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Editorial

For the first time in many years, VETNET publishes a collection of short papers in an edited
book of proceedings, which is available online and as a printed version. VETNET has had a
long tradition in making ECER presentations and full papers open to a broader public. So,
what’s the purpose of having “a real book”? We see it as an opportunity for VETNET to in-
crease the visibility of current research in vocational education and training - and as an oppor-
tunity for its researchers to talk about planned, ongoing and finalised pieces of work. VETNET
lives, if knowledge is shared, discussed and challenged by others. The people involved are ready
to cross boundaries in their theoretical and methodological thinking and acting.

The papers included in the 2018 ECER proceedings from Bolzano are written by estab-
lished and well-known researchers, by doctoral students and early career researchers. They tell
stories about young people and adult learners in vocational education and training, about insti-
tutional actors, teachers, trainers and coaches, and about the political, economic and social con-
ditions that shape school-based and workplace learning, and teaching and training in initial,
higher and continuous VET. Altogether, the papers reflect the rich culture of VET and VET
research in Europe and abroad. The proceedings align with other activities of VETNET within
EERAs annual ECERs and beyond.

Having the proceedings ready before the conference was an ambitious goal. We thank all
the authors and co-authors for sharing their valuable insights into current trends in vocational
education and training research.

Bolzano, 4 September 2018

Dr Christof Négele
University of Applied Sciences and Arts Northwestern Switzerland, School of Education

Professor Dr Barbar E. Stalder
Bern University of Teacher Education

Link convenors of VETNET
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Abstract

In a current project (2017-2020) about dropout among 18-24-year-old students in VET and
basic general adult learning the aim is to study the students’ thoughts and actions in relation to
deciding to stay in or drop out of an educational programme. The study combined two sets of
data: weekly student surveys and interviews with these same students. While the surveys pro-
vide a weekly snapshot of the students’ thoughts regarding the probability of them continuing
in the programme, their satisfaction with the educational programme as a whole, the specific
lessons they attend, and the atmosphere at the school, the interviews contribute with detailed
descriptions of the students’ thoughts on the same matters. Findings: Based on the students’
answers over an eight-week period, it was possible to trace a graph illustrating changes in the
students’ attitudes. These graphs can be placed within four categories of development: the sta-
ble, the positive, the unstable, and the negative. The latter can furthermore be differentiated as
reflecting a stable decline, a fluctuating decline, or a sudden decline. In the interviews, the aim
was to elicit the individual students’ thoughts and actions at the points when their graphs took
a turn. Conclusion: The findings show that the students’ thoughts and actions concern matters
both inside and outside the school. Furthermore, seemingly trivial matters in the students’ lives
are shown to have a potentially decisive influence on the students’ thoughts about staying in or
dropping out of a programme. These findings confirm the importance of focusing on students’
decision-making processes not only in research on dropout but also in practice as inspiration
for teachers and guidance counsellors.

' The paper is a shortened version of an article for IRVET (Aarkrog et al., 2018).
*  Corresponding author
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1 Introduction

Drop-out among young adults (18-24 years old) is high. A report from CEDFOP shows that
dropout has been prioritized in EU policy since the adoption of the Lisbon strategy in 2000, the
current aim is to reduce dropout for this group to below 10% by 2020.

Much of the extensive research about drop out focuses on institutional and individual fac-
tors and the relations between these, arguing that dropout must be seen as a long process (Al-
exander et al., 1997; Rumberger & Rotermund, 2012; Fine, 1991; Fine & Rosenberg, 1983;
Brown & Rodriquez, 2009; Finn, 1989; Hodgson, 2007; Lee & Burkham, 2003; Archambault
et al., 2009; Jimerson et al., 2000).

However, there is little research concerning students’ decision-making processes in rela-
tion to dropout. The aim of the project is to improve strategies for preventing dropout by gaining
knowledge about students’ thoughts and actions related to decisions to stay in or drop out of an
educational programme. The educational programmes included in the study are either voca-
tional, situated in vocational colleges, or general, situated in adult education centres. The latter
courses typically prepare for enrolling in VET.

The project concerns the following three research questions:

1. How do young adults in VET and general adult education typically decide whether they
want to continue with the educational programme in which they are currently enrolled?

2. What leads students to change their minds about staying in or dropping out of an educational
program?

3. What do students think and do during periods in which they alter their perceptions?

2 Methods

Theoretically, the project is inspired by the concept of teetering (Lessard et al., 2007). Teetering
describes the oscillating processes in relation to decisions about drop out. Furthermore, the
study of the students’ decision-making processes is inspired by Harren’s typology of three
styles of decision-making. The styles illustrate the degree to which an individual takes respon-
sibility for the process and to which this individual uses logic (the more rational), emotions and
feelings (the more intuitive), or expectations of authorities and peers (the more dependent) as
the primary approach in thoughts and actions during the decision-making process (Harren,
1979).

The empirical data includes surveys and interviews conducted with 31 students, who were
enrolled in programmes at a total of six vocational schools and eight adult general education
centres during autumn 2017. The purpose of the student surveys was to study, how the students’
desire to continue in the specific educational programme develops over time. Assuming that
the students’ satisfaction with the programme in general, the lessons, and the atmosphere at the
school has an impact on their desire to continue, a multidimensional construct was used includ-
ing four questions:

How satisfied are you with this programme?

How satisfied are you with the lessons (the teaching)?
How satisfied are you with the atmosphere at the school?
How strong is your desire to continue in this programme?

b=
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The students answered these questions every week. Based on the students’ answers over
an eight-week period, it was possible to trace a graph illustrating changes in the students’ atti-
tudes.

The purpose of the interviews with the 31 students was to learn about their thoughts and
actions at the points when the graphs changed. The interviews were semi-structured and con-
cerned the students’ thoughts and actions in relation to the fluctuations and directions of the
graphs, including two lines of questioning reflecting the research questions above: 1. What
happened at the time when you answered differently, i.e. when the graph or graphs changed?
This included the students’ explanations of the graphs showing answers to questions 1-3 in the
survey, as well as referencing to other specific events at school or events occurring outside
school, e.g. mental health or personal problems. (Research question 2 above). 2. What did you
think and do at the time when the graph changed? (research question 3 above). Each interview
was recorded, had a duration of % - % of an hour, and was transcribed with a focus on the
students’ answers to these two lines of questioning.

3 Results

Based on an analysis of question 4: “How strong is your desire to continue in this programme?”,
four categories of development have been defined:

1. The stable development, i.e. students showing no development when comparing the initial
position with the final position, values fluctuating slightly around the mean value (11 stu-
dents).

2. The positive development, i.e. students who during the education become more certain that
they will continue in the program (4 students).

3. The unstable development, i.e. students who oscillate however with no systematic change
(4 students).

4. The negative development, i.e. students who at the beginning of the education have a high
probability of continuing in the program, who however, become increasingly negative (12
students).

With a focus on the risk of dropping out, the study particularly focuses on the 16 students,
who go through either an unstable development or a negative development.

Concerning the unstable development, the students in this category oscillate significantly
over time in their answers to all four questions in the survey. They typically have problems both
inside and outside school. School is to some extent perceived as a refuge when the external
problems dominate. This can somewhat explain why the students stay in the programme.
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tinue in the programme.

Figure 1 = Mark, male student

The strongly oscillating graph characterizes students who are highly sensitive towards quite
small changes, such as Mark, 22 years old (Figure 1), who is studying general subjects in order
to enrol in an as yet undefined VET programme. Mark does not like maths lessons: “We have
maths on Monday, and I answered the survey on a Monday, so I was just in a bad mood”.
Regarding his thoughts and actions in relation to the oscillating graph, he says: “I have good
and bad days, often related to whether I can keep up academically; in particular with maths,
which stresses me and pressures me emotionally. I might also have had a bad morning, or pri-
vate problems, which depresses me; sometimes it is just trivial things. However, then I start to
bunk off; I don’t bother; I feel I'm wasting my time. I think that this doesn’t make sense to me
and I find something else to do. I feel blank.”

The social atmosphere at school is crucial for Mark’s satisfaction with the programme and
his motivation for going to school and continuing in the programme, as can be seen in the sixth
week, where the grey, the blue and the yellow graphs take the same upward direction. “I always
think twice before just dropping out; I really like to be with my classmates.” However, Mark is
also influenced by other issues referring to his personality: “I want to be in control of my own
life, and I need to obtain the qualifications”. The teetering process for this student shows, on
the one hand, that he is easily affected by ‘trivial things’ and that he is at risk of dropping out.
On the other hand, he knows that he is in charge of his own life and that he is responsible for
completing the programme. Mark completes the programme.

The category negative development has been divided into three subcategories: ‘stable de-
cline’, ‘fluctuating decline’, or ‘sudden decline’.

Concerning the “stable decline”, the students generally struggle with problems both inside
and outside school and suffer from physical or, most often, psychological problems. At the
beginning of the programme, they are optimistic that they will continue. However, after a cou-
ple of weeks, the graph starts to show a decline.
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tinue in the programme.

Figure 2 Mona, female student

Mona (Figure 2) is 21 years old, has dropped out of several VET programmes, and is now
studying a number of general subjects in order to enrol in a yet undefined VET-programme.
Mona fairly easily gets into troubles with other people. Asked about the oscillating and down-
wardly sloping graph, she explains that in the fourth week she got into trouble with another girl:
“T just did not want to be at school with that girl. I was away for two weeks because my grand-
mother died, and when I returned, I was told that she (the classmate) never wants to talk to me
again.” When asked about why the orange graph (satisfaction with the lessons) declines in the
fifth week from 7 to 5, the explanation shows that she is involved in trouble among the girls in
the class: “Someone from the class had told the supervisors that I and two other girls disrupt
the lessons. I was called for an interview, and I just thought it was so creepy and that I would
never do a thing like that (inform against somebody) to the others (classmates).”

Students with a fluctuating decline are sensitive towards events and experiences both inside
and outside school. These can be positive but are mostly negative. A 22-year-old female stu-
dent, Lila (Figure 3), has previously dropped out of several programmes and is now training for
a qualification as a retail assistant. Lila suffers from psychological problems and in the third
week when the yellow graph declines, Lila explains that she felt depressed: she could not get
out of bed, she had problems falling asleep at night, and she began to doubt whether she would
be able to complete the programme. She asked her doctor to adjust her medication, falling ill
and staying at home for a few days.

Lila is influenced by the atmosphere in the class; the grey graph drops from 5 to 3 in the
third week. She explains: “We don’t speak to each other nicely in our class; classmates are rude
to each other.” She is also influenced by the lessons: in the third week, the orange graph declines
from 7 to 5 and follows the blue graph in the fifth week, with the rating falling to 4. Lila ex-
plains: “We had too much teaching at the blackboard. A lot of us learn much better when we
have the things in our hands. One of my classmates and I were allowed to work outside the
classroom, and that helped me; I was back on track.”
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Figure 3  Lila, female student

Thus, Lila’s oscillating graphs reflect a sensitivity to things like changes in teaching meth-
ods, meaning that the overall downward trend nonetheless shows fluctuations: having dropped
from 7 to 4 during the first six weeks, the yellow graph climbs to 7 again in the seventh week
before dropping to 5 in the eighth week. In Lila’s case, psychological problems combine with
her dissatisfaction and frustration regarding the classroom atmosphere and the lessons. She
withdraws when she needs to consider her situation; she does not ask for help; she may listen
to others’ opinions, but she mostly listens to her gut feelings. At the time of collecting data,
Lila has not dropped out of the programme.

Finally, a sudden decline means that the student’s engagement appears stable for a period
before suddenly declining significantly. Even though the students in this category perform quite
well academically, they are unsure of themselves and have low self-efficacy, which may be due
to a mental disorder. Like the other students with negative graphs, they do not take initiatives
that might support them in continuing in their current programme.

Katja (Figure 4) is an 18-year—old girl who is training for a qualification as a painter and
decorator. She lives in accommodation provided by the school and is performing well at school,
the teachers having no doubt that she will be able to pass her exams. She has previously dropped
out of another VET programme at the same school, where she neither had problems of attain-
ment. She also thrives socially and feels at ease in the class. As the yellow graph (motivation
to continue in the programme) shows, she is initially confident that she will continue; however,
the graph already falls abruptly to 4 in the second week, rising gradually during the following
weeks before suddenly falling to 1 in the eighth week. Asked about this abrupt drop, she says
that she suddenly decided to drop out; however, she finds it difficult to explain why: “I thought
about it a lot, but I did not have the motivation to go to school. Furthermore, I was sure that I
would not be able to pass the exams. Rather stop than fail the exam”. She wants to avoid a
defeat, to play it safe and be the one who withdraws before she is told to do so.

Katja also argues for her decision by blaming the type of tasks that she would have to
perform as a painter and decorator: “Sandpapering, standing on a ladder in windy weather; it’s
just not me. I want to work with wallpaper, colours, and patterns”. She had the same kind of
reasons for dropping out of the previous VET programme. Her explanations for dropping out
during the interview do not entirely seem to fit the reality. She is good at schoolwork, and
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according to her teachers, she would be able to complete the programme. Still, it seems as if
she is easily out of the saddle, convincing herself that the right decision is to drop out. Her
personal history may shed light on her thoughts, feelings and actions. She has suffered from
parental neglect, as both her parents are drug addicts. She has difficulties making commitments,
fearing that she will be let down. Furthermore, her problems with getting up in the morning,
partly due to various physical and psychological conditions, result in a high rate of absenteeism.
She tells that she takes anti-depressants and sleeps a lot. Katja drops out of the programme
convinced that this is a wise decision. At the time of dropping out, she already knows which
VET programme she wants to enrol in instead.
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Note. Blue "=====r=nrmnnns : satisfaction with the programme; orange = — — = = : satisfaction with the
lessons, grey = = = = = = : satisfaction with the atmosphere; yellow = % 7 7 : motivation to con-

tinue in the programme.

Figure 4  Katja, female student

Comparing the findings to Harren’s typology of three styles of decision-making process -
‘the more rational’, ‘the more intuitive’, and ‘the more dependent’ (Harren, 1979) - it can be
argued that many of the students’ deliberations seem to be more intuitive than rational. Further-
more, the study points to the importance of taking the initiative to seek help in finding a con-
structive solution to one’s problems. However, this needs to be tested in further research.

4 Conclusion

Based on 31 students’ weekly responses to the question of their motivation to continue their
studies, supplemented by three questions concerning their perception of the programme, the
lessons, and the atmosphere at the school, the study explores the students’ thoughts and actions
in relation to events that have influenced their responses.

In line with previous research, the students’ deliberations regarding whether to drop out or
stay in their current programme can be described as a process influenced by a number of issues
related to the school, current educational programme and to the students’ lives outside school.

The results show that the students’ responses follow different developments, some even
and stable others sharp and abrupt, and yet others oscillating and turbulent. The study points to
the importance of seeking help to find a constructive solution to one’s problems. Some students
will take the initiative to seek help; in other cases, the teacher or guidance counsellor will have
to take the initiative to turn to the student.
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Abstract

In a research project following a developmental project at five Danish social and health col-
leges, the aim is to study the students’ opportunities for learning in simulations using robot
dolls. Based on obser-views at the five colleges, the results point to issues in the three phases
of simulation-based learning, briefing, scenario, and debriefing that are important for the stu-
dents’ learning. The important issue in the briefing is to establish safety through a thorough
introduction to relevant theory and to the scenario room. In the scenario, the central issue is the
balance between fidelity and disrupting of fidelity in relation to the students’ opportunities for
learning. Finally, in the debriefing, the central issue is to develop systematics for reflection.
These matters are central in the further development of simulation-based learning and thus in
the research project.

Keywords

technology-based simulation, social and health care, learning

1 Introduction

In a development project that is conducted in the period 2017-2019 at five social and health
colleges in Denmark, the aim is to develop and try out simulation-based courses that will be
based on technological simulations, i.e. using a robot, also called a mannequin or a doll. In a
research project, which runs parallel to the developmental project, the aim is to study how the
simulation-based courses influence the students’ learning outcome. Learning outcome includes
the students’ motivation for learning and their ability to comprehend, reflect on, and apply the
content of the courses in practice.

The first part of the study was a literature review (Aarkrog, 2018). This review shows that
the phases of briefing and debriefing phases are crucial for the students’ learning outcome. In
the briefing phase, it is important that the students learn to identify the learning outcome targets
to be reached during the simulation-based lesson (Chmil, 2016). Furthermore, the students
should be introduced to the hybrid way of learning through simulation (Sjoberg et al., 2015)
and finally, the activities in the briefing phase should have clear similarities with the activities
in the scenario (Poikela et al., 2014). The debriefing should reflect what has actually happened
in the scenario and be kept in a positive and direct form. It should enable the students to share
knowledge to obtain a mutual perception of the patient’s situation (Flatgdrd & Berg, 2016;
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Reime et al., 2016). Furthermore, the debriefing should ensure psychological safety (Edmund-
son et al., 2016, p. 66). Research about the scenario points to fidelity as the central issue. This
includes physical fidelity referring to the physical context, conceptual fidelity concerning the
relation of the elements in the scenario, and psychological fidelity referring to how much the
simulation psychologically mimics real environments (Lioce et al., 2015).

In the developmental project the five colleges have developed the following six standards
for conducting simulation-based teaching that include the three phases briefing, scenario, and
debriefing:

1. Simulation environment: the rules for participating in a simulation. Before the simulation
begins, the students should know the condition for acting in a simulation room, including
the students’ ethical and professional performance.

2. Simulation preparation: the students’ qualifications; the students should have obtained the
sufficient competences to be able to participate in the simulation, including the learning
outcome targets for the simulation.

3. Facilitator: the teacher’s qualifications; how should the teacher prepare herself for her role
in the simulation? what are the facilitator’s /instructor’s or teacher’s tasks in relation to the
three phases briefing, scenario and debriefing?

4. Briefing: the contents of the briefing; the students should be informed about the contents
of the scenario and the debriefing, including information about the learning outcome tar-
gets.

5. Scenario: the contents of the scenario; the students and the teacher should obtain
knowledge about the scenario. Storyboard is used to describe the contents of the scenario
and divides the scenario into five phases'.

6. Debriefing: the contents of debriefing which includes that the students evaluate and reflect
on their learning in relation to the learning outcome targets.

The research project includes all six phases however with a focus on the phases briefing,
scenario, and debriefing. Thus, the purpose of the research project is to obtain knowledge about
how simulation-based teaching influence on the students’ learning including their motivation
for learning and their ability to understand, reflect on and apply knowledge related to or in-
cluded in simulation-based teaching. Furthermore, the purpose is to pinpoint challenges in re-
lation to conducting the phases briefing, scenario and debriefing as well as in relation to the
teacher’s competences. Thus, the empirical data in the research project should provide infor-
mation about the relation between the contents and forms of the three phases and the students’
learning processes and outcome.

2 Methods

The empirical data includes obser-views at five social and health colleges (Kragelund, Moser,
& Zadelhoff, 2015). Obser-view is a contraction of observation and interviews and implies that
the researcher will first make observations and then conduct interviews with informants who
have participated in the observed situations, the interviews being based on the observations.
The data-collection has included one obser-view at each of the five colleges. Based on the
observation of the three phases briefing, scenario, and debriefing, a group interview was con-
ducted with the students, who had participated in the simulation, i.e. two students treating the

' Storyboard is a scheme that shows five phases of the scenario. The contents of the five phases

reflect the learning outcome targets. Storyboard was developed by nurse Marjorie Miller.
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patient and two students observing this. And individual interviews have been conducted with
the teachers involved in the observed simulation.

3 Results

The results are structured in the three phases briefing, scenario and debriefing, including the
standards 1-3 above, when relevant.

The observed simulation includes three phases, briefing (10 minutes), scenario (10
minutes) and debriefing (20 minutes. The briefing typically takes places outside the scenario
room. The scenario and the debriefing take place in the scenario room. The teachers conduct
the briefing and debriefing and observes the student in the scenario.

4 Briefing

In the briefing, the teachers give an introduction to the scenario and the debriefing. In addition,
the briefing can include an introduction to the learning outcome targets. Observations of and
interviews in relation to the briefing phase show that the teachers mainly focus on informing
the students about the contents of the scenario and the debriefing. This includes introducing the
students to the distribution of roles in the scenario, the time span for the scenario and to the
equipment in the room. In one of the cases, the teacher refers to previous classes about topics
related to the simulation.

According to the teachers, the students have been taught the relevant theory, e.g. COPD:
Chronic Obstructive Pulmonary Disease, before the simulation, or they have been told to read
about the theory (standard 2 above). Thus, at one of the colleges, the teacher has taught the
students about the disease and its consequences a fortnight before the simulation. Asked about
this, the students acknowledge that they have been taught some theory; however, they would
like a brush up in the briefing. At another college, the teacher refers to the description of the
case in which the students can also see the theory that they need to brush up in order to partic-
ipate in the simulation. However, the students cannot recall to have been told to read this. Con-
fronted with this, the teacher says that she need not tell the students to read it when they can
learn that when reading in description of the case. Thus, the students and the teachers have
different perceptions of the students’ needs in relation to participating in the simulation. In
general, the students would have preferred to be theoretically better prepared for the simulation.

A central issue in relation to simulation-based classes is safety in the simulation in partic-
ular in the scenario and the debriefing. The interviews with the teachers and the students show
that many of the students have reservations or even object to participate in the scenario and
debriefing. Their main worry is that they make a fool of themselves in front of the whole class.
In contrast to participating in classroom lectures, where the students to a great extent can choose
to put up their hands, the simulations force the students to show their abilities. Another reason
for the students’ qualms is that the students have more respect for their performance in
simulations because they are closer to tasks and situations in real life than is the traditional
classroom teaching.

One way of establishing safety is to introduce the students to the scenario room and the
doll before the actual scenario takes place (standard 1 above). The interviews with the students
show that it has relieved some of their reservations to have met and touched the doll and the
equipment that they will have to use in the scenario. Interviews with the students show that it
is important for them before the simulation to have tried out the equipment, e.g. for measuring
blood pressure. Actually, the students would prefer to have tried out the entire scenario before
they enter the ‘real” scenario.

The data shows that the students are not automatically motivated for simulation-based
learning, even though many of the students in social and health care prefer to learn in practice.
One of the teachers says: “Most of the students will be opposed to this way of learning. It is
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transcendent for the students to participate in a simulation, partly because they are actors,
partly because they are not ready to show their practical competences. The students fear to lay
bare and to make a fool of themselves.” Lack of motivation is related to the specific character-
istic of simulation-based learning that the students are observed while interacting with the doll.
They are observed by a teacher and in most cases also by the classmates. Sometimes the sce-
nario is filmed. Furthermore, in simulation, the students are actors. They do not perform in real
practices, as they would do in the workplaces; they act practice.

The results show that the briefing should predominantly focus on establishing safety in the
phases scenario and debriefing. According to the students, safety includes a feeling of being
competent, a feeling of self-efficacy and a feeling of being accepted by the classmates when
making mistakes. The feeling of safety motivates the students for participating in the simula-
tion, reflecting motivation theories by Deci and Ryan, where motivation relates to competence,
autonomy and relatedness or Wlodkowsky’s model for motivation that includes Inclusion, At-
titude, Meaning, and Competence. In relation to this standard 1 and 2 are important. However,
the activities related to these two standards should be repeated in the briefing or included in the
briefing.

5 Scenario

The scenario typically involves four students. Two students treat the patient (doll), and two
students observe the scenario and participate in the debriefing. The scenario room is furnished
like a hospital ward with several beds. In one of the beds, a robot doll has been placed. A teacher
is the doll’s voice either placed in a technical room or placed at the head of the bedside. The
scenario takes place at the bedside and begins when the student knocks on the door and enters
the room. During the scenario, the student or students should accomplish a skill, e.g. assist
putting on compression stockings as well as reacting to the patient’s pains. Thus, the scenario
focuses on the students’ practical skills as well as their social competences.

In accordance with previous research, an important issue in relation to the scenario is fi-
delity. The observations and interviews show that the students are able to fully involve them-
selves in the scenario even though it is a doll they are treating. Actually, the students think it is
easier to perform professionally in the scenario with a doll than with a classmate acting as a
patient. One of the students even says: “The doll is more lively than the classmate.” When a
classmate plays the patient, the students are more likely to burst out laughing, and they have
difficulties in ignoring that fact that they are playing roles. Furthermore, they do not trust the
student’s knowledge about the decease. The fact that the teacher sits at the headboard doing the
voice of the patient does not compromise the students’ professional involvement in the situa-
tion.

However, fidelity depends on whether the technology works. The teachers at the five col-
leges do not have much experience with technologically based simulations, and one of the stu-
dents observes: “It was also the first time for our teacher, managing the sound and the cam-
era...”

If the doll suddenly stops breathing or rather making breathing sounds, the students and
teachers step out of the scenario. In one of the observations, the teacher was doing the voice-
over from the technical room. In the first part of the scenario, it was difficult to hear what the
teacher said, and the student lost concentration on the doll and looked in the direction of the
technical room. A few minutes later, all of a sudden, the doll made a very loud motor-like
sound. This made the students and teacher laugh, and the scenario stopped. In the second round
of the scenario, the teacher chose to sit at the bedside. This positively influenced the fidelity of
the scenario. Thus, it is important for maintaining the fidelity of the scenario that the teacher is
conversant with the technology. Even though it is a doll and a simulated situation, technical
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problems will spoil the sense of realness in the simulation or the acceptance acting in simulated
situations instead of a real situation.

Another central issue concerns the opportunities for learning in the scenario as well as in
disruptions of the scenario. The students have a feeling of learning while acting in the scenario;
when asked what they learn, it is difficult for them to recount what they have learnt apart from
recalling what happened in the scenario, one student says: “In the scenario, I leant to put on
compression stockings. It reassures me that I have tried it, even though there were nails in the
leg. It is so much better for me to try it out myself.” Interacting with the doll the students also
communicate with the doll: “You can see that the patient (= the doll) is getting worse and you
try to do something and communicate with the patient to see if it helps. You will not learn to
communicate until you are in the situation”. The scenario provides opportunities for trying out
skills, manual or communicative skills. As in a real praxis, the students are being thrown into
the situation.

Without disrupting the scenario, the teacher doing the voice-over may guide the student in
the scenario: The doll, i.e. the teacher says that it is difficult to breathe; the student does not
know what to do about this. The doll says: “I had another social and health care assistant
vesterday and she placed a pillow under my arms, and that helped a lot.” The student smiles
and places pillows under the doll’s arms. In the interview with the students, they express satis-
faction with the teacher doing the voice-over instead of a student doing this. One of them says:
“It is good that the teacher and not the students do the voice of the doll. The teacher knows
much more about how the patient reacts, and she can direct us to try out specific things. I was
challenged which I would not have been if a student had done the voice-over.” However, it is
important that the teacher sticks to matters that the patient would be likely to say. If not, the
teacher disrupts the scenario.

The students also learn in disruptions of the scenario; the disruptions are instigated by the
teachers as well as the students. The students disrupt the scenario if they are at a loss, asking
the teacher for help. The teacher may also disrupt the scenario in order to guide the student; e.g.
to find the right equipment. In the observed cases, the purpose of the disruption was never to
make the students reflect on their performance.

In the interviews with the students and the teachers are asked about their opinion on dis-
ruption. The students’ opinions differ in accordance with their perceptions of their competences
in the scenario. If the students perceive themselves to be able to accomplish the tasks in the
situation, they prefer a non-stop scenario: “It would confuse me if the teacher made an inter-
ruption, I did not even notice the teacher during the simulation and neither the teacher who
spoke for the doll.* At another college, the students do not feel competent in the scenario, and
they ask the teacher to guide them. This kind of disruption which is due to the lack of compe-
tence among the students seems to be tied up with a lack of respect for maintaining the fidelity,
a lack of seriousness in performance. Asked about whether the student noticed that the teacher
did the voice of the doll, he says: “I certainly noticed that.” Asked about the importance of
wearing social and health care uniform in the scenario the same student says: “It is not important
in a simulation, in real life it is important”. In the debriefing, this student jokes about a situation
in the scenario. In the interview he reflects on this: “Maybe I should not have joked. However,
afterwards, I am in doubt how that was perceived if it was all right. If I had had more introduc-
tion, I would perhaps not have made fun.” Thus, the student relates his feeling of incompetence
with his lack of respect for the simulation.

Summing up, the students’ performance in the scenario depends on the theoretical and
practical introduction to the simulation. At one college, where the students have received a
relatively thorough theoretical introduction, they perform in the scenario without disrupting the
scenario. At another college, where the students have not been introduced to the disease, the
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student hesitates, has little self-confidence and disrupt the scenario several times in order to ask
advice from the teacher.

Likewise, familiarity with the scenario room and the doll before the scenario influences the
students’ performance. If the students have had an introduction to the scenario room having
said hello to and touched the doll, they act more confidently in the scenario and without disrup-
tion than students who have not had that introduction.

6 Debriefing

In the debriefing, the teachers follow a standard that the five colleges have developed. Accord-
ing to the standard, the agenda of the debriefing includes three kinds of questions. First the
teacher asks the students to describe what happened in the situation, then the students should
analyse what happened including theoretical knowledge, and finally, the students should reflect
on how next time they will perform in similar situations.

A central issue in relation to the debriefing is the difference between the students’ expec-
tations and the teacher’s focus. Even though the teachers emphasize that the simulation is not
an exam and that is okay to make mistakes, the students express a need for feedback. One of
the students says: “Wonderful to be reassured and be praised.” At the same time, the students
do not want the teacher to be too critical. The teachers are keen on not criticising the students
and on letting the students reflecting and concluding. During analysis, the teacher checks the
students’ theoretical knowledge related to the scenario.

The students who have observed the scenario express that they learn a lot in the debriefing,
perhaps because they were not performing in the situation and are therefore are not vulnerable,
being not in focus for critique.

Concerning the teachers’ competences that observations show that it difficult for the teach-
ers to make students stick to each of the three phases of the debriefing. Furthermore, it seems
too difficult to practice systematic reflection.

7 Conclusion

The results of the empirical study confirm the issues raised in earlier research in relation to the
three phases briefing, scenario, and debriefing. However, the study also points to issues that
should be further investigated.

In relation to the briefing, the main issue is how to make the students feel safe in the sce-
nario and the debriefing. This includes the students’ feeling om competence and their familiar-
ity with the scenario room.

In relation to the scenario, the main issue concerns the balance between fidelity and learn-
ing. The fidelity of the scenario is influenced by two matters: that the technology works and
that the students feel competent in the scenario. However, the issue to be studied is how dis-
rupting fidelity influences the students’ learning.

In relation to debriefing, the central issue is how the process of reflection should be accom-
plished in order to support the students’ learning, including feedback on their learning process.

