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Introduction

The Swiss labour market is highly structured and relies on standardised vocational
education and training (VET) qualifications. Generally, a Federal VET diploma
(three- or four-year apprenticeship) or a Federal VET certificate (two-year appren-
ticeship) is a basic requirement for taking up qualified work. Asylum migrants, and
in particular refugees and temporarily admitted persons (RE/TA) without a recog-
nised qualification, thus struggle to find employment, and even several years after
their arrival, their employment rate is lower than those of Swiss citizens and other
migrants (Aerne & Bonoli, 2021; Spadarotto et al., 2014). Including RE/TA, first, in
vocational education and training is, therefore, a key strategy to accelerate their
employability. However, the implementation of this strategy is challenging.
Research consistently shows that adolescents and young adults with migration
backgrounds and learners with special education needs struggle to transition to

B. E. Stalder (<) - I. Michel - M.-T. Schonbéchler

Bern University of Teacher Education, Bern, Switzerland
e-mail: barbara.stalder@phbern.ch; iris.michel@phbern.ch;
marie-theres.schoenbaechler @phbern.ch

M. Kammermann

Swiss Federal University for Vocational Education and Training SFUVET and Bern
University of Teacher Education, Zollikofen, Bern, Switzerland

e-mail: marlise.kammermann @ehb.swiss

© The Author(s) 2024 133
M. Teris et al. (eds.), Migration, Education and Employment, Education,
Equity, Economy 10, https://doi.org/10.1007/978-3-031-41919-5_9


http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-031-41919-5_9&domain=pdf
mailto:barbara.stalder@phbern.ch
mailto:iris.michel@phbern.ch
mailto:marie-theres.schoenbaechler@phbern.ch
mailto:marie-theres.schoenbaechler@phbern.ch
mailto:marlise.kammermann@ehb.swiss
https://doi.org/10.1007/978-3-031-41919-5_9

134 B. E. Stalder et al.

upper secondary education and stable jobs (Kammermann et al., 2011; Scharnhorst
& Kammermann, 2020). Such difficulties in accessing vocational education and
training are more pronounced for RE/TA, as they often do not fulfil the prerequisites
for beginning an apprenticeship, such as the necessary language skills or sufficient
knowledge of local culture, norms, and values (Barabasch et al., 2021; Schaffner
et al., 2022). Moreover, many refugees and temporarily admitted persons come
from countries with low-standing VET pathways. Hence, they are unaware of the
importance and meaningfulness of VET as a successful way to employment (Billett
etal., 2022). All these findings highlight the importance of pre-vocational measures
to support RE/TA in finding access to initial VET programmes. The “pre-
apprenticeship programme to support integration” PAI, examined in more detail in
this chapter, is one of those measures.

Integration Agenda Switzerland

As in many other European countries, significantly more refugees arrived in
Switzerland between 2015 and 2017 than in the years before. Hence, the federal
government, the cantons, and municipalities decided to increase the measures to
support the integration of recognised refugees and temporarily admitted persons.
Since 2019, asylum procedures have been accelerated, and integration measures are
carried out as part of the Integration Agenda Switzerland 1AS,! which serves as a
framework to jointly improve the conditions for integrating RE/TA. The integration
measures are intensified and start earlier than before while still considering the spe-
cific needs, age, and background of RE/TA. Integration provisions focus on initial
personal information, identifying and using RE/TA’s potential, rapid language
learning shortly after arrival, targeted accompaniment and support, consistent
encouragement and challenge, and the possibility to familiarise with the way of life
in Switzerland. Young refugees should be prepared for post-compulsory education;
adults should be supported to acquire the skills to enter working life.

The measures of the /AS are regularly reviewed for their impact. Binding impact
targets include (Schweizerische Eidgenossenschaft et al., 2018), that

1. three years after entry, all recognised refugees and temporarily admitted persons
have a basic knowledge of a national language (at least level Al);

2. at the start of compulsory schooling, 80% of children from the asylum sector can
communicate in the language spoken in their place of residence;

3. five years after entry, two-thirds of all RE/TA aged 16 to 25 are in post-
compulsory education;

4. seven years after entry, half of all adult RE/TA are sustainably integrated into the
primary labour market;

"https://www.sem.admin.ch/sem/de/home/integration-einbuergerung/integrationsfoerderung/kan-
tonale-programme/integrationsagenda.html
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5. seven years after entry, foreign nationals are familiar with the Swiss way of life
and have regular social contact with the local population.

Target 3 addresses adolescents’ and young adults’ integration into vocational educa-
tion and training. It specifies that 95% of all young RE/TA who have “educational
potential” (i.e., those able and capable of engaging in VET and not hindered by
health problems, difficult family situations or other personal reasons) should be in
upper secondary education.

The Pre-apprenticeship Programme to Support Integration

The “pre-apprenticeship programme to support integration” PAI has been launched
in accordance with the IAS, and the therein agreed integration strategy (Bundesrat,
2015; Scharnhorst & Kammermann, 2019). The PAI (German: Integrationsvorlehre
INVOL; French: pré-apprentissage d’ intégration PAI; Italian: Pre-apprendistato di
integrazione PAI) is a one-year pre-vocational training programme, which targets
refugees and temporarily admitted persons aged 16 to 35 who are able and willing
to achieve a vocational qualification at the upper secondary level. Since 2021, the
programme is also open to late migrants from the EU, EFTA, and third countries
with a similar educational need as the RE/TA (target group PAI+).

The PAI has two main goals: First, it aims to prepare the participants to take up
aregular apprenticeship and acquire a VET certificate or diploma. Second, it should
allow employers to find a new workforce, especially in fields lacking qualified
workers. The programme thus aims to create a win-win situation: Companies gain
motivated employees, and refugees and temporarily admitted persons are offered
positive career prospects (Aerne & Bonoli, 2021).

Since 2018, PAI programmes have been established in several occupational
fields in the service sector, the industry and manufacturing sector, and agriculture
(Kammermann et al., 2022). All programmes are based on the national framework
and benchmarks set by the State Secretariat for Migration (Staatssekretariat fiir
Migration SEM, 2020a, b). Benchmarks stress, for example, the inclusion of place-
ment in the primary labour market in the corresponding occupational field of at least
8 weeks and the acquisition and improvement of language, academic (e.g., mathe-
matics, digital skills), practical, and transferable skills (methodological, social, and
self-competencies). The learned competencies are related to the chosen occupa-
tional field and focus on vocational and cultural know-how. Competence profiles,
derived from the profile of the corresponding two-year apprenticeship, are devel-
oped for each occupational field and serve as a guideline for employers, teachers,
and participants. The PAI also includes guidance and support for the participants
and employers, which specialists provide. Admission to the PAI is based on a poten-
tial assessment, which verifies the work and school experience of the RE/TA and
evaluates whether the RE/TA meets the PAI’s learning requirements. At the end of
the PAI, participants receive a confirmation of participation, which documents their
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learning outcomes referring to the competence profile and provides information on
performance and behaviour at the workplace.

Within the national framework, the cantons are responsible for implementing the
programme. They decide, for example, in which occupational fields they want to
establish PAI programmes, how school-based and work-based learning parts are
organised, and how/by whom participants are supported (e.g., a coach or a teacher).
Most cantons have established PAI programmes where teaching, training, and learn-
ing are structured similarly to the two-year apprenticeship (Stalder & Schonbichler,
2020). Common to all programmes is the strong involvement of employers, who
offer company-based practical training in an occupational field, and education at a
vocational school. Some programmes also include learning in inter-company
courses.

