have enough specific
knowledge, this is in the general training, but, communicative skills? Neither University not
the Professional studies teach those... You acquired those on you own, improving... when you
encounter yourself with a patient... Sometimes, they [students] do not know how to speak with
patients” (Work-based supervisor, Health)

3.2 Attitudes acquisition process

In this category we include fragments where school- and work-based supervisors express how
they think attitudes are acquired.

3.2.1 Attitudes are acquired through maturing

Attitude acquisition is a matter of maturing. Students start they studies very young, and as
time goes by, students mature and they acquire the correct or the expected set of attitudes.
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“Their knowledge is fine and they get adapted well. [...] The truth is that it is a very deli-
cate space [Paediatrics] and sometimes they are very young. And sometimes it depends on the
maturity of the students, sometimes they lack maturity.” (Work-based supervisor, Health)

3.2.2 The workplace as a space to acquire attitudes

Attitudes are acquired in the workplace. When students start their practice, they are face with
real work, so they must cope with it by acquiring a set of expected attitudes as workers.

“In the school, we try to offer variety, but after in the company, they are trained by the
work itself. And they [students] acquired a discipline. Students are very young, and in some
cases, very immature. They should accept they have a schedule, they have a boss, they are
subject to accountability, and in the end, this is very positive. | value this very positively”
(School-based supervisor, Administration)

3.2.3 Attitudes are foster at the school

Teachers can foster and transmit the correct attitudes the future professional should have by
teaching them explicitly about those attitudes.

“In Childhood Education, [students] acquire competences in the personal level and in the
professional level. Above all, we at the school, the most important, what we try to transmit,
above all, are attitudes, values, and norms [...] those are the professional competences that
they should develop, but in general, it helps a lot in their personal and professional develop-
ment the practice module and the job itself.” (School-based supervisor, Social Services)

3.2.4 Hopelessness

Sometimes there is hopelessness. Some students cannot change their attitudes or it is so much
about their personality that they cannot change or development the expected attitudes.

“Some students change. Some other do not change. Some students are complete wrong
with the studies they have chosen. That is, there are some students who are too shy, too intro-
verted. In a face-to-public job, companies chose the best ones who can sale things. And that is
what matters. | have students of whom 1 think, ‘you want be able to work ever here”” (School-
supervisor, Heath)

3.3 Attitudes in the assessment process

In this category we include those fragment in which participants explain how students’ atti-
tudes have an impact on assessment.

“l have failed students because they show lack of interest, lack of motivation, because
they did not get involved, because they arrived whenever they want. They do not get seriously
[...] they failed their practice and we stop.” (Work-based supervisor, Health)

4 Conclusion

Our data shows a great concern among supervisors about students’ attitudinal behaviours in
their professional practice and highlights the need to find strategies to teach and assess the
attitudinal dimension of the professional competence. This attitudinal dimension of the com-
petences emerge today as key to allow people to develop good-quality jobs and fulfil their
potential as active citizens (European Commission, 2018). But how can these new aspects to
competences be described and acquired?

We observed that all supervisors have a certain concern on the need to work on attitudinal
competence, and that although students show good knowledge-specific competences, supervi-
sors argue that sometimes they lack good and positive attitudinal behaviour. Most commonly
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demanded attitudinal behaviours are communication with others, taking initiative, collabora-
tion, and professional-related ethical issues.

Our data reveal some supervisors ideas about how attitudes are developed. For some of
them, gaining the expected attitudes is a matter of maturing. Others believe that by doing the
practice module and being involved into a workplace, students would be prompt to develop
the expected attitudinal outcomes. Some other school-based supervisors put emphasis on
transmitting positive attitudes during the students’ training at the school. It called our atten-
tion that for one supervisor, some students would not be able to acquire the right professional
attitudes due to personality traits. Finally, we observed that showing the wrong attitudes may
have a negative impact on the evaluation process, but we did not observe the reverse.

This analysis is not without limitations. First, investigating on attitudes was not the main
goal of the research, thought it emerged with great strength among research participants. Sec-
ond, our sample is rather small. Third, further studies are needed to deepen on what pedagogi-
cal strategies supervisors can use to foster positive attitudes.
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Abstract

One aim in Vocational Education and Training (VET) is to foster students’ competencies for
future working fields as well as a personal development regarding their future role in the soci-
ety. With this in mind, service learning represents a suitable way to reach these aims in VET.
In service learning, students participate in a service activity that meets a community need,
while reflection on this activity in turn fosters a deeper understanding of the academic content
and develops students’ values and attitudes towards civic responsibility. Nevertheless, the
effects of service learning in VET-schools have not been examined in research so far. There-
fore, the following study presents empirical results of an explorative, process-oriented pilot
study on what situations in service learning stimulate VET students to think about civic re-
sponsibility. In result, three situation types are revealed: ‘getting insights into volunteering
activities’, ‘working on the service project’ and ‘awareness about civic engagement’.