Standard 3 about the role of the facilitator is the central standard in the sense that the
teacher/facilitator should be able to guide the students in accordance with the particular de-
mands in the three phases.
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Abstract

In this paper, we present the design, development and first results of the research project “Suc-
cess and dropout pathways in vocational training educational system levels 1 and 2” which we
are currently conducting in the region of Valencia (Spain). This project has as main objectives
generating knowledge about Vocational Educational Training (VET) level 1 and 2 focusing on
their students and the conditions that facilitate or hinder their educational itineraries and provid-
ing proposals aimed at reducing dropout at these levels. On balance, we expect to analyse the
possibilities and limitations of these programs as a policy to deal with the school dropout and
the early school leaving in our educational system. The first results obtained through the anal-
ysis of statistical data allow us to make a map of the educational offering of VET level 1 and 2
in the region of Valencia. In this regard, the distribution of the programs gives us information
about the differential access that students have to the educational resources of the region. This
is not only closely related to the educational and professional pathways, but also to the produc-
tion and reproduction of social and educational inequalities within the educational system.
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1 Introduction

One of the most critical indicators of the Spanish educational system is the rate of Early leavers
from education and training. In fact, our country has one of the highest rates of the European
Union. More precisely, on the basis of the statistics offered by Eurostat, the rate in our country
was 18,3% in 2017, while the European average was situated in 10,6%. However, Early leavers
in Spain reached a peak ten years ago with the outbreak of the financial crisis, a crisis that had
a serious impact in the social and political field (Table 1).

Table 1:  Early leavers from education and training in EU28 and Spain (2007-2017) (% of
the population). Source: Eurostat

2007 2008 2009 2010 2011 2012 2013 2014 2015 2016 2017
EU (28) 149 147 142 139 134 127 119 112 11.0 10.7 10.6
Spain 30.8 317 309 282 263 247 236 219 200 190 183

As shown in Table 1, this indicator has been reduced since 2008, when it reached 31.7%.
This leads us to one key idea to situate students’ pathways in the socio-historical context they
take place: the options they may find in the labour market seem to have a deep impact in the
decisions they make in order to continue or leave their training. But this does not mean that it
is a conjunctural situation: the Spanish educational system faces a continuous tendency in the
rate of Early leavers that turns this problem into a structural situation that finds peaks at certain
moments in which the economy improves or worsens.

Nevertheless, it should also be highlighted that the training and labour options that Early
leavers may access to are quite limited due to the certificate they may obtain (or not) after their
short educational biographies. In this regard, as the last report on the Spanish youth shows
(Benedicto, 2017), the educational certificate obtained is still —even in the current situation of
widespread precariousness— a protective factor in the school-to-work transition.

In order to face this alarming situation, the fight against Early school leaving and School
dropout has become one of the main objectives of the strategic framework Education and Train-
ing 2020 (ET2020). In this regard, the common EU objectives set to address challenges in ed-
ucation and training systems! include: making lifelong learning and mobility a reality, improv-
ing the quality and efficiency of education and training, promoting equity, social cohesion, and
active citizenship and enhancing creativity and innovation, including entrepreneurship, at all
levels of education and training. With these challenges in mind, one of the most significant
benchmarks refers to the rate of early leavers. More exactly, it is said that it should be below
10% in Europe, while in Spain the target is established at 15%.

This interest confirms the Spanish and EU’s concern for post-compulsory training as a key
in the transition processes between training and employment, since compulsory schooling is
necessary but not sufficient to guarantee social and labour inclusion in the frame of active citi-
zenship. Thus, the educational administrations maintain as primary objectives in the educa-
tional field the reduction of school dropout and early leavers rates and the increase of the edu-
cational level of the population. In this sense, they have incorporated comprehensive practices
with which it is intended to address the diversity of educational situations and needs, as well as
facing the most exclusionary dynamics of school. This has meant a diversification of the edu-
cational experiences and the itineraries generated. In a global sense, these experiences have to
be understood in the socio-historical context that frames them and that we define as flexible

' http://ec.europa.eu/education/policy/strategic-framework en
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capitalism (Alonso, 2001; Sennett, 2000). This context requires the internalization of some so-
cial patterns, such as adaptability or flexibility for the justification of success and failure in the
labour and social inclusion. Therefore, we frame the educational itineraries and the school-to-
work transitions in this context (Casal, Garcia, & Merino, 2007; Tarabini, Curran, Montes, &
Parcerisa, 2015). As researchers, this situation is on the basis of our interests to analyse the
educational system and the pathways it promotes from a perspective of social justice (Abiétar
Lépez, Giménez Urraco, & Navas Saurin, 2016).

1.1 Researching Vocational Education and Training

Post-compulsory training and more precisely, Vocational Education and Training (VET), is key
in our educational system as it promotes the options of continuing education. In this regard, the
structure of our educational system allows the students who complete their compulsory path to
continue in VET. In the case of those students who have not graduated (by obtaining the Sec-
ondary Education Certificate), they may access VET level 1 (“Formacion Profesional Basica”,
Basic VET). This level enables continuity in level 2 (“Ciclo Formativo de Grado Medio”, In-
termediate Vocational Training and Educational Cycle). The students who obtain the Compul-
sory Certificate may directly continue in Level 2. This level enables access to Higher VET
(“Ciclo Formativo de Grado Superior”, Advanced Vocational Training and Educational Cy-
cle).

The options of developing an educational path within the VET structure is considered a
political strategy to reduce Early School Leaving and, at the same time, to improve the educa-
tional level of the Spanish population. Due to its relevance, the research we are presenting here
focuses on studying success and dropout pathways in VET in order to produce knowledge that
may foster successful educational proposals. With this aim, we are replicating the state-funded
project Success and dropout pathways in Vocational Education and Training in Spain
(EDU2013-42854-R) in the region of Valencia. The main project is led by the research group
“Education and citizenship” of the Universitat de les Illes Balears (Spain). The Universitat
Autonoma de Barcelona is also participating in replicating the project in their region. The pro-
ject started in 2014 for a period of three years. Moreover, our specific research in Valencia is
framed in a cooperation agreement with the Education Department of our region, which was
signed in 2016 for a period of three years.

It is also worth highlighting that the choice of the region of Valencia as a territory of anal-
ysis is based on previous studies from the human geography field that show that Valencia is a
representative geographical context (Azagra & Romero, 2007; Pitarch & Uceda, 2015). More-
over, the inclusion in the fieldwork of the whole region allows us to broaden the scope of our
research, including populations that are not usually represented in VET studies and therefore
adding value to this research project.

2 Methods

The longitudinal methodological strategy of the project is one of its greatest strengths, as it is a
fundamental approach when analysing pathways and transitions because it “contributes to a
better understanding of the biographical processes of young people” (Casal, Merino, & Garcia,
2011, p. 1150). Our methodological strategy includes the following quantitative and qualitative
methods:

1. Analysis of statistical data related to enrolment and graduation in levels 1 and 2 of VET in
the region of Valencia.

2. Passing out questionnaires to students of these levels for two consecutive years. These ques-
tionnaires contemplate the students’ engagement by specifying it in the four dimensions
affective, cognitive, behavioural and academic (Appleton, Christenson, Kim, & Reschly,
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2006; Reschly & Christenson, 2012). Moreover, they include sociodemographic character-
istics, current educational and/or labour situation of the students, biographical aspects, and
aspects related to the VET program.

3. Development of discussion groups with students and teachers in order to analyse the results
obtained in the questionnaires and to study in depth the causes that lead to success or failure
in educational itineraries.

In the design of the project we stratified the sample according to three criteria: first, the
professional family, where we emphasize that there is the presence of the entire catalogue of
sector branches in the region of Valencia except for 3 of them in Vocational Training level 2
and 8 in Vocational Training level 1. Secondly, we consider the geographical distribution, using
as criteria the locations that are inside or outside the metropolitan area of the city of Valencia.
The third criterion is the ownership, differentiating private centres (and subsidised as well) and
public ones.

According to the official data provided by the Conselleria d’Educacio of the region of
Valencia, in October 2016 there were 21,246 students enrolled in Vocational Training Level 2
and 5,288 in Vocational Training Level 1. Having this data on the basis of the design of the
sample, 1,240 questionnaires were collected in level 2. This means that the real error of the
sample is approximately 2.7%. The sampling points have been distributed among 43 educa-
tional centres and 85 classrooms. In Level 1, 737 questionnaires have been collected, which
means that the real error of the sample is 3.35%. The sampling points for this level have been
distributed among 41 centres and 71 classrooms.

3 Results

We are presenting here the results obtained throughout the analysis of the statistical data re-
garding enrolments in VET. We combine these results with the information about the geograph-
ical location of the educational organizations that are involved in this training. This allows us
to make a detailed description of the educational offering of VET level 1 and 2 in the region of
Valencia. By so doing, we attempt to connect the training provided in a specific region with the
youngster’s pathways and the social participation they enable. First all, we present a description
of the enrolments in both levels considering the professional branches of the programs (Figure
1 and 2).

The analysis of both graphs shows that there is a greater presence of quite theoretical pro-
fessional branches, such as Administration and Management or Information and Communica-
tions Technology. This leads us to question whether the available educational offer responds to
the interests that the students may have. This question is key to assess the engagement towards
the studies they are studying. Therefore, it is considered as a strategic axis in the development
of our research.

Moreover, it is worth stating that the professional careers offered are closely related to
traditional “working class” jobs in terms of position (for instance, assistants) but also in terms
of the sector they belong to. In this regard, there is a lack of training in new employment niches,
such as those related to environmental issues. Therefore, the educational proposals to encourage
maintenance at these educational levels should also be aimed at assessing the offer in terms of
the relationship with the socioeconomic context in which students will perform their transitions
to the labour market.

Focusing on the geographical distribution, the location of the programs presented in Map
1 (for level 1) and Map 2 (for level 2) gives us also some relevant information to know how
VET is developed in the region of Valencia. More exactly, the distribution of the programs
(organized in six groups in order to facilitate the reading of the maps) shows that young students
of Valencia have differential access to the educational resources of the region.
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Figure 1  Enrolments of students in VET level 1 in the region of Valencia by professional
branches, 2016-17
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Figure 2  Enrolments of students in VET level 2 in the region of Valencia by professional
branches, 2016-17
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Map 1 Geographical distribution of VET programs (level 1) in the region of Valencia,
2016-17
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Map 2 Geographical distribution of VET programs (level 2) in the region of Valencia,
2016-17

This differential distribution is not only closely related to the educational and professional
transitions enabled by the educational system, but also to the production and reproduction of
social and educational inequalities. In this regard, not all the students have the same options to
develop a professional career because, as stated in the first interviews conducted, there is a lack
of mobility policies to enhance that students move to different locations.
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Overall, both the available offer and its location lead to see that the political planning of
VET in the region of Valencia produces an inequality of opportunities for their students. Of
course, it is difficult to think that an education system designed for a whole population can
serve the particular interests of each student, but it is also true that the policy planning could
facilitate a more comprehensive system in terms of accessibility. In the same vein, we could
also think of a revision of the programs offered in order to favour their closer relationship the
territory, not only in terms of business demand but also regarding the opportunities that the
characters of the territory may offer to develop career professionals.

4 Conclusion

Vocational Education and Training in the Spanish educational system offers students the pos-
sibility of developing careers that may improve their chances of a professional transition. In
addition, as a policy to address school failure, it can be considered as a mechanism to favour
the inclusion (social, labour and educational) of those students at risk of educational exclusion.

The results presented in this paper allow us to make a first, wide description of the situation
of VET level 1 and 2 in the region of Valencia. In this regard, we want to emphasize how the
political conditions in the development of VET (more exactly, the offering and its location)
may have an impact on the pathways of the students.

The distribution of VET in the region shows that the opportunities of the students may be
quite different due to the accessibility of the offer in terms of professional branches available
and their location. This leads to the need of rethinking how VET is developed considering the
careers offered to the students. Our firsts conclusions of the on-going project we are presenting
here point towards the need of reconsidering the professional careers offered: Are they related
to their interests? Are they related to the territory? Are they equal in terms of accessibility?
These issues, which arise from the analysis of the data, are on the basis of our research. More-
over, we consider that they are fundamental to understand pathways in VET. Therefore, we aim
to answer them considering several agents involved: the students we will follow for three years
and the teachers and managers of the educational organizations. After all, these questions lead
us to focus on the changes needed for really foster social and labour inclusion, just as suggested
as a key benchmark of the strategic framework Education and Training 2020.
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Abstract

Kazakhstan through its State Program on Education Development (2016-2019) has set a goal
to make 80 percent of TVET Institutions inclusive by 2019. Although, the government adopted
a number of international policy documents and reaffirmed its willingness to promote inclusion,
adults with disabilities are still underrepresented within TVETIs. On the other hand, the extent
of inclusion of Kazakhstani TVETIs is unknown. Therefore, the purpose of this study is to
explore practices promoting inclusion of adults with disabilities within Kazakhstani (TVETISs).
The study will attempt to answer this overarching research question: Which teaching practices
promote inclusion of adult students with disabilities in Kazakhstani Technical Vocational Ed-
ucation and Training Institutions? The following sub-questions will help to answer the main
research question: How is inclusive education understood within TVETIs? How is the inclusion
of adult students with disabilities applied in TVETIs generally? Which practices are known to
promote inclusion of adult students with disabilities in TVETIs internationally? Which of those
practices could be applicable to Kazakhstani TVETIs and how those could (if necessary) be
promoted?

Keywords
adults, disability, inclusion, TVET, students and colleges

1 Introduction

Departing from the Activity Theory by Engestrom (2001) as a lens, this qualitative study will
adopt Collaborative-Action-Research (CAR) as a research design. The participants will be se-
lected conveniently to form a collaborative action research team composed of faculty and stu-
dents. The research data will be collected in four phases of Action Research, i.e. Planning,
Observation, Action and Reflection. During an action research cycle, the data will be collected
by means of focus-group discussions, observations of lectures, interviews, document analysis
and diaries. Triangulation of findings from the literature as well as empirical data will be
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conducted in order to achieve trustworthiness. The data will be analyzed through group inter-
pretative data analysis and inductive analysis of all sets of data.

The study will develop the conceptual framework of inclusive education and contribute to
the development of research methodology of Action Research design. The significant contribu-
tion of this study is that it applied Activity Theory as the facilitator of research where the CAR
is the tool for implementing changes and Professional Learning Community (PLC) is the vehi-
cle to explore inclusive teaching practices. In this study, PLC is a collaboration of five TVET
teachers and the researcher who is continuously looking for learning opportunities; share their
learning for developing the individual and joint capacity of the community with the aim to
improve learning to students. Such approach connecting CAR and PLC within Activity Theory
contributes to implementing meaningful changes in Kazakhstani TVETIs by maintaining inclu-
sive education to adults with disabilities during their lifespan. The recommendations of this
research, if accepted, will help to raise the enrollment of the target group population as well as
its graduates’ employability.

After the dissolution of USSR in 1991, the government of independent Kazakhstan started
establishing a democratic state. One of the priority goals was to accept diversities in education
by providing educational opportunities to all people. Furthermore, the country reaffirmed its
willingness to promote inclusion by signing a number of international declarations. The most
important ones are The Salamanca Statement and Framework for Action on Special Needs Ed-
ucation (UNESCO, 1994), The Convention on the Rights of Persons with Disabilities (United
Nations, 2006). After ratification on the international level, the government of Kazakhstan in-
troduced changes in the Constitution of Kazakhstan by aligning its values to the global ones.
For example, the article 14 of the Constitution of the Republic of Kazakhstan states that “No
one shall be subject to any discrimination for reasons of origin, social, property status, occu-
pation, sex, race, nationality, language, attitude towards religion, convictions, place of resi-
dence or any other circumstances” (Parliam, 1999).

Finally, the government of Kazakhstan developed the State Program of Education Devel-
opment in the Republic of Kazakhstan (SPED 2011-2020) (MoES, 2010) which has set a pri-
ority goal to make 80% of colleges inclusive by 2020. Although, inclusive education for adults
with disabilities was prioritized by the government of Kazakhstan and much effort was applied,
adults with disabilities are underrepresented in TVET system. As evidence informs, only about
2000 students with disabilities, out of about 500 thousand students, study in TVET colleges of
Kazakhstan (Nuralieva, 2017). Moreover, about 400 thousand adults with disabilities are un-
employed in Kazakhstan. These people cannot find job employment because they lack skills to
join the labour market due to insufficient access or exclusion from education. Out of this
number, about 70% of adults with disabilities can be trained, according to the needs of the labor
market and they can become active members of the society (Koskina, 2013). Training and ed-
ucation required for attaining qualifications and skills can be facilitated through TVETIs in
Kazakhstan, provided their capacity is strengthened as well as special conditions for inclusion
are facilitated. As an important component of inclusion, the barriers influencing the outcomes
of education should be reduced. Then, the enrollment of students with disabilities in Kazakh-
stani TVETIs will grow up which will be witnessed in the near future. On the other hand, the
extent of inclusion of Kazakhstani TVETTIs is unknown. Therefore, the purpose of this paper is
to explore what practices promote inclusion of adults with disabilities in TVETIs internation-
ally? Which of those practices could be applicable in Kazakhstan?

2 International context of inclusion in TVET system

This section will explore the existing practices of inclusion of adult students with disabilities
within TVETIs internationally, more specifically in developed and developing countries. Such
approach will help to understand of the current stage of inclusion in the Kazakhstani context
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because comparison to global context will help to reveal the areas which need attention in order
to promote inclusion of adults with disabilities within TVETIs.

Attitudes and values of different stakeholders play an important role in promoting inclusion
within TVETISs internationally. They differ from different stakeholders depending on the con-
text, more specifically whether it is developed or developing country. The governments of these
two groups of countries consider TVET education as the path leading to job-employment and
as the chain connecting employees with employers. As for the students, the empirical researches
conducted by Malle, Pirttimaa and Saloviita (2015), and Webb, Bathmaker, Gale, Hodge, Par-
ker and Rawolle (2017) reveal that students with disabilities in developed countries, the UK
and Australia, use TVET education not only for the purpose of joining the labour market but as
the “the back door to higher education”. In other words, such particular students stay in TVET
with the purpose of joining to higher education afterwards. They do it because such students do
not fit the enrolment requirements of universities and they have chances to be enrolled to them
after TVET education. As for the students in developing countries, such as Ethiopia, they join
to TVET education in order to attain qualifications and skills which raise their chances to job-
employment (Malle et al., 2015). Mostly, their aim is a meaningful job-employment and not
the transit to further educational institution. As this paper claims the students’ values differ
internationally, the students from developing countries consider TVET education as the vehicle
to the labour market, while the students from developed countries consider TVET education as
the loophole to higher education. At the same time, the teachers and educational institutions
have to accommodate the educational needs of the target group population regardless of their
values and purposes.

According to empirical research conducted by Malle et al. (2015) in developing countries,
such as Ethiopia, the staff was not ready to accommodate educational needs of adults with
disabilities because of the teachers’ lack of skills. The target group students highlighted that the
education was not accessible to them, for example, the formats of materials and lessons were
developed without taking into consideration their special educational needs. For these reasons,
adult students with special educational needs could not participate and gain a meaningful ben-
efit of study.

The other aspect, the TVETIs could not provide assistive technologies and learning mate-
rials which promote inclusion to students with disabilities in Ethiopia. Due to insufficient sup-
ply with accessible learning stuff the learners experienced barriers which restricted their ability
to learn.

In addition, environmental barriers, such as the entrances of the buildings and sidewalks
caused difficulties for navigation for students with disabilities in Ethiopia. The research argues,
teachers who did not know how to accommodate the educational needs of adults with disabili-
ties created environmental barriers. For example, wheel chaired students were seated in the
class which is far from the entrance and difficult to reach. This example reveals that institutional
barriers could create environmental ones, or sometimes they go together. Meanwhile, the envi-
ronmental barriers were not mentioned by students with disabilities in developed countries. The
extent of development of countries has put TVETIs into two different paradigms with com-
pletely different problems in nature.

Although there are various or even different cases from one country to another, the issue
of access of people with disabilities to employability through Technical Vocational and Educa-
tion Training (TVET) is crucial in both developing and developed countries. In developed coun-
tries, different stakeholders such as the government, employers and teachers promote inclusion
which is focused not only on studying but further job-employment of students with disabilities
after graduation.

People with disabilities have rather high employment opportunities after TVET in Aus-
tralia. Policies providing incentives to employers coupled with support on the workplaces
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helped to achieve inclusion of adults in employment. According to Australian Bureau of Sta-
tistics (2015), the number of people with disabilities is about 4.3 million or 18.3% out of the
total population, and about 53.4% out of this number have employment.

As the section argues, there are huge differences between TVET in developing countries,
Ethiopia as well as developed countries Australia and the UK. The differences of inclusion of
adult students with disabilities relate to barriers and access to education, institutional structures,
staff preparedness, funding and attitudes of learners towards TVET education. The students
with disabilities in Ethiopia still face various barriers related to access to buildings, curriculum
which the Australian and the UK students do not. As a result, the employment rate is low in
developing countries in comparison to developed ones.

There are two reasons of low engagement of students with disabilities, first, because of the
institutional and environmental barriers and second, the education is not aligned with employ-
ers’ expectations in developing countries. Overall, the quality of education suggests that grad-
uates of TVET in Ethiopia have less employability than their counterparts in Australia and the
UK. It means that TVET institutions of developed countries have stronger ties with the employ-
ers than Ethiopian TVET colleges.

Collaboration of employers with TAFEs in Australia and FECs in the UK raises the
chances of students with disabilities for further employment. The former institutions provide
more inclusive curriculum and have better trained staff than Ethiopian colleges. As the data in
this section argues, adults with disabilities participate in TVET education both in developed
and developing countries; although there are some differences indicating on the need to further
promote or even develop inclusive education in TVET. Low employability of students in de-
veloping countries indicates that institutional barriers in TVETIs restrict the chances for stu-
dents to attain meaningful education. This paper will attempt to make suggestions related to
Kazakhstani context on the issues of extent of inclusion within TVETIs. As the international
evidence shows, inclusive teaching practices is the core of promoting inclusion within TVET
internationally and this aspect should be explored within Kazakhstani context. Therefore, the
purpose of this paper is to explore practices promoting inclusion of adult students with disabil-
ities within Kazakhstani TVETIs. The qualitative research approach was chosen to explore the
extent of inclusion in Kazakhstani TVET Institutions.

3 Methods

3.1 Qualitative research approach

Qualitative method is an approach that allows the researcher to access the invisible processes
by focusing on the context of people’s experiences and the process of everyday decision making
(Hennink, Hutter, & Bailey, 2010, p. 9). In this study, the qualitative approach will help me to
understand in-depth the practices used by teachers in inclusive classrooms by means of inter-
views: individual, focus group as well as observations of social events and lessons where adults
with disabilities are engaged.

3.2 Theoretical framework

In this study, the collaboration of teachers and the researcher will lead to the creation of the
Professional Learning Community (PLC). This means that the interactions among CAR team
members is the basis for understanding, reflecting and developing inclusive teaching practices
that raise the inclusion of adult students with disabilities within the classroom. Interactions lead
to learning for both students and teachers, as the latter take into consideration students’ needs
and their perspective as learners. I will draw upon the five principles borrowed from Activity
Theory by Engestrom (2001). These theoretical principles will help in understanding how learn-
ing and teaching processes are facilitated.
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Activity theory explains learning to adults, and it is premised on five principles. They in-
clude activity system as the unit of analysis, multi-voicedness of activity, historicity of activity,
contradictions as the source for change and cycles as the form of transformation. In this study,
two activity systems will be used to explore learning by teachers of PLC and students, the par-
ticipants of the CAR. Another principle which will be employed by the present study is
multivoicedness of activity. The division of labour creates different positions for participants
in the community. They, in turn, have different opinions which can be a source of troubles and
a need for change through dialogue and negotiations. In other words, different perspectives of
participants will enrich the data. The historicity of activity is premised on that the activity sys-
tem could be understood against its history. The purposefully selected organization has its own
history, more specifically, the history of accepting inclusion as the principle and its promotion.
It is important to explore how the notion of inclusion grew and how the history shaped the
activity. The fourth principle, contradictions, can be explained that any change within the
activity system can have some contradictions. They can occur when the organization introduced
inclusion it required adopting new teaching techniques and probably abandoning the old ones
such as segregating students according to their abilities/disabilities. Exploring the nature of
contradictions inside PLC is an important source of data which will help to understand how
inclusive teaching practices could be promoted within selected TVET college. The fifth princi-
ple can be explained that cycles in activity systems enlarge the capacity of every individual by
making changes in every cycle because CAR participants can learn from their experience. All
five principles will be applied as tools in order to explore the existing practice as well as to
generate new ones which could promote inclusive teaching to adults with disabilities in TVET
College.

The five principles adopted from Activity Theory by Engestrom (2001) will help me to
understand each activity system and relate them to the holistic picture of this study. Both, the
professionals in the CAR team and their students attempt to learn in groups and create
knowledge, in this study the two activity systems are considered as tools. The students can
reflect on the implemented changes and make suggestions according to their educational needs.
As Engestrom (2001) suggested, that when professionals face challenges and ambiguous
choices, they respond by creating tools to help them. One of the main challenges is how to
create an epistemology for both activity systems. This will contribute to making new knowledge
or new inclusive teaching practices which will satisfy both groups of learners in the learning
community. This knowledge is central to both activity systems, and it is the object 3 on the
picture. It can be explained by the graphic adapted from Engestrom (2001, p. 136) (Figure 1).

Tools and signs Tools and signs
t 1 Subject PLC
Subject] |:> {—
Students
Community Object 3 Community

Figure 1 = Two interacting models of activity theory and generating new learning space

As subjects, I have the group of teachers and the group of students. They both have the
object 1 meaning that both subjects are learners in the learning community. The second object
is that both teachers and students are committed to inclusive practices such as students in an
inclusive environment and teachers facilitating inclusion. The object 3 is collaboratively
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constructed learning and outcomes of learning. More specifically, two activity systems interact
and contribute to the outcomes of both systems. For teachers, the result of interaction with
student activity system is that they develop inclusive teaching practices which respond to the
needs of students. For students, also the object 3 is the space where they learn by reflecting on
the practices implemented by teachers in CAR. Thus, the students learn by giving teachers the
opportunity to learn. The object 3 is what they try to achieve; it is complex of learning which
is premised on activity theory. Action research here is the tool for achieving goals which looks
into the dynamic process of meaning-making, accumulating practice which are explicit cycle
processes implemented by the PLC. The CAR and PLC are the tools employed by Activity
Theory for achieving the goal, which is to establish inclusive education as the process. Activity
theory, specifically the way people learn individually and in groups, serves as the lens through
which we analyse the data, the learning process and its outcomes created by two interacting
systems as the prime units of analysis, the students and teachers.

As members of the established PLC, we will be empowered to reflect on the practices used
in daily practice, develop new approaches in inclusive teaching. The next step, we will try to
implement them in the classroom with the aim to generate the data through observations and
focus group interviews, notes by the members of PLC in the TVET College. The focus of ob-
servations during lessons taught by one of the teachers, member of PLC, is whether the new
practice is contributing to the inclusion of students of the target group or making any positive
change in the classroom. The changes could be larger involvement of target group population
into classroom studies, their participation and achievements. Then, we plan to have meetings
where we, the CAR team members, reflect on the introduced action with the purpose to generate
data, namely in collaborative environment refine the approach for the next action. We will share
our suggestions on how to improve the used approach then, make a protocol of the envisaged
changes to be introduced for the next stage in the collaborative environment. If any of the PLC
members have expertise concerning improvement, then that particular member will share the
knowledge on improvement.

In conclusion, these principles could help to explore how learning is being facilitated and
relationships of two activity units. In this study, activity theory explains how PLC interactions
through CAR influence on learning by students and helps to generate practices promoting in-
clusion. I will use the Activity Theory’s five principles as a viable theoretical lens for our col-
laborative study of teaching practices promoting inclusion. These principles will frame our
learning community exploration as the process of learning as well as a reflection of outcomes
of the professional learning of PLC and students’ outcome reflected in their participation and
accomplishments.

4 Research design and methods

This study will employ a Collaborative Action Research (CAR) design. CAR as the process
will help to identify the issue to be addressed, forming a plan to solve the problem, collecting
the data reflecting on the effects of actions, reflecting on the results of action and creating ac-
tions to be taken (Levin & Rock, 2003, p. 136). Collaborative action research requires the
collaboration of teachers and to be goal oriented in order to produce changes as insiders of the
teaching process (Campbell, 2013, p. 1). This CAR is an attempt of teachers to investigate their
own professional practice aimed to understand the nature and peculiarities of their work as well
as produce accomplishments such as enhanced practices.

4.1 Participant’s selection, data collection and analysis

As the sampling strategy, I will purposefully select one of the TVET colleges of Astana which
is at the stage of implementing inclusive education for adults with disabilities. The CAR team
will involve five (5) purposefully selected TVET teachers. The main criteria for teachers to be
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included is that they should be engaged in teaching to adult students with disabilities within the
selected college. The teachers and I will form the CAR team. The group of students will be
recruited conveniently, the available inclusive group of students will be chosen. Data will be
collected during the CAR stages as follows:

Planning stage, we will reveal the weaknesses in teaching practices and form the action
plan for implementation. Then, we will decide on the roles of the CAR team, as it is required
for a teacher to take action while other members of the CAR team to conduct observation during
the lesson. The observation protocol will help to collect data on whether the action is making
changes, if so, what changes will be required for the next cycle. After observation, we will meet
and conduct interpretations of findings and decide whether our joint actions are making
changes. Then, we will decide the rational to conduct another spiral of CAR. Finally, all the
data will be analysed through the coding of interview transcripts and interview protocol analy-
sis. All the data will be triangulated with the literature and reported in the findings as well as
recommendations of this study.

4.2 Anticipated outcomes and conclusion

I have reason to believe that TVET education in the Kazakhstani context experiences in-
stitutional and environmental barriers described in this paper. The other aspect, the graduates
of TVET education also have low chances for employability as in Ethiopia. Finally, the attitudes
of Kazakhstani TVET education students could also be towards continuing education but not
employment as in developed countries. The efforts of the government of Kazakhstan are incre-
mental for including adults with disabilities into mainstream TVET education. At this stage,
ensuring meaningful education aimed to further employment is required. The Australian prac-
tice focused on further employment is paramount for Kazakhstani context. Further employment
perspectives will motivate target group students to join to TVET education and raise their em-
ployment in Kazakhstan.
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Abstract

Students of education and teachers on-the-job alike state a huge disparity between university-
acquired skills and those needed to cope with everyday tasks in schools, often leading to a
communicated disregard of theory in general. This theory-practice gap can be explained in part
by looking at different understandings of the concepts of theory and practice themselves. Higher
education programs can address this by employing authentic video-taped lessons as a glimpse
at school reality. Then, students can grasp theories by discovering the deep structures underly-
ing the visible tip of the iceberg a video can offer. This paper reports the backgrounds and
evaluation of such a seminar concept at the University of Hamburg. It concludes that videotaped
lessons can indeed serve as focal points of a didactics seminar aiming to close the theory-prac-
tice gap, given a certain understanding of theory, practice and learning.