The Accompanying Research Project

The introduction of the PAI pilot programme is accompanied by a research and
evaluation project, which began in 2019. The project assesses and evaluates the
implementation and impact of the programme and elaborates recommendations for
development. Research questions focus on the participants’ training and education
quality and career outcomes. Following findings from resource theory (e.g., Hobfoll
et al., 2018), training quality and career success in VET (Stalder & Carigiet
Reinhard, 2014; Stalder & Schmid, 2016), we postulate that the success of PAI
participants depends on the quality of the learning environment in the workplace
and school (e.g., learning opportunities, support from trainers, teachers, and
coaches), and their individual and social resources (e.g., language skills, self-
efficacy, housing, support by significant others). Success is measured by objective
(e.g., successful entry into initial vocational education and training) and subjective
(e.g., satisfaction) criteria (see Stalder et al., 2021).

The project uses a multi-source, mixed-method design (Fig. 9.1). We interview
cantonal programme officers and survey PAI participants, teachers, and in-company
trainers. In six case studies, we deepen the quantitative findings to gain more infor-
mation about the opportunities and challenges of the programme for the actors
involved. The cantons provide individual data about each participant, for example,
regarding their language skills and practical and transferable competencies. They
also indicate whether the participants have completed the PAI and inform about the
participants’ educational pathway after the PAI. Register data provided by the fed-
eral statistical office are used to investigate whether participants who have secured
a regular apprenticeship at the end of the PAI also complete the apprenticeship.
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Interview Surve Survey Educational Register data
programme artici a);ns trainers and data on Case studies || on participants’
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Cohort1 2019
Year 18/19

Cohort2 2020
Year 19/20

Cohort3 2021
Year 20/21

Cohort4 2022
Year 21/22
Cohort5 2023

Year 22/23

Cohort6 2024
Year 23/24

Fig. 9.1 Research design

Experiences from the First Programme Year

Results from the first cohort show that the PAI has made a promising start: In 2018,
18 cantons provided 77 PAI programmes, covering 12 different vocational fields
and about 750 participants (Kammermann et al., 2022; Stalder & Schonbichler,
2019). Four out of five participants completed the programme, and three-quarters of
the completers had found an apprenticeship place.

In general, the cantonal authorities, the participants, the in-company trainers, and
the teachers were highly satisfied with the PAI. The participants could improve their
language abilities and develop good practical skills. They were satisfied with the
training in the company and the education in the vocational school. Most of them
felt well-supported and accompanied. Employers and teachers were highly engaged
in offering participants suitable learning environments. They supported them well in
their learning process, and many were also available when participants needed help
in their private life.

For the teachers, dealing with the participants’ heterogeneous learning require-
ments and cultural differences was challenging. In-company trainers and teachers
emphasised that insufficient language skills among the participants pose a problem.
A one-year programme might not be enough to reach the language skills necessary
for a regular apprenticeship. Both stressed that close guidance and support of the
participants is essential and proposed intensifying existing measures to accompany
them. Some teachers and employers deplored that the cooperation between work-
places and schools is insufficient. The programme officers observed different
exchange practices between companies and schools. In general, the three actors
suggested intensifying the cooperation such that participants can better transfer
learning between the workplace and school and are better supported in their learning.
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Key Factors Contributing to Successful Transitions

This study builds on the experiences of the first programme years. We investigate
the quality of the learning environment in the PAI, individual characteristics of the
RE/TA and their social environment in more detail and examine their relation to
participants’ pathways after the PAIL

Participants’ Learning Environment in the PAI

Providing learners with high-quality education and training is crucial for developing
vocational competence, well-being, and positive career development (Liithi et al.,
2021; Stalder & Liithi, 2020). High-quality learning environments are characterised
by meaningful workplace tasks and lessons that stimulate learners’ motivation and
interest, sufficient guidance by trainers, teachers, and colleagues, and the possibility
of becoming an appreciated member of the community of practice (Bohn &
Deutscher, 2020; Liithi et al., 2021). Research with academically weaker appren-
tices shows that close guidance, support, and instructional approaches adapted to
the learners’ needs promote learning and a successful transition to higher-level VET
programmes (Hofmann et al., 2014; Scharnhorst & Kammermann, 2020). Notably,
it is essential to ensure that learning contents align across different learning loca-
tions. Building bridges between the workplace and school is crucial for developing
vocational competence (Aarkrog, 2005; Aprea & Sappa, 2020) and establishing a
vocational identity (Klotz et al., 2014). Refugees might need and profit particularly
from supportive teachers and trainers. Workplace and school educators can help
them link learning experiences from different contexts — not only between school
and work but also in relating the PAI to learning experiences from their birth coun-
try (Choy & Wirvik, 2019).

Participants’ Individual Characteristics

Effective learning is only possible if learners are motivated to engage in learning
activities in the workplace and school and capable of using the various opportunities
for learning (Billett, 2001). Research shows that learners with higher individual
resources (e.g., higher prior educational attainments and more work experiences,
better language skills, higher motivation, confidence and persistency) have better
learning outcomes and more favourable careers (Négele & Stalder, 2019). Evidence
from the first PAI cohorts shows, for example, that participants’ language levels at
the beginning of the PAI were closely related to the proficiency level they reached
by the end of the programme (Stalder et al., 2021). To ensure participants’ success,
the RE/TA granted access to the PAI programme are carefully selected for their
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motivation and readiness to engage in a regular VET programme rather than directly
looking for paid work. It is also examined whether RE/TA have sufficient language
and academic skills and the potential to learn to follow the PAI and cope with its
requirements (Stalder & Schonbéchler, 2020). Also, promoting and further develop-
ing such individual skills and resources during the PAI is essential to the programme.

Participants’ Social Environment

Learning processes are scaffolded by significant others outside of the workplace and
school, with whom learners can exchange their experiences and ask for advice and
support. The provision of targeted support is important for young people with learn-
ing or multiple difficulties (Hofmann et al., 2014; Scharnhorst & Kammermann,
2020) and even more so for migrants who have no family ties in their destination
country (Gei & Matthes, 2017; Schaffner et al., 2022). RE/TA need more support in
educational matters and multiple forms of support in private life, such as searching
for accommodation and childcare or dealing with authorities. Findings from the first
PAI cohort highlight that many RE/TA live in difficult housing situations, where
they have limited opportunities to withdraw, find a place to relax and do their home-
work (Stalder & Schonbichler, 2020). Having to “sort out” life outside of the PAI
might thus “draw them away” from education and learning. Moreover, RE/TA
sometimes do not know whom to address and ask for support. Especially for those
who cannot rely on family members, building a social network is a challenge. The
PAI programme thus stipulates that each participant is accompanied by a specialist
who is there and helps when needed.

Research Questions

In this study, we posit that the quality of the learning environment in the PAI, indi-
vidual characteristics of the RE/TA, and their social environment influence partici-
pants’ career prospects after the PAIL

We first describe the PAI, participants’ individual characteristics and their social
environment in general, and ask:

* How do participants perceive their learning environment in the workplace and
school, and how do they describe themselves and their social environment?

We second investigate core elements that characterise successful careers after the
PAI and compare more and less successful participants:

* What key characteristics distinguish participants who could secure a regular
apprenticeship from those who did not?
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More specifically, we explore whether participants, who found an apprenticeship
place, a) experience their workplaces and schools as better linked and conducive to
learning and feel more supported by trainers and teachers, b) are more able and will-
ing to engage in learning and have better learning outcomes at the end of the PAI,
and c) find themselves in more favourable social environments than participants
whose career after the PAI is still uncertain.