Keywords
service learning; VET-system; civic responsibility; process-oriented data

1 Introduction: service learning and VET

One aim in Vocational Education and Training (VET) is to foster students’ competencies for
future working fields as well as a personal development regarding their future role in society
(e.g. Gerholz & Brahm 2014). From an instructional perspective, the approach of service
learning represents a suitable way to reach these aims in VET. In service learning, students
participate in a service activity that meets a community need, whilereflection on this activity
in turn fosters a deeper understanding of the academic content and develops students’ values
and attitudes towards civic responsibility (Bringle & Clayton 2012). Thus, service learning
combines academic knowledge acquisition with civic engagement and is based on the as-
sumption of problem-based learning (Gerholz et al. 2017, Dewey 1966). In the last decades, a
growing number of higher education institutions have implemented service learning as an
educational approach (Kenworthy-U’ren 2008), however, in the VET-system and vocational
schools respectively service learning is not common. Therefore, the effects of service learning
in VET have not been examined in research so far. This is surprising since the service learn-
ing approach aligns with the aims of VET. The following paper aims to present results of an
explorative, process-oriented pilot study on how civic responsibility can be fostered during
service learning by VET students.

2  Theoretical grounding

Fostering of a civic responsibility is one main intention of service learning (Deeley 2015).
However, from a theoretical point of view, there is no uniform understanding of this construct
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in the service learning discourse. Deeley points out that during service learning, the sense of
citizenship should be increased. Sense of citizenship comprises “civic virtues of civility, trust,
public spiritedness, active participation and engagement” (Deeley 2015, 24). It is obvious that
the understanding of Deeley includes an improved civic engagement and a more socio-
political activity. This is similar to Toncar et al. (2006), who describe it as social responsibil-
ity. In contrast, Prentice & Robinson (2010) distinguish between citizenship and civic respon-
sibility. Citizenship includes tolerance for and interaction with different cultures. Civic re-
sponsibility means an active contribution to the community or civil society respectively, as
well as believing in a positive impact on social challenges (Prentice & Robinson 2010, 5).

A varying understanding can also be found in the existing empirical studies. Meta-
Analyses revealed positive effects of service learning to foster civic responsibility. For in-
stance, Yorio & Ye showed in a meta-analysis a positive effect of understanding social issues
(eta = .34), Conway et al. (2009) revealed a positive effect (d = .27) for citizenship under-
standing and Celio et al. (2011) found a positive effect (d = .17) for civic engagement. Celio
et al. (2011, 170) used the term ‘civic engagement’, which includes altruism, responsibility
and voting behavior. Conway et al. (2009, 235) speaks of ‘citizenship understanding’ that
comprises personal-responsible, participatory and justice-oriented citizenship. In contrast,
Yorio & Ye (2012, 11) used the term “understanding social issues’ that comprises things like
cultural awareness, perception of the homeless, ethical and moral values and decision making.
The existing meta-analyses show positive effects of service learning to foster civic responsi-
bility, although the studies follow different understandings and models of this construct.
However, single studies revealed no such effects (Reinders 2010, Prentice & Robinson 2010).

All in all, two limitations can be described. One the one hand, a uniform understanding of
civic responsibility cannot be found. But the understanding in the studies of civic responsibil-
ity is quite similar, referings to attitudes towards the civil society, the social and personal re-
sponsibility of an individual as well as the willingness to be engaged (Gerholz et al. 2018,
66). Therefore, it seems relevant to take a look into the situations experienced by students
during a service learning arrangement. A second limitation in these studies is the retrospective
measurement of changes regarding civic responsibility. A process-oriented approach can re-
duce distortions and help to gain indications on design parameters that are relevant for the
sensitization for civic matters (Rausch 2014, Gerholz et al. 2018). Therefore, the following
study in VET-system examines the research question:

e What effects does a service learning arrangement have on VET students’ development
regarding civic attitudes?

e What are the key situations in a service learning arrangement which stimulate VET stu-
dents to think about civic responsibility?

3 Method

The study is based on a case study of a full-time vocational school (school of commerce) in
the VET-System in Germany. In this school, a service learning arrangement according to a
problem-based learning approach was implemented. The service project for the students (n =
55) was the implementation of a marketing event for a charitable organization. The students
worked in groups and this was linked to in-class education.