Keywords

authentic videotaped lessons, teacher education, theory-practice gap

1 Introduction to the problem: Theory and practice as perceived by teachers

Pre-service teacher programs have undergone many modifications during the past years, to bet-
ter support students in developing competencies for facing workplace practices. Still, recent
studies reveal that teachers in practice state little reference to theories they developed at uni-
versity (Blomeke, Gustafsson, & Shavelson, 2015). This is due to a huge disparity between
university-acquired skills and those needed to cope with everyday tasks in schools (Meijer, de
Graaf, & Meirink, 2011; Yayli, 2008; Cochran-Smith, 2005; Korthagen, 2010; Roness, 2011).
Respectively, students complain about the insufficient accessibility of theoretical models to be
used for their own teaching practice and the associated acquisition of "inert knowledge" (Renkl,
1996). Facing this uncertain transition from knowledge to action, teacher training in many Eu-
ropean countries is subject to criticism, although its effects have not been empirically investi-
gated on a larger scale yet (Townsend & Bates, 2007).
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In this regard, our current study introduces a higher education approach of closing the gap
between theory and practice as perceived by students, by employing the advantages of authentic
videotaped lessons to create practice-oriented learning opportunities (Gomez et al., 2008; Bro-
phy, 2004; Petko, Haab, & Reusser, 2003). Our teacher training concept focusses on enhancing
the reconstruction of theory for the students’ own prospect teaching purposes, as well as their
professional understanding of theory and practice as necessarily linked concepts along a con-
tinuum of specifications and generalities, or cases and systems, rather than understanding ‘The-
ory’ as a mere academic domain, inherently detached from ‘Practice’ perceived as school real-
ities. Borrowing a stylistic device from Holt (2004, p. 23), we use the terms ‘Theory’ and ‘Prac-
tice’ with capital letters as opposed to ‘theory’ and ‘practice’ in this sense: A distinction be-
tween what students ‘do’ at university as Theory and what teachers ‘do’ at school as Practice
neglects the fact that in both realms, there is both theory and practice in a more fundamental
sense:

“Even when theory is a goal in itself, it is not detached but instead is produced in the
context of specific practices. Some communities specialize in the production of the-
ories [such as academics, but also teachers - AA/MC], but that too is a practice. The
distinction between theoretical and practical then refers to distinctions between en-
terprises rather than fundamental distinctions in qualities of human experience and
knowledge.” (Wenger, 2008, p. 48)

Figure 1 illustrates this concept of Theory and Practice as enterprises versus theory and
practice as qualities of experience and its problematic potential.

Theory as enterprise
t(T) -heory P
theory/practice,
thinking/acting
in university/academic
environments

theory and practice as
qualities of human p(T)
experience

t
duality of thinking/acting
as ONE process
p

theory as reification, Practice as enterprise

ractice as participation
P P P t(P) theory/practice,
thinking/acting
p(P) in school/teaching

environments

Figure I  Coining the Theory-Practice-gap perceived by students of education

Drawing on this distinction, it is perfectly comprehensible that teacher students perceive a
large, frustrating gap between the practices at university, i.e. the ‘practice of Theory’ p(T) they
experience, and the generalized legitimated thinking systems, models and action plans relevant
for school work, or the ‘theory of Practice’ t(P) university wants them to acquire for the sake
of their individual professionalization. A disastrous consequence of this frustration is the afore-
mentioned strong disregard of ‘theory’ in general by teachers, both students and active practi-
tioners.

Thus, a main goal of higher education in teaching is the development of a reflective attitude
towards theory and practice as a vital duality of thinking and doing, of reflection-in-action and
reflection-on-action (Schon, 1983). Especially in a profession of high social momentum and
responsibility such as teaching, theoretically legitimated “transformative reflection” (Biggs &
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Tang, 2011, p. 45) is a necessity for professional, socially acceptable work. As Paulsen (1912,
p. 38) put it:

“The power of theory is the capability to gain experience, that is, to gain better expe-
rience than a mere empiricist; experience based on observation and examinations
[...]. Theoretical concepts are the eyes of the mind, better yet: telescopes and micro-
scopes, since they require the natural organ of sight, but they focus, broaden and
deepen the vision.” (translation AA/MC)

The idea of theory as a toolset for ‘better vision’ can be taken literally. It is a viable ap-
proach to the perceived theory-practice gap. The implication for teacher education methodology
is thus: Working with visions, vistas - videos.

By employing authentic video-taped lessons as focal points of teacher training, students’
perception and understanding of classroom realities can be professionalized. Theorizing is then
understood as exploring the underlying scripts and generalities (i.e., the theories) crucial to
certain types of teaching situations as seen on screen and according to assumptions about lesson
planning (plan-as-theory!). Videotaped lessons thus serve as Practice cases, situative anchors,
fleshed-out examples and episodic memory aids in higher education. In order to illustrate our
statements and put them to the test, this paper reports a prototype concept for teacher training,
developed and tested at the University of Hamburg.

2 Theoretical framework: A general model of teaching practice and learning practice

As for teaching content, we assume that a thorough understanding of teaching situations can be
achieved by referring to a general model of teaching practice and learning practice (Tramm &
Casper, 2018) as well as the constructive alignment of intended outcomes, activities and assess-
ment (Biggs & Tang, 2011). Thus, the introduced video-based intervention follows a structured
curriculum (further explained below) aiming at fostering amongst students an understanding of
teachers and learners as two interwoven “communities of practice” (Wenger, 2008). These
communities draw on shared knowledge, codified in both implicit and explicit theories about
learning and teaching. This theoretical framework underlines the social complexity of teach-
ing/learning situations and the experiential significance of thinking and doing as a basic duality
of learning. Figure 2 shows the general model.
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intended outcome = effect objective (,learning objective”)
intended mode = process objective learning objectives

design of

teaching practice learning practice learning effect

learning tasks learning

and environments internal effect

(skill, comprehension, attitude)

action activity/
goal experience

external effect
direct feedback (product, behavior)

indirect feedback (diagnostics)

""" * anticipation = physical or social change —-» feedback
Key:
= »  psychological change e—e functional interdependence

Figure 2 Hamburg Model of Teaching Practice and Learning Practice (translated from
Tramm & Casper, 2018)

Here, the centre point of a teaching/learning situation is learning practice. In accordance
with Biggs and Tang, we believe the desired level of teacher professionalization is an informed
“focus on what the student does and how that relates to teaching. [This] is a student-centered
model of teaching: the purpose of teaching is to support learning. No longer is it possible to
say: ‘I taught them, but they didn’t learn.”” (Biggs & Tang, 2011, p. 20) The Hamburg model
illustrates exactly that: teaching cannot directly lead to learning. Rather than that, teachers an-
ticipate the intended outcomes or learning effects, which are internal eftects and neither de-
signable nor visible by themselves. Teachers can, however, have a direct influence on tasks and
learning environments which initiate various learning practices. A perspective on learning
practice is the indispensable key: By setting action goals and engaging in meaningful activities,
learners gain experience and ‘learn’ in a cognitive sense of developing and establishing relevant
dispositions. Thus, learning practice leads to both internal (psychological) effects and external
effects, such as visible products (e.g. a worksheet or student presentation) and observable be-
haviour (e.g. actions and communication performed by students). Since only learning practice
can be influenced directly by teachers (not ‘learning’ itself) teachers have to perform a double
anticipation:

e  What do I have to do as a teacher in order to enable students to do something
e which I believe/anticipate to lead to the internal effects I intend as learning outcomes?

Referring to this model legitimates our contents/the syllabus, and also the method of em-
ploying authentic video-taped lessons as focal points of teacher training. The model suggests
differentiating between visible and invisible aspects of teaching and learning practices as shown
in Figure 3.
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cial contexts and behaviour

Figure 3 Examples of visible and invisible aspects of teaching and learning practice

(AA/MC)

Even though this is only a list of examples, it illustrates that the visible is only the tip of
the iceberg in teaching and learning. However, it is the obvious, the immediate, the practical
access to the essential processes hidden beyond. By learning how to see beyond the surface of
a lesson and by reconstructing intentions, anticipations, psychological processes and planning-
as-thinking/plan-as-theory, students of education gain a deep understanding. In reconstructing,
they theorize themselves and ‘discover’ core concepts of didactics out of individual initiative,
rather than just being ‘confronted’ with fixed theories and models, handed down to them as
bold and unshakeable truths. This latter idea of theory-as-good/theory-as-conveyable-content
leads to the aforementioned disregards. Such ‘manufactured theories’ are far from student ex-
perience. Students then end up ‘having to’ remember them only in order to pass university —
with no need to remember them any longer after the respective exam is done. In accordance
with the constructive alignment of intended outcomes, activities and assessment (Biggs & Tang,
2011), the concept introduced here

e intends to foster the ability to theorize about visible aspects and artefacts of lessons

e by guiding students through activities of theorizing about videotaped lessons

e assessed through a term paper in which they comment on an authentic lesson plan as a
visible artifact and analyze its deep structures by referring to didactic concepts.

3 Research questions and methods: A DBR mindset

Based on the outlined theoretical framework, this study explores the following research ques-
tions: How can authentic video-taped lessons be used in higher education teacher training, in
order to

1. establish a professional understanding of theory-practice coherence and enrich discussions
about didactic theories and models?

2. develop professional analytic skills in observing and evaluating lessons as well as enhanc-
ing lesson planning skills drawing on elaborated construction criteria?
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3. assist the development of didactically justifiable mindsets about teaching?
4. prepare student teachers for on-the-job experience?

The study presented follows a design-based research methodology (DBR Collective, 2003;
Reinmann, 2005), including the development, interventional testing and evaluation of an inno-
vative seminar for students in the Master of Education program for vocational and business
teachers at University of Hamburg.

3.1 Intervention: A video-centered didactics seminar

The innovative seminar concept was implemented in winter semester 2017/18 to prepare
teacher students in vocational training (business studies) for their upcoming school placement,
which is obligatory for all student teachers at the University of Hamburg. 60 Master students
took part in 3 parallel seminars with 13 sessions (2 2 hours each). Aiming for the goals stated
above, two authentic video-taped commerce lessons from a local vocational school in Hamburg
were provided online, accompanied with the respective lesson materials such as worksheets and
student products. Furthermore, all seminar materials including literature, observation tasks, an-
alytic frameworks, reflective questions on students’ individual learning and reading-writing
tasks were provided and organized by using an online learning platform. The seminar syllabus
was constructed as follows:

Introduction (administration and intro to the concept and the videos)

Lesson phases and the perspective of learning practice

Choreographies of teaching and learning methods

Developmental theories 1: challenges of thinking and cognitive conflicts
Developmental theories 2: challenges of reflection and moral dilemmas
Normatives of education 1: learning for understanding vs learning for reproduction
Normatives of education 2: creating tasks and contexts for understanding

Didactic analysis and transformation of matters of education

Inclusion, individualization and adaptive learning and teaching

0. Professional lesson planning

e SR I ol e

For every session, study tasks were developed with strong reference to the videotaped les-
sons. For example, the first task was to identify distinctive phases students could ‘see’ in the
videos. For this, no literature or didactic reference was given at first. The individual perspec-
tives were then discussed in the next session, leading to the common understanding that “there’s
much more happening than we can see on screen”, motivating students to check existing di-
dactic models of lesson phases in order to discover concepts to deepen their understanding of
latent intentional phases.

The focus of all tasks and discussions was the elaboration and professionalization of stu-
dents’ subjective theories (schemata) of learning and teaching, the enhancement of perception
and observation skills in teaching situations (reflection-on-action; reflection-in-action) and the
promotion of lesson planning skills with a final group product of refined lesson plans for the
learning matters presented in the videos.

3.2 Evaluation results

Formative evaluation was carried out and documented in team meetings for session develop-
ment and reflection. Summative evaluation was carried out by employing the faculty’s stand-
ardized evaluation process. An in-depth assessment of analytical and reflective skills shown in
student term papers has to be carried out in the coming months since a majority of term papers
is still in progress.
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The faculty’s standardized evaluation in the form of a quantitative questionnaire (7-Likert
scale) was utilized to assess the three parallel seminars (total n=59), focusing on the effective-
ness of the newly integrated elements regarding our main intention to close the theory-practice-
gap.

Referring to the accessibility of theory by using authentic examples a mean (m) for seminar
1 (m=4.5), seminar 2 (m=5.9) and seminar 3 (m=5.4) was scored stating positive effects of the
video-based seminar concept in this regard (Table 1).

Table 1 = Theory made accessible by the use of examples

Seminar 1 50% 0% 23.5% 23,5% 11.8% 23.5% 11.8%

n=17; mean= 4.5 ' t
|

i
1 2 3 4 5 8 7

Seminar 2 0% 0% 0% 9.1% 18.2% 45.5% 27.3%

n=22; mean= 5.9

[

1 2 3 4 5 6 7

Seminar 3 5% 5% 0% 10% 15% 45% 20%
n=20; mean= 5.4 b %

|
1 2 3 4 5 &) 7

1= does not apply, 7= fully applies

Furthermore, the perceived importance and meaning of seminar topics (didactical theories
and theoretical models) for teaching practice resulted in a mean for seminar 1 (m=4.3), seminar
2 (m=5.9) and seminar 3 (m=5.4) indicating a positive acceptance by the students (Table 2).

Table2 ~ Meaning of topics is made clear, and importance was pointed out

Seminar 1 0% 11.8% 17.6% 23.5% 20.4% 11.8% 5.0%
I
n=17; mean=4.3
1 2 3 4 5 68 7
Seminar 2 D% 0% 0% 0% 22.7%63.6%13.6%

——

n=22; mean= 5.9

A
1 2 3 4 5 ] 7

0% 0% 5% 15% 30% 40% 10%

L A

Seminar 3
n=20; mean= 5.4

b =
1 2 3 4 5 :] 7

1= does not apply, 7= fully applies

Additionally, a link between theory and practice was successfully achieved by the usage of
videos referring to a mean for seminar 1 (m=4.2), seminar 2 (m=6.0) and seminar 3 (m=5.7)
(Table 3).

VETNET ECER PROCEEDINGS 2018



40

Table 3  Link between theory and practice is successfully achieved

Seminar 1
n=17; mean= 4.2

Seminar 2
n=22; mean= 6.0

Seminar 3
n=20; mean= 5.7

0% 5.0% 25.2% 17,8% 23,5% 11,8% 5,0%

_
L]

1 2 3 4 5 5] 7

0% 0% 45% 0% 13,6%54.5%27.3%

—_t

1 2 3 4 5 ] 7

0% 0% 10% 0% 20% 50% 20%

—_——

1 l
1 2 3 4 5 8 7

1= does not apply, 7= fully applies

Overall the usage of videotaped lessons was positively rated by the students of seminar 1
(m=5.6), seminar 2 (m=6.0) and seminar 3 (m=6.1) showing positive effects of integrating this

media into the seminar structure (Table 4).

Table 4  The seminar includes meaningful usage of media

Seminar 1
n=17; mean= 5.6

Seminar 2
n=22; mean= 6.0

Seminar 3
n=20; mean= 6.1

0% 0% 5.8% 17.8% 11.8% 235.2% 20,4%

—H—
| |

1 2 3 4 5 8 7
0% 0% 0% 13,6% 9,1% 26.4% 40.9%

—_

1
1 2 3 4 5 5] 7
0% 0% 5% 0% 25% 25% 45%

1 2 3 4 5 6 7

1= does not apply, 7= fully applies

In order to understand the tendency of lower average results for seminar 1, it has to be
stated that this seminar was mainly attended by students from domains other than business
studies (due to administrative reasons). Consequently, the videos were not as ‘authentic’ and
harder to refer to for this group of students, regarding their domain-specific knowledge, typical
school experience and aimed-for-practice as teachers of a certain vocational domain. Nonethe-
less, this group also shows very high means regarding “meaningful use of media”. Overall, the
integration of videotaped lessons shows very positive effects on students’ perception of theory-
practice coherence, considering these quantitative data.

The open-qualitative part of the evaluation led to the following results concerning videos
(again sorted by seminar groups, translation from German AA/MC):

Seminar 1:

e  “Great idea to use videotaped lessons.” +
e  “Link to teaching practice.” +

o  “The continuous reference to the videotaped lessons is a link to teaching practice. It makes
understanding didactical models way easier as well as to logically analyze and adapt them

in lesson planning.” +
o “Ilustration and work with the videos!” +
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o  “Focus on videos was too strong. At times it was hard to complete the task by using short
video sequences as info was missing.” -

Seminar 2:

e  “Great idea to structure the seminar alongside the videos.” +

o “Video-taped lessons were not really suiting the purpose.” —

Seminar 3:

o “I really liked the videos. They provide a clear picture of what is going on during the
lesson.” +

o 2 x “Working with the videos!” +

o “Ireally liked the videotaped lessons” +

o  “The videos showed that the seminar is relevant for teaching practice and therefore in-
creased my interest. Great preparation for the upcoming school placement.” +

o  “Linking theory and practice through the videos.” +

o “Working with the videos was very helpful as all theories could be applied.” +

o  “The videos really provided a connection between theory and practice.” +

o “Usage of videos was very good: provides possibilities to reflect and comprehend didacti-
cal decisions.” +

o  “Iliked the connection to teaching practice that was provided through the videos. Would
have liked to work on both videos.” +

o  “Videos were not suitable: especially the phase of the lesson showing pupils doing group
work and presentation!” —

This feedback provides a good impression of student perception, which is paramount for
our main intention. However, to achieve insights into the effective development of the students’
analytical and reflective skills, an in-depth assessment has yet to be carried out. This leads to
our discussion of limitations.

3.3 Limitations

The findings presented here have to be understood within the limitations of this kind of study.
Since a design-based research project such as this aims to develop prototype concepts, any
evaluation primarily aims at further development of the prototype. While a working prototype
is not a means of research in itself, academically speaking, it is still an integral, even funda-
mental part of educational research - and an approval of academic quality as well. Measuring
the effect of the intervention as opposed to other concepts is not the focus. Rather than that,
criteria for quality education are developed by testing and remodelling innovative concepts.
However, comparative data might offer important insights. Thus, we consider it a strong limi-
tation that evaluation data of previous didactics seminars was not attainable. Since the standard
faculty evaluation is personalized to lecturers, there is no official and anonymous possibility to
attain evaluation data. Only personal contact, trust and continuity could enable that kind of
longitudinal research. Unfortunately, we experience that continuity, both in persons and educa-
tional concepts, is not guaranteed at most higher education facilities. This leads to the second
strong limitation, the lack of a control group. Since we developed and tested this concept coop-
eratively with a team of lecturers for three parallel study groups, it would have been irrespon-
sible to deliberately confront one of the groups with a concept we would believe to be less
expedient ‘just’ for research purposes. With this in mind, conclusions can be made only with
respect to the inner logic and consistency of the teaching concept.
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4 Conclusion and outlook

Within the stated limitations, the expected outcomes were affirmed. The preliminary findings
of both quantitative and qualitative evaluation data reveal a strong positive effect of the video
method on the students’ perception of theory-practice coherence. An established professional
understanding of theory-practice coherence and enriched discussions about didactic theories
and models are detectable in classroom discussions and qualitative feedback. Referring to the
qualitative seminar feedback, student teachers repeatedly stated the usefulness of the innovative
seminar concept to prepare for and gain insight in on-the-job experience.

In order to evaluate the development of didactically justifiable mindsets about teaching as
well as the development of professional analytical skills, an assessment of term papers needs to
be carried out, which is lined out already but was not completed at the time of writing this
proceeding due to the incomplete set of term papers to date.

As a conclusion, the first evaluation of the new seminar concept shows that videotaped
lessons need to fulfil a set of criteria to best support positive effects regarding the main goal of
linking theory and practice:

e Videos need to be authentic and domain-related in terms of showing relevant lesson context
in line with the students’ vocational specialization.

e Information, which is not provided in the videos themselves, but part of the visible structure
of teaching and learning practice, such as worksheets and student products, need to be pro-
vided through additional material in order to support and ensure the completion of study
tasks. In order to support students in ‘discovering’ essential concepts, authentic complexity
is more important than reduction.

e Study tasks need to be specific in formulation, but complex and open in terms of processes
and products. If the aim is to enable students to perceive relevant actions in complex class-
room situations and to identify theoretical models or didactical concepts as deep structures
therein, higher education concepts need to follow an approach of constructive alignment:
Intentions, study tasks and assessment should all follow the same core principle. In this
case: beginning with visions, vistas, videos of authentic lessons, guide students in ‘theo-
rizing’ on their own and in ‘discovering’ theory, rather than ‘confronting’ them with some-
thing to remember — and forget — after the exam. Thus, students get a chance of experienc-
ing that theory is a quality within practice, not a self-sufficient brain game opposed to it.
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Abstract

Building on our earlier research this paper addresses the lived experience of black students in
VET. It samples nine young people (male and female, 16-25), drawn from a northern provincial
and metropolitan English city. It addresses, what has in recent years become an under-re-
searched area, the lived experience of African-Caribbean and mixed heritage youth in VET.
The paper points towards the salience of analyses of social capital, metropolitan and provincial
cities as well as labour market conditions on these processes. In addition, it seeks to locate the
discussion within its socio-economic context as well as the manner in which race is both his-
torically and contemporaneously embedded in the division of labour.

Keywords
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1 The marginalisation of race and VET

This neglect is partly a consequence of researchers focusing on schools and higher education,
principally as a potential route to upward social mobility and the manner in which these aspi-
rations are constrained by racist practices. There is perhaps another reason for the neglect of
VET which relates to the capitalist division of labour and the way this is entwined with racist
processes. Research that has addressed the labour process in the US and the transition from
Taylorism to Fordism, has illustrated the manner in which race is central to such processes
rather than being an atavistic hangover from the past (Roediger & Esch, 2017; Doray, 1988).
Doray refers to a ‘rational madness’ which in part has been reflected in Fordism but also in a
racialised division of labour. Different racialised groups were deemed to have particular
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dispositions that aligned with particular types of labour. The difficulty faced by theorists who
proposed such arguments is that they could not agree on any particular racialised hierarchy, or
indeed who was to be included. Different groups such as the Irish, Jews, Slavs, Swedes and
Black Americans were racialized and compared against one another in terms of their capacity
to perform various types of manual labour (Roediger & Esch, 2017). Not dissimilar processes
were present in Europe. We need only consider the manner in which the UK and the French
drew on labour from their former colonies, with Germany utilising Turkish guest workers (Cas-
tle & Kosack, 1973). Goulbourne & Solomos (2003) commenting on the 1970s/80s, citing
Ward and Jenkins (1984) remark, how at that time the participation of ethnic minorities in the
labour market and wider society was thought to be shaped by dispositional values. They note,

there are two strong models of participation of minority ethnic communities in British
society: the Jewish (represented as being socially, economically, and politically suc-
cessful, and well integrated into the upper echelons of society) and the Irish (generally
represented as being less successful and mainly outside the mainstream of British soci-
ety). Subsequent groups ... followed this dual pattern (Goulbourne & Solomos, 2003,
p- 333).

Asians were assumed to have followed the Jewish model whereas African-Caribbeans were
aligned with the Irish model, being firmly placed within a racialised working class. There are a
number of consequences that flow from this form of racialisation. Key amongst which is the
positioning of African-Caribbeans within the working class, which is reflective of the essen-
tialism of earlier historical accounts. The link between class destinies and VET may also in
part, explain the neglect of the latter in critical analyses of race and education. Wallace (2018)
draws our attention to the association of whiteness with the valorised cultural capital of the
white middle class which serves to marginalise the capital of the black middle class (see Rollock
et al., 2015). Whilst Ward and Jenkins (1984) were writing in the 1980s and Goulbourne and
Solomos (2003) refer to analyses drawn from the 1970s/80s, Wallace’s more contemporary
ethnography provides examples of school teachers unthinkingly associating blackness with un-
derachievement. Joseph, one of his respondents, commented:

There’s a ... black identity that my white teachers try to strap onto us... They expect us
to fail ... they expect us to struggle money wise... they expect us to fight each other ...
When we challenge or exceed their expectations, it’s like they can’t even recognise us
[as black]. (Wallace, 2018, p. 474)

For Wallace white teachers failed to recognise the cultural and social capital upon which
black middle-class students could draw (and see Yosso, 2005).

Socio-economic context

In the EU, and indeed globally, the route to economic competitiveness is said to arise from the
development of a knowledge economy. Education policies frequently emphasise the need to
prepare young people for the putative fourth industrial revolution, enabling them to fully mo-
bilise their talents, contribute to wider society and avoid social exclusion. Such notions have
become a hegemonic feature of international policy debates. In this context, VET has been
depicted as integral to economic and social justice agendas, with a significant body of education
research addressing the way in which European systems aim to develop in young people the
competences, skills and dispositions required at work (Mulder, 2017).
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Papers location

In previous papers (Avis et al., 2017a, b) we mobilised Leonardo’s (2005) conceptualisation
of race ambivalence, which argued that whilst race is ‘unreal’ in that it is an incoherent scien-
tific category, its effects are nevertheless real. These papers examined English research on
relationship between race, ethnicity and VET, much of which has lain dormant since the struc-
tural accounts of the 1970/80s. Significant questions emerged from the literature: the margin-
alisation of black youth in VET, their allocation to low-level courses, and ‘warehousing’. The
latter concept, first developed in the 1970s, refers to the way in which particular fractions of
working-class youth were effectively ‘parked’ on youth training schemes and low-level VET.
They were, to use Blacker’s (2013) term, effectively ‘eliminated’ from the labour market, a
process particularly applicable to black (Caribbean, African, mixed race) male youth (Roberts,
2009).

Our earlier statistical analysis suggested that patterns of participation are changing with
young people from certain ethnic minorities now less likely than their white counterparts to be
on VET courses (Avis, Orr, & Warmington, 2017). This is a change from the earlier situation
in which black youth were overrepresented in English further Education and significantly in
low-level VET (and see Allen et al., 2016). Whilst our small-scale exploratory case studies
found that there was some evidence of both continuity and change in relation to the experience
of black youth in English further education and VET, there was also some evidence supporting
our claim that in recent years there has been a “whitening” of FE. This should not, however,
downplay processes of racialisation that impact upon FE/VET. FE remains an important edu-
cative site for black youth, and if we are to concern ourselves with questions of social justice,
we need to address patterns of racialisation and their intersectionality with class and gender as
part of a political praxis. The most recent statistical release suggests that the total participation
rates in FE/VET in England have fallen by 30 per cent from 4.7 million in 2002/03 to 3.3 million
in 2015/16 (ESFA, 2018). This is compared with participation rates among people under the
age of 30 in HE that have risen steadily since 2006 and were 49 per cent in 2015-16 (DfE
2017a). Among 16- and 17-year olds in England in 2016, 32.5% were in state-funded schools,
11.5% were in sixth-form colleges, and 30% were in FE colleges (DfE, 2017b, p5). These sta-
tistics suggest the increasing marginalization of Further Education in the English educational
landscape. However, the data it provides on the ‘whitening’ of FE is inconclusive (ESFA,
2018).

The current paper

The current paper moves beyond our earlier research by addressing the social capital available
in black communities that facilitates the transition to VET. There is a worry with this type of
analysis that Goulbourne and Solomos (2003) alert us to. Discussions concerned with the social
capital and allied dispositions available to particular ethnic groups can readily fold into a deficit
model that resonates with essentialist constructions of racialized groups. Reynolds (2013),
whilst acknowledging that social capital can be ambiguous, draws our attention to the way it
enables transitions to VET and beyond. Not dissimilarly Modood (2004), in a discussion of
British South Asian and Chinese communities, draws on the notion of ‘ethnic capital’ which
serves as a community resource. This leads us to consider the way the opportunity structure
young people encounter is impacted by region, locality, the labour market as well as its posi-
tioning in a metropolitan or provincial city. Ball et al. (2000) draw our attention to the particu-
larities of London as a global/metropolitan city. In a number of respects, such processes map
onto European experiences and raise questions about specificity. Roberts (2009) for example,
in a discussion of East and West Germany points towards the qualitatively different labour
market contexts faced by young people in these distinct regions. Such arguments need to be
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nuanced to take into account labour market conditions and the way in which these are played
out in relation to race and ethnicity. Martin and Morrison (2003) note the spatial and constructed
nature of labour markets as well as their porosity. Alongside a local labour market that features
low waged intermittent work, or no work at all, there may be others lodged within a global
labour market of high skilled/waged work. Such labour markets may overlap but will also be
subject to ongoing change and construction. Thus, within a social formation, areas of full em-
ployment, high wages and putative skills gaps/mismatch sit alongside regions/localities char-
acterised by multiple disadvantages and the lack of decent jobs. Similarly, Thelen and
Busemeyer (2011) illustrate the shift from collectivism to segmentalism in German VET,
whereby the latter refers to training that solely addresses the specific needs of employers.

2 Method

The interviews explore black learners’ lived experiences, enabling examination of their routes
into VET, pedagogic experience, their orientation towards the vocational and their specific ex-
periences of Further Education colleges (the main provider of VET in England). By utilising
semi-structured interviews, we were able to pursue particular lines of inquiry arising during the
interview, allowing us to develop a fuller understanding of interviewees’ interpretations of their
VET experiences. The interviews were coded and thematically analysed. This is as yet a small-
scale exploratory study for which we make no claims for generalisability or representativeness.
Nevertheless, it offers some illumination and relatability to the experiences of black youth in
metropolitan, provincial cities and disadvantaged contexts and with those who face similar cir-
cumstances elsewhere in Europe.

3 Findings

We found, for instance, that some of the black students we interviewed relied on ‘cold
knowledge’ sources such as Google for initial information on VET pathways. Joe and Sarah,
respondents from the provincial city, stated,

SJ: How did you know about the course?

Joe: I literally just looked online... I just typed in like ‘Fitness Courses’, and
the Uni popped up and it said like an NVQ.

Sarah: I just did a lot of research online.

Not dissimilar comments were made by respondents in the metropolitan city. Charles com-
mented,

Charles: But perhaps I was encouraged, maybe not explicitly, to undertake a voca-
tional course, but that kind of meant that particular style of learning was
something that was encouraged, particularly in my sort of GCSE years, so
Year Ten and Year Eleven, that kind of hands-on learning approach and
that actually reflected some of the courses that I took in GCSE

Nathan drew on his aunt who suggested the course he should take.

Nathan: To be honest, no teachers actually took me and said look, this is what you
should do, or this is what I think you should do, or anything like that. It
was just, they were just happy that I finished GCSEs, that I was kind of out
of their hair.

Whereas some of Michael’s teachers suggested a number of options as did his girlfriend:

Michael: First, my girlfriend at the time helped me there, sort of steered me in the right
direction and a couple of the other teachers that were sort of giving me my op-
tions really ...A-Levels, they weren’t really my thing ...it had to be something
sport related, it had to be back to my roots basically and what I know. So, the
BTech, it sort of fitted every criteria and it ended up being the perfect place for
me really...
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For some of our participants, the decision to enter FE/ VET was part of a push-pull dynamic.
They had either decided that an ‘academic’ A-Level route was not for them or they felt dissat-
isfied with the school environment. Ty reflected on his decision to take up a sports (boxing)
apprenticeship:

Ty: To be honest, there was no alternative. I had to, I felt like I had to do it because
if I stayed at my High School, because I wasn’t well behaved at my High School,
so if I stayed at my High School, I don’t think I had a realistic chance of suc-
ceeding or attaining well. So I think for myself, I had to look at it, right, I’ve
finished High School, my GCSEs don’t represent what I’m capable of, so I really
have to go out there and I really have to start shaving a career pathway for my-
self. However, these alternatives, they were all my decision, I mean there was
no influence at this stage from my parents, family or friends...

Michael: A-Levels, they weren’t really my thing and I wasn’t really looking to do anything
else in terms of the A-Levels. It was, it had to be something sport related...

Such comments recalled Thompson’s (2009) suggestion that for some working-class students,
decisions to enter FE are shaped as much by students’ sense of what they cannot achieve as
what they can achieve. Charles commented on the relationship between his school experiences
and his perception of himself as someone suited to VET:

Charles: I think I’ve always been quite a kind of hands-on or practical learner ...perhaps
[at school] 1 was encouraged maybe not explicitly to undertake a Vocational
Course, but that particularly kind of meant that particular style of learning was
something that was encouraged, particularly in my sort of GCSE years, so Year
Ten and Year Eleven, that kind of hands-on learning approach and that actually
reflected some of the Courses that I took in GCSE.

While generally happy with his decision to take a Level 3 NVQ in Health Care, he had felt
some initial ambivalence about the status of VET pathways and FE colleges.

SJ: ...what expectations did you have of that particular Qualification /NV(Q3] at the
time?

Charles: I think just to give me a good basis or a good understanding of kind of
...healthcare and where I wanted to perhaps try to develop a career. I think I
expected it to, perhaps I expected it to be a bit, like going to a Further Education
College, perhaps I expected it to be a bit like looked down upon, if that makes
sense, particularly like where you had a lot of people doing A-Levels and so on
and so forth. But I think for me and for what I was trying to achieve, I felt like
that was, that was quite a good route.

However, we also found that, having opted for FE and for VET programmes, some of our par-
ticipants had a sense of dislocation, feeling that their particular work/ skills interests were mar-
ginalized. Black students in fields such as hair and beauty sometimes found that their specific
interests were not catered for, and that their VET qualifications left them on the periphery of
the sector (e.g. renting chairs in salons).

SJ: How did you feel, you said on both (hairdressing) courses, you were the minor-
ity, how did you feel about that? Or did it not impact on you?

Maya: In the Beauty, it didn’t impact as much, but in the Hairdressing it was, because
like, when you have to work on each other, like they had no clue about my hair,
like what to do with black hair, so yeah, that was hard... even the training dolls
you use, it’s all like European hair... From family experience and stuff, I am
quite good with African-Caribbean hair, but you know, you want to know,
what’s the point if you’re not going to even know how to do your own hair?

SJ: So how come you didn’t take the course that taught about African-Caribbean
hair?
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Maya:  They do actually offer it at the College, but the woman who taught it was on
long-term sick and they kept saying oh we’re going to employ someone else, but
they never ended up doing it, and I don’t know if that’s just because there wasn’t
a need for it, or just they weren’t bothered.

SJ: How did you feel about that, when you heard that?

Maya:  Annoyed, I just wanted to do it (laughs), really, really. It angered me, but there
was nothing you could do, and I did look into another African-Caribbean course
in [provincial city]... there aren’t any, or there weren’t at the time.

Maya was constrained by provincial city’s opportunity structure which offered very limited
access to training for African-Caribbean hair. It seemed as if the opportunity structure and so-
cial networks available to our metropolitan young people were qualitatively different and pro-
vided greater access to training. Ty talked about the way in which a teacher at his school had
encouraged him to go to college. This respondent felt that if he had remained in school, he
would have ‘messed about’. At college, he studied boxing and built up a close relationship with
his personal tutor who offered him helpful advice and who was very keen that BME students
succeeded. He stated,

Ty: [the college course] was heavily populated, BME and Asian populated area, so
I had a lot of, I had a lot in common with everyone on the course, the students
and especially the staff and my Personal Tutor.

Whereas the African-Caribbean hairdressers were in a minority on their course. Maya men-
tioned that “I think there were about twelve to fifteen people in the class. There were two black
women, me and Barbara”. In some respects, these accounts reflect on the opportunity structure
found within local ecologies. Consequently, these affordances for networking and developing
forms of community-based social capital will vary over time and place (Kerr, Dyson & Raffo,
2014).

In addition, some of these accounts bore some relation to research into VET in the 1980s that
suggested black students were less likely to have direct proximity to ‘real” workplaces — that is
to say they were socially and culturally distanced from the workplace. In this instance, work
experience was provided in simulated environments in FE or the premises of private training
agencies. Joe, for example, was very quizzical about the training he had received from a private
training agency.

Joe: The teachers very much sort of get on with it, do you know what I mean and then
they had to go and do something else, so it wasn’t really one to one, it wasn’t
really hands-on or anything like that. It was just you there, an environment for
you to learn in, on your own, off your own back. If you wanted to do it, you
could do it, if you didn’t, you didn’t, because it was government funded. So, I
think that because of that reason and because of the attitude they had, they
weren’t really pushing you if that makes sense.

4 Conclusion

The study develops our understanding of the experiences of black students in VET. It relates
these findings to empirical work not only in the UK but also to continental Europe (see for
example Colding, 2006 and Szalai et al., 2009). It allows us to consider the significance of
theoretical analyses of the VET experience of black youth with other minority ethnic groups in
Europe, enabling an examination of both specificity and continuity. Importantly, in this paper,
we have touched on the salience of analyses of social capital, metropolitan and provincial cities
as well as labour market condition on these processes. In addition, the study also enables a
consideration of the salience of gender and class on these processes. The study anticipates fur-
ther qualitative and quantitative work in both the UK and Europe, building upon this and earlier
research.
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Appendix
Table 1 = Respondents

Name Age VET Part- date gradu- Qualifi-  Funding
time/Full- ated cation
time
Joe 25  Level 2 Fitness Part-time 2010 NVQ State
Level 3 Recruitment ~ Part-time 2016
Sarah 24 Level 2 Hairdressing Part-time
Level 3 Special ef- Part-time 2015 NVQ State
fect and media make
up
Clare 19 Level 1 Hairdressing Part-time on-going State

Level 2 Hairdressing  Part-time
Level 3 Hairdressing Part-time

Maya 25  Level 1 Hairdressing Full-time 2013 State

Aromatherapy, Swe-
dish massage

Level 2 Beauty ther-  Part-time 2014 State
apy
Charles 29  Level 3, Health and 2007 State

Social Care, BTEC
National Diploma

Ty 22 Level 3, Sport, Exer- Part-time 2014 State
cise and Coaching,
BTEC

National Diploma

Nathan 25  Level 3, Sport, 2011 State
Health and Fitness,
BTEC

National Diploma

Michael 25  Level 3, Sport and 2011 State
Exercise

Fitness, BTEC
National Certificate

Carl 28  Level 3, Leisure and 2011 State
Sport, ACCESS
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Abstract

This international comparative analysis of higher level vocational education examines devel-
opments across five countries: England, Germany, Australia, Canada, and the USA. The au-
thors consider how current developments address two key policy concerns: an emphasis on high
skills as a means of achieving economic competitiveness and raising productivity; and the
promise of increasing access for students hitherto excluded from higher education. We address
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our analyses in an understanding of the different political and socio-economic conditions within
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ble in one context, but almost unthinkable in another. We argue for the need to recognize and
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country contexts. Such comparative analysis is a prerequisite for answering questions of policy
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1 Introduction

New, distinctive forms of higher vocational education are growing rapidly across a range of
countries, as demonstrated in the 2014 OECD Review Skills Beyond School. They respond to
two key policy concerns: an emphasis on high skills as a means to achieve economic competi-
tiveness and raise productivity, and the promise of open access for students hitherto excluded
from higher education. In specific country contexts, both within the European arena and in a
wider global context, there are both similarities and differences in developments, for different
political and socio-economic conditions within countries render particular reforms and innova-
tions both possible and realizable in one context, but almost unthinkable in another. Undertak-
ing an international comparative analysis of current reforms provides the opportunity for policy
learning through a critical understanding of differently evolving provision of higher vocational
education, that refuses assumptions that policy borrowing from apparently successful countries
offers a straightforward model for others to adopt. In the contributions to this paper, we empha-
sise the impossibility of imposing uniformity across European countries and argue that there is
a need to recognize and embrace diversity while using comparison across countries as a means
of challenging taken-for-granted assumptions of how things are and what is possible within
individual country contexts.

The paper brings together the work of researchers who have undertaken research in five
different countries: England, Germany, Australia, Canada and the USA. This work is brought
together through a focus on the following key questions:

What (if anything) is distinctive about evolving forms of higher vocational education?
How are these forms of provision positioned in relation to existing university HE?

How do questions of distinction and status play out in different country contexts?

Whose interests are served by higher vocational education?

What are the implications for equity and inequality in new and evolving forms of provi-
sion?

e  What can be learned in the European arena from this international comparison of higher
vocational education?

The next four sub-sections offer a summary of key arguments put forward in the different
contributions to the symposium.

2 Developments in higher level vocational education in different country contexts

2.1 ‘Keeping them in their place’? The limited growth of applied degrees in colleges in
liberal market economies

Applied degrees in colleges emerged as a distinct form of provision in many Anglophone coun-
tries around the turn of the 21st century. This includes foundation degrees and vocational de-
grees in England, applied baccalaureates in Canada and the United States, and vocational de-
grees in Australia. There are three rationales put forward for this provision. Firstly, it can ex-
pand access to higher education (HE) for disadvantaged students; secondly, it can result in HE
aligned with the needs of the workplace; and, thirdly, it is cheaper for governments and indi-
viduals compared to university provision (Wheelahan, 2016). Those of us researching the emer-
gence of this provision thought that it had the potential to grow and be a key mechanism to
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underpin universal systems of higher education (Bathmaker et al., 2008; Skolnik, 2012; Whee-
lahan et al., 2009). However, instead, growth has occurred through expansion of enrolments in
universities. Two research projects led by Wheelahan in Australia (Wheelahan et al., 2012,
Wheelahan et al., 2009) and one project in Ontario, Canada (Wheelahan et al., 2017), as well
as research by other colleagues in Australia (Webb et al. 2017), Canada and the US (Skolnik,
2012), and the UK (Bathmaker, 2016) have led to theoretical reflections on what have been the
limitations on the growth of college HE. Two key limitations can be identified: first, govern-
ment ambivalence and intermittent aspirations for differentiation; and second, government mar-
ketisation policies that compel colleges to compete with universities in a stratified and hierar-
chical market structured by positional goods. Trow’s (1974) framework of elite, mass and uni-
versal HE and Marginson’s (2016) framework of high participation systems provide useful
tools to explore the emergence of universal HE systems. These frameworks are complemented
by neo-institutional theory to explore pressures towards isomorphism and credentialism in these
countries (Scott 2014), along with Clark’s (1983) ‘triangle of coordination’ which allow an
exploration of the roles of the state, the market and academic coordination of HE. What is
found, is that the hierarchical nature of HE systems keeps college-based HE in its place as a
lower status route for disadvantaged students. In universal systems, starting positions are une-
qual and different forms of participation in HE confer different levels of social and economic
advantage. HE systems in Anglophone liberal market economies are structured as a positional
good in a partly zero-sum game. Government structured HE markets elicit pressures towards
isomorphism and credentialism with college degrees compared to university degrees and are
found wanting, while government accreditation requirements contribute to imposing ‘univer-
sity models’ of the degree on colleges.

2.2 A distinct and separate future or a distinctive part of HE provision: the future of
college-based higher education in England

While there is no coherent vocational tertiary sector (Wolf, 2016) in England, unlike many
European counterparts, England’s further education (FE) colleges are not only the place where
most initial vocational education and training occurs, but also a location for Higher Education
(HE) courses, mostly vocational (degrees in childcare, diplomas in engineering), which have
been provided for over a century (Bailey & Unwin, 2014). The proportion of college-based HE
(CBHE) within overall HE in England has remained stable at close to 10% for decades (Avis
& Orr, 2016), whether CBHE has been actively promoted by government or not. Despite this,
CBHE in England is in a contradictory position. Colleges claim that their courses are authentic
HE, comparable to those offered in universities (Lea & Simmons, 2012), while at the same time
claiming their courses are distinctive from university provision because CBHE widens partici-
pation to HE for local people and provides high-skilled workers for the local economy
(Widdowson, 2017). These claims, moreover, are often repeated by national policymakers
(Parry, 2016). This is an important moment to review such claims, with new policy proposals
encouraging on the one hand, a key role for colleges in promoting a highly competitive market
in the HE arena (DBIS, 2016), whilst alternative policy proposals are intent on creating a binary
divide between academic and vocational education pathways (DBIS & DfE, 2016).
Marginson’s (2016, 413) concept of “vertical ‘stretching’ of stratification in competitive
[high participation systems of HE]” provides a basis for analysing current statistics, policy and
research, and considering the implications for the future. The available evidence indicates that
students on CBHE courses are more likely to be mature, part-time and to live in areas that have
lower participation in HE than students on university courses (ETF, 2016, 22-23), suggesting a
distinctive widening participation role. There is, however, much less evidence of the connection
between CBHE and the local economy, despite the vocational focus of most of these courses.
Nevertheless, that vocational CBHE courses have persisted for so long, suggests that they have
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an important role to play as part of a wider tertiary education system, but this role may not be
one that centres on a distinctive vocational and labour-market oriented focus.

2.3 What does Higher Vocational Education bring to HE that is distinctive in Australia?

In Australia, demand-led growth of higher vocational education in non-university college pro-
viders of vocational education (VET) has allowed non-university college providers to enter the
higher education system and offer Batchelor degrees normally associated with universities
(Kemp and Norton 2014). As the growth of vocational institutions providing higher education
is a major international development in the field of higher education (HE) (Trow, 2006) an-
swering questions about the effects of this growth on social mobility through the case of Aus-
tralia has increasing wider relevance to the growing European field of scholarship on college
based higher education (Kuhlee & Laczik, 2015) because policy in Australia frequently refers
to and draws on European systems. Bourdieu (1977/1990) and Bernstein (1990) have each de-
veloped understandings of education as fields or sites of cultural and structural mechanisms
that mediate the maintenance and reproduction of social inequality, which inform the research
that has been conducted in Australia in a current project of HE in vocational institutions (Whee-
lahan et al., 2016).

Thematic and critical discourse analysis is used to uncover the messages associated with
the marketing of undergraduate degrees and the presentation of teaching, curriculum and as-
sessment to students in the three largest publicly owned non-university providers. Data analysed
from three case studies include: semi-structured interviews with senior college staff, curriculum
leaders and marketing managers; media/marketing materials, institutional strategy and curricu-
lum documents and government-collected enrolments data. The analysis explores how provid-
ers position themselves to support social mobility and who participates on their programs and
whether the position these providers play is different from Anglophone or German-speaking
country models (Graf, 2013; Powell et al., 2012). The analysis shows tensions and ambiguities
in institutional missions and effects. New government owned non-university providers of Bach-
elor degrees present mixed messages by claiming to provide a distinctive form of applied higher
technical knowledge and a mission to redress system inequalities for those from low-income
families without experience of higher education. Participation data reveal a different account;
the majority of students recruited are from a wider range of social groups, including interna-
tional students and those from more affluent backgrounds trying to maintain their social ad-
vantages. This analysis of how vocational institutions are seeking to be distinctive providers in
higher education provides a further significant contribution to understanding whether the sys-
tem is becoming increasingly vertically stratified and stretched between providers in different
global contexts (Marginson, 2016; Wheelahan 2016).

2.4 Work-based Higher Education in Germany at the nexus of employer interests and
university standards

In contrast to the market-oriented higher-education systems in the sections above, Continental
European states have maintained their considerable investments in a range of opportunities in
vocational and higher education (Powell et al., 2012). However, tensions have deepened over
who should pay for rising costs and who can access learning opportunities in higher (vocational)
education, exacerbated in an era of increasing status competition via educational attainment, as
education has become the key positional good for labour market integration as well as status
attainment and reproduction.

In the face of such challenges, which alternatives exist to combine accessibility and support
and secure transitions from education and training into employment? One prominent possibil-
ity, pioneered in Germany in the 1970s, are “dual-study” programs. These hybrid programs
fully integrate phases of higher education study and paid work in firms; students are
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simultaneously trainees, often in larger firms with possibilities for internal advancement (Graf,
2016). In the short term, firms receive inexpensive labour, they also benefit from personnel
trained in the relevant organizational and technological context. Yet, firms invest not only in
recruiting and training motivated future full-fledged employees. They also collaborate with
higher education institutions to develop specific curricula and meet university academic stand-
ards. Employers and educators cooperate to provide coursework in “dual”-learning settings: on
campus and in the workplace to shape a labour force oriented toward current challenges and
opportunities in specific sectors, such as engineering and economics or business. Dual-study
programs manifest ways in which employer interests and investments reshape advanced skill
formation, producing new skills.

The example of contemporary developments in Germany provides an innovative approach
to simultaneously strengthen education and the economy (Graf et al., 2017). Co-developed and
co-financed by employers, these programs have many advantages. Benefits include encouraging
employers to at least partially fund their own skill supply; the burden of financing higher edu-
cation is shared by the state and firms.

Who gains access to this innovative form of vocationally-oriented higher education, espe-
cially within stratified education systems? Grounded in neo-institutional analysis and on the
basis of expert interviews and document analysis, the relationship between higher (vocational
and professional) education and firms in Germany has been subjected to detailed analysis, fo-
cusing on the rapid expansion of dual-study programs, and emphasizing the importance of em-
ployer interests and university standards and distributional conflicts in the politics of skill in-
vestment. The analysis provides an opportunity to present lessons that other countries might
learn from these hybrid programs that have developed in Germany over the past several dec-
ades.

3 Discussion and concluding points

Across the different country contexts discussed above, current policies and practices contain
the traces of the historical differences in the structures of each system. The ways in which Mar-
ginson’s (2016) notion of the vertical stretching of higher education systems plays out across
these different national spaces depends in part on their historical antecedents. The analysis of
different systems offered here indicates clear differences between the Anglophone liberal mar-
ket economies and the more organised markets of the DACH models (Germany, Austria, Swit-
zerland) (see for example Verdier, 2017). However, this is not to suggest that current develop-
ments involve a simple binary. The developments in Germany illustrate the increasing pressures
of competitive marketisation whilst still engaging employers in shaping advanced skill for-
mation. In England there is the persistence of a wider educational and widening participation
role for VET in spite of government policy pressures on the sector to respond more to vocational
needs, and in Australia and Canada regulatory changes have enabled market expansion, but
there are tensions with other policies, such as student funding, which have privileged university
expansion. All these have had unintended consequences on who has taken up the new opportu-
nities in higher vocational or college-based higher education. Yet, across all countries discussed
here, there are elements of increased liberal marketisation, as well as evidence of government
shaping markets with a significant role for employers, albeit often in a tertiary system that re-
tains distinctions between vocational and academic pathways.

In relation to how providers present and articulate the value of higher vocational education
in contexts of increased credentialism, claims to distinction often appear as chimeras, with ide-
alised rather than realised claims to distinctiveness in terms of new and different students, dif-
ferent relationships with industry compared with universities, and different forms of learning.
What is also evident from the work presented here, is that this is an emerging field for research
and international comparison and more is needed. In particular, theoretically driven research
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that explores the trajectories of different systems, by conceptualising the opportunities for ex-
pansion of higher vocational education within understandings of the practices of different pro-
viders, employers, governments and students, would provide insights that can inform the de-
velopment of future policy and practice.
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Abstract

Collective skill systems rely on institutional arrangements among a multitude of actors. In Swit-
zerland, occupational associations are responsible for defining the occupations’ training content
and creating apprenticeship positions. They are important for fostering companies’ contribution
to VET, representing their members’ interests in the national arena, and working together with
public authorities to design and implement VET policies. In the aftermath of the Swiss VET
policy reform of 2004, all occupations needed to be reformed and the number of occupations
reduced, for example, by creating occupational fields. The increased pedagogical requirements
and administrative workload put small occupational associations under pressure. However, af-
ter ten years, different outcomes (creation, maintenance, and disruption of occupations) are
visible. With the theoretical framework of institutional work and based on a qualitative com-
parative case study, this contribution depicts the reform processes of three different occupa-
tional associations and identifies commonalities and differences between the three cases.

Keywords

institutional work, VET policy reform, comparative study, occupational associations

1 Introduction

Collective skill systems are vocational education and training (VET) regimes characterised
by employers’ associations’ involvement in organising training, the provision of portable, cer-
tified occupational skills, and dual training (alternation of school-based learning and work-
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based training) (Trampusch, 2010). They rely on institutional arrangements among a multitude
of actors (Busemeyer & Trampusch, 2012). Policy reforms might put these institutional ar-
rangements to a stress test or disrupt them.

In Switzerland, the Confederation is responsible for vocational law and the enactment of
training ordinances; the cantons implement the law and supervise vocational schools and host
companies. Labelled as a “parastate administration” (Linder, 1994, p. 129), public authorities
have delegated public tasks to private actors. Hence, 155 occupational associations (Organisa-
tionen der Arbeitswelt), which have been identified as key actors for establishing or transform-
ing VET systems (Culpepper, 2003; Thelen, 2004), are responsible for defining the occupa-
tions’ training content and creating apprenticeship positions. In Switzerland, their organisa-
tional form is not regulated. Firms and host companies’ membership is voluntary.

The Swiss VET system is based on a new VET law, which was enacted in 2004. This VET
policy reform has been characterised as self-preserving (Trampusch, 2010), meaning that the
inherited path of the dual VET system was followed. However, it also included various novel-
ties (Bundesrat, 2000; Maurer & Pieneck, 2013). All occupations needed to be reformed, which
demanded increased pedagogical requirements and administrative workload. Further, one aim
was to reduce the number of occupations by merging similar ones into occupational fields. This
should broaden occupational profiles to improve mobility on the labour market. Additionally,
intercompany courses were required and, to create general binding, sectoral training funds were
newly possible.

The reform’s implementation was neither fast nor automatic. To adapt their training regu-
lations to the new law, occupational associations needed to conduct thorough analyses of the
training content (BBT, 2007). The reform of 300 occupations was closely accompanied by pub-
lic authorities (Berner, 2013). In the end, the number of occupations was reduced to around
230. However, against expectations, some small occupations were maintained, and new ones
created.

Size matters because it is associated with available resources and influence in policy-mak-
ing. The occupational associations’ size is strongly related to the number of apprenticeship po-
sitions they provide. Less than 20 train more than one thousand apprentices per year, whereas
around 140 are responsible for the remaining 210 occupations. Among them, around 90 occu-
pations are estimated to train less than 100 apprentices annually (Mitterecker, 2016). Together,
the small occupations provide around 40 per cent of apprenticeship positions (SBFI, 2015) —
a proportion that is relevant for maintaining the Swiss VET system.

So far, most studies about the influence of associations in institutional processes have fo-
cussed on influential associations (Micelotta & Washington, 2013; Trampusch, 2010; Wettstein
et al., 2014). The role of small and less resourceful associations has rarely been studied (Law-
rence et al., 2013). Regarding the Swiss VET reform, small occupational associations found it
most difficult to implement it owing to their comparatively limited resources. Therefore, this
contribution addresses a research gap and intends to deepen the understanding of the practices
of small organisations in changing organisational environments. We address the following re-
search questions: Which different practices did small occupational associations develop to deal
with the recent Swiss VET reform? How can the diverse outcomes (creation, maintenance, and
disruption of occupations) be interpreted?

2 Theoretical framework: Institutional work

The institutional work perspective (Lawrence & Suddaby, 2006; Lawrence et al., 2009, 2011,
2013) deals with various forms of institutional change and tries to understand the role of actors
in these processes. It states that institutions need to be purposefully and actively created, main-
tained, and disrupted, and focuses on the knowledgeable, creative, and practical work of indi-
viduals and collective actors attempting to shape institutions.
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Institutional work involves reflexive awareness and effort. It addresses cultural-cognitive,
normative, and regulative pillars of institutions (Scott, 2008). Cultural-cognitive elements are
shared understanding or scripts that guide action. Normative elements include values and
norms. Regulative institutions consist of rules and regulations. Although it is possible to ana-
lytically distinguish between the three pillars, they are empirically interrelated elements of in-
stitutionalisation.

An occupation (Beruf) can be conceived of an institution (Lawrence, 2004; Abraham &
Hinz, 2008). It represents “a systematized combination of formal knowledge, know-how and
experience, not geared to any single workplace and is bound up with a particular system of
wage relations” (Clarke et al., 2013, p. 944). It is collectively organised, related to occupational
labour markets, and needs to be normatively, cultural-cognitively, and legally defined (Nicklich
& Fortwengel, 2017).

Institutional work relates creating an institution to institutional entrepreneurship (Eisen-
stadt, 1980; DiMaggio, 1988; Battilana et al., 2009). Institutional entrepreneurs are “organized
actors who envision new institutions as a means of advancing interests they value highly yet
that are suppressed by extant logics”. (Greenwood & Suddaby, 2006, p. 29) They are individual
or collective change agents who initiate and implement divergent changes despite pressures
towards stasis. Divergent changes break with the institutionalised template for organising,
which is a field’s shared understanding of the aims to be pursued and the appropriate methods
to be followed.

From the perspective of institutional work, institutional maintenance is not the uncon-
tested, relatively unproblematic, and taken-for-granted reproduction of institutional order
(Micelotta & Washington, 2013) but “involves considerable effort, and often occurs as a con-
sequence of change in the organization or its environment” (Lawrence & Suddaby, 2006, p.
234). From this point of view, institutions are actively reproduced, and hard work might be
necessary to ensure their stability. Therefore, it is important to understand how actors can sta-
bilise their practices in changing contexts. Incumbent actors often mobilise resistance against
regulatory change and try to re-establish the status quo or work to adjust and adapt to inflected
institutional arrangements.

Finally, institutional work of disruption refers to deinstitutionalisation, which is a “process
by which the legitimacy of an established or institutionalized organizational practice erodes or
discontinues”. (Oliver, 1992, p. 564) In this case, organisations fail to continually reproduce
previously legitimate or taken-for-granted actions. This might be the case if changes in the
political field, in government laws and societal values, or functional economic considerations,
call the legitimacy of a traditional practice into question. Then, deinstitutionalisation might be
a proactive and conscious response by organisations to changing circumstances or the result of
environmental changes over which they excerptlittle control and respond only passively or sub-
consciously.

3  Method: Qualitative comparative case study

We explore our research question by using a qualitative comparative case study (Merriam,
2009; Patton, 2005). The aim of case study research is to conduct an in-depth analysis of the
phenomenon in question. Therefore, qualitative inquiry typically focuses on relatively small
and purposefully selected samples.

Purposeful sampling selects information-rich and illuminative cases that offer useful man-
ifestations of the phenomenon of interest (Patton, 2005). Thus, we purposefully selected three
information-rich cases in a maximum variation sampling. This kind of sampling strategy allows
for capturing variation, as well as describing common themes that cut across variation. The
selection criterion is the maximum heterogeneity of outcomes (creation, maintenance, and dis-
ruption of occupations) after the Swiss VET reform.
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The cases selected were the associations responsible for the artisanal weaver, cable car
mechanic, and piano maker occupations. They represent three of the smallest occupations in
the Swiss VET system and, therefore, allowed for identifying the types of institutional work in
which small organisations can engage. However, the outcome of their institutional work was
different. Whereas the cable car association could act as institutional entrepreneurs and create
new occupations, the weavers maintained theirs against all odds. In contrast, the piano makers
represented a case of disruption because they could not uphold the legitimacy of retaining their
individual occupation and needed to merge with similar occupations.

The case studies were based on document analysis and theory-generating expert interviews
with key representatives of the occupational associations (Bogner et al., 2009). The analysis of
the different sources served to reconstruct the occupational reform processes (Langley, 1999).
In the following, we start with the case of disruption as a most likely case, given the normative
demands of merging small occupations into occupational fields. Then, we depict a case of un-
expected maintenance, and, finally, a case of creation.

4 Results

4.1 Disruption: Case study of the piano makers and tuners

The case study of the piano makers is an example of disruption because they needed to merge
with other occupations. Today, musical instrument makers deal with the maintenance, repair,
construction, and sale of instruments. They were among the first that were reformed, and the
new apprenticeships started around 2007. In 2016, 12 apprentices started training.

The state initiated the reform by letting the piano makers know their occupation had been
identified as too small and, therefore, needed to merge into an occupational field with other
small occupations working with wood. The concerned occupations had various meetings and
managed to find a compromise. They formed two sub-groups: instrument makers and
woodworkers. In this process, the piano makers did not look for alternatives, such as replacing
the apprenticeship with further education or sending apprentices to a well-known school abroad,
as they were convinced of the high value of their dual training.

The various associations also needed to merge into an umbrella organisation of musical
instrument makers and build a new office. The association of the piano makers still exists today
as a part of the umbrella organisation and consists of 270 members, all professionals and holders
of apprenticeship diplomas. Most people who work for the association do so voluntarily or with
a small remuneration.

The new association started with the drafting of the regulations. In this process, the public
authorities forced them to give up their own occupational titles, which was very painful. Even
today, there is no new occupational identity of musical instrument makers, and the piano makers
still want to return to their former denomination.

The piano makers’ association perceived public authorities of the Confederation as inflex-
ible. To increase their influence, they built a political network by choosing a member of parlia-
ment as president.

The reform’s implementation was costly. The umbrella association created a new office to
deal with the reform, new pedagogical documents needed to be written and translated into three
national languages, and a national training centre had to be established.

Only after visiting twelve locations did the association successfully find a place for the
training centre. This was a VET school for agriculture, which faced a lack of apprentices, and
the responsible canton was interested in filling the void with the musical instrument makers.
Additionally, the new training regulations foresaw inter-company courses that needed new ma-
chines and materials. Only by mobilising personal networks did they acquire sponsors and
could finance the equipment.
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Financing the training centre and the umbrella organisation increased costs. Therefore, new
modes for financing needed to be developed. One solution was to introduce a general binding
sectoral training fund. Now, every firm active in repairing or building musical instruments
needs to pay into it, whether it trains or not. As this is a sector with few firms, they need to pay
comparatively large fees. This resulted in conflicts, for example, the cancellation of member-
ships. There was even a lawsuit with a professional who refused to pay. The court decided in
favour of the association, which was perceived as an important step in stabilising the new fi-
nancial mode.

4.2 Maintenance: Case study of the artisanal weavers

The weavers’ occupational association maintained their small occupation (Strebel et al., 2018).
Today, artisanal weavers design and weave fabrics on looms for clothing, accessories, and
home textiles. In 2016, nine people started training. The occupational association consists of
360 members who are mostly individual VET diploma holders. The members’ participation in
working groups is mostly voluntary and barely remunerated.

The VET reform was perceived as an existential threat because of the seemingly high re-
quirements for updating training regulations. Especially, the timeframe of five years to update
regulations was too short, and the association lacked resources for drafting a new ordinance.
Simultaneously, cantonal authorities closed down a VET school that provided weekly VET
courses in weaving and a number of school-based apprenticeship positions.

At first, the weavers complied with the public administration’s requirement to merge with
others. They evaluated to create an occupational field with similar occupations. However, in
the end, they did not find an occupation with which they could merge.

Instead, the weavers’ association evaluated alternative solutions for training (nationwide-
recognised continuous education certificates or individualised continuing education) and even
the possibility of abandoning its apprenticeship. In the end, they decided to maintain their ap-
prenticeship. This decision was justified as follows: Inquiries showed their VET diploma hold-
ers were successfully integrated into the labour markets and their practical skills were valued.
Further, a VET certificate guaranteed a certain wage level for weavers, which might not be the
case with other certificates.

After cantonal authorities intervened in favour of the weavers and federal authorities ex-
tended the deadline for VET reform, the weavers decided to maintain their apprenticeship and
engage in the reform process in 2007. While defining new curricula, new elements were intro-
duced. More weight was given to design, training in customer service, and sales. Moreover, the
name of the occupation was changed, and more school days were introduced, which increased
training costs.

Implementing the new ordinance was demanding, as pedagogical materials needed to be
developed for the newly created inter-company courses and workplace trainers and exam ex-
perts had to be trained. The weavers’ association, owing to its limited resources, needed to
mobilise voluntary member support to fulfil these tasks.

To mobilise voluntary member support and encourage firms to provide apprenticeship po-
sitions, the association used mechanisms such as valorisation and demonisation to foster com-
pliance. Members who voluntarily contributed to the implementation were rewarded through
social events and the provision of free further training opportunities. Their contribution was
regularly praised in the association’s publications. Contrarily, people that did not join events
were mentioned as negative counter-examples. Further, they used informal channels and face-
to-face meetings that proved to be best-suited for persuasion and consensus-finding. Concern-
ing the participation of host companies in training, the association actively promoted exchange
and consensus finding by creating forums for informal exchange and by fostering networks
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among members and host companies. It is in such forums and networks that informal group
pressure was used to foster compliance.

4.3 Creation: Case study of the cable car mechanics

Surprisingly, the cable car association created new occupations and acted as an institutional
entrepreneur in a time when the number of occupations was to be reduced. Today, cable car
mechanics are responsible for maintaining and servicing of cable cars. In 2016, 35 people
started with the new apprenticeship.

The cable car association is a long-standing employer association that employs staff and
has a high degree of organisation and a well-established network with 388 member firms. Be-
fore creating their apprenticeships, there only existed a continuous education format for gradu-
ates of other occupations, further qualifying them as certified cable car specialists.

In the early 2000s, the occupational association developed the idea of creating a new ap-
prenticeship. They argued that diploma holders from other occupations were no longer suited
to deal with complex cable car technology and mere technicians often lacked customer service
skills. Therefore, they wanted to create two apprenticeships integrating elements of various
occupations (electrician, mechanical engineer, motor mechanic) and add training in tourism-
related subjects. Because they expected to train only a few apprentices, they planned to create
a new training centre. In 2003, the results of a member survey showed that up to 60 firms were
ready to train apprentices and most supported the centre’s creation.

In 2004, the public administration granted permission to start drafting training regulations.
In particular, the association convinced public authorities that their skill requirements could not
be met by other occupations, the number of companies was sufficiently high to offer appren-
ticeships and a labour market for the future cable car mechanics, and that they provided per-
spectives for youth in mountain regions.

To implement the new regulations, the association created its own training centre. With
this decision, they limited risk for the cantonal authorities, which are legally responsible for the
school-based part of VET. The association financed the development of training regulations
and the centre through various sources: a newly created, non-compulsory branch fund, addi-
tional funding to support economic development in mountain regions, and contributions from
private foundations. This gave them more autonomy from the cantons, as well as the full finan-
cial risk because the cantons sending apprentices would only contribute to the costs of voca-
tional school courses. Further, the association found a location for the new training centre in a
mountain municipality, who wanted to revive its local economy. Finally, in 2006, the associa-
tion started training new apprentices.

However, although the association prepared their firms with information about training,
trained future workplace trainers, and monitored the firms, implementing training proved to be
difficult. Particularly challenging was the financing of the training centre, gaining host compa-
nies, and finding apprentices.

The decision to organise courses in an association-led training centre had important finan-
cial consequences. It created an incentive structure for member firms to engage in training. If
they were not offering sufficient apprenticeship positions, their association had to cover the
financial deficit. Initial calculations had foreseen at least 20 apprentices annually, so the train-
ing centre would become self-supporting. Faced with a low number of apprentices, the associ-
ation needed to take measures for their project to survive. The focus now clearly shifted away
from actual firm needs towards having enough apprentices to financially self-sustain the train-
ing centre.

Among others, they successfully negotiated an agreement with the cantons to increase their
contributions for the initial years. They also increased normative pressure on companies. An-
other explanation for the low number of apprentices was the lack of visibility and social
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recognition of the new occupations. Therefore, the association engaged in occupational mar-
keting to attract school-leavers. Finally, when the first graduates became cable car specialists,
they could start training apprentices on their own, which facilitated further institutionalisation
of training in firms.

5 Preliminary conclusion

The selected cases depict practices developed by small occupational associations to deal with
the recent VET policy reform in Switzerland. However, there were three different outcomes.
Whereas the piano makers could no longer legitimise an independent occupation and needed to
merge with others, the weavers maintained their occupation. Further, the occupation of cable
car mechanics was created in an institutional environment, in which the number of occupations
was to be reduced.

Comparing the three cases allows for identifying the following commonalities. They show
that creating, maintaining, and disrupting occupations requires effort and demands that associ-
ations conduct cultural-cognitive, normative, and regulative institutional work. None of the de-
picted processes has been easy or smooth. Without active collective actors and their institutional
work, those occupations would not have been created, maintained, or—even in the case of de-
institutionalisation as a single occupation—upheld as a specialisation within a broader appren-
ticeship scheme. They needed to invest in cultural-cognitive (i.e., theorising skill deficiencies
and the need for apprenticeships and new training centres), normative (i.e., increased normative
pressure on companies to train and create an attractive image of the new occupation), and reg-
ulative (i.e., drafting training ordinances and curricula and creating branch funds) institutional
work. Often, voluntarily working individuals or smaller groups were key to success. This high
engagement can be interpreted as being normatively driven. These actors have been convinced
of the high value of dual apprenticeships, which can also be interpreted as a deeply anchored
cultural template in Switzerland.

Further, the provision of the occupations was not functionally necessary owing to immedi-
ate labour market needs. In every case, alternative training opportunities existed, such as on-
the-job training, continuous education within or outside the VET system, or training opportu-
nities in neighbour countries. These occupations exist today as a result of the inventive and
strategic institutional work of collective actors who were able to position themselves within the
new legal framework. As the cases show, labour market needs were actively constructed and
argued with towards members and external stakeholders.

Preliminary results, which still need to be further elaborated on, show functional differ-
ences in the following dimensions: dealing with members (coercion versus valorisation/demon-
isation), funding (voluntary or obligatory branch funds versus mere member fees), negotiating
with public administrations (for example co-optation of politicians), organisation (profession-
alised or relying on voluntary work), and timing of the reform process.
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Abstract

This paper analyses the open structures in the VET practice and the methodological impact of
the interactive-collaborative approaches in the new learning environment focusing on inclusion
and exclusion. According to the different levels of student motivation and the inhomogeneous
nature of learning content support, the teaching and learning of the new VET content require
methodological solutions other than the traditional ones, in which the interactive methods are
increasingly supported by the developing learning environment, and cooperation bears a con-
siderable pedagogical development potential. According to our research activities, the Open
Content Development (OCD) model, which was based on the results of several learning content
digitalizing projects, was built upon the recognition of the change in the teaching-learning par-
adigm. Our paper explores the possible steps of supporting the under-motivated and highly
sensitive group of students through a pilot program dedicated to using inclusion and exclusion
aspects and improving the methodical knowledge of teachers.

Keywords

content development, new methods of learning, inclusion in VET

1 Introduction

The transformation of the labour market, especially after the Millenary, made it rather clear that
the traditional systems of professional qualification were no longer able to shape the system of
employment. Most of the work activities contain rapidly changing elements determined by
technological and economic aspects (Beetham & Sharpe, 2013), and the dynamics of the
changes are difficult to be forecasted. There is a transformation turn going on in VET, the old
structures are no more able to respond to the new challenges (Nore, 2015). We are less and less
able to manage these changes within the rigid frameworks of the qualification systems and
closed structures. This topic has strong VET didactical features (Gessler & Herrera, 2015) and
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is partly connected to the endeavours that strive to shape the alternatives of the traditional VET
curricula in a learning environment determined by modern ICT in the learning process and in
the construction of the curriculum, as well (Colons & Halverson, 2009; Benedek & Molnar,
2015, 2018). Developing Open Educational Resources (OER) with students’ participation
means a potential of content and methodology. The applied ICT solutions (open source and ICT
supported Learning Management System (LMS), memory independent management of com-
plex visual elements and the flexible management of micro-contents) is capable of surpassing
traditional, school- and notebook-based teaching. Concerning the problem of involving/exclud-
ing VET students, also discussed by the Gothenburg Summit, we should refer to the new initi-
ative of the European Commission adopted in January 2018 to improve the European citizens’
key competencies and digital skills and to promote common values (Declaration, 2018). The
Digital Education Action Plan outlines how the EU can help people, educational institutions,
and education systems better adapt to life and work in an age of rapid digital change by making
better use of digital technology for teaching and learning. The new EU initiatives include sup-
porting schools with high-speed broadband connections, scaling up a new self-assessment tool
for schools on the use of technology for teaching and learning and a public awareness campaign
on online safety, media literacy and cyber hygiene.

In developing new vocational training concepts, a personalized approach is generally ap-
plied. Vocational training has a unique position in progressive educational systems, mainly be-
cause the duration of training is much shorter than in non-vocational programs. This uniqueness
is manifested in the way vocational programs prepare students for the social division of labour
in the broadest sense. Our network-based action research put the next questions: how can we
develop and structure open educational resources (OER) in the VET learning practice using an
open project approach and how can we involve and motivate students to be more active in the
learning process?

2 Methods

Our research deals with the questions of seeking new teaching methods for VET students al-
lowing their participation in interactive content development. During our efforts to develop
Open Education Resources (OER) within the framework of our experiment implemented in
2015-2017, we found that student participation offered great potentials in relation to the VET
content and the methodology, as well.

Learning
Outcomes
Database
Open Netwok
for innovative teachers
NG
BYOD LMS+BME Moodle Virtua\ €
approaches for students for collecting the
innovative network new content initatives

Figure 1: Learning environment of the OCD model
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The main didactical objective of our project started in 2016 within the frames of the meth-
odological research initiated by the Hungarian Academy of Sciences (HAS) was to establish an
open network that was built on the Learning Outcome (LO) elements of the traditional VET
curricular structures and involved innovative developer teachers. In order to impel students’
participation, during the development process we consciously built on the potential hiding in
BYOD device usage, since according to our previous survey, 93 percent of the VET students
had smartphones. Figure 1 presents the environmental conditions supporting our work in the
development process. The teachers’ and students’ networks established during the initial phase
were framed with the help of the Learning Management System (LMS) that supported the train-
ing of the teachers joining the innovation and also archived the micro-contents that were built
on the LO requirements and were considered as development outputs. Another perspective el-
ement of the 4-5-year development process is that, by extending the memory and bandwidth
limiting the current school applications, we offer cloud services for the schools that provide
virtual servers supporting the systematization and archiving of the micro contents as well as
school-level development work; the technical background for this is provided by the cloud
technology applied by the HAS.

The central element of our development work is the improvement of the pupils’/students’
motivations and collaborative learning methods. Underlining the LO references as input factors
is important so that we can assure compliance with the traditional curricular requirements in a
content environment where, according to our survey, documented (traditionally printed) learn-
ing materials or schoolbooks are lacking in 35 percent and according to the estimations of the
teachers teaching in VET, 40 percent of the available school materials are not up-to-date. This
is a professional opinion containing subjective elements. However, we can clearly state that for
the teachers teaching mainly theoretical subjects and their students the permanent moderniza-
tion of VET content and providing access supported by ICT platforms mean a big challenge.
Figure 2 presents our OCD model that can be implemented with ICT support and online eval-
uation the input factors of which, in addition to the LOs representing content standards, are the
innovative activities of the teachers and the pupils/students. Of course, the determination of the
output factors indicating the impacts of the methodological developments was important, as
well. These are, on the one hand, the newly developed micro contents that can really be objec-
tified, basically, possess OER features and are available on platforms supporting open learning.
Concerning the students, active learning participation can be regarded as an important output,
during the course of which the professional competences and high-level motivation are devel-
oped. Regarding the sustainability and the permanent development of the model, other im-
portant outputs are the enhancement of the developer competencies of the teachers working in
VET and the establishment of the new methodological culture.
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Figure 2 Inputs-outputs of the OCD model

Interdisciplinary approaches are increasingly acknowledged; however, we should note here
that accelerating technical development results in the continuous restructuring of the technical
culture and the educational contents. These traditionally focus on information, so a strong com-
petition may be foreseen between traditional curricula focusing on quantity and new ones rep-
resenting a more complex approach. This contradiction may only be resolved by educational
institutions if they are willing to modernize their knowledge transfer system that is traditionally
rigid and divided into subjects and to create the didactics for the new, integrated approach.

Regarding its nature, our methodological research is action research. Of course, it also in-
cludes theoretical analyzation that uses the latest results of the topics of the learning environ-
ment and interactive-collaborative online learning as the base for the process of open content
development. In terms of the traditional didactical triangle (Resource—Teacher-Student), this
process does not consider the Learning Resource — exactly because of its chronic lack or its
dynamic transformation / development in VET — as a ready and instant content description, and
so opens or takes the process of content development as open. In this process, the (practising)
teachers, and what makes an outstandingly important interaction potential, the students can
participate and create micro contents connecting to the learning units fixed by the curricula.

Our action research can also be called a network research since in the first phase of the
research a voluntary based cooperation network of the ten VET institutions ready to implement
the research concept was established; 6-8 teachers of each institution were trained in the general
methodology of open content development and the construction of micro contents within the
frames of a 30-hour blended learning course. The training that was implemented in a 30:70
percent contact-distance education form was supported by an educational platform (Moodle)
where the learning materials, methodological support and the contents developed by the partic-
ipants were uploaded. This process allows permanent evaluation and feedback. In the following
phases of the research, the teachers who are in possession of the methodology invite their stu-
dents to join in open content development during their own classroom lessons. The action re-
search does not only aim to complete the already existing content elements with learning units
and micro contents of a new type but to develop the teachers’ methodological knowledge, as
well. Another important aim is to examine the micro contents that were created through new
procedures from the aspect of genre and multimodality.
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Figure 3  Creation of new results by the OCD model

As shown by Figure 3, the three input elements were: the teachers contributing to the in-
novation, the students connecting to them at the lessons and during the creation and the elabo-
ration of the content elements and the learning material to be changed in its content and meth-
odological elements.

3 Results

According to the experiences of the first two academic years, we can state that the main chal-
lenge, and a factor determining future steps, as well, was the cooperation established with the
VET schools and the teachers joining the innovation process. Modern communication technol-
ogies bridged over physical distance, but because of the 24-26-lesson burden on the teachers
and their additional school engagements, measuring the teachers’ attitudes became a decisive
element. This, in fact, can considerably affect the professional content development knowledge
that is essential on the teachers’ side. According to the first experiences, this task can be solved
in a more concentrated way within our teacher training programs, therefore from the autumn
semester in 2017, introduction to the methodologies of micro-content development and stu-
dents’ independent micro-content tasks have been initiated at several courses (/ntroduction to
System Theory, Educational Theory, Digital Pedagogy) in VET teachers’ further training at our
university.

During the application of the OCD methodology, the teachers had the possibility to involve
the students into content development, and to analyse whether the creation of content elements
(micro-content) of a new type resulted in significant changes in the students’ performance, or
affected their willingness to learn, and how all this reacted upon their own pedagogical work.

In this process and within the given educational frameworks, in addition to the systemiza-
tion of the theoretical bases, the targeted preparation of the teachers, their involvement in the
content development and the newish development of the teacher-student cooperation, imple-
mented by content development and the construction of micro-content, was also given attention.
In the network of vocational training institutions being formed within the frames of our voca-
tional methodological project, 84 teachers of 9 schools have joined our training and develop-
ment in the course of which we have been able to analyse the process of collaborative work
between the teachers and between the teachers and the students, as well. By giving a critical
and VET-focused overview of the interactive-collaborative pedagogical approaches, the lecture
undertakes to give a model description of the interrelations necessary for the analyzation of the
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model of this process and the practical results and so to create a system of aspects for further
empiric researches. The project offers solutions for the everyday practical problems of VET
and provides a theoretical and methodological background for the digital development and
modernization of educational content. Within the frames of the open content development
(OCD) model updating the vocational teachers’ methodological knowledge (Benedek-Molnar,
2017), we had the opportunity to involve students into learning content development, and to
examine whether the creation of content elements (micro-content) of a new type brought about
significant changes in their performance, affected their willingness to learn and whether it re-
acted upon my own educational work. In the first phase of the research, we made oral and
written interviews, and I compared the results of the tests and repetition of the students involved
in the project to my former results as well as their peers’ results. The survey proved the next
presupposition: the participants’ results improved, and they were able to recall and apply the
learned material more effectively later, as well, and so became much more self-confident and
active during the lessons. In parallel with the development work, one year ago we had initiated
a measurement of the teachers’ attitude (Molnar & Papp, 2018), and then one year later, espe-
cially with the intention to analyze the students’ collaborative features, we implemented a
query-based attitude survey.

The OCD project invited the teachers who were ready to teach in an interactive and coop-
erative way, i.e. in an online learning environment. To get the teachers’ feedback regarding
their attitudes towards ICT based learning environment and interactive, collaborative methods,
we used a quantitative questionnaire (N=149) in the autumn semester of 2017. Concerning the
teachers’ attitude, the weight of using computers is an important indicator. More than half of
the responding teachers use computers during their work or in classroom work more than 5
hours a day. Each of the teachers in the sample uses computers every day — for 1-5 hours, which
is a remarkable time.

The answers we have gained so far clearly prove the conceptual starting points of the OCD
model: during the learning process, most of the students prefer ICT tools or materials made
with ICT tools to printed materials. On the basis of the results also introduced in teacher train-
ing, when searching for or creating digital content VET students use the ICT tools available in
their learning environment at a continuously growing rate, they take the e-diary as an important
reference and say they are open to non-traditional teaching and learning methods. It is notable
that besides the online collaboration becoming more and more frequent between the students,
the common work of teachers and students has started to strengthen, as well. Owing to this, the
passive student role may become replaced by interactivity, the students logical and system-
based thinking is improving, their digital competencies are developing. When analyzing the
students’ products, we can see that the linear content structure of the school books is becoming
replaced by mind maps and images in their thinking.

At present, besides the measurement of the teachers’, and from this year on, the students’,
attitudes other results of the development process suitable for further analysis are the pieces of
micro-content elaborated during the innovation process. The number of these is continuously
growing, at the moment it is 120, including the elements connecting to practice and archived
during the teachers’ further training and the exercises elaborated at the mentioned courses in
teacher training. As for the four-year period of the project, it is a realistic aim to have the de-
scription of a dynamic model allowing a more detailed documentation of the development pro-
cess and possible to be analysed. Probably, a VET learning content development tailored to the
model would be more effective in attracting teachers open to innovation and in offering a de-
velopment alternative surpassing today’s traditional teaching and learning classroom paradigm
for the students open to interactive, collaborative learning.

As for the students’ survey, we have received 138 responses. The respondents attend vo-
cational secondary grammar schools in Budapest and in Kecskemét; 73 percent of them are
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girls, 27 percent are boys, and most of the responders (82 percent) are between 18 and 21. The
responders include traders, tourist guides, financial administrators, assistants in special educa-
tion, touristic organizers and sales representatives and enterprise and wage administrators.
From these results, it is clear that ICT devices have played an important role in the learning
processes of these VET students. 89 percent of the responders gave mark 4 (42 percent) or 5
(47 percent) on a 5-grade scale. The very same students prefer using their own devices (mark
4: 29 percent, mark 5: 54 percent). 84 percent of the students use their smartphones in everyday
learning, and in addition to this, the daily or weekly use of own laptops and school computers
is typical. Home desktop computers are still being used, however, they are more and more often
replaced by laptops; many of the students take them to school and use them for taking notes.
Surprisingly, only a few students use tablets, e-books, and notebooks — these have almost fully
been substituted by smartphones.

Examining the reasons, it has turned out that the students are so keen on using ICT tools
for learning because the learning materials gained or made here are accessible independently
of place and time, the notes can later be completed and re-edited and the materials can easily
be saved and copied to several places; according to many, gaining information is faster and
learning is more effective and lifelike with these devices. Most of the responders use their ICT
tools for keeping contacts with their parents (69 percent), friends (95 percent) and classmates
(83 percent) as well as for various hobbies (watching films: 78 percent, listening to music: 84
percent). One of the most positive results of our survey is that using ICT tools for learning
purposes is significant. 93 percent of the respondents have a look at the e-diary through their
smart devices, 66 percent of them also keep contacts with their teachers, which can be consid-
ered the base for future successful collaboration. 73 percent of the students regularly search for
digital learning materials (this is necessary owing to the imperfect and out-of-date schoolbooks
and the lack of printed materials), and 43 percent of them also produce this type of content.
Later, it will be worth examining how many of those producing digital learning material content
for themselves, in what form and for whom make their products available. We think that getting
to know, forming and perhaps changing their readiness and motivation to ’publish’ is a key
factor for OCD. In the query, we also asked the students about the frequency of the various
forms of work applied by the teachers at the lessons. It is clear that lecture style work, the
teacher giving presentations, is still the most typical form of teaching, 54 percent of the teachers
apply it every day and a further 30 percent every week, contrary to an independent investigation,
elaboration, pair or group work that is generally applied once a week. Setting out from some
other answers and general conclusions of the query, we think that this weekly application con-
cerns the same teachers and the same lessons, so some of the teachers regularly activate their
students and various methods, while others divert from traditional lecture style teaching rather
rarely. The students, however, require diversity and are open to the methods deviating from the
traditional lines (mark 3 on the 5-grade scale: 23 percent, mark 4: 37 percent and mark 5: 39
percent); this attitude can be built on since the students are partners in change and renewal.

The impact of OCD and our research is the daily usability of the results in theory and
practice. Active content development reduces the passive role of students in VET and develops
their logical and system-oriented thinking. Using their mobiles and computers improves their
digital competencies without having to attend IT courses. We present some examples of content
development that will show how the students’ logic differs from that of the traditional, linear
curriculum.

4 Conclusion

The basis of our OCD model is that vocational curricula and schoolbooks can’t keep up with
the fast changes, but electronic content development may help. Our aim was to involve the
students into the procedure, to achieve a more successful and social learning process, tell them
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about the usage of micro-content in terms of mobile learning while contributing to positive
changes in the class community. To achieve these aims, joint work with the students, coordina-
tion of their digital content development activities, regular contact keeping, and direct commu-
nication were key factors and were primarily implemented by means of the social media plat-
forms they favour. It was an everyday experience of the involved teachers how different the
students’ behaviour online was, they handled conflicts better than personally and were more
open, brave and helpful to each other than usual. For the students it is extremely motivating if
they have the possibility to form and elaborate the learning material according to their own
logic, can visualize and make explanations to each other through examples from areas of their
own interest; meanwhile, the teacher can continuously evolve both professionally and method-
ically.

Owing to the features of action research, the expected results of our research can be per-
ceived already in the first phase (2017-2018). The evolution of the VET schools’ network is
much more dynamic than expected, the network of 12 schools that was planned to be created
during three years has already been born, which indicates the interest in this process. 74 teachers
joined the 30-hour blended training that was determined as the precondition of formal partici-
pation, which means that 5-7 vocational teachers joined the development program in each
school. The number of the micro-content units related to the vocational learning units and elab-
orated by the teachers is now over one hundred, and as a result of the teachers’ work, the first
results of the students’ learning content development have also appeared in our model of open
learning content development. On the one hand, the representational characteristics of the mi-
cro-contents created within the frames of open content development have become searchable
in several dimensions. On the other hand, the nature of the micro-contents, the applied presen-
tation methods (e.g. adopting dynamic pictorial presentation — flashes, videos) and the illustra-
tion of structures on mind maps clearly indicate characteristics that point to perceivable differ-
ences regarding inclusion/exclusion. Our examination within the network of the 12 pilot schools
offers well adoptable methodological potentials in the topic of inclusion and exclusion. It eases
the activation of the disadvantaged students potentially dropping out — some of them with social
disadvantages while others with learning difficulties having evolved in the previous school
grade — as well as their joining in the development processes and offers the opportunity to apply
the cooperative pedagogical methods in the teaching process of vocational subjects.
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Abstract

There is growing interest in work-based experiences being part of vocational education and
training (VET) provisions for young people to assist their readiness for work and working. To
understand the range of factors promoting or inhibiting such provisions, cross country compar-
isons are often instructive. In this paper, the findings from a review of work-based learning
VET programs in nine Arab region countries are presented and summarised. Comparing these
educational provisions across countries within the same region, albeit with diverse institutional
arrangements, sometimes turbulent recent histories and economic transformations permits il-
lustrations and elaborations of such factors. The findings illuminated the complex of factors,
characterised by interdependence, that reform efforts and government and societal initiatives
need to consider these factors as being collective and interrelated, rather than only being ad-
dressed in isolation. Implications for the European context include an elaboration of factors that
shape the provision of work-based learning for young people in vocational education. A salient
finding is also the apparent mismatch between models of work-based learning that are proposed
by sponsoring countries and their fit with these nine countries.

Keywords

work-based learning experiences, vocational education, Arab region

1 Introduction

Globally, there is growing interest in work-based experiences being part of vocational educa-
tion and training provisions for young people to assist their readiness for work and working life
(The European Lifelong Guidance Policy Network, 2014). In seeking to understand the range
of factors promoting or inhibiting such provisions, cross country comparisons are often instruc-
tive. In this paper, the findings from a review of work-based learning programs in nine Arab
region countries are presented and summarised (UNESCO, 2018). Comparing these educational
provisions across countries within the same region, albeit with diverse institutional arrange-
ments and, sometimes turbulent recent histories and economic transformations permits illustra-
tions and elaborations of these factors.

The method comprised a comparison of case studies prepared by country-based experts
using a common framing of topics for reporting and a comparative longitudinal analysis across
these topics. These topics included 1) national context; ii) provisions of work-based learning
programmes in vocational education, iii) governance arrangements, iv) stakeholders/
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partnerships roles and contributions, v) finances and vi) country-specific recommendations for
enhancing the role of workplace learning experiences.

The conceptual framing was to delineate and associate complexes of institutional (Searle
1995) and personal factors (Billett 2009) that represent and explain what promotes and con-
strains the enactment of workplace learning experiences. It was found that a complex of factors
shapes the prospects for enhancing work-based learning arrangements for young people in Arab
region countries. These comprise: (a) government stability and co-ordination, (b) economic
certainty and stability, (c¢) developed VET systems, (d) maturity of social partnerships, and v)
societal sentiments about VET, the occupation it serves, and practice of learning through work.
This last factor has received limited attention in previous reports and reform efforts, yet is foun-
dational to realising an enhanced individual, institutional, and societal commitment to VET and
work-based learning arrangements (UNESCO 2018).

The findings illuminated the complex of factors that is characterised by interdependence
and, as such, reform efforts and government and societal initiatives need to consider these fac-
tors as a collective and interrelated set of factors impacting upon each other, rather than only
being addressed in isolation. Consequently, reform efforts and strategic initiatives or interven-
tions need to be aware of and address them collectively and recognise that they are interdepend-
ent. The findings emphasise the importance of mature institutional arrangements such as gov-
ernance, partnerships and vocational education systems that extends to competent and industry-
experienced teachers. Findings about personal factors emphasize the importance of how socie-
tal sentiments about vocational education and the occupations it serves are engaged with by all
actors (young people, parents, employers, government officials). The findings also emphasize
the importance of situational factors and engagements, albeit in regional, remote or metropoli-
tan communities.

Some of the implications for the European context include an elaboration of factors that
shape the provision of work-based learning for young people in vocational education. A salient
finding is also the apparent mismatch between models of work-based learning that are proposed
by sponsoring countries and their fit with these nine countries.

2 Method

The paper comprises a review of documents from four sources. Firstly, the eight country reports
were prepared by experts familiar with their political, economic, social, and cultural context
and with detailed knowledge of their VET system. Five studies were organised by UNESCO
(i.e., Egypt, Jordan, Lebanon, Oman, and Palestine) and three by the European Training Foun-
dation (ETF) (i.e., Algeria, Morocco, and Tunisia). Both sets of reports used common framing,
although varied in their presentation. This paper is primarily informed by country reports from
Algeria, Egypt (EI-AShmawi, 2017), Jordan (Rawashdeh, 2017), Lebanon (Ghneim, 2017), Pal-
estine (Jweiles, 2017), Morocco (Sennou, 2017), Oman (Al-Mujaini, 2017), Tunisia (Chelbi,
2017) and Algeria (Bedou, 2018), augmented by other sources.

Secondly, documents provided by UNESCO were reviewed, including earlier studies in-
cluding the ETF 2009 report on WBL arrangements in Mediterranean countries. Thirdly, the
Torino Process reports of Egypt, Jordan, Palestine, and Lebanon’s VET systems provided quite
current accounts of activities in these countries. Fourthly, documents informing about demo-
graphic, economic, and institutional information were accesses from sources such as World
Development indicators and UNESCO Institute for Statistics.