Data and Measures

To address the research questions, we report and elaborate on data from the partici-
pants’ survey of the fourth PAI cohort (2021/2022, N = 432) and complement them
with findings from the employers’ survey (N = 184) and the six case studies. The
surveys with participants and employers took place in May/June 2022, 2-3 months
before the end of the PAIL The participants filled in the questionnaire during one
lesson, assisted by their teachers. The teachers had received the questionnaire and
supplementary documents beforehand to better support the participants with limited
language skills. The case studies included semi-structured interviews with trainers,
teachers, and coaches in January/February 2022 and interviews with participants in
May/June 2022. The interviews were conducted on-site and lasted between 45 and
60 minutes each. They were audiotaped and transcribed verbatim.

Samples

Participants enrolled in the PAI programme in the German (61.6%), French (32.4%),
and Italian-speaking (6.0%) parts of Switzerland. The PAI covered 19 occupational
fields, with most participants trained in a programme in the service sector (78.8%;
industry and manufacturing: 21.0%; agriculture: 0.2%). Participants came from
Eritrea (35.3%), Afghanistan (15.3%), Syria (9.5%), other Asian (16.0%) and
African countries (11.8%), and from Europe (9.7%) and South America (2.3%) (tar-
get group PAI+). The mean age was 26.4 years (SD = 6.2), and 61.5% were male.
30.1% were married, and 30.3% had children.

Of the 450 employers contacted, 184 filled in the whole questionnaire. Most had
one (72.8%) or two (13.6%) PAI participants. About half were small and medium-
sized firms with up to 49 employees (54.3%) located in the German (55.4%), French
(42.9%), and Italian (1.6%) parts of Switzerland. Employers have been engaged in
the PAI since 2018 (32.9%), 2019 or 2020 (26.9%), or for the first time in 2021
(40.2%). Most companies also had learners in two-year (51.6%) and three-/four-
year apprenticeships (74.5%). The majority of in-company trainers had several
years of experience, and 59.2% were male.

The case studies included two female and four male participants and their train-
ers, teachers, and coaches in two German-speaking and two French-speaking
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cantons. Participants were 16 to 36 years old and came from Afghanistan, Eritrea,
Tibet, Sudan, Ecuador, and Italy. They completed their PAI in the health, automo-
tive, construction, logistics and sales sectors.

Measures

Measures in the participants’ and the employers’ survey used for this study are pre-
sented in Table 9.1.

The participants’ survey covered the learning environment in the PAI, partici-
pants’ individual characteristics, their social environment, and their career pros-
pects. The learning environment focused on the workplace and school and the
possibility of transferring learning contents from one location to another. To assess
the learning environment, we used scales and items validated in the IVET context
(Stalder & Liithi, 2020; Stalder & Schmid, 2016; TREE, 2016). Since most RE/TA
had limited language skills, we simplified item wordings. The items assessing moti-
vating work/lessons, guidance and support, and building on previous skills were
strictly parallelised for the two learning contexts. All items were measured on a
five-point scale from 1 (almost never) to 5 (almost always). Participants’ individual
characteristics included effort and performance in the workplace and school (self-
assessed), using a 5-point scale from 1 (almost never) to 5 (almost always) for effort
and a seven-point scale from 1 (very poor) to 7 (very good) for performance.
Participants also self-rated their language skills in comprehension, reading, and
speaking on a 5-point scale from 1 (very poor) to 5 (very good) and indicated how
important it is for them to learn a trade (five-point scale from 1, not true at all, to
5, very true). Items to measure participants’ social environment included their hous-
ing situation, the support in private life, and the number of close friends. Finally, to
measure career prospects, participants indicated, what they shall do after the PAI,
and how they perceive their career and future in general (five-point scale from 1, not
true at all, to 5, very true). The PAI research team developed items assessing partici-
pants’ individual characteristics, social environment, and career prospects.

The employers’ survey covered the same concepts and used the same items as
the participants’ survey. The item wording was changed such as the employers self-
assessed, for example, the support they provided to their learner (e.g., “I’ m there for
him/her when he/she needs me”) and judged the participants’ learning behaviour
(e.g., “In the workplace, he/she gives his/her best””). Employers who trained more
than one PAI participant filled in the questionnaire for the learner with whom they
worked the most.

Questions in the case studies focused on the participants’ individual characteris-
tics (e.g., for participants, “Do you have to do homework for school in the evenings
or during the weekends? If yes: Do you have enough time to learn after school or
after work? How do you learn?”), their learning environment (e.g., “What work do
you do in the workplace? Can you give an example of something you learned in the
workplace last week? Do you understand when the teacher explains something?



142

Table 9.1 Measured used in the two studies

B. E. Stalder et al.

Participant | Employer
survey survey
Number of | Number of
items items Sample items (participants” wording)
Participants’ learning
environment (PAI)
Workplace
Motivating work 3 2 In my work, I can learn a lot of new
things.
Guidance and support by |3 3 My boss is there for me when I need
the in-company trainer him.
Social integration in the |3 3 My colleagues are there for me when I
team need them.
Building on previous 1 1 I can use what I already know and can
skills do.
School
Motivating lessons 3 3 At school, I can learn a lot of new
things.
Guidance and support by |3 3 My teachers are there for me when I
teachers need them.
Building on previous 1 1 I can use what I already know and can
skills do.
Transfer of learning
Workplace to school 2 3 What I learn at work, I can use well at
school.
School to workplace 2 3 What I learn at school, I can use well at
work.
Participants’ individual
characteristics
Workplace-related
Effort 1 1 At work, I give my best.
Performance 1 1 How good is your performance at work?
School-related
Effort 1 At school, I give my best.
Performance 1 1 How good is your performance at
school?
General
Language skills 3 3 How well can you understand (read,
speak) high German (French, Italian)?
Importance of learning a | 1 I think it is important that I learn a
vocation vocation.
Participants’ social
environment
Housing situation 2 Do you live alone? Together with family

members?

(continued)
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Table 9.1 (continued)

Participant | Employer
survey survey
Number of | Number of
items items Sample items (participants’ wording)
Support in private life 3 1 Who does support you when you need
help in your private life?
Friends 2 How many friends do you have that are
Swiss?
Participants’ career
prospects
Educational situation 5 What do you do after the PAI?
after PAI
Perception of career 2 I’m able to complete an apprenticeship.
prospects
Positive attitude towards | 1 When you think about your future, how
future satisfied are you?
Staying in/leaving the 3 Does the PAI participant continue with
company after the PAI an apprenticeship in your company?
(employers’ wording)

Can you use at work what you learn at school?””), and their social environment (e.g.,
“Where do you learn? With whom do you learn? Do you have a room where you can
learn without being disturbed? Who does support you when you need help in your
private life?””). Also, participants were asked to share their plans and career pros-
pects (e.g., “What do you do after the PAI? If you could freely choose an occupa-
tion, which would you like best? What will you do in 10 years?”).

Results

The findings are reported in four sections. The first section describes the career
prospects of the participants. The second focuses on the learning environment in the
PAI, the third on participants’ individual characteristics and the fourth on their
social environment. We present results and contrast participants who had managed
to secure a regular apprenticeship at the time of the survey (i.e., the “successful
ones”) with participants whose pathway after the PAI was still uncertain (i.e., those
who did not know what they would do).
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Career Prospects

Participants reported whether they would start with a regular apprenticeship after
the PAI and, if yes, indicated whether they had already secured an apprenticeship
place (apprenticeship contract signed or promised). Results are presented in Fig. 9.2.

Nearly two-thirds (62.7%) of participants said they had already found an appren-
ticeship, either in a two-year programme aimed at more practically gifted learners
(45.8%) or in a three or four-year programme that is academically more demanding
(16.9%). Another 14.6% of the participants indicated they plan to start with an
apprenticeship but have not yet found an employer. The remaining 22.8% did not
anticipate engaging in an apprenticeship. Some planned to take up an additional
short-term education (3.5%, e.g., bridge year, language courses, short-term practi-
cal training), while others planned to start working (4.9%). For 14.4%, the future
career was uncertain; they said they did not know what to do after the PAI.

From the participants’ survey, we do not know whether those who indicated they
had secured an apprenticeship will remain in the company where they did the
PAIL We asked, however, the employers whether their PAI-participant would start a
regular apprenticeship in their company after the PAIL. Of the 184 employers sur-
veyed, 122 (66.3%) confirmed that the PAI participant would take up an apprentice-
ship in their company; 48 (26.1%) said that the participant would leave the company,
and 14 (7.6%) did not know yet. According to employers, reasons for a discontinued
engagement were manifold, such as, for example, insufficient language skills, no
interest in learning the occupation, continuing health problems, or difficulties
arranging childcare.

Participants were asked whether they thought they could successfully complete
an apprenticeship and find a good job later. Most of them had a positive view of their

70.0%
60.0%
50.0% 16.9%
J/o
40.0%
30.0%
20.0% 45.8%
10.0% -
10.9% 14.4%

0.0% 3.5% 4.9%

Apprenticeship Apprenticeship Short-term Employment Uncertain pathway

secured planned education, not
certified
W two-year apprenticeship  ® three/four-year apprenticeship other situation

Fig. 9.2 Educational pathways after the PAI
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future. They were convinced they could manage the apprenticeship (M = 4.3,
SD = 0.95) and find a good job (M = 4.5, SD = 0.81). Participants with uncertain
pathways after the PAI were the least confident and significantly less optimistic
about their future than those who had secured an apprenticeship place.

Many participants who had secured or planned an apprenticeship had plans for
the time once they had finished it. They spoke about continuous training and pro-
jected a working career allowing them to lead a self-determined and indepen-
dent life.

As one of the coaches stated:

C: Although his finances are very tight, he wanted to become financially independent. He
does not want to live on social welfare... [D, Coach]

Or with the words of a participant:

P: That doesn’t mean money comes from the municipality anyway and always stay with
social and my [...] I say self-employed is I finish my apprenticeship and do my own work
and earn money, and that I mean self-employed. [C, participant]

The Learning Environment and Educational Pathways

Participants were asked to evaluate their workplace and school learning environ-
ment and the possibility of transferring what they learned from school to the work-
place and vice-versa. Table 9.2 shows the results for all participants and contrasts
the perspectives of participants who had secured an apprenticeship place with those
whose pathway after the PAI was still uncertain.

Table 9.2 Participants’ learning environment

All Apprenticeship Uncertain

participants secured pathway

Mean (SD) Mean (SD) Mean (SD) p
Workplace
Motivating work 4.3 (0.70) 4.3 (0.69) 3.9 (0.77) <.001
Guidance and support by the 4.2 (0.83) 4.3 (0.78) 4.0 (0.84) .067
in-company trainer
Social integration in the team 4.2 (.82) 4.3 (0.79) 4.0 (0.89) .039
Building on previous skills 4.2 (.95) 4.0 (0.98) 3.9 (0.95) 249
School
Motivating lessons 4.3 (0.70) 4.3 (0.69) 3.9 (0.77) <.001
Guidance and support by teachers | 4.5 (0.69) 4.5 (0.70) 4.4 (0.70) .658
Building on previous skills 4.1 (0.89) 4.0 (0.9) 4.1 (0.91) 728
Transfer of learning
Workplace to school 3.5(1.13) 3.5(1.08) 3.2(1.24) .024
School to workplace 3.8 (1.05) 3.9 (0.99) 3.6 (1.18) .044

Note: Answer scales: 1-5. Analyses of variance based on five groups, as indicated in Fig. 9.2, with
planned contrasts (simple)
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Overall, participants positively evaluated their workplace and school learning
situation. They perceived their work as very motivating and interesting and said they
could learn a lot. Most of them felt well supported by their trainers and even more
so by teachers: Trainers, teachers, and colleagues at work had time for them when
they needed help, were there to answer questions, and gave positive feedback. As
one of the participants in the interview outlined:

I: If you don’t understand something, who are you asking?

P: To my colleagues [...], I ask my colleagues and R. [the trainer], also to everybody.

I: And do people take the time to answer you?

P: Yes, they answer me because they always believe in me and my abilities. Yes, if I ask for

something, they answer me right away. [B, participant]

The participants were a bit more critical of the learning transfer, and results suggest
that the transfer from school to work is better established than the transfer from
workplace to school. Results from the employers’ survey confirm that the coopera-
tion between workplaces and schools remains an issue. While 57.7% of the trainers
in the company were satisfied with the cooperation with the VET teachers, 20.2%
were only partly satisfied, and 22.0% were not satisfied. Some criticised that they
were rarely and insufficiently informed about participants’ learning progress
(15.0%) and potential problems (28.8%) at school. Most of them, however, acknowl-
edged the usefulness of school learning for the workplace and vice versa. In sum,
linking workplaces and schools and relating learning contents across learning loca-
tions is valuable but challenging, not only for participants but also for employers
and teachers, such as one teacher stated:

T: We are human beings, and with human beings, it depends on [how great the willingness
for exchange/cooperation is]. Who is here, what is the willingness? So that you can build up
and maintain the exchange. For example, also through company visits. I experience that as
something very valuable. When I get an insight into a company, it gives me a lot of direct
references that I can incorporate into my teaching. Even just mentioning things gives me a
picture in my head later on. Where is this learner four days a week? And that is also part of
it. [C, teacher]

Contrast analyses revealed that participants who had secured an apprenticeship
found their work and lessons more interesting and motivating than participants with
uncertain pathways. They were better integrated into the work team and felt better
supported by colleagues. It is also noteworthy that the more successful participants
evaluated the learning transfer between school and work more positively.

Individual Characteristics and Educational Pathways

Participants were asked how much effort they put into their work and school tasks.
They self-assessed their performance and language skills and specified how impor-
tant it is for them to learn a trade (a vocation, German: “Beruf’). Results are pre-
sented in Table 9.3.
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Table 9.3 Participants’ individual characteristics

All Apprenticeship Uncertain

participants secured pathway

Mean (SD) Mean (SD) Mean (SD) p
Workplace-related
Effort 4.6 (0.60) 4.7 (0.55) 4.4 (0.71) <.001
Performance 6.1 (0.91) 6.3 (0.81) 5.8 (1.07) <.001
School-related
Effort 4.4 (0.74) 4.4 (0.75) 4.2 (0.80) .035
Performance 5.8 (1.08) 5.9 (1.00) 5.6 (1.15) .076
General
Language skills 4.2 (0.59) 4.3 (0.58) 4.2 (0.56) 351
Importance of learning a 4.8 (0.57) 4.9 (0.38) 4.5 (0.88) <.001
trade

Note: Answer scales performance and importance of vocation: 1-5; effort 1-7. Analyses of vari-
ance based on five groups with planned contrasts (simple)

Participants self-evaluated their learning effort and performance positively. Most
said they “do their best” at work and school, and most reported performing well in
the workplace and school. The majority of participants also acknowledged that
learning a trade and obtaining a VET certificate is essential in Switzerland. As one
of the participants summarised:

P: I also have to graduate and then because in Switzerland, for sure, they have helped us so
much, and eh, I also have to thank Switzerland. Thank for example they gave us school,
they gave us many chances in life [...] Important rules and so in Switzerland [...] and pay
taxes and so that’s why I have to do education because without education here it’s very dif-
ficult to live even if I might have lost job [...], without education, I couldn’t find a job
quickly because I have no degree. But if I have degree, I could find job quickly [...]. Maybe
if I lost a job, for example, with education, you can find a job quickly. [D, participant]

Participants who had secured an apprenticeship differed significantly in their self-
evaluation from those with uncertain pathways. Those with an apprenticeship were
more engaged in the workplace and school and outperformed participants without
secure pathways. Interestingly, in their self-assessment, the two groups did not dif-
fer regarding their language skills — both said their language level was good to
excellent. However, those about to start an apprenticeship found it more important
to learn a trade than those with an uncertain career. Additional analyses were run to
explore whether contrast groups differed in age, educational experience (years in
education), and the number of years they had been in Switzerland. The two groups
did not differ in those characteristics.

The employers shared a positive appraisal of participants’ efforts and learning
outcomes. Most of them highlighted that their PAI participant was hard-working
and engaged, and more than 80% rated participants’ performance in the workplace
as good or very good. In the interview, an employer added:

E: And yes, in a way, I think they have more desire to succeed than local people. [B,
employer]
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Employers evaluated, however, participants’ language skills more critically
(M =3.71, SD = 0.87) than participants themselves (M = 4.2, SD = 0.59). Many of
those who did not offer their PAI participant an apprenticeship place stressed that
the participant just lacked the needed language and other academic skills to start a
two-year apprenticeship.

Individuals’ Social Environment and Educational Pathways

Participants described their housing situation, indicated from whom they receive
support when they need help in their private life, and reported how many close
friends they had. Results are presented in Table 9.4.

General results suggest that participants were in diverse living and housing situ-
ations. More than half of them lived with family members, one quarter lived alone,
and others shared a flat with colleagues or were in another housing situation. Three-
quarters had a room for themselves to relax and study without being disturbed.

A total of 44.2% of the participants reported they could rely on a coach or mentor
when they needed help with private matters. More important were close friends,
who supported 60.2% of the participants. Most participants had several close
friends, both Swiss and non-Swiss. Additional analyses showed that most had at
least one person to turn to in case of arising problems. Again, the participants were
in diverse situations. One-third had a broad supportive network, including a coach
or mentor, family members and friends. In contrast, one out of six participants
(17.2%) indicated they had neither a coach nor a family member nor a friend who
could provide support. Comparing participants with secured and uncertain path-
ways revealed no differences between the two groups.

Participants also had other forms and resources of support than those outlined
above. Some employers emphasised, for example, that they not only guided their
PAI-participant in the learning process but also provided advice and support when
participants had troubles in their private life. They also tried to be flexible with
working arrangements, as one participant stated:

P: Yes, because R. [the trainer] — we talked, I have two children, and on Tuesday I’ m
already finished at 5 p.m. because I have to pick up the children and then, a few days I have
to — I can’t work until the end because he told me that’ s fine, I can stay alone, or the others
can stay. He has helped me so much. [F, participant]

Also, teachers supported the participants when some schools opened their doors for
learners who did not have a quiet place at home to learn. These participants profited
from the possibility of staying in school until late:

P: Normally I do the homework at the school. When we finish school. There is a study
room. I do my homework there. At the home in the room, I don’t have a possibility. I asked
my assistant [support person/coach]. He told me that there is a study room. If you ask some-
one to open it, they open it. [A, participant]
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Table 9.4 Participants’ social environment

All Apprenticeship Uncertain
participants | secured pathway
Percent Percent Percent p
Housing situation
Lives
... alone 25.0% 25.8% 25.8% 187
... with family 57.4% 55.0% 62.9%
... with colleagues 6.7% 6.6% 6.5%
... with other persons 10.9% 12.5% 4.8%
Has a room for herself/himself 73.1% 77.5% 61.3% .083
(yes)
Support if help is needed in
private life (yes), by
... coach, mentor 44.2% 46.1% 38.3% .660
... family member 44.9% 41.6% 50.0% 254
... close friend 60.2% 61.8% 50.0% .150
Close friends
Swiss
... none 19.4% 18.8% 21.0% 216
... 13 43.4% 48.3% 37.1%
... more than 3 37.3% 32.8% 41.9%
Non-Swiss
... none 13.7% 14.0% 21.0% .336
13 27.3% 26.6% 24.2%
... more than 3 59.0% 59.4% 54.8%

Note: Chi-square tests based on five groups, as indicated in Fig. 9.2
Discussion

Making refugees “fit” for vocational education and facilitating their transition to a
regular apprenticeship is one of the main goals of the pre-apprenticeship for integra-
tion. In this study, we argued that the quality of the learning environment in the PAI,
individual characteristics of the RE/TA, and their social environment influence par-
ticipants’ educational pathways after the PAI.

General results suggest the PAI programme has met its primary goal, with almost
two-thirds of the participants having secured an apprenticeship 2 months before the
end of the PAI and the other 14% planning to start with IVET. The IAS
(Schweizerische Eidgenossenschaft et al., 2018) stipulates that two-thirds of all RE/
TA aged 16 to 25 should be in post-compulsory education 5 years after they enter
Switzerland and specifies that 95% of all young RE/TA with educational potential
should be in upper secondary education. According to the 95%-target, the rate of
PAI participants who transition to an apprenticeship might not yet be satisfied.
However, the results of this study must be interpreted with caution. It is unclear, for
example, how many of the participants with an uncertain pathway have the
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educational potential to begin an apprenticeship or why those who chose employ-
ment over education made that decision. Also, participants may find their way into
an apprenticeship between the time of the survey and the remaining months before
the school year starts. Results from the first cohort suggest that some participants
can secure an apprenticeship at short notice (Stalder & Schonbichler, 2020).

PAI participants were very positive about their learning environment in the work-
place and school and the support they received from trainers and teachers. Also,
they reported being highly engaged in learning and performing well. The outstand-
ing evaluation might be puzzling — is it too good to be true? A possible explanation
could be that RE/TA might not be used to sharing their critique or might not want to
show their feelings openly to others. However, findings from the employers’ survey
and case studies primarily support the validity of participants’ positive evaluations.
Employers and teachers agree about participants’ high motivation and good perfor-
mance — especially concerning practical competencies. Many employers also
emphasise the latter, offering participants to remain in the company and continue
with an apprenticeship. Note also that the PAI learners who participated in the study
are a highly selective group. They were admitted to the programme based on a
potential assessment (Staatssekretariat fiir Migration SEM, 2020a, b). They stayed
in the programme until the end, while others dropped out early (Stalder &
Schonbichler, 2020). The PAI participants in our survey thus proved to have high
educational potential. They had been resilient and adaptive and managed to cope
with the requirements of the workplace and school.

Concerning language skills, the perspectives of participants and employers
diverge. While participants self-evaluated their proficiency level as good to excel-
lent, employers were more critical. This finding is not new and has already been
reported for the first cohort (Stalder & Schonbichler, 2020). It is plausible that
participants have a different reference frame when self-assessing their language
skills than employers. Participants might see the progress they have made. They
possibly compare themselves with peers or family members not enrolled in an edu-
cational programme. In contrast, employers know better what language skills are
required to start with an apprenticeship. They might thus compare participants with
learners in regular apprenticeships.

The PAI benchmarks state that learning contents in the workplace and school
should build on each other and be mutually relevant (Staatssekretariat fiir Migration
SEM, 2020a, b). Results reveal that the trainers and teachers perceive the other
learning locations as an important part of the PAI programme. However, time is
limited, resources are rare, and cooperation is demanding. These findings align with
previous studies that consistently describe the cooperation between schools and
workplaces as a significant challenge of dual apprenticeships (Aarkrog, 2005; Aprea
& Sappa, 2020).

Based on previous research and the PAI benchmarks, we posited that RE/TA and,
thus, PAI participants need specialists’ support (Gei & Matthes, 2017; Schaffner et al.,
2022). It might be irritating to see that more than half of them reported that they do not
have a coach supporting them when they need help in their private life. From the pro-
gramme officers’ interviews in 2018, we know that the cantons organised participants’
coaching, guiding and support differently (Stalder & Schonbéchler, 2020). While some
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participants are closely accompanied by coaches and other specialists outside of school,
other cantons chose approaches where teachers play the role of a coach. Whether differ-
ent coaching models contribute differently to participants’ transition success
remains open.

We assumed that participants with secured and uncertain pathways differ in their
learning environment, individual characteristics, and the social environment outside
the PAIL Our results confirm these assumptions for the learning environment in the
workplace and school and the individual characteristics but not regarding partici-
pants’ social situations outside the PAI. Participants with an apprenticeship found
their work and school more interesting and were better integrated into the work
team than participants with uncertain pathways. Moreover, in line with findings
from apprenticeship research (Messmann & Mulder, 2015), the successful partici-
pants also saw a more significant potential to transfer their learning between school
and the workplace. They might have better understood the concept of ‘dual VET’
than participants with uncertain pathways, and the cooperation between teachers
and trainers might have been better established. The two groups differed clearly in
effort and performance. Those with a follow-up solution tried harder and performed
better, corroborating previous research emphasising the importance of learners’
engagement (Billett, 2001; Stalder & Schmid, 2016). Interestingly, most partici-
pants with a secured apprenticeship considered learning a trade and having a voca-
tional degree essential. This might be a sign of positive integration and confirms the
importance of PAI’s explicit focus on familiarising participants with the norms and
values of Swiss culture.

Conclusion

Four years after its introduction, the pre-apprenticeship programme to support inte-
gration has proven valuable in supporting refugees and temporarily admitted per-
sons’ successful pathways into vocational education and training. The PAI is highly
appreciated not only by the participants but also by the employers who decided to
engage in the programme. The goal of creating a “win-win” has been achieved for
most involved actors. Employers benefit from the programme by securing skilled
workforce and participants through integration into VET and employment. Success
factors illustrate the high commitment of different actors to developing, conceiving,
and implementing the PAI The joint responsibility in the sense of a “public-private
partnership” is a core characteristic of the Swiss VET system. The occupation-
specific development of practical, academic and transferable skills, the transfer of
learning between work and school, and the targeted support for learners are part of
the dual system and are, therefore, well introduced to vocational education and
training actors. The PAI builds on this tradition and expands it to include more part-
ners from outside VET. It remains to be seen whether the PAI programme will be
successful in the longer term and remain a significant educational offer for refugees
and temporarily admitted persons. For now, the Swiss Federal government and the
cantons have initiated the continuation and consolidation of the PAL



152 B. E. Stalder et al.

References

Aarkrog, V. (2005). Learning in the workplace and the significance of school-based education:
A study of learning in a Danish vocational education and training programme. International
Journal of Lifelong Education, 24(2), 137-147. https://doi.org/10.1080/02601370500056268

Aerne, A., & Bonoli, G. (2021). Integration through vocational training. Promoting refugees’
access to apprenticeships in a collective skill formation system. Journal of Vocational
Education & Training, 1-20. https://doi.org/10.1080/13636820.2021.1894219

Aprea, C., & Sappa, V. (2020). Individual conceptions of vocational learning and teaching
across learning sites in the Swiss VET context. In C. Aprea, V. Sappa, & R. Tenberg (Eds.),
Connectivity and integrative competence development in vocational and professional educa-
tion and training (VET/PET) (pp. 165-184). Franz Steiner Verlag.

Barabasch, A., Scharnhorst, U., & Leumann, S. (2021). Including refugees in the labour mar-
ket: The Swiss approach. In Cedefop (Ed.), The next steps for apprenticeship (Vol. 118,
pp- 162—-171). Publications Office of the European Union. https://doi.org/10.2801/085907

Billett, S. (2001). Learning through work: Workplace affordances and individual engagement.
Journal of Workplace Learning, 13(5), 209-214. https://doi.org/10.1108/EUM0000000005548

Billett, S., Stalder, B. E., Aarkrog, V., Choy, S., Hodge, S., & Le, A. H. (Eds.). (2022). The stand-
ing of vocational education and the occupations it serves. Current concerns and strategies for
enhancing that standing. Springer Nature. https://doi.org/10.1007/978-3-030-96237-1

Bohn, S., & Deutscher, V. K. (2020). Development and validation of a learning quality inventory
for in-company training in VET (VET-LQI). Vocations and Learning, 14(1), 23-53. https://doi.
org/10.1007/s12186-020-09251-3

Bundesrat. (2015). Begleitmassnahmen Artikel 121a BV: Verstdrkung der Integrationsmassnahmen
fiir Fliichtlinge und vorldufig Aufgenommene (Bericht des Bundesrates vom 18.12.2015).
Schweizerische Eidgenossenschaft.

Choy, S., & Wirvik, G.-B. (2019). Integration of learning for refugee and migrant students: VET
teachers’ practices through practice theory lens. Journal of Vocational Education & Training,
71(1), 87-107. https://doi.org/10.1080/13636820.2018.1518921

Gei, J., & Matthes, S. (2017). Refugees on their way into training — What support do they want? In
BWP-Special Edition (pp. 47-48). https://www.bwp-zeitschrift.de/dienst/veroeffentlichungen/
de/bwp.php/de/publication/download/8503

Hobfoll, S. E., Halbesleben, J., Neveu, J.-P., & Westman, M. (2018). Conservation of resources
in the organizational context: The reality of resources and their consequences. Annual Review
of Organizational Psychology and Organizational Behavior, 5(1), 103—128. https://doi.
org/10.1146/annurev-orgpsych-032117-104640

Hofmann, C., Stalder, B. E., Tschan, F., & Hifeli, K. (2014). Support from teachers and trainers in
vocational education and training: The pathways to career aspirations and further career devel-
opment. International Journal for Research in Vocational Education and Training (IJRVET),
1(1), 1-20. https://doi.org/10.13152/IJRVET.1.1.5

Kammermann, M., Stalder, B. E., & Hittich, A. (2011). Two-year apprenticeships — A successful
model of training? Journal of Vocational Education and Training, 63(3), 377-396. https://doi.
org/10.1080/13636820.2011.586130

Kammermann, M., Stalder, B. E., & Schonbéchler, M.-T. (2022). Fachkriftesicherung durch
die Integrationsvorlehre. Ergebnisse zum Schweizer Pilotprogramm INVOL. Berufsbildung
in  Wissenschaft und Praxis, 51(2022), 51-55. https://www.bwp-zeitschrift.de/dienst/
publikationen/de/17702

Klotz, V. K., Billett, S., & Winther, E. (2014). Promoting workforce excellence: Formation and
relevance of vocational identity for vocational educational training. Empirical Research in
Vocational Education and Training, 6(1), 1-20. http://www.ervet-journal.com/content/6/1/6