To examine the effect of the Service Learning course on students’ development regarding
civic attitudes a pretest-posttest group design with a questionnaire was used. The question-
naire included among others the ‘Civic Attitude Scale (CAS)’ (Mabry, 1998; five items; ex-
ample: “Individuals have a responsibility to help solve our social problems.”). Each of these
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variables was assessed on a six-point Likert scale from 1 (strongly disagree) to 6 (strongly
agree) (atl = .62, at2 = 0.86).

To describe the key situations which stimulate VET students to think about civic respon-
sibility, a weekly journal was developed. This journal was based on the diary method (Rausch
2014, Gerholz et al. 2018). In the weekly journal, students were requested to record their ex-
periences that led them to think about civic responsibility. Each journal entry comprised six
items containing qualitative data (description of the experience and reasons for the thinking)
and quantitative data (intensity of the experience, number of persons involved, time and char-
acterization of the experience). The data were analyzed according to a qualitative content
analysis (Schreier 2012) in an inductive way to categorize the key situations regarding civic
responsibility during the service learning arrangement.

4 First results

Table 1 displays the descriptive statistics of the civic attitudes scale. There is a decline in the
means from t1 to t2, however, a t-Test showed no significant results (t (28) = 1.10, p = .281).
The standard deviations show a higher spectrum in t2 to t1. Thus, a positive or negative effect
could not be found. From a descriptive point of view, there is a decline in the civic attitudes,
but there is a higher spectrum in the answers in t2. This could indicate that the students reflect
more deeply about their civic attitudes through the service learning arrangement.

Tablel  Quantitative data of Civic attitudes in t1 and t2

N Minimum Maximum Mean Std. Deviation
Civic attitudes t1 29 2.80 5.60 4.56 0.81
Civic attitudes t2 29 1.80 6.00 4.23 1.25

Regarding the weekly journals, in total, 385 journal entries (55 students x 7 weeks) were
possible and 289 were completed. 143 journals contained a description of an experience for
data analysis. The qualitative content analysis indicates that these situations can be classified
into five different types. Situation type 1 means ‘insights into volunteering activities’ (e.g.
“we’ve got to know different volunteering activities and were informed about the reasons for
volunteering” 03042002; w1). Type 2 refers to situations where the students develop an
awareness for civic responsibility (e.g. “by helping and supporting others there is a feeling
that I also help to make a better world” 18032004; w1). Situation type 3 comprises situations
where ‘“interaction with peers’ was the trigger to think about civic engagement (e.g. ““I thought
and read about the activities with my friends” 02082004; w7). Situation type 4 were situa-
tions in which the students work on the service project (e.g. ““We thought about the design of
the stage during the marketing event” 03042002; w3). Situation type 5 means situations
where the students interact or talk with the community partner (e.g. “We have talked with Mr.
() about volunteering in the charity organization” 29052004, w4).

Table2  Types of key situations and distribution

Amount of situations

Insights into volunteering activities 40
Development of awareness for civic responsibility 27
Interaction with peers 12
Working on the service project 76
Interaction with the community partner 4
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In Table 2 the distribution of the identified types of situations is presented. To sum up,
the results show that situations ‘working on the service project’ and “insights into volunteer-
ing activities’ influences thinking about civic engagement. The third most frequent situations
are situations where the students develop an awareness for civic responsibility. Above all, this
situation type seems more relevant to foster a civic responsibility during service learning.

5 Conclusion

The intention of the papers was to present initial results of a process-oriented pilot study on
how civic responsibility can be fostered during service learning by VET students. The quanti-
tative data shows no significant effects; however, a descriptive decline between the beginning
and the end of the service learning arrangement can be shown. Regarding the key situations, it
seems that ‘working on the service project’” and getting “insights into volunteering activities’
are the most important triggers, in which the students thought about civic matters. In light of
the key situations, it is surprising that there is a decline of civic attitudes in the quantitative
data. An explanation could be that during the service learning arrangements the students think
deeper about civic matters and their positions to civic engagement. An indication for this ex-
planation is also the higher standard deviation in t2. Furthermore, it has to be taken into ac-
count that only one third of all possible descriptions of an experience with civic engagement
are documented in the weekly journals.

The analysis of the data is still ongoing. In addition, interviews were conducted at the end
of the service learning arrangement in regards to the perceptions and appraisals of the stu-
dents. Here, more information about the reasons for the situation types can be surveyed. All in
all, the weekly journals are an appropriate instruments to make the experienced situations
during a service learning arrangement more visible. For future research a broader database for
the key situations seems relevant.
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