3 Findings

Six key interrelated elements were found to be shaping the contemporary national contexts of
these countries that have implications for work-based learning arrangements for young people.
These are: (a) political instability and fragmentation; (b) economic uncertainty; (c) high levels
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of unemployment, particularly for young people; (d) nascent VET systems struggling to re-
spond to challenges of workplace demand and youth unemployment, especially in the case of
young females; (e) absent or underdeveloped social partnerships of the kind required to promote
and support workplace learning arrangements; and (f) societal sentiments that position VET
and the occupation it serves as being low and unworthy, particularly those with a strong focus
on learning occupations through work. A key point is that many of the factors set out above are
interdependent and complex as indicated in Figure 1.

Societal sentiment about Governance
VET/occupations P — Laws, regulations, and
Youngpeople, parents, mechanisms (e.g,

employers accreditation),
\ interdepartmental
coordination
VET provi%ions

Relevant curriculum

Trained and industry-
experienced teachers
Links with industry \

Relevant qualifications

Employment/economic Social partners
activity B _ Employers, unions,
Number of jobs, - . industry bodies
worthwhile jobs, identifying Chambers of commerce

opportunities for promoting
employment

Figure 1:  Interdependent factors associated with work-based learning provisions.

These factors are now briefly described.

3.1 Governance: Political stability and fusion

There is a coincidence between countries that have developed a mature and responsive VET
system that over time has embraced workplace learning experiences, and political and institu-
tional stability (e.g., Morocco, Oman, and Tunisia). A number of countries in this region have
or are experiencing significant political instability and fragmentation of government that has
restricted progress with policies such as work-based learning provisions. These include Egypt,
Lebanon, Tunisia, and Palestine. Such circumstances are reported as making it difficult for co-
ordination across government departments and engagement with social partners to implement
policies and direct public policy and public funding towards targeted priorities, such as youth
unemployment and VET. This fragmentation of effort across government departments and
agencies and other stakeholder groups make difficult the coordination of initiatives to bring
about changes in institutional practices. It can also duplicate or cause divergences of those ef-
forts and complicate the process of engaging with stakeholders to promote work-based learning
opportunities. As a consequence, national initiatives may be unsuccessful, even when supported
by well-directed sponsorship by aid or external development programs. Consequently, initia-
tives supporting enhancement of work-based learning experiences may need mechanisms and
processes not wholly dependent upon national mandates, including empowering action at the
local and/or regional level (e.g., Jordan, Tunisia), as are trialled in Palestine (Turin Research
Programme [TRP], 2016). In Jordan, for instance, apprenticeships are administered through
local VET institutions (Rawashdeh, 2017). These kinds of practices may need to be exercised
more broadly. However, they require particular insights and skills by teachers and a level of
engagement with local enterprises that are different from those required when VET programs
are offered just through training institutions.
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3.2 Economic bases and certainty

Many of these eight countries have economies largely based on small- to medium-size enter-
prises, and what is referred to as the informal sector that is inherently dynamic. For instance, in
Jordan, small businesses constitute 99% of the nation’s enterprises employing 71% of the work-
force (Rawashdeh, 2017). In Algeria, it is claimed that 50% of the market, with 95% of its
companies being small or micro-businesses (Bedou, 2018). These kinds of companies are often
those that, elsewhere are the least likely to participate in programs of structured entry-level
training, such as apprenticeship and alternance approaches. They may, however, engage in the
traditional or informal mode of apprenticeships that sit outside of the VET systems. It is note-
worthy that ‘industry’ as a percentage of GDP has declined in five of the eight countries across
2006 to 2016, with small increases only in Lebanon, Morocco and Palestine. It tends to be in
larger workplaces that, traditionally, work-based learning arrangements such as apprenticeships
and traineeships have been sponsored. There are also high levels of economic uncertainty in
countries such as Palestine, Tunisia, Egypt, and Lebanon, as bases for building economic ac-
tivity, pursuing economic expansion, and maximising national productivity are imperilled by
recent changes including social revolutions, armed conflict, ongoing rivalries and tensions, and
shifting economic emphases. For instance, over the same period, the GDP of Algeria and Mo-
rocco remained unchanged; it has declined for Lebanon, Oman, and Tunisia, and grown slightly
for Egypt, Jordan, and Palestine. These factors have significant impacts on employment and
make more difficult: (a) decisions about the occupational emphasis on VET programs, (b) the
ability for these programs to secure employable outcomes, and (c¢) opportunities for both learn-
ing and working as part of and an outcome of VET programs.

3.3 Unemployment levels, particularly for young people

All these countries have unacceptably high levels of unemployment amongst young people,
often far higher than for international comparisons. In particular, young women, who in a num-
ber of these countries also represent a significant percentage of the overall population, struggle
to secure employment even where the GDP is increasing (i.e., Egypt). Indeed, between 2006
and 2017 the level of youth unemployment rose in Egypt, Jordan, Morocco, Palestine, and Tu-
nisia. Only in Algeria, Lebanon, and Oman did the numbers decrease. Young people as an
element of the population, consequently, stand to be increasingly structurally disadvantaged
through being unable to secure employment and pursue preferred kinds of work. In addition, a
tight labour market does not usually provide generous invitations for young people to engage
in them or offer opportunities for learning and developing further their occupational capacities
through structured workplace programs, such as apprenticeships and traineeships.

High levels of youth unemployment stand as key societal, governmental, and individual
concerns. Having provisions of work-based learning experiences can be used as a vehicle to
promote individual employability and also, collectively and potentially, to contribute to an im-
proved economic circumstance that promotes employment more generally. However, likely
significant government intervention is required to secure participation and effective skill devel-
opment opportunities in workplaces. If learning through paid employment is not an option,
other means of acquiring initial occupational skills through participating in workplaces may
need to be considered. Noteworthy here is that across the same time, perhaps as a product of
tight labour markets, there has been an increase in young people’s participation in post-school
education. Yet, specific interventions such as state-supported internships, apprenticeships, and
cadetships are likely to be necessary in such labour markets, because these currently only exist
in small numbers, if at all. There is also much gender segmentation of the workforce with par-
ticular occupations being undertaken largely by males or females, which leads to disparities in
youth employment. These again are issues that need to be addressed at the local level and
through mature relations amongst the training institutions, nearby enterprises, and local needs.
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3.4 Nascent VET systems

There are nascent VET systems in most of these countries, even those systems that are long
established, that are struggling to respond to challenges of workplace demand and youth unem-
ployment, particularly in providing for young women. These causes include under-resourcing,
lack of appropriate skills and work experience by teaching staff, and misalignments between
what is being provided by some of these systems, the needs for workplaces, and the reluctance
of many young people to engage in VET other than as a last resort. These factors represent a
significant challenge for VET systems. However, with the need to add work-based learning
experiences into these programs, other complications arise (European Training Foundation,
2012). These include the quality of relationships between education institutions and the work-
places in which their students will engage in work-based learning activities. Then, there is the
challenge of securing a balance between addressing the educational needs of young people and
also the workplaces in which they will engage in productive activities whilst learning. In some
instances (e.g., Egypt) there is a considerable diversity in and fragmentation of the provision of
VET with work-based components being the product of external sponsors’ initiatives that re-
flect VET systems in their countries (i.e., dual system — Germany; modern apprenticeships —
United Kingdom).

The problems of low take-up and sustaining of these diverse options suggest a need for
models of VET that are fitted to country-specific and local kinds of partnerships that can build
the kinds of institutional partnerships that are essential for realising the dual needs of the edu-
cation provisions and workplaces central to comparable schemes elsewhere. This consideration
of different models might need to extend to a fresh approach to legitimising and recognising
the traditional models of work-based occupational preparation (i.e., informal apprenticeship)
that have long served the craft sectors in a number of these countries (e.g., Jordan, Palestine,
Egypt) (International Labour Organisation, 2015). That is, there is a need to consider models
of initial occupational preparation that are embedded in practice and also, in part, engaged in
educational provisions. Yet, to be successful, such provisions would need to overcome societal
sentiments that view these options as being less worthwhile forms of occupational preparation.
However, while the portion of young people in these countries’ population is declining, the
percentage of young people participating in post-school education increasing across Algeria,
Egypt, Jordan, Morocco, and Tunisia. This would indicate that a growing portion of young
people (aged between 15 to 24 years) are seeking access to effective post-school education
provisions.

3.5 Social partnerships

Social partners and partnerships are central to organising work-based learning experiences. The
kinds of organisation and agencies (e.g., chambers of commerce) that support and realise these
experiences in other countries and systems are always present in these countries. In Egypt (EI-
Ashmawi, 2017), Jordan (Rawashdeh, 2017), Morocco (Sennou, 2017), Palestine (Jweiles,
2017), and Oman (Al-Mujaini, 2017), there are ongoing efforts to build social partnerships that
inform and support VET and work-based learning experiences within it. The extent of the de-
velopment of social partnerships that support effective models of work-based learning such as
apprenticeships, including making links between educational provisions and the workplace, are
key measures of the ability to provide effective workplace learning arrangements. The lack of
maturity in, development of, and effective operation of these partnerships is likely to impede
the ability to provide effective workplace learning experiences for students (Billett, Ovens,
Clemans, & Seddon, 2007; Billett & Seddon, 2004). As a consequence, there is a risk of such
experiences being token and piecemeal, rather than driven by the dual purposes of education
and supporting the continuity of the workplace, such as those shaped by German chambers of
commerce or the kinds of industry training arrangements featuring in Scandinavia, New
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Zealand, and Australia, albeit in distinct ways. In countries with fragmented and unstable na-
tional governments, it may well be at the local level that such partnerships can be formed and
extended to meet these goals locally or regionally (e.g., Tunisia), albeit within national framing,
such as in Palestine. Not the least here is that there is evidence across a number of countries
(e.g., Morocco, Tunisia, Lebanon) of distinct differences between the needs of urban and rural
communities in terms of skill requirements and profiles of the unemployed. Hence, centralised
government and agencies may not be best placed to respond to such localised needs.

3.6 Societal sentiments about VET and the occupations it serves

... there is a vicious cycle of negative image, low quality and low self-esteem re-
lated to TVET, its students and even its teachers in the Egyptian society and culture.
This phenomenon is well documented and acknowledged however very little is be-
ing done to create awareness to change this. (El-Ashmawi, 2017, p. 5)

Social perspective towards vocational training in general is negative which led to
minimal participation in VET in Jordan. (Rawashdeh, 2017, p. 14)

... TVET in Lebanon is socially looked as low image, and the choice of those who
have no choice. (Ghneim, 2017, p. 16)

In general, it is socially looked at the TVET sector as low image, and the choice of
those who have no choice: it remains a second option for youngsters.... The image
of the apprenticeship training and WBL schemes is looked at in a lower social view
in Palestine. (Jweiles, 2017, p. 6)

Societal sentiments positioning VET and the occupations it serves as being of low status
and worth, as illustrated above, present significant challenges to an effective VET system and
one that embraces workplace experiences. These sentiments often influence the distribution of
resources and opportunities, and shape young people’s interest in and expectations about the
kinds of occupations in which to engage, that are of interest to them, and that they will seek to
learn. Yet, such sentiments are not always aligned with employment opportunities and out-
comes in these countries (e.g., Egypt, Palestine, Lebanon, Jordan). For instance, the employ-
ment level of VET graduates is higher than for university graduates, particular for young
women (Algeria, Egypt, Tunisia, Lebanon). Regardless, there is still a strong societal prefer-
ence for individuals to continue along educational pathways, even though in some countries
(i.e., Algeria, Egypt) there is an inverse relationship between the level of education and pro-
spects for employment.

This sentiment directly affects even the most prestigious of work-based VET programs.
For instance, in Egypt over 50% of young people who successfully complete the dual appren-
ticeship system continue on to higher education (El-Ashmawi, 2017). So, highly selected young
people who have benefited from significant public investment and support are not remaining in
these occupations or contributing to the kind of skilled work that is central to developing ad-
vanced manufacturing that is required by most economies (Wolf, 2016). Despite interest by
global agencies and direct investment by sponsors, and with the prospects of securing employ-
ment, VET and the occupations it serves are reported as being of low status and an unworthy
educational pathway in Egypt (El-Ashmawi, 2017), Palestine (Jweiles, 2017), Jordan
(Rawashdeh, 2017), and Lebanon, except for those who are viewed as incapable of progressing
to more highly regarded occupations (Ghneim, 2017). This sentiment appears to play out most
heavily in programs with a strong focus on learning occupations through workplace experi-
ences. Possibly this is because occupations based on wholly work-based occupational prepara-
tion (e.g., in crafts) are viewed as being unworthy and unattractive by young people and their
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parents. This creates a barrier for broader participation in programs developing occupational
skills and employment in those occupations.

4 Conclusions

These findings above are indicative of the kinds of challenges that the provision of VET needs
to address. They also shape the kinds of actions that need to be taken to achieve the kinds of
outcomes that the plans of national governments and global agencies seeks to realise. An im-
portant conclusion here is securing alignments amongst the kinds of interventions that national
and regional governments sponsors and global agencies adopt with institutional initiatives and
governance. For instance, there have been only a few initiatives associated with attempting to
enhance the standing and status of VET, some associated with incentives and support for young
people, but also awareness programs in high schools (i.e., in Jordan) (Rawashdeh, 2017). Some
efforts have also been directed towards building the important partnerships that make it relevant
and effective (e.g., Jordan). These efforts seem to suggest that focusing on institutions, ap-
proaches, and models that are country appropriate and localised may well be more effective
than national and top-down approaches (e.g., Palestine), because the mechanisms of centralised
governance may be inappropriate and unhelpfully controlling. Therefore, to advance the goals
of VET and, in particular, to engage more young people in work-based learning experiences in
countries in the Arab region requires a set of interdependent factors to be addressed, and ad-
dressed concurrently, albeit in distinct but interrelated ways across these countries (see Fig-
ure 1).

This set of interdependent factors is associated with employment, VET provisions, govern-
ance arrangements, social partnerships, and societal sentiments. Initiatives addressing only one
of these factors are unlikely to be effective or successful, because of the interdependence
amongst them. Perhaps only through enhancing VET provisions to generate skills that lead to
employment in worthwhile work, that are seen by employers as assisting their profitability or
viability, and that are of sufficient quality to encourage enduring employment, will the standing
of these occupations and this education provision be enhanced. That is the degree to which they
are seen as being an important, viable educational pathway, rather than a last resort option for
young people in these countries.
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1 Introduction

The societal standing of vocational education is often perceived to be low, compared with other
education sectors, albeit more so in some countries than others. The consequences of this stand-
ing can be profound. They include how governments, industry, enterprises and communities
view and sponsor vocational education, and what constitutes its purposes, form and its admin-
istration. These perceptions also shape decision about whether or not both young and older
people elect to participate with it (i.e. preferred, non-preferred choice) and then how they en-
gage with its provisions. In addition, its standing shapes how parents advise about it and em-
ployers’ willingness to engage with its provisions. This factor has never been more salient in
an era of high aspiration about work and working life by young people and their parents, whom
desire high status, clean and well-paid occupations. It has been suggested that traditions, famil-
ial expectations and material considerations as well as strong desire for self-realisation underpin
contemporary decision-making about post-school options (Clement, 2014). The relationship
between occupations and the standing of VET is profound and enduring. Over time, it has been
the voices and sentiments of powerful others (e.g. aristocrats, theocrats, bureaucrats and aca-
demics) that have shaped the discourses about the standing of occupations and their preparation
(Billett, 2014). Almost all of these sentiments have been developed through perspectives that
fail to acknowledge the complexity of much of these occupational activities, nor an understand-
ing of the requirements to perform those tasks and the development of those capacities. In many
instances, this privileging has and continues to come at a cost to the standing, processes of and
goals for this important educational sector. Perhaps this has never more been the case than in
an era of high aspirations and expectations by young people and their parents, when decisions
about preferred occupations are made in the absence of knowledge about them and their enact-
ment. This circumstance is seemingly leading a growing percentage of young people to move
away from considering VET as a viable post-school option,

Indeed, governmental concerns in countries with advanced industrial economies about the
development of technical skills and young people’s preference for higher education (i.e. uni-
versity) over VET are pertinent here. The UK is experiencing declining levels of participation
in courses for advanced technical skills required for contemporary and emerging economic
needs (Wolf, 2016), and Germany is also claimed to be having difficulty securing adequate
numbers of quality apprentices. This has led to competition amongst companies to secure such
apprentices. South Korea has long struggled to attract young people to manufacturing work that
sustains its economy (Cho & Apple, 1998). This issue is not restricted to schooling and entry-
level occupational preparation. There are also growing concerns about low levels of adult com-
petence in technologically-driven work, and engagement with continuing education and train-
ing, in many countries (Organisation for Economic Co-operation and Development, 2013).
CEDEFOP and BiBB recently held a joint international symposium to address the issue of the
low standing of vocational education and its economic consequences. One idea being proposed
widely is to have provide higher educational courses through VET institutions and have ap-
prentice degrees to enhance their status is but one response being mooted. It would seem that
the degree and extent of connectedness amongst education systems, social partners and local
communities is an indicator of the relative esteem in which VET is held (Clement, 2014).

This suggestion highlights the issue of parity of esteem that plays out in at least two cir-
cumstances. Where VET is taken to be an element of upper secondary schooling, comparisons
with general or academic education within schooling is inevitable. In such comparisons, and in
the contemporary press for schools to pair people for university education, there is a risk that
VET will be seen primarily for those who perform poorly in schooling. Then, where VET com-
prises a post-schooling activity, it is compared with the processes and outcomes of higher edu-
cation. This factor alone (i.e. the different forms and locations of VET) emphasises the need to
understand provisions of VET from a range of perspectives including how it is manifested in
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particular countries, its relationship to other education sectors in those countries and how oc-
cupations are perceived in those countries (Cedefop, 2014).

This symposium aims to elaborate the sources of the low standing of vocational education
and training (VET) and the occupations it serves (Billett, 2014), their manifestation in the coun-
tries represented at the symposium and, importantly, how this can be redressed. Recent Aus-
tralian research identifies VET students’ preferences associated with gender, age and educa-
tional achievement) (Gore et al., in press). The symposium seeks to offer perspectives about
the standing of vocational education from four countries (i.e. Denmark, Switzerland, Norway
and Finland) with distinct systems to identify and inform policy interventions about promoting
the standing and status of VET across these and other countries. The emphasis here is on iden-
tifying through what means might the standing of this form of education, and conjointly, the
occupation serves be enhanced.

The symposium is informed by the following questions.

e How can vocational education’s standing be enhanced to secure greater participation and
better educational outcomes for its graduates?

¢ Informing sub-questions:

e  What shapes community members’ perceptions of vocational education and the occupa-
tions it serves?

e  What has to change to realise enhanced engagement by students and support from parents
and employers?

The symposium comprises four country perspectives from Denmark (Vibe Aakrog), Nor-
way (Hilde Hiim), Switzerland (Barbara Stalder), and Finland (Petri Nokelainen), and a brief
discussion in summary. Each of these four papers will outline factors associated with the stand-
ing of vocational education and how it has or might be enhanced from the particular country
perspective.

2 Enhancing the standing of vocational education and the occupation it serves: Den-
mark (Vibe Aarkrog, Aarhus University)

Enhancing the standing of vocational education and training (VET) is one of two main targets
in the current legislation of Danish VET, the other target being reducing drop out of around
50%. The focus on enhancing VET should curb a development throughout the past 15 years in
which the enrolment in VET has descended from one third to one fifth of a youth cohort (in
2017 only 18,5% of a cohort), alongside an increasing intake in general upper secondary pro-
gram (in 2017: 74% of a cohort)'.

A number of - to some degree research-based - assumptions about the low intake have
guided the latest reform of VET which was inaugurated in August 2015: 1. 15-year-old students
in lower secondary are too young to choose occupation and education. 2. The guidance
counsellors in lower secondary and the parents are uninformed about VET and perceive general
upper secondary as the safe choice. 3. The admission requirements are too loose (before the
reform anybody had a right to enrol in a VET-program) 4. The VET colleges need a learning
environment that appeals to the young people, the argument being that VET mostly attracts

' https://www.uvm.dk/aktuelt/nyheder/uvm/udd/gym/2017/marts/170320-fortsat-stor-soegning-
mod-gymnasiet [23.07.2018]. English translation: Continuing great influx to general upper second-
ary education.
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young adults and adults. 5. The VET-programs should qualify for not only jobs but also give
access to higher education and 6. The quality of the teaching in VET needs to be improved,
particularly in relation to developing for differentiated teaching and learning and for strength-
ening the coherence of the practical and theoretical parts of the dual VET programs. At the
symposium, the perspectives for enhancing the standing of VET will be based on current re-
search (Sendergaard et al., 2017; EVA, 2017) into the focus areas, which, based on the assump-
tions above, were included in the reform.

2.1 References

EVA (2017) Uddannelsesvalg i 8. klasse. English translation: Choice of education in the 8’th
grade. Danmarks Evalueringsinstitut.

Sendergaard, N. M. (2017) Grundforleb pa erhvervsuddannelserne efter reformen. English
translation: Basic courses in VET after the reform. KORA.

3 Enhancing the standing of vocational education and the occupations it serves: Nor-
way (Hilde Hiim, Oslo and Akershus University College)

In Norway, vocational education and training (VET) at upper secondary school level is orga-
nized in a two plus two — model with two years at school followed by two years of apprentice-
ship. Even if about fifty percent of a youth cohort choose vocational education, low standing is
a problem. Almost half of the students drop out or choose a transfer to academic studies. In this
symposium, I will present some research concerning the standing and quality of Norwegian
VET (Hiim, 2013, 2017; Nyen & Tender, 2012; Olsen & Reegérd, 2013).

First, there is a need to strengthen the knowledge about vocational education among teach-
ers and guidance counsellors at the lower secondary level. Vocational teachers’ opportunities
to teach at this level should be increased along with an increase in practical subjects. Second,
closer cooperation between school and work life throughout all four years of VET is essential
to enhance both quality and standing. It can contribute to a more vocationally relevant, mean-
ingful education from the start, and the students will be better prepared for and more easily get
an apprenticeship. More flexible systems for reciprocal transfer between vocational and aca-
demic programs, and access to higher education from vocational programs are important. There
are political discussions about establishing further education at university level for skilled
workers.

In Norway, there has been vocational teacher education at bachelor level for skilled work-
ers since 2003, and opportunities to take a master’s degree in vocational pedagogy and eventu-
ally a PhD. This is important to strengthen the role of vocational professionals in the educational
system and to develop relevant research. The most important measure to enhance standing and
quality in Norwegian VET seems to be an intimate contact between work life and school from
secondary school all the way to university level, related to ideas of integrating vocational prac-
tice and theory, and lifelong learning.

3.1 References

Hiim, H. (2013). Praksisbasert yrkesutdanning. Hvordan utvikle relevant yrkesutdanning for
elever og arbeidsliv [Practice based vocational education]. Oslo: Gyldendal academic
press.

Hiim, H. (2017). Ensuring curriculum relevance in vocational education and training: Episte-
mological perspectives in a curriculum research project aimed at improving the relevance
of the Norwegian VET. International Journal for Research in Vocational Education and
Training (IJRVET), (4)1, 1-19.
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Nyen, T., & Tender, A. H. (2012). Fleksibilitet eller faglighet? En studie av innferingen av
faget Prosjekt til fordypning i Kunnskapsleftet [Flexibility or vocational focus? A study of
the new subject «vocational choice» in the Knowledge Promotion Reform] (Fafo-report
2012:47).

Vibe, N., Freseth, M. W., Hovdehaugen, E. & Markussen, E. (2012). Strukturer og
konjunkturer. Evaluering av Kunnskapsloftet. Sluttrapport fra prosjektet “Tilbudsstruktur,
gjiennomforing og kompetanseoppnéelse 1 videregdende opplaring” [Structures and eco-
nomic conditions. Evaluation of the Knowledge Promotion Reform] (Report 26/2012).
Oslo: NIFU.

4 Enhancing the standing of vocational education and the occupations it serves: Swit-
zerland (Barbara E. Stalder, University of Teacher Education Bern)

In Switzerland, VET attracts high achieving and lower skilled learners, which is the result of
and contributes to its high standing (Renold & Rageth, 2016). Two-thirds of all young people
enter an initial VET programme. Most Swiss citizens see VET as the ideal form of education
at the upper secondary level, although they consider the status of VET as being lower than the
status of academic education (Cattaneo & Wolter, 2016).

Initial VET is mainly provided in the form of apprenticeships, serving around 230 occupa-
tions in all sectors (e.g., industry, health, crafts) (SERI, 2017). VET is attractive to learners
because it is contextualized and embedded in real tasks at the workplace. Learners become
integrated in a team of adults, which gives sense to what they learn and work (Stalder & Négele,
2011). Permeability between educational programs offers attractive career paths, e.g. by chang-
ing from initial VET to higher professional training or to university. VET is attractive to
employers because apprentices are trained according to the needs and standards of the economy
(SERI, 2015). Employer organizations develop the curricula and define the skills to be attained;
qualifications are standardized and nationally recognised.

The standing of VET is particularly high in the German, but lower in the French and Italian
parts of Switzerland. How people perceive VET is rooted in historical developments, local cul-
tures, and individual educational experiences (Bolli & Rageth, 2016; Bonoli, 2012). For a grow-
ing number of high achieving learners, VET becomes a second, rather than the first choice.
Employers struggle to fill apprenticeship places in demanding occupations. I will argue that a
high standing of VET can only be reached and maintained, if VET attracts high achieving youth
and if it can convince them that enrolment in VET leads to successful and meaningful careers.
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5 Enhancing the standing of vocational education and the occupations it serves: Finland
(Petri Nokelainen, Tampere University of Technology, Finland)

In Finland, the upper secondary level consists of general education and vocational education,
which can also be combined to pass a matriculation examination and obtain a vocational qual-
ification. Quite different from other Nordic and European countries, the participation rate for
vocational education has increased over the past two decades and is now quite close to upper
secondary education. Statistics show that 42.5 per cent (n=24459) of completers of the 9th grade
of comprehensive school continued their studies in vocational education (Official Statistics of
Finland, 2016a). Majority of the VET students (84.5%, n=276 946) participate in institution-
based education (Official Statistics of Finland, 2016b). According to Virtanen and Tynjila
(2008), one reason for this is the successful incorporation of on-the-job learning into school-
based VET.

Standing of VET is quite strong in Finland, as the system has been acknowledged for its
overall quality (Rédisdnen & Réikkdldinen, 2014) and the possibilities it offers for further studies
(Virolainen & Stenstrom, 2014). Attractiveness is partly due to the reforms carried out during
1970-1990 that opened up routes to further and higher education providing general eligibility
for universities and polytechnic institutions of higher education (Pylvés, Rintala, & Nokelainen,
in press). According to Virolainen and Stenstrom (2014), other reasons behind the development
are the system characteristics (on-the-job learning periods, competence tests), policy character-
istics (youth qualifying for unemployment benefits) and improved image of vocational educa-
tion (skills competitions, visibility in media).

In the light of this, it is interesting to see the effects of the new legislation (“Finnish VET
reform”, active 1.1.2018) that aims to improve the effectiveness and quality of VET by creating
a competence-based customer-oriented system and increasing learning in the workplace. The
effects of the forthcoming law (and the new funding model) are already visible in the form of
merging of VET institutions and public discussion about the quality of teaching and learning in
the workplaces especially for the younger VET students (Nokelainen & Rintala, 2017).
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6 Conclusion

What is evident across these four presentations is that how VET is manifested and is standing
is, by degree, quite country specific. Because of this, what constitutes its standing and efforts
to enhance the standing require a consideration of the specific national historical, institutional
and contemporary context. All of this reinforces a conclusion from a Cedefop study (2014) that
sought to identify means to enhance the attractiveness of VET for young people. It concluded
that no single approach or single factor could assist to address this problem because of the
complex of factors and their particular varied across countries in their study. Nevertheless, it is
possible to propose that factors such as decent and well-regarded occupations, prospects of
employment and desirability for young people are likely to be elements that will attract and
retain interest. Such a complex of factors suggests that the actions of a number of agencies and
institutions are likely to be required. This can extend to governments acting to provide more
transparent pathways, promoting higher forms of vocational education, engaging with industry
and professional groups to promote the standing of programs and outcomes, and also schools
and school teachers playing an important role in redressing a parity of esteem issues within
schooling, and proposing VET as a viable educational option, premised upon employability
outcomes. Hence, social partners in the form of schools, but also those in local communities
working to make accessible and attractive what constitutes the employment destinations for
VET graduates. The local aspect seems to be important, as it is within local communities that
parents and young people make choices about their pathways to working life. Hence, advice,
options and opportunities at the local level may become necessary prerequisites for advancing
practice of vocational education and training. In this way, the connectedness of vocational ed-
ucation and training institutions, the communities they serve, and broader educational provi-
sions are likely to be key foundations for enhancing the status and attractiveness of VET to
young people.
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Abstract

This paper draws attention to the imminent publication of the Routledge book ‘How Non-Per-
manent Workers Learn and Develop’ (Bound, Sadik, Evans. & Karmel, 2018). The research
underpinning the book was initiated as part of a Singapore-UK collaboration. It outlines con-
nections with recent inquiries into casualisation of work in the UK (Taylor, 2017). It reviews
connections between the European Union and International Labour Organisation perspectives
(see for example EC, 2016; ILO, 2016) on the growing prevalence of non-standard work, the
challenges this presents in contrasting economies and societies and the limited attention given
to the learning and development of workers whose employment is characterised as ‘precarious’
or ‘contingent’. The inquiry draws on draws on Ragin’s (1991) comparative sociological ap-
proach in developing an extended dialogue between ideas and evidence yielded by recent re-
search into how working lives are sustained in contingent work, focusing on the contribution
of new findings generated by in-depth research into the situation of non-permanent workers in
Singapore. The paper gives particular attention to use of prior and new knowledge, how work-
related networks and relationships are developed and how roles are negotiated.

Keywords

workplace learning, adults, contract-based work, precarious work, affordances for learning,
practice-based learning.

1 Introduction

The rise of non-permanent work and non-traditional work patterns is a global phenomenon. As
expectations of a job for life, dependable benefits, steady work rhythms and union protection
are being eroded in the advanced industrial economies, work patterns based on informal and
part-time work; short-term contracts; self-employment and freelance work are expanding. This
growth is characterised by both risks and opportunities for those who are increasingly caught
up in these work patterns. Some perspectives focus on the social and economic risks associated
with polarisations between the highly paid who can invest in their own future security and those
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caught in the revolving doors of short-term contracts and low pay, with precarious working
lives and few safety-nets. Others focus on the opportunities created by new working patterns,
pointing to flexible work as a convenient cultural choice, particularly among young adults,
while imagining future prospects for realignment of labour with new flexible modes of produc-
tion, as ‘friction-free capitalism’. Social commentaries pragmatically analyse the policy op-
tions, based on the empirical facts of the increasing incidence of precarious or contingent work.
‘How non-permanent workers learn and develop’ is unique in exploring the realities of precar-
ious and contingent work from the standpoint of an advanced Asian economy rooted in a ver-
sion of the developmental state model that characterises much of the region. The analysis can
be connected, through a dialogic approach, with the findings of the 2017 UK inquiry into the
casualisation of work in the United Kingdom, entitled ‘Good Work’.