Liithi, F., Stalder, B. E., & Elfering, A. (2021). Apprentices’ resources at work and school in
Switzerland: A person-centred approach. International Journal for Research in Vocational
Education and Training, 8(2), 224-250. https://doi.org/10.13152/ijrvet.8.2.5


https://doi.org/10.1080/02601370500056268
https://doi.org/10.1080/13636820.2021.1894219
https://doi.org/10.2801/085907
https://doi.org/10.1108/EUM0000000005548
https://doi.org/10.1007/978-3-030-96237-1
https://doi.org/10.1007/s12186-020-09251-3
https://doi.org/10.1007/s12186-020-09251-3
https://doi.org/10.1080/13636820.2018.1518921
https://www.bwp-zeitschrift.de/dienst/veroeffentlichungen/de/bwp.php/de/publication/download/8503
https://www.bwp-zeitschrift.de/dienst/veroeffentlichungen/de/bwp.php/de/publication/download/8503
https://doi.org/10.1146/annurev-orgpsych-032117-104640
https://doi.org/10.1146/annurev-orgpsych-032117-104640
https://doi.org/10.13152/IJRVET.1.1.5
https://doi.org/10.1080/13636820.2011.586130
https://doi.org/10.1080/13636820.2011.586130
https://www.bwp-zeitschrift.de/dienst/publikationen/de/17702
https://www.bwp-zeitschrift.de/dienst/publikationen/de/17702
http://www.ervet-journal.com/content/6/1/6
https://doi.org/10.13152/ijrvet.8.2.5

9 Successful Integration of Refugees in Vocational Education and Training... 153

Messmann, G., & Mulder, R. H. (2015). Conditions for apprentices’ learning activities at work.
Journal of Vocational Education & Training, 67(4), 578-596. https://doi.org/10.1080/1363682
0.2015.1094745

Nigele, C., & Stalder, B. E. (2019). Motivation and engagement of learners in organizations. In
S. McGrath, M. Mulder, J. Papie, & R. Suart (Eds.), Handbook of vocational education and
training. Developments in the changing world of work (pp. 847-861). Springer International
Publishing. https://doi.org/10.1007/978-3-319-49789-1_106-1

Schaftner, D., Heeg, R., Chamakalayil, L., & Schmid, M. (2022). Unterstiitzung von
Jugendlichen und jungen Erwachsenen mit Mehrfachproblematiken an den Nahtstellen I und
1I. Forschungsbericht Nr. 2/22. Bundesamt fiir Sozialversicherungen. https://www.gegenarmut.
ch/fileadmin/kundendaten/Studien_NAP/2_22D_eBericht.pdf

Scharnhorst, U., & Kammermann, M. (2019). Integrationsvorlehren — eine Flexibilisierung des
Zugangs zur Berufsbildung fiir Gefliichtete in der Schweiz. BWP, 5(2019), 16-20.

Scharnhorst, U., & Kammermann, M. (2020). Who is included in VET, who not? Education +
Training, 62(6), 645-658. https://doi.org/10.1108/ET-11-2019-0248

Schweizerische Eidgenossenschaft et al. (2018). Die Integrationsagenda kurz erkldrt. https://
www.sem.admin.ch/dam/data/sem/integration/agenda/faktenblatt-integrationsagenda-d.pdf

Spadarotto, C., Bieberschulte, M., Walker, K., Morlok, M., & Oswald, A. (2014). Erwerbsbeteiligung
von anerkannten Fliichtlingen und vorliufig Aufgenommenen auf dem Schweizer Arbeitsmarkt.
Im Auftrag des Bundesamts fiir Migration, Abteilung Integration. https://www.sem.admin.ch/
dam/data/sem/integration/berichte/va-flue/studie-erwerbsbet-va-flue-d.pdf

Staatssekretariat fiir Migration SEM. (2020a). Eckpunkte Integrationsvorlehre. SEM. https://www.
sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-
invol-d.pdf.download.pdf/eckpunkte-invol-d.pdf

Staatssekretariat fiir Migration SEM. (2020b). Eckpunkte Integrationsvorlehre Plus. SEM. https://
www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/
eckpunkte-invol-plus-d.pdf.download.pdf/eckpunkte-invol-plus-d.pdf

Stalder, B. E., & Carigiet Reinhard, T. (2014). Ausbildungsqualitit aus Sicht von Lernenden und
Betrieben in der Schweiz. In M. Fischer (Ed.), Qualitdt in der Berufsausbildung — Anspruch
und Wirklichkeit (pp. 97-118). Bertelsmann.

Stalder, B. E., & Liithi, F. (2020). Job resources and career success of IVET graduates in
Switzerland: A different approach to exploring the standing of VET. Journal of Vocational
Education & Training, 72(2), 189-208. https://doi.org/10.1080/13636820.2020.1721735

Stalder, B. E., & Schmid, E. (2016). Lehrvertragsauflosung und Ausbildungserfolg — kein
Widerspruch. Wege und Umwege zum Berufsabschluss. hep.

Stalder, B. E., & Schonbichler, M.-T. (2019). Start ins Pilotprogramm gelungen. Panorama,
06/2019. https://www.panorama.ch/dyn/1122.aspx?id_article=1838

Stalder, B. E., & Schonbichler, M.-T. (2020). Evaluation Integrationsvorlehre (INVOL/PAI/
PTI) — Bericht zur Kohorte 2018/19, erstellt im Auftrag des Staatssekretariats fiir Migration
(SEM). PHBern.

Stalder, B. E., Kammermann, M., Lehmann, S., & Schonbichler, M.-T. (2021). Pre-apprenticeship
for refugees. In C. Négele, B. E. Stalder, & M. Weich (Eds.), Pathways in vocational educa-
tion and training and lifelong learning. Proceedings of the 4th crossing boundaries confer-
ence in vocational education and training, Muttenz and Bern online, 8-9 April (pp. 332-337).
European Research Network on Vocational Education and Training, VETNET/University
of Applied Sciences and Arts Northwestern Switzerland and Bern University of Teacher
Education. https://doi.org/10.5281/zenod0.4602289

TREE. (2016). Documentation on the first TREE cohort (TREEI), 2000-2016. TREE.


https://doi.org/10.1080/13636820.2015.1094745
https://doi.org/10.1080/13636820.2015.1094745
https://doi.org/10.1007/978-3-319-49789-1_106-1
https://www.gegenarmut.ch/fileadmin/kundendaten/Studien_NAP/2_22D_eBericht.pdf
https://www.gegenarmut.ch/fileadmin/kundendaten/Studien_NAP/2_22D_eBericht.pdf
https://doi.org/10.1108/ET-11-2019-0248
https://www.sem.admin.ch/dam/data/sem/integration/agenda/faktenblatt-integrationsagenda-d.pdf
https://www.sem.admin.ch/dam/data/sem/integration/agenda/faktenblatt-integrationsagenda-d.pdf
https://www.sem.admin.ch/dam/data/sem/integration/berichte/va-flue/studie-erwerbsbet-va-flue-d.pdf
https://www.sem.admin.ch/dam/data/sem/integration/berichte/va-flue/studie-erwerbsbet-va-flue-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-d.pdf.download.pdf/eckpunkte-invol-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-d.pdf.download.pdf/eckpunkte-invol-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-d.pdf.download.pdf/eckpunkte-invol-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-plus-d.pdf.download.pdf/eckpunkte-invol-plus-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-plus-d.pdf.download.pdf/eckpunkte-invol-plus-d.pdf
https://www.sem.admin.ch/dam/sem/de/data/integration/ausschreibungen/2018-integrvorlehre/eckpunkte-invol-plus-d.pdf.download.pdf/eckpunkte-invol-plus-d.pdf
https://doi.org/10.1080/13636820.2020.1721735
https://www.panorama.ch/dyn/1122.aspx?id_article=1838
https://doi.org/10.5281/zenodo.4602289

154 B. E. Stalder et al.

Open Access This chapter is licensed under the terms of the Creative Commons Attribution 4.0
International License (http://creativecommons.org/licenses/by/4.0/), which permits use, sharing,
adaptation, distribution and reproduction in any medium or format, as long as you give appropriate
credit to the original author(s) and the source, provide a link to the Creative Commons license and
indicate if changes were made.