Conceptually, the ‘How non-permanent workers learn and develop’ moves beyond the
characterisations of a new ‘precariat’ trapped in highly insecure work patterns, to develop the
notion that both work and workers are continuously changing across and beyond traditional
boundaries, creating new configurations of contingent and precarious work. This approach en-
ables a new, empirically-based exploration of the challenges workers have to negotiate in learn-
ing to do good work, developing occupational identities and striving for sustainable working
lives. It also enables a constructive exploration of what public policy, in an advancing develop-
mental state context, can and should do to support and protect workers in securing futures for
themselves and their families. It considers how strategies for continuing education and training
can move towards more inclusive and progressive approaches to supporting learning and de-
velopment that have a better fit with the realities of transmutable work and the changing com-
position of the workforce. The conclusions have wider salience for public policy responses to
this global phenomenon in both Asian economies and advanced industrial economies of the
West.

This wider salience can best be understood by reviewing the connections between Euro-
pean Union and International Labour Organisation perspectives (see for example EC, 2016;
ILO, 2016) on the growing prevalence of non-standard work and the challenges this presents in
contrasting economies and societies. Patterns of employment are gradually diversifying in
countries whose previous development in the twentieth century established the security of per-
manent work as the norm. Meanwhile, for other economies, insecure, contingent and precarious
work has been the way of life for much of the population.

Of course, both Europe and Asia contain highly differentiated economies. Singapore, in
which segmented labour markets attached to global economy co-exist with local indigenous
forms of employment provides a telling case, not only in the context of Asia (Soong Hee Han)
but also for many other countries experiencing these tensions and trends. For the purposes of
this paper, the UK represents, the growing phenomenon of contingent and precarious forms of
employment in a market-led economy. Recent statistics from the Office for National Statistics,
ONS, show a tripling, since 2001, of numbers of workers reporting that they have of the most
insecure forms of employment contract, the ‘zero-hours’ contract in which workers are not
guaranteed a minimum number of work hours from week to week but work according to de-
mand. This form of contract is widely in use in the so-called ‘gig economy’. The same report
shows that one-quarter of the largest companies make some use of zero-hours contracts. The
ONS data also show that women, migrants and young people are more likely to be employed
on zero-hours contracts.

The UK can be considered a ‘telling case’, in representing the increase of non-permanent
work in a European market-led economy. Singapore also has a growing incidence of non-per-
manent work. It is comparable with the UK in having at least 20% of the workforce in non-
permanent forms of work, in which the following forms are included: fixed-term contracts;
casual work; zero-hours contracts / gig economy work.
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The growth of ‘free-lance’ and contract-based work internationally generates a need to
understand how experiences of these forms of work contribute to or constrain personal and
professional development, and how the learning of workers can be supported These are the
questions we have addressed in How Non-Permanent Workers Learn and Develop, by Bound,
Sadik, Evans, & Karmel, 2018). Further research collaboration between the author and the Sin-
gapore-based research team is developing a new European-Asian analysis of the work and
learning of free-lance and agency workers. Research questions are:

e How does the experience of free-lance and contract-based work in contrasting contexts
contribute to or constrain the learning of workers?

e How can the learning of non-permanent workers be supported and enhanced?

2 Theory

Theoretical perspectives on learning and development of non-permanent workers can be com-
pared by adapting the grid proposed by Evans (2010, see also Wolf and Evans, 2011) (Figure
1). This grid contrasts the dominant perspective of human capital accumulation with the social
practice perspective. Both perspectives offer lenses that focus on the learning individual and
the social organisation of learning, offering contrasting accounts of the relationships between
them.

Learning and Development of
NPWs as Human Capital Accumu-
lation

Learning and Development
as Social Practice

Quadrant 1 Quadrant 3

Focus on the learn-

ing individual

Non-permanent workers perceived
as requiring a defined set of tech-
nical skills, the absence of which
can impact negatively on an indi-

Emphasises the social context of
using capabilities, often framed by
relativist and hermeneutical per-
spectives.

vidual’s economic and social op-
portunities.

Quadrant 2

Emphasises shaping and organising
education and adult learning ‘provi-

Quadrant 4
Emphasises contexts, spaces, envi-
ronments, and mediational means

Focus on social or-
ganisation of learn-

ing sion’ for socio-economic ends such | for learning; communities of prac-
as increased productivity, social tice; informal and ‘everyday’ learn-
mobility. ing.
Figure 1  Grid contrasting the dominant perspective of human capital accumulation with the

social practice perspective

For example, the ‘Good Work’ (Taylor, 2017) review was premised on the view that all
work should be fair and decent, with scope for fulfilment and development. Taking a human
capital accumulation perspective, the review sees ‘provision’ as key to ‘delivering’ solutions
that enable people working in atypical or casual work to obtain, improve and evidence skills
and experience over the course of a working life.” The social practice perspective developed in
‘How non-permanent workers learn and develop’ has focused, by contrast, on the social con-
texts in which such workers use their capabilities and come to identify with their roles and
future possibilities. The research draws on Bauman (2005) in showing how individuals are in-
creasingly positioned to lead a ‘liquid life’. Expertise is deployed in relational and multifaceted
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ways, cutting across areas of specialisation. Workers develop multiple identities according to
their positioning and their contributions to different work teams. An emphasis on capabilities
and life directions is apparent in the work and life negotiations of the liquid life course. Mainte-
nance of internal points of reference and a continuous internal life appear important in navi-
gating fluid work opportunities, but casualties of contract-based work are likely to occur where
workers lose a sense of continuity and direction and are unable to access support that could help
them. The literature on learning and reflexivity in figured worlds often acknowledges but strug-
gles to keep in view, the various forms of knowledge (personal, procedural, ethical, proposi-
tional) that the contract-based worker draws on. This research goes beyond the ‘liquid’ view of
learning of free-lance and contract-based workers by focusing on continuous multiple
knowledge recontextualisations through which contract-based workers become knowledgeable
practitioners, building on the concepts and perspectives of Evans (2015).

3  Methodology

International surveys highlight the growing prevalence of non-standard work and the challenges
this presents in contrasting economies and societies. Insights from international level surveys
in Europe and Asia (Brown, Lauder, & Ashton 2011; ILO, 2013; McKinsey, 2016; EC, 2016;
ILO, 2016).) can be reviewed in the light of micro-level data yielded by participants experienc-
ing various forms of precarious and contingent work in Britain (see Evans et al., 2009; Lahiff
& Guile, 2016; Taylor, 2017) and Singapore (see Bound et al., 2018). The limited attention that
has previously been given to fundamental issues of how non-permanent workers learn and de-
velop is highlighted, leading to the development of the research questions.

The methodological approach draws on Ragin (1991)'s comparative sociological approach
in aiming to develop an extended dialogue between ideas and evidence yielded by UK and Eu-
ropean-Asian research into how working lives are sustained in contingent work. In this paper,
we summarise some new insights that the inquiry into ‘How non-permanent workers learn and
develop’ (Bound, Sadik, Evans, & Karmel, 2018) contributes to this extended dialogue, based
on evidence and analysis from extended interviews with 97 workers in contingent and precari-
ous forms of work and discussions with a wide range of key informants from stakeholder groups
and in selected occupational ‘reference’ groups from creative industries, continuing education
and training, and occupations commonly considered ‘low-waged’ .

These new insights feed into an extended discussion of how a deeper understanding of the
continuing learning and development of free-lance and contract-based workers entails recogni-
tion of the significance of continuous multiple knowledge recontextualisations. This knowledge
dimension is central to the exploration of how the experiences and conditions of work can con-
tribute to, constrict or undermine the learning of these workers. By focusing on the contextual-
ised nature of learning, the recontextualisation of knowledge and the processes by which con-
tract-based workers become knowledgeable practitioners (Evans, 2015), the paper attempts to
shed light on the practices that support and enhance learning in contrasting contexts, as a point
of departure for future Asian-European comparative study.
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4 Results: New insights gained from extended dialogue between ideas and evidence

The inquiry has generated at least three contributions to the advancement of our understandings
of the learning and development of non-permanent workers. These contributions, which are
elaborated in Bound, Sadik, Evans, and Karmel (2018), offer new insights into

e dispositions towards learning and development
e how integrated practice leads to knowledgeable practice
e affordances for learning and development.

Previous studies of precarious and contingent workers have typically constructed typolo-
gies to capture and characterise the variations in the situations of those found to engage in these
forms of employment. For example, a European-wide typology of job-changers (Hendrich &
Heidegger, 2001) differentiated between the situations of advancement-oriented, work-centred
individuals; those with a work history in low graded jobs and those who were in or aiming for
self-employment.

More recently, McKinsey (2016) constructed categories reflecting degrees of economic
freedom, differentiating between workers who were labelled as ‘Free agents’; ‘Reluctants’;
‘Casuals’ and the ‘Financially Strapped’. This approach tends to align with human capital and
rational choice perspectives in assigning people to categories. Our exploration of the learning
and development dimensions of the experiences of non-permanent workers has aimed for an
approach which avoids labelling but acknowledges the changing situations, circumstances and
priorities of individuals over time. Rather than assigning to categories tied to assumptions about
types and trajectories, Bound et al (2018) have identified two dimensions -Opportunistic/Pur-
poseful and Broad/Contained- that, taken together, capture variations in dispositions to learning
and development that can and do vary over time: These dispositions are expressed in patterns
of activity that can be characterised as:

Opportunistic and Broad
Purposeful and Broad
Opportunistic and Contained
Purposeful and Contained

Opportunistic orientations take on opportunities where they can be found, scanning over a
broad field. This orientation often means fragmentation. It can also be innovative or create
chances that might be missed in a more planned approach. Purposeful and broad orientations
will be more selective according to plans and goals but need sufficient breadth to ensure chances
are not missed. Opportunistic, contained orientations will take on opportunities as they arise
within narrowly self-defined limits, which could be geographical or according to the person’s
individual situation. The employment risks of self-limiting might be offset by other advantages
in personal life, and well-being or fit with other higher priority activities (e.g., student work,
family life or other employment). Purposeful and contained orientations may be motivated by
a desire to build relationships with one or two contracting organisations, which could have some
benefits as well as higher vulnerability to job loss. There is thus no labelling of individuals
according to combinations of dispositions to learning and development, and how non-perma-
nent workers are disposed towards learning and development changes as circumstances and
contexts change, continuously over time.

The second key construct, that of Integrated practice captures the idea of identification
with both the craft and entrepreneurialism, with development towards knowledgeable practice
dependent upon iterative and reflexive learning. The dimensions of Figure 4 do not equate to
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sets of skills and the dispositions. The dimensions of integrated practice are brought together
as a cohesive, co-ordinated set of actions and activities that are evident, to varying degrees in
the working practices (of ‘free-lance’ /contract-based workers). Finding ways to support inte-
grated practice in initial VET and CET leads to the development of knowledgeable practice.
The role of educators is to support individuals in fields characterised by non-permanent work
(e.g., creative industries, hospitality, education) towards becoming knowledgeable practitioners
(Figure 2).

INTEGRATED PRACTICE

JOURNEY

U

ENTREPRENEURIAL

CONTEXT DISPOSITION

Figure 2 Integrated practice, Bound et al. (2018)

The research has drawn attention to the integrated nature of occupational practices in which
craft, learning to learn, and entrepreneurial capabilities are developed and practised variously
according to the context, disposition and personal circumstances. In How Non-Permanent
Workers Learn and Develop, we show how it is not the technical skills alone that makes a
craftsperson, or even the mastery and identification, but their combination with entrepreneuri-
alism that generates the learning to learn and provides its material. Occupational practices in
which craft, learning to learn, and entrepreneurial capabilities are developed and practised vary
according to occupational norms and the context, disposition and personal circumstances of the
individual practitioner and can be facilitated in different ways through the design and delivery
of ITE CPD and HE.

The ‘putting knowledge to work’ framework of Evans et al. (2009, 2011) is used as an
analytic framework to explore how these workers use their knowledge and capabilities and how
they think and feel their ways into occupational and social identities as they move between
different sites of practice.

In initial vocational education and training in occupational sectors in which there is a high
probability that graduates will be employed in non-permanent work contracts (e.g., creative
industries where such contracts are the norm), learning activities can be designed to support the
three aspects of integrated practice. For example, during placements, learners can collect stories
from work colleagues about market practices, how colleagues have gained work and negotiated
contract-based work; how mentorship has worked for them. They can be supported in identify-
ing suitable role models and articulating what they learn from them. They can ask questions
about challenges experienced workers have experienced and how they learn from them. They
can make recordings of critical incidents to share and explain to others how and what they learnt
from them, keeping in view the three dimensions of deepening craft, exercising enterprise and
learning through the processes of inquiry, questioning and review. These kinds of learning ac-
tivities, which are often part of educators’ existing repertoire of approaches, can be combined
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strategically and explicitly in supporting learners towards the long-term process of becoming
knowledgeable practitioners.

In continuing vocational education, the opportunities for learning and developing through
integrated practice require particular affordances and supports. For workers joining organisa-
tional teams as agency staff, casuals, contract staff, freelancers, moving between assignments
within an organisation or between organisations, entails continuous learning:

e Workers have to learn to ‘read’ norms and expectations quickly and put their capabilities to
work according to the situation.

e Non-linear process can involve meeting a multiplicity of performance expectations and re-
quirements. Both depend on capabilities to use judgement to assess new situations, to bring
those new situations under control.

The quality of the work assignments and environments fundamentally affects the learning:

e For non-permanent workers, development of capabilities depends most heavily on the qual-
ity of serial assignments and on networks to access personal sponsorship and opening of
doors.

e Lack of quality assignments, in which the worker has to move from one exploitative, rou-
tinised or corner -cutting assignment to the next to sustain their income, potentially under-
mines and restricts capabilities’ development and thereby a longer-term direction to their
working lives: ‘no trajectory, no career, no security’.

e Non-permanent workers who are regarded as marginal are rarely seen by organisations as a
resource in solving organisational work problems, despite often considerable prior experi-
ence.

e Trade union support structures are at best only patchily available to non-permanent workers,
often through mutual or co-operative enterprises.

e Identity development takes place through serial engagements in practice; it is dependent to
a greater degree on forging enduring relationships-in-action beyond assignments and prac-
tice engagements.

The nature of freelance work, as a subset of contingent work, seems to lead to a particular
kind of identity, where these workers are constantly reproducing themselves as an economic
resource. First and foremost, they identify with their craft — camera, sound etc., then identify as
a freelancer, illustrating the relationship between the technical, aesthetic and more generic skills
and knowledge.

e Cameramen learn about the latest technology by reading the relevant manuals as well as
viewing demonstrations on ‘youtube’. They also develop their sensitivity towards light and
aperture through ‘trial and error’ and observing others. [CRAFT]

e ‘Helping each other out’ on-site provide opportunities for practice and learning about other
roles (e.g. lighting, key grip, sound) as well as watching and evaluating the potential for
new team members. [ENTERPRISE]

e All these features entail the capacity to access knowledge and skills from diverse channels
and ‘recontextualise’ it in a variety of work settings: [LEARNING TO LEARN].

In supporting the continuing professional development of non-permanent workers in work-
ing life, solutions have to respond to the contextualised preferences of non-permanent workers
according to the functionings they seek, drawing on Sen (1993).The differences between the
continuous professional development experiences of non-permanent workers and permanent
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workers can be seen more clearly when we consider the specific ways in which the workplace
supports, directs and gives meaning to learning opportunities at work. The continuing profes-
sional development of workers that takes place in and through the workplace is intrinsic to the
processes by which different forms of knowledge are continuously and iteratively put to work,
as continuous professional development potentially enables non-permanent workers to become
knowledgeable practitioners with a sense of who they are, a working knowledge of the occupa-
tional practice communities to which they belong to and confidence in the capabilities they can
offer to the organisations that use their services. All these processes build, for both permanent
workers and non-permanent workers, on pre-service education, training and experience. They
are integral to becoming a knowledgeable practitioner. In working life, integrated practice is
intrinsic to the continuing professional development of non-permanent workers, with learning-
to-learn and entrepreneurial capabilities integral to the active construction of the pathways to
knowledgeable practice.

Knowledgeable practice is practice that is characterised by the exercise of attuned and re-
sponsive judgement when individuals or teams are confronted with complex tasks or unpredict-
able situations at work (Evans, 2009, 2015). The challenges for non-permanent workers are
how to cope with the continuous change and how to progressively develop their capabilities
and work identity.

Through supported learning and development, integrated practice can become knowledge-
able practice. As well as focusing on access for non-permanent workers to learning resources
and platforms that are independent of the employers to whom they are contracted at any one
time, it is, therefore, necessary to deepen the debate about support for the learning and devel-
opment of non-permanent workers by attending to:

e The variety of situations and learning dispositions of the workers themselves.

e The quality of the work assignments they undertake and of the work environments in which
they are carried out.

e employment relationships between the worker and the employer are regulated in the partic-
ular national and industry contexts, including entitlements and obligations.

Occupational affordances for the learning and development of contingent and precarious
workers require four inter-dependent elements:

WORK: Opportunities for specialisation and quality assignments; availability of work that
stretches and challenges and provides rich affordances for learning.

LINKAGES: Ease of entry and movement across sub-sectors of the industry, job roles and
networks.

OCCUPATIONAL COMMUNITY PLATFORMS: Access to experts, networks, quality
assignments, including through associations, non-profit organisations

VOICE: Institutional representation — union representation, combined with support in the
welfare and pensions system, including new tax and welfare settlements that spread risks and
provide supports such as tax breaks for training and development.

The research has revealed that workers in contingent and precarious work tend to value
continuing professional development opportunities only in so far as the CPD supports the en-
trepreneurialism as well as the craft dimensions, offering opportunities to have discussions with
more experienced workers and to prepare for being more able to work in different teams across
different sites. These supports for purposeful reflexivity are hard to fit with the demands of
freelance work. Higher education programmes will be taken up if they work in tandem with
occupational affordances and are perceived to have value in terms of integrated practice and
the ability to recontextualise.
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5 Conclusions and Reflections

In exploring how contingent and precarious workers can become knowledgeable practitioners
(Evans, 2015), recontextualising multiple forms of knowledge and working their ways into oc-
cupational and social identities as they move between different sites of practice, the research
shows how these processes are embedded in ‘bigger’ sets of relationships that mediate day-to-
day work. Modes of industry engagement; professional, industry and workplace discourses;
funding and industrial relations, the degree of industry susceptibility and the organisation and
flow of production, along with workers’ own sense of agency, influence learning and profes-
sional development.

To what extent do the spaces identified in this paper for learning and development enable
the expansion of human capacities, and how are the participants themselves situated in the wider
sphere of social, cultural and economic changes?

The interplay of the occupational affordances identified above creates fundamentally dif-
ferent learning and development spaces around non-permanent work. The disconnects between
standard competence-based frameworks and development needs of workers are evident partic-
ularly in the case of non-permanent workers moving between tasks and assignments in fixed-
term contracted for multiple employers. Even with a shift globally towards greater support and
recognition for workplace learning, (now embraced by both UK by Singapore in Skills Future)
the questions of how effectively to support for workplace-based learning of non-permanent
workers assigned to fixed-term project-based or task-based activities on short fixed-term ar-
rangements pose particular problems with few obvious solutions. Ways in which the learning
and development of these workers might be enlarged, or constrained, depends crucially on the
strategic interplay of workforce development policies and the wider organizational and societal
terrains created for worker development. The risks of skills atrophy in growing sections of
working population are societal risks, when scaled up, and at odds with espoused aims for
highly skilled and knowledgeable workforces. And where non -permanent workers who seek
development opportunities do so under the radar or beyond the scope of workforce development
provision, it is important to understand the reasons for this. How can initiatives such as Skills-
Future in Singapore and the development of employability skills frameworks in UK actually
serve non-permanent workers’ needs and preferences for forms of learning and development
that work for their lifestyles and everyday life and work realities?
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Abstract

The aim of this paper is to provide insight into the system of further training opportunities for
daycare centre education professionals in Germany (for pre-school children up to the age of six
years). In contrast to the situation in other European countries, in Germany further training for
professionals in this field is not regulated at national level and is only partially organized at the
level of the Federal States; rather, further training opportunities are offered by a range of various
bodies and institutions. By contrast, the system of further training for early childhood education
professionals in other European countries is more strongly centralized, and professionals are
employed by the government. In order to gain a better understanding of the behavior of early
childhood education professionals regarding further training opportunities in the context of the
diverse system of further training in Germany, the Professional Development Initiative for
Early Education Professionals (German: Weiterbildungsinitiative Frithpddagogische Fach-
kréfte, WiFF) carried out a large-scale, modularly organized study from 2015 to 2018. This
article presents selected results based on a standardized, representative survey of early child-
hood education professionals across Germany which was conducted as part of this study.

Keywords

further training, early childhood education, daycare centers

1 Introduction

In Germany, work in daycare facilities (Kita) is part of a strictly regulated labour market seg-
ment and is mostly done by professional educators, childcare workers, social assistants and
social education workers. Since 2004 also childhood education studies qualify students for the
daycare sector. Despite its expansion and partial academisation this sector continues to be dom-
inated by state-recognised educators trained at professional schools for social pedagogy - they
account for 70% of professionals, while only 5% have an academic degree (Autorengruppe
Fachkréftebarometer, 2017). The different levels of training typically qualify graduates also for
other fields of work in child and youth welfare beyond daycare centres. The training usually
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follows a generalist agenda and requires professionals to engage in further education. Although
participation in further training is not compulsory, continued professional training is part of a
silent consensus in the field of early education: lifelong learning is considered an essential part
of vocational biographies (Konig & Buschle, 2017; Nittel et al., 2014).

Further education consists in continuing or resuming organised learning activities after
having completed an initial educational career (vocational training), which, as a rule, had been
followed by employment or family-related activities. In German-speaking countries continuing
and further education includes, on the one hand, organised (formal or non-formal) learning
processes for deepening, expanding and renewing knowledge, skills and abilities (Deutscher
Bildungsrat, 1970). On the other hand, it involves self-directed learning (in relation to the learn-
ing style) and informal learning, i.e. learning on the job or outside institutionalised or organised
structures (Reichart & Gnahs, 2014; Siebert, 2017). The present study focuses mainly on further
education in the field of daycare facilities, which can be attributed to the particular approach of
non-formal learning.

Further training for early childhood education professionals is highly diverse in terms of
range, providers and types of events. This is inherent in the federal structure of Germany and
the principle of subsidiarity: with regard to further education "the voluntary nature of partici-
pation, the provision of nationwide and needs-based offers and their general accessibility are
part of the state-induced organising principles" (Reich-Claassen & Tippelt, 2012, p. 168; au-
thors’ translation).

The German Federal States (Lénder) are responsible for further education in the daycare
sector, and the provision of training and practical advice for employees in the field of public
child and youth welfare is regulated in the Eighth Book of the Social Code (SGB VIII). Thus,
educational and care services for children before compulsory schooling in Germany are part of
the system of child and youth welfare rather than the education system.

Apart from private agencies and independent institutions churches and social welfare or-
ganisations operate in the field of further education of early childhood education professionals
(Grimm et al., 2010). The largest providers are welfare organisations and non-profit associa-
tions (in a dual role as employers and providers of further education). In contrast to the Anglo-
Saxon countries, the number of private commercial daycare facilities is rather small. Accord-
ingly, the majority of the staff is employed by independent institutions (2016: 66%) (Autoren-
gruppe Fachkréftebarometer, 2017).

Compared with other European countries, the organization of further training for early
childhood education professionals in Germany presents a number of particularities. Since a
variety of providers regulate the (further) training and qualifications in this field, a range of
divergent frameworks and responsibilities exist, each of which is specific to a given provider
(Oberhuemer, 2012). In this context, there is only limited scope for the comparability of sys-
tems and concepts of quality management, particularly since it is not clear what direct influence
these have on further training (Miiller et al., 2016).

By contrast, for instance, the system of further training for early childhood education pro-
fessionals in Slovenia is more strongly centralized, and professionals are employed by the gov-
ernment. A similar situation exists for example in Italy and Hungary where professionals that
are employed by local council or in the state education sector are also affected by centralized
structures (Oberhuemer, 2012).

Until now, relatively few empirical studies of further training of daycare center education
professionals have been conducted in Germany, and these were partially carried out in the con-
text of studies with a broader thematic interest (e.g. selected WiFF-guides; Beher & Walter,
2010; von Hippel & Grimm, 2010; Baumeister & Grieser, 2011; Expertengruppe Weiterbild-
ung, 2013; Kovacevic & Niirnberg, 2014). In order to identify areas where reform is needed in
this field of work and to help align further training with early education, the WiFF-
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Weiterbildungsstudie (“Further Education Study of WiFF”) addresses the interface between
these two fields (Buschle & Gruber, forthcoming, 2018).

In the context of this study, a diverse set of questions was relevant. Among other things, it
investigated the planning of further education topics or the professional background of training
professionals. Against this background, the present paper discusses questions regarding the fur-
ther training behaviour of early childhood education professionals, conditions for the transfer
for what has been learned, and informal vocational learning activities.

The aim of this paper is two-fold. Firstly, it will present the framework conditions of further
training opportunities for daycare centre education professionals. Secondly, it will discuss the
motives and behaviour of early childhood education professionals regarding further training,
barriers hindering participation in further training courses, the transfer of the learning context,
as well as the willingness of professionals to engage in forms of informal learning.

2 Methods

In 2009 the Federal Ministry of Education and Research and the Robert Bosch Stiftung in co-
operation with the German Youth Institute launched the Weiterbildungsinitiative Friihpdda-
gogische Fachkrdfte (WiFF) (Professional Development Initiative for Early Education Profes-
sionals). Its third funding phase runs until the end of 2018. This programme is one of the most
comprehensive professionalisation initiatives for early education in Europe (Oberhuemer,
2014). The goals of the initiative include strengthening early education as the basis of the edu-
cation system in Germany as well as providing transparency of the structure of further education
in this field. The WiFF Further Education Study was designed for this purpose; it consists of
three modules: its main objective is the analysis of the significance of further training in the
field of early childhood education at (1) the individual level of early childhood education pro-
fessionals, (2) the institutional level of daycare centers, and (3) the level of the further training
system.

The research design of the study reflects this multi-level interest: according to each module
and the corresponding research question, various quantitative and qualitative methods of data
collection were used, each targeting different groups of participants.

The following types of data were collected, analyzed, evaluated and, where appropriate,
linked together using methodological or result triangulation (Flick, 2011): program analyses of
further training events (n = 3.963), expert interviews with people responsible for planning fur-
ther training (n = 13), an online survey of people offering further training courses (n = 536), a
group discussion (n = 4), and a standardized written survey of daycare center education profes-
sionals (n = 1.585).

This paper concentrates primarily on results from the standardized expert survey, which is
part of the third module of the Further Education Study. Its overarching object was the explo-
ration of the significance of further training for the field of daycare centre education from the
perspective of the education professionals themselves in Germany.

2.1 Sampling a questionnaire

One of the special features of this study is that both the managing directors and the pedagogical
staff of daycare centres were included. Thus, the representation of the two target groups in the
sample is comparatively well balanced.

The actual ratio of management to employees is approximately one to nine (Autorengruppe
Fachkriftebarometer, 2017). Managers are deliberately overrepresented in order to take a closer
look at their special role.

Corresponding to the two target groups, two slightly different versions of the questionnaire,
which were sent out by post, were produced. The management questionnaire includes three
additional questions and several items address only one target group or are adapted accordingly.
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Questionnaire construction was based on findings from previous empirical studies in the fields
of daycare and further education (BMBF, 2015). Data collection took place during September
and October 2016. Prior to the official survey, a cognitive pretest (n = 10) was conducted in
order to optimize the questionnaire.

The random sample of managers and the pedagogical staff is representative and was drawn
from an address database of all daycare centres in Germany in 2016 (including altogether
57.912 addresses). The proportionate stratified sample selected organisations according to the
number of daycare centres in the federal states.

After deducting the sample-neutral non-response, the gross sample included 2.886 daycare
centres. For each, one director and a randomly selected pedagogical professional were asked to
participate;! a total of 5.772 questionnaires were sent out.

The response rate of directors (29.7%; n = 857) was slightly higher than that of the peda-
gogical staff (25.2%; n =728).

2.2 Selected results

This paper sheds light on the practice of further training in Germany from the perspective of
the actors in the further training system as well as daycare centre education professionals. The
focus is on the most recent (i.e. during the last 12 months) or currently attended continuing
education event.

The results furthermore illustrate that the rate of participation in further training is very
high among these professionals and that they are generally highly motivated to take part. The
majority of the managing directors (MD) (86%, N?= 838) and pedagogical staff (PS) (85%, N=
709) have taken part in at least one job-related training or further education event in the last 12
months. Mostly short courses of one day are attended. Compared to the average participation
of employed persons in further training in Germany (56%) (BMBF, 2017), the participation of
Kita specialists is thus significantly higher.

2.3 Motives for participation

The strongest motives for participating in further education were related to the interest in the
topic (MD: 96%, Nmp= 679; PS: 97%, Nps= 576), the desire to learn new things (MD: 87%,
Nwmp= 659; PS: 94%, Nps= 566), to update the tools of the trade for practical work (MD: 93%,
Nwmp= 677; PS: 91%, Nps= 568), and to deepen theoretical backgrounds (MD: 83%, Nmp= 659;
PS: 87%, Nps= 559). Altogether the findings indicate a clear priority of practical interests in
terms of content and realisation.

Especially proposals to participate in further training events that were suggested by the
management were important for the pedagogical staff. Labour market-related reasons (i.e. ca-
reer advancement, increase in income, finding a new job, vocational qualification) were less
relevant since new career prospects hardly seem to open up through further training. Corre-
spondingly, nearly half of all respondents (MD: 40%, Nmp= 823; PS: 48%, Nps= 689) do not
associate their further education with an improvement of chances in the labour market; and only
3% (Nps= 564) of the pedagogical staff and 5% (Nmp= 666) of managing directors received
certificates recognised in terms of credit points for studies.

On a random basis the team member whose birthday comes up next was selected.

2 Total number of valid cases.
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2.4 Barriers to participation®

Not having found a suitable offer in the last 12 months is the main reason for not having par-
ticipated in further training events (MD: 51%, Nmp= 98; PS: 58%, Nps= 91). Another possible
reason that is discussed in the literature is related to the heterogeneity of the further education
landscape, which makes it difficult to gain an overview of organisations and offers and thus
also the selection of suitable events (Peucker et al., 2017). 40% (Nps= 85) of the pedagogical
staff and 22% Nmp= 94) of the managers do not want to or cannot afford the costs of the train-
ing; and participation was not considered because it would not have resulted in better earning
opportunities (MD: 48%, Nmp= 92; PS: 38%, Nps= 84). Also, the human resource situation at
the daycare centre has an impact. Due to staff shortage, managers are almost twice as often
prevented from participating in further training as pedagogical staff (MD: 57%, Nmp= 104; PS:
31%, Nps= 87). In general, the lack of financial and professional advantages associated with
further training is more relevant for the non-participation of managers than of pedagogical staff.

2.5 Transfer conditions

In order to contribute to quality development, the aim of participating in further education
should consist in the transfer of acquired skills and knowledge into the professional practice in
daycare centres. (Hoffer, 2017). Our findings indicate that this is done primarily through ex-
change among colleagues in teams (MD: 92%, Nmp= 682; PS: 95%, Nps= 576). For instance,
team meetings are used to discuss the implementation of what has been learned. However, our
findings also show that respondents indicate a lack of time for implementing novel approaches
and for practising them (MD: 45%, Nmp= 675; PS: 31%, Nps= 556). In this respect, managing
directors are less optimistic than pedagogical staff. This problem of lacking time for implemen-
tation almost equally affects early childhood education professionals independently of funding
organisation, size of a daycare centre, weekly working hours, or regulations regarding the ex-
emption from group service (Buschle & Gruber, forthcoming, 2018).

2.6 Informal learning

Almost all pedagogical staff members (93%, Nps= 722) and managing directors (97%, Nmp=
851) included in the survey participated in some form of informal vocational further training in
the last 12 months. By comparison, the Adult Education Survey, which covers the entire resi-
dent population aged 18-64 in Germany, finds that 43% of its respondents took part in informal
learning activities in 2016 (BMBF, 2017).

Informal learning entails a variety of activities: 93% (Nmp= 851) of managing staff and
86% (Nps= 727) of pedagogical staff mainly read books, specialist journals or internet sources;
many conducted independent research on professional issues on the Internet, libraries etc. (MD:
82%, Nmp= 857; PS: 71%, Nps= 727). 53% (Nmp= 857) of the managing directors and 54%
(Nps= 727) of the pedagogical staff learned from exchanging with peers in their private or pro-
fessional environment.

Informal learning is only partially supported by the working environment of daycare cen-
tres. Nearly all of them provide access to books (MD: 98%, Nvp= 848; PS: 94%, Nps= 726)
and subscribed journals (MD: 88%, Nmp= 848; PS: 84%, Nps= 726). Computers and internet
access is available for most managing staff (87%, Nmp= 848) but fewer pedagogical profes-
sionals (77%, Nps= 726) (Buschle & Konig, 2018). Overall, skilled professionals tend to engage

> Questions of non-participation were answered only by those who did not participate in any form of

further education during the last 12 months (valid N for managing directors: 91-104; unweighted
valid N for pedagogical staff: 82-90).
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in informal learning activities rather outside their working hours (MD: 55%, Nwmp= 787; PS:
61%, Nps= 633); this indicates that they are highly interested in informal further education and
that they are (and perhaps have to be) self-reliant when it comes to meeting their needs for
professional development.

3 Conclusion

For some years now, the quality expectations towards daycare centres as places of education
have been growing. Questions regarding inclusion, equal opportunities and the compatibility of
daycare and school education determine the current educational policy discourse. Political pres-
sure and recruitment strategies associated with the expansion of this particular education sector
promote part-time and in-service training as well as refresher and advancement training for
newcomers and returners. In the future, career paths could become permeable and allow day-
care nurses to become managing directors. This would imply a professionalization of the field
from within. There is a lot of hope attributed to continuing and further education that it will not
only support the transformation process but also play a decisive role in shaping it (Kénig &
Buschle, 2017). Further education can have manifold roles: it can complement and update pro-
fessional knowledge; it can enable the accumulation of personal and professional skills through-
out working life; and it can be used as an important pillar for implementing educational reforms
(von Hippel, 2011).

The present study underlines the discrepancy between these manifold expectations towards

further training and the actual conditions of the field. Our findings confirm previous studies
showing that German daycare professionals are highly interested and active in continuing edu-
cation even with regard to learning opportunities outside of organised education. Participating
in further education is part of the professional self-understanding and regarded as particularly
relevant for meeting the many challenges and changes of educational work at daycare centres.
Further education participation depends first of all on the management and on the circumstances
and conditions of particular institutions. While managing directors usually support further train-
ing, structural conditions tend to be adverse. Especially the comprehensive shortage of qualified
staff in the German early education system undermines the transfer of novel approaches into
the everyday work in daycare centres. Unsurprisingly, professionals prefer short courses that,
however, have little sustainable impact (Friederich, 2017; Faulstich & Zeuner, 2010). Further-
more, until now, participation in continuing education seems to have few real advantages for
career development or increasing earning opportunities. Also in this respect there is a gap be-
tween expected effects on professionalization on the one hand and actual benefits for daycare
professionals in the other.
The conditions of working in daycare facilities need to be adapted to the high expectations associated
with it in terms of professionalization and modernisation of this important layer of education. At the
same time, there should be considerations to utilize the popularity of short-term courses by making them
more sustainable.
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Abstract

Tax avoidance and tax evasion are frequently discussed topics on both a national and European
level. Education can play an important role in fostering tax compliance. This is especially the
case in vocational business education, where students are equipped with the knowledge to found
a company, and tax-related issues are of importance. As a part of a sound economic literacy,
tax literacy comprises knowledge as well as other dimensions, such as attitudes. The focus of
this paper is on general tax knowledge and on tax compliance attitudes. Consequently, the main
goals are to present the descriptive results on tax knowledge and on attitudes of the students
from business colleges in Austria, and to analyze the relationships between knowledge and tax
compliance attitudes. As such, a mixed methods approach that integrates an interview study
(n = 22), as well as a questionnaire study (n = 688) was applied among the students from the
fourth grade of business colleges in Austria. The results give insight into regular misconcep-
tions in the field of taxes, which serve as an important input for instruction. Additionally,
knowledge was found to be positively related to a voluntary tax compliance attitude and nega-
tively related to a tax evasion attitude. This indicates that knowledge is an important factor for
tax compliance.

Keywords

tax literacy, tax knowledge, tax compliance

1 Introduction

Economic and financial crises, governmental debts, and the risk of bankruptcies call for sound
economic literacy in order to develop an understanding of economic issues on a societal level
and to have the ability to take responsibility for one’s own financial affairs (Leumann et al.,
2016). The importance of economic literacy and economic education is also reflected in the
development of competency models and the growing amount of studies in this field (Seeber et
al., 2012). Additionally, Baden-Wiirttemberg, a federal state in Germany, recently introduced
a new mandatory subject of economics and vocational orientation in general education schools
(Hiller, 2017). In Austria, a fundamental decree for an educational principle which was targeted
towards integrating economic education into various subjects and schools was issued in 2015
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(Bundesministerium fiir Bildung und Frauen, 2015). Economic and financial education, there-
fore, has thus become an important part of the education system in several countries. The topic
of taxes is, however, is often only partially integrated, or completely ignored, in the content
frameworks this field (Cechovsky, 2018).

Still, tax avoidance and evasion are discussed frequently on a European level, since a va-
riety of regulations were introduced to decrease the number of funds lost (European Commis-
sion, 2017). Regulations and fines are one way to curb tax evasion. Furthermore, education is
another important instrument to support tax compliance, as several studies have indicated (Hof-
mann et al., 2008).

The topic of taxation is especially relevant in vocational business education, where students
are equipped with the knowledge and abilities to found a company. Therefore, the target group
of this study would be students from the fourth grade of business colleges in Austria. Business
colleges in Austria can be described as five year higher vocational schools that result into
vocational degree and in a university entry certificate. These schools have a strong entrepre-
neurial focus (Bundesministerium fiir Bildung, 2014). Most students have already had work
experience from internships or part-time jobs, have bank accounts and pay capital gains tax,
and all of them pay value-added tax as consumers. Furthermore, they have the right to vote
once they are 16 and can therefore indirectly influence the tax system.

The main goal of this paper is to give an overview of two dimensions: the concept of tax
literacy, as well as their interrelationships. Consequently, the following research questions will
be discussed:

e  What general tax knowledge and tax compliance attitudes do the students show?

e  What relationships between general tax knowledge and tax compliance attitudes can be
found?

The results of this study have implications on three levels. Firstly, the analysis of the
knowledge dimension uncovers conceptions and misconceptions relevant for instructions. Sec-
ondly, the study can stimulate discussion on the level of educational policies and, therefore,
provide a starting point for holistically oriented tax education initiatives. Thirdly, the study
contributes to the growing field of research on economic literacy and tax literacy.

In this paper, the dimensions of general tax knowledge and tax compliance are first dis-
cussed from a theoretical perspective and hypotheses. This is based on deductions from previ-
ous studies (chapter 2. Theoretical Background on Tax Literacy). Next, the methods applied
are outlined, and the sample is described (chapter 3. Methods). Thirdly, the results are presented
(chapter 4. Results). Finally, a conclusion is drawn, and the limitations of this study and further
fields of research are discussed (chapter 5. Conclusion).

2 Theoretical background on tax literacy

Economic education, which can be seen as the broader theoretical background for this project,
according to Dubs (2013) can be differentiated into vocational education and general civic ed-
ucation. While vocational education is specific for vocational schools, general civic education
is relevant for all upper secondary schools. Economic education should develop an understand-
ing of economic and business-related contexts relevant for the consumer, the earner and the
economic citizen (Dubs, 2013). Beck (1989) points out that economic education' comprises
economic knowledge and thinking, economic attitude and the ability to morally reflect

Education is understood as the German concept of “Bildung”, which describes a state a person can
reach.
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economic topics. As this description indicates economic education not only targets towards the
development of knowledge but also integrates other dimensions such as attitudes.

Based on the theoretical groundwork from the field of economic education, a definition for
tax literacy has been derived. Tax Literacy is defined as general tax knowledge on a societal
and individual level, an interest in tax-related issues, and an attitude, alongside a corresponding
tax compliance behaviour. In this paper, the focus is on the dimensions of general tax
knowledge and tax compliance attitudes, which will be outlined in the following paragraphs.

Firstly, the general tax knowledge as it is understood in this project is described. General
tax knowledge comprises of different types of knowledge and different cognitive processes,
according to the taxonomy for learning, teaching, and assessing by Anderson et al. (2001),
which is based on work by Bloom et al. (1972). Therefore, general tax knowledge not only
consists of remembering factual knowledge but also integrates more complex knowledge di-
mensions (factual, conceptual and procedural knowledge) and cognitive processes (remember-
ing, understanding, applying, analyzing and evaluating) as well. Furthermore, it consists of rel-
evant tax-related content. While the content focuses on a public level of taxation (e.g., functions
of taxes), it also focuses on the individual level (e.g., basic principles of the most important
types of taxes).

Secondly, the tax compliance attitudes are described from a theoretical perspective. In the
field of tax compliance, several terms, such as tax avoidance and tax evasion, are used. Since
the measurement of tax compliance attitudes is based on an instrument developed by Kirchler
and Wabhl (2010), their definition will be presented. Kirchler (2007) describes tax compliance
as a neutral term stating that a taxpayer is willing to pay taxes. Non-compliance, on the other
hand, can be seen as a broad concept where a taxpayer fails to pay his or her taxes. According
to Kirchler and Wahl (2010), compliance and non-compliance can be further differentiated,
according to their underlying motives. Compliance can be either voluntary or enforced, and
non-compliance is differentiated into tax avoidance and tax evasion, as depicted in Figure 1
below. Thus, voluntary compliance consists of the underlying motivation, namely on that in-
culcates the paying of taxes as the duty of a citizen, whereas enforced compliance is related to
the fear of fines and punishment. Tax avoidance can be described as the minimization of taxes
within legal boundaries, and tax evasion includes the violation of the law.

Compliance Non-compliance

Voluntar Enforced
) Tax Compliance

Tax Avoidance Tax Evasion

Figure 1 = Tax compliance according to Kirchler and Wahl (2010)

Kirchler, Holzl and Wahl (2008) suggest that the level of tax compliance in a society is
influenced by two factors: the power, and the trust in tax authorities. However, both concepts
are influenced by individual perceptions of the taxpayer. Power can be described as perceiving
the tax authorities as an institution that controls and punishes taxpayers. Therefore, a high per-
ception of power leads to enforced compliance. In contrast, trust in the tax authorities goes
along with a positive evaluation of the tax authorities and taxes improving the situation for the
citizen. A high level of trust is associated with a voluntary compliance attitude. A lack of both
elements results in a vicious circle of mistrust and illegitimacy of the tax authority, which could
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result in a non-compliance attitude. It was found that having a broad knowledge is positively
related to trust, whereas little knowledge is associated with low trust (Kirchler et al., 2008).
Knowledge is thus assumed to be related to tax compliance attitudes and behavior.

This is also confirmed by several studies in the field of tax knowledge and tax compliance
among different target groups (Djawadi & Fahr, 2013; Eriksen & Fallan, 1996; Gangl, Kirchler,
Lorenz, & Torgler, 2015; Kirchler et al., 2006; Oladipupo & Obazee, 2016; Palil, Akir, & Ah-
mad, 2013; Wong & Lo, 2015). Yet, knowledge is also needed for tax avoidance. As such, a
positive relationship between tax avoidance and tax knowledge was found by Groenland
(1983). Based on the theoretical assumption, as well as the empirical evidence, the following
hypotheses have been formulated:

e Hypothesis 1: There is a positive relationship between general tax knowledge and attitude
towards voluntary tax compliance.

e Hypothesis 2: There is a positive relationship between general tax knowledge and attitude
towards tax avoidance.

e Hypothesis 3: There is a negative relationship between general tax knowledge and attitude
towards enforced tax compliance.

e Hypothesis 4: There is a negative relationship between general tax knowledge and attitude
towards tax evasion.

3 Methods

In this project, an exploratory research design by Creswell and Plano Clark (2007) was applied
as there was limited prior research in this field. Consequently, the first qualitative step was
taken to explore the conceptions and misconceptions of the students, followed by a second
quantitative step.

Firstly, 22 problem-centred interviews were held with students from business colleges in
Austria. The questions focused on their experience with taxes, as well as on their conceptions
on public finance issues. The interviews were analyzed according to Mayring (2014) and pro-
vided a crucial input for the construction of knowledge questions (for selected interview results,
see Cechovsky (2018)).

Secondly, a quantitative study of the tax literacy of the students was conducted. Thus, a
questionnaire on knowledge, interest, attitude, behavioural intentions, perceived behavioural
control, and social norms was developed. Since the research questions chosen for this article
are focused on knowledge and attitudes, the other dimensions will not be further outlined.

The questionnaire part on tax knowledge was based on an analysis of various textbooks, a
curriculum analysis, the qualitative study, as well as existing instruments, such as the Test of
Economic Literacy in its German version (Beck and Krumm, 1998) and items developed by
Steininger (2017). The attitude scales are based on the tax compliance inventory TAX-I by
Kirchler and Wahl (2010). Kirchler and Wahl (2010) developed the questionnaire for self-em-
ployed entrepreneurs in Austria. All items were adapted to fit the target group.

In order to improve the quality of the questionnaire, a cognitive pre-test, along with a stand-
ard pre-test and expert validation was carried out. Furthermore, an item analysis, according to
classical test theory, was applied. Therefore, a principal component analysis was conducted to
confirm the indicated factors. Moreover, reliability and validity were analyzed. Consequently,
some items had to be dismissed, due to reliability issues.

For the main test, 688 students in three federal states in Austria were surveyed. The study
was approved by the school authorities and respective principals. Furthermore, information ma-
terial was provided, and the students were informed about the anonymity of their answers. Ad-
ditionally, a neutral instruction was provided, which would have decreased the social desirabil-
ity of the answers.
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The gender distribution of the sample shows that more women (59%) than men (41%) took
part in the study. This represents the actual gender ratio in business colleges in Austria (Statistik
Austria, 2017). The age of the students ranged from 16 to 22. A large majority (97.7%) of the
students was between 17 and 19 years old. Additionally, 85.2% of the students reported that
German was the main language they spoke in their leisure time and 14.8% of the students indi-
cated that they mostly speak a language other than German.

4 Results

In the results section, the research question on general tax knowledge and tax compliance atti-
tudes will first be answered. Thereafter, the results of the second research question, and the
hypotheses on the relationships between knowledge and tax compliance attitudes are outlined.

4.1 Descriptive results on general tax knowledge

The knowledge test consists of 24 multiple choice questions on general tax knowledge in a

four-item format. At least one item was correct, as was indicated in the instruction. 0.25 points

could be obtained per item (0 if the item was answered incorrectly and 0.25 points if the items
ere answered correctly) and a maximum of 1 point for one question.

The boxplot in Figure 2 below provides an overview of the students’ scores on all 24
knowledge questions. The median is at 15.25. Furthermore, 50% of the scores are between the
interquartile range of 14.25 to 16.50 (weighted average), which shows a range of 2.25. The
minimum, excluding outliers, is at a score of 11 (a solution rate of 45.833%) and the maximum
excluding outliers is at a score of 19.25 (80.208%) of the items answered correctly). All in all,
a mean score of 15.36 was obtained, resulting in an average solution rate of 64%.

22,00
021,75

020,25

18,00

16,00

14,001

Figure 2 Boxplot on the knowledge questions

Next to the description of the results in general, one knowledge question will be presented
in detail. The knowledge, depicted in Figure 3 below, is of interest as it was the most difficult
question among the 24 knowledge questions (solution rate of only 24%). In Austria, a progres-
sive income tax system exists. Thus, the income is taxed in steps, according to the tax table.
The students were provided with a tax table as well. Nearly 70% of the students believed that
income tax was calculated as a fixed percentage of the taxable income. Thus, a person with a
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taxable annual income of € 24,000.00 would have to pay € 8,400.00 of taxes, which is 35% of
the income. However, the right application of the progressive income tax table would result in
a tax payable of € 3,850.00, which was around 16% of the income. Consequently, this miscon-
ception led to a much higher perceived tax burden. These results to some extent are similar with
findings by Chardon, de Zwaan and Liu (2016) and Steininger (2017) who also found that there
were difficulties that existed among other target groups regarding calculation of the share of
income tax in a progressive tax system.

Which of the following statements concerning the
calculation of income tax are true? (n=680)

false mcorrect

K14MC4f More than half of an
income of € 1,000,000 has to be 1% 29%
paid as income tax.

K14MC3r Income tax for an income
that falls into the second tax
category (€ 11,000 to € 18,000) can 82% 18%
be calculated with the following
formula: (income - € 11,000) x
25%.

K14MC2r The tax amount can be 66% 34%
reduced through deductions.

K14MCI1f Income tax from a gross
annual income of € 24,000 is 70% 30%
calculated as follows: 24,000 x
35%.

00% 20% 40% 60% 80% 100%

Figure 3 Knowledge question on the calculation of income tax

4.2 Descriptive results on tax compliance attitudes

Each attitude dimension (voluntary, enforced, avoidance, evasion) was measured through five
items which had to be rated on a five-point Likert scale that ranged from 0 = not agree at all to
4 = absolutely agree. As seen below, Table 2 provides an overview of the descriptive data.

The highest means were obtained in the attitude towards voluntary compliance dimension
and attitude towards avoidance dimensions. The mean was just between partly agree and mostly
agree. For attitude towards enforced compliance, the mean was below the partly agree thresh-
old. The attitude towards evasion dimension showed the lowest mean, which is below hardly
agreed. Minimum and maximum showed that the whole rating scale was represented in the
answers and the standard deviation indicates a sufficient variation of the answers.

VETNET ECER PROCEEDINGS 2018



119

Table 2 Attitude dimensions

N Minimum Maximum Mean Std. Deviation

Attitude voluntary compliance 684 .00 4.00 2.5953 79735
Attitude avoidance 685 .00 4.00 2.5133 .65624
Attitude enforced compliance 686 .00 4.00 1.8601 .90424
Attitude evasion 685 .00 4.00 .8336 93257
Valid N (listwise) 677

4.3 Results on the hypotheses on knowledge and tax compliance

For testing the hypothesized relationships between general tax knowledge and the four dimen-
sions of tax compliance attitude, a bivariate correlation was calculated. Additionally, bootstrap-
ping was applied, since the normality of the data cannot be assured.

The correlation matrix is provided in Table 3 below. The analysis indicates that, as hypoth-
esized, general tax knowledge was significantly related to attitude towards voluntary compli-
ance (r = .204, p < .01) and to attitudes towards tax avoidance (r = .183, p <.01). Again, as
hypothesized, a negative relationship can be found between knowledge and attitude towards
tax evasion (r = -.105, p <.01). However, no significant relationship between tax knowledge
and attitude towards enforced compliance (r =-.029, p > .05) was found. An explanation could
be that enforced compliance is rather an emotional decision that is based on fear.

Table 3  Correlations knowledge, interest and attitudes

Knowledge Attitude Attitude Attitude  Attitude
voluntary enforced avoidance evasion

Knowledge 1 2047 -.029 1837 -106™
Attitude voluntary compliance 204" 1 .017 .055 -.293"
Attitude enforced compliance -.029 .017 1 096" 150"
Attitude avoidance 1837 .055 .096° 1 2007
Attitude evasion -.106™ -.293" 1507 200" 1

Note. **. Correlation is significant at the 0.01 level (2-tailed), *. Correlation is significant at
the 0.05 level (2-tailed). Unless otherwise noted, bootstrap results are based on 1000 bootstrap
samples.

5 Conclusion

Firstly, the knowledge part of the questionnaire helps to identify misconceptions relevant for
instructions. A large share of the students’ beliefs of how income tax was calculated was
stemmed in a way that would lead to a much higher tax burden than the actual calculation
results. This misconception has to be explicitly focused on in an instructional setting.

Secondly, the dimensions attitude towards voluntary compliance and attitude towards tax
avoidance seem to be of relevance for students. The scales enforced compliance and evasion
showed lower agreements. As such, these were less relevant attitudes for the students. This does
not seem surprising as in the subject of accounting; the focus is on tax compliance and tax
avoidance within legal boundaries.

Thirdly, inferential analysis showed as hypothesized a positive relationship between
knowledge and voluntary tax compliance and a negative relationship to tax evasion. The find-
ings are in line with existing studies (Hofmann et al., 2008). Furthermore, the results support
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the provision of tax education. Such initiatives should not only focus on practical knowledge
for the tax return but also on knowledge of the tax system on a societal level.

There are several limitations to this study and some areas for further research could be
identified. At the moment, only one target group has been surveyed. Therefore, only intragroup
comparisons are possible. Additionally, some questions of the questionnaire are specific to the
Austrian legal system. However, a version which fits the regulations in Germany is being de-
veloped during the writing of this paper. Finally, the questionnaire is influenced by the preva-
lent economic system in Austria. Still, it would be interesting to adapt and apply the question-
naire among other countries (especially in other economic systems) and target groups as well.
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Abstract

Changes in the demographic composition and education profile are driving a major structural
change in Singapore’s workforce. This workforce shift is taking place against rapid technolog-
ical advancements and globalization. With advancements in technology and the increasing use
of artificial intelligence, a range of existing jobs will be automated, and robotics will be a key
influencer for job creation in the near future. The economy is facing a skills gap where a grow-
ing portion of the population run the risk of being irrelevant. The primary data source of this
paper is Singapore’s literacy scores in Programme for the International Assessment of Adult
Competencies (PIAAC). The study analysed Singapore’s PIAAC performance by comparing
the acquired literacy skills by different age groups. The key aim is to a better understanding of
the relationship between literacy skills and the adult working population. This study expands
the available research on literacy losses and ageing and lends support to the development of
key policies to strength the skills upgrading pipeline.

Keywords
PIAAC, adult literacy skills, skill gaps

1 Introduction

Singapore is one of the fastest growing economy in the world (Hewko, 2017). However, it also
has a low birth rate and a high rate of ageing. Approximately 10% of the population is aged
over 65. Upon 2018, and for the first time in Singapore’s history, the number of people above
65 will equal to those under 15. This situation has been portrayed as a ‘ticking demographic
time bomb, with implications on costs, taxes, labour and productivity’ (Shiao, 2017, December
07). Singapore’s workforce is facing shifting demands for labour in the face of a rapidly ageing
population.

To further complicate the issue, the shifting workforce demands in Singapore is up against
rapid technological advancements and globalization. With advancements in technology and the
increasing use of artificial intelligence, a range of existing jobs will be automated in the next
20 years, and in the next five years, robotics will be a major influencer for job creation (Arntz,
Gregory, & Zierahn, 2016).

Repetitive and low-skilled jobs are already being replaced by technology. Such changes in
all sectors of industry will require an enormous number of technically proficient workforce with

Corresponding author

@0l




123

specialised skills to maintain and support the development of future technologies. A growing
portion of the workforce run the risk of being irrelevant, and the skills gap is becoming an ever-
widening chasm. Economies will face an increasing skills gap where a growing portion of the
population run the risk of being irrelevant.

As the job scene evolves, skills has been branded as the “global currency of 21st-century
economies” (OECD, 2012, p. 10). There are both cognitive skills (such as literacy or numeracy
skills) as well as non-cognitive skills (such as physical or soft skills). Research has shown cog-
nitive skills to be positively correlated with the individual success in labour market, participa-
tion in society as well as economic growth (Hanushek et al., 2015; OECD, 2013).

Skills gap in the working population have a negative impact on labour productivity. Re-
ducing the skills gap has shown to deliver a boost in efficiency of about 10 percent (OECD,
2015, 2016b). The re-distribution of skills has significant implications for reskilling and up-
skilling polices. A lifelong learning culture is needed to engage learners as well as those in the
workforce in overcoming these growing challenges. The role of life-long learning in enhancing
a society’s competitiveness and employability, and active citizenship has been acknowledged
for some time. Developing the right skills in respond to the changing labour market plays a
crucial role. Continuing (CET) education, adult education and vocational education and training
(VET) are key players in this role. According to a 2015 study, there’s a clear and compelling
correlation between workforce competencies and the strength of a country’s economy (OECD,
2015).

The study analysed The Programme for the International Assessment of Adult Competen-
cies (PIAAC) literacy performance by comparing the acquired literacy skills by different age
groups in Singapore. The key aim is to a better understanding of the relationship between liter-
acy skills and the adult working population. This study aims to expand the existing research on
literacy losses and ageing (OECD 2012, 2013, 2016b) and lends support to the development of
key policies to strengthen the skills upgrading pipeline to support the shifting economy.

1.1 PIAAC literacy

The primary data source for this paper is Singapore’s literacy scores in PIAAC. The PIAAC,
conducted by OECD, assessed literacy, numeracy, and technology-related skills of adults’ age
16 to 65. Implemented between August 2011 and March 2015, PIAAC provides internationally
comparable data about skills of the adult population in 33 countries. It seeks to understand how
adults develop, use and benefit from these skills (OECD, 2013, p.25) as they are deemed rele-
vant to the labour market, education and training, and the social and civic life (OECD, 2013,
p.25) of today’s hyper-connected societies and increasingly knowledge-based economies
(OECD, 2013, p.3). The survey focuses on how these skills are used at home, in the workplace
and community; how they are developed, maintained and lost over a lifetime; and how they
relate to labour market participation, income, health, and social and political engagement
(OECD, 2013, p.25). Information on a range of generic skills, such as the ability to collaborate
with others and organise one’s time was also captured (OECD, 2013, p.25).

The first round of PIAAC data, administered between August 2011 and March 2012, pro-
duced data on 24 (mostly OECD) countries (OECD, 2013). In a second round, PIAAC admin-
istered the same skill survey in an additional nine countries (including both non-OECD coun-
tries) between April 2014 and March 2015 (OECD, 2016b), extending to 33 countries. The third
round is conducted between 2016 and 2019. At least 5,000 adults participated in the PIAAC
assessment in each country. In each participating country, a representative sample of adults
between 16 and 65 years of age was interviewed at home or an agreed location in the language
of their country of residence. PIAAC takes advantage of matrix-sampling, which implies that
each participant is only presented with a subset of the full set of items. Item-response theory
techniques are used to estimate scores on a common scale for all the participants. Singapore
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participated in the second round of OECD’s Programme for the International Assessment of
Adult Competencies (PIAAC). PIAAC was conducted in Singapore from 1 April 2014 to 31
January 2015. A total of 5 393 adults comprising Singapore Citizens and Permanent Residents
aged between 16 and 65, participated in the PIAAC.

In the PIAAC assessment, OECD defines literacy as “understanding, evaluating, using and
engaging with written texts to participate in society, to achieve one’s goals, and to develop
one’s knowledge and potential” (PIAAC, 2009, p.8). PIAAC literacy focuses on the participa-
tory, rather than functional, role of literacy in society — i.e. ‘to participate in society’. It recog-
nises that literacy has a social aspect, enabling individuals to interact with one another, learn
about and actively contribute to one’s surroundings and community life (PIAAC, 2009, p.9).

A greater variety of text types, whether narrative or interactive texts, and of media are
covered within PIAAC’s meaning of literacy. ‘Written text’ takes into consideration the current
norm of accessing and using text from some screen, such as that of a computer, PDA, ATM or
iPhone (PIAAC, 2009, p.8). ‘Understanding’ points to the construction of meaning large and
small, literal and implied, found in tasks ranging from basic understanding of words and their
meaning, to complex deciphering of themes in lengthy arguments and narratives (PIAAC, 2009,
p.8). It also includes being aware of the social function of the text and how it affects its structure
and content (PIAAC, 2009, p.8). ‘Evaluating’ means judging the appropriateness or usefulness
of a text for a task, its reliability and truthfulness of content, and textual quality, both as a craft
and as a tool to gain information (PIAAC, 2009, p.8 & 9).

There are six levels of literacy, or proficiency thereof, measured in PIAAC. They start from
‘below-level one’, then ‘level one’ which goes up to ‘level five’. At ‘below-level one’, the
respondent reads brief texts on familiar topics and locates a single piece of specific information.
Only basic vocabulary knowledge is required, without the need to understand the structure of
sentences or paragraph or make use of other text features. Tasks at ‘level one’ requires the
respondent to read relatively short digital or print texts to locate a single piece of information
identically phrased in the question. The respondent needs to recognise basic vocabulary, under-
stand meaning of sentences and read paragraphs. ‘Level two’ tasks required the respondent to
make matches between texts (digital or printed) and information. Paraphrasing or low-level
inferences may be required. ‘