The images or other third party material in this chapter are included in the chapter’s Creative
Commons license, unless indicated otherwise in a credit line to the material. If material is not
included in the chapter’s Creative Commons license and your intended use is not permitted by
statutory regulation or exceeds the permitted use, you will need to obtain permission directly from
the copyright holder.


http://creativecommons.org/licenses/by/4.0/

	Contents
	Contributors
	Chapter 1: Introduction: Integration in and Through Education and Employment
	Chapters in the Book
	References

	Part I: The Swedish Context
	Chapter 2: Migrant Successfully Accessing Their Vocation in Sweden: The Significance Labour Market Initiatives to Facilitate the Integration of Migrants and Refugees
	Introduction
	Integration Measures as a Form of Governmentality
	The Swedish Policy of Integration: The Construction of the Problem of Integration
	Societal Structure of Support for Migrants to Access Their Vocations in Sweden
	The Establishment Programme
	The Fast Track Programme
	The Short Way Programmes

	Temporality as a Mechanism for Classification and Construction of the Other as Competent or Incompetent
	Language as a Mechanism of Constructing the Other as Incompetent or Competent
	Knowledge Construction and Experience as a Mechanism for Inclusion and Exclusion
	Discussion
	References

	Chapter 3: Understanding Recognition of Prior Learning as a Tool for the Labour Market Integration of Skilled Migrants
	Introduction
	Recognition of Prior Learning
	The Research Field of Recognition of Prior Learning
	Competence: The Object of Recognition
	Formal Competence
	Actual Competence

	The Skilled Migrant: The Subject Experiencing Recognition
	Experiences of RPL
	RPL as a Divisive Practice
	Intersubjective Recognition

	The Process of Recognition
	The RPL Process as a Sorting Mechanism
	Communicative Action in RPL

	Discussion
	Conclusion
	References

	Chapter 4: Potential, Actuality or Vulnerability? The Importance of Recognition in Career Counselling for Newly Arrived Migrants
	Introduction
	Study and Career Counselling
	Recognition
	Recognition and Career Counselling
	Previous Research
	Methodology and Empirical Data
	Results
	Recognition as a Pedagogical Principle
	Recognition of Prior Knowledge, Experience and Aspirations 1: New Aspirations Are Established
	Recognition of Prior Knowledge, Experience and Aspirations 2: Long, Short and Broadened Perspectives
	Recognition of Prior Knowledge, Experience and Aspirations 3: The Pursuit of Autonomy
	Refugee Status and Advocacy
	The Limits to Recognition

	Conclusion: Summary and Discussion
	References

	Chapter 5: Important Encounters for Education and Employment
	Introduction
	Methodology
	Encounters that Influenced Employment and Educational Pathways
	“The Angel”: A Transformative Meeting
	Meeting the Director: A Turning Point
	Encounters with Colleagues, Mentors, and Managers
	The Study Counsellors: Good Advisers?
	Encounters with Teachers

	Discussion and Conclusions
	References

	Chapter 6: Education for Access to the Swedish Labour Market and Society: A Historical Comparison of Practices for the Integration of Immigrants in the 1960s and Early 2000s
	Introduction
	Design of the Study
	Structural Changes
	Swedish Industry and Workforce Immigration 1960–1970
	Cases of Labour Market Training for Immigrants in the 2000s
	Case 1: Tailored Workplace Education for Immigrants in Rural Sweden: Working with Resources and Deficit
	Case 2: A Company Training Experience
	Case 3: Regional Collaboration for Integration and Competence-Development of Immigrants: The Case of Swedish for Immigrants with Previous Professional Training (SFX)

	Concluding Remarks
	References

	Chapter 7: Integration as a Conceptual Resource When Studying Skilled Migrants in the Workplace
	Introduction
	Definitions and General Meanings of the Concept of Integration
	Approaches to Concepts
	The Concept of Integration in Migration Research
	The Conceptual Analysis Method
	The Concept of Integration in the Reviewed Studies

	The Use of the Concept of Integration in the Reviewed Studies
	Discussion
	References
	Appendix 1: List of Studies in the Review


	Chapter 8: Integration and the Art of Making a Society: The Case of Swedish Society
	Introduction
	Internationalisation, Immigration, Integration and Pedagogy for Inclusion
	Globalisation and Migration
	Structural Discrimination
	The Problematic Ethnicity
	Immigrants and Integration
	Folkbildning, the Study Circles and Sweden
	Between the Particular and the Universal, or on Bildung and the Art of Being Human with Other Humans
	Epilogue: “Do You Want to Go Forward? Then Go in a Circle!”
	References


	Part II: The Swiss and Norwegian Contexts
	Chapter 9: Successful Integration of Refugees in Vocational Education and Training: Experiences from a New Pre-vocational Programme
	Introduction
	Integration Agenda Switzerland
	The Pre-apprenticeship Programme to Support Integration
	The Accompanying Research Project
	Experiences from the First Programme Year

	Key Factors Contributing to Successful Transitions
	Participants’ Learning Environment in the PAI
	Participants’ Individual Characteristics
	Participants’ Social Environment

	Research Questions
	Data and Measures
	Samples
	Measures

	Results
	Career Prospects
	The Learning Environment and Educational Pathways
	Individual Characteristics and Educational Pathways
	Individuals’ Social Environment and Educational Pathways

	Discussion
	Conclusion
	References

	Chapter 10: ‘Open Sesame’: Skilled Immigrants’ Experiences with Bridging Programmes in the Validation Process in Norway
	Introduction
	Occupational Regulations and Bridging Programmes in Norway
	Admission Criteria and Course Content

	Theoretical Lens
	Prior Research on Bridging Programmes
	Students’ General Perceived Challenges and Barriers
	Language: A Main Challenge
	Perceived Success Factors

	Data and Methods
	Participants
	Data Collection
	Analysis
	Ethical Considerations

	Findings and Discussion
	Motivation for Entering a Specific Profession
	Professional Identity in the Country of Origin
	Motivation for Migration
	Authority Requirements
	Professional Identity: Both Strengthened and Weakened in a New Country
	Information Flow About Bridging Programmes
	Prerequisites for Completing Bridging Programmes
	Motivations
	Personal Requirements


	Conclusion
	References

	Chapter 11: Multicultural Perspectives in Driving Instructor Education and Driving Schools for Professional Drivers in Norway
	Introduction
	Driving Instructor Education and Professional Driver Education in Norway
	Theoretical Framework
	Interrelated Elements in Vocational Didactics: Reflection, Self-Regulation and the Eighth Variable
	Second Language Pedagogy
	Language, Culture and Intercultural Communication

	Method
	Qualitative Interviews

	Ethical Considerations
	Results
	Culture
	Learning Culture
	Traffic Culture

	Instructional Approach
	Cooperative Work in Classrooms
	Facilitation in Practical Training

	Language Skills for Education and Working Life

	Discussion and Conclusion
	References

	Chapter 12: Concluding Remarks
	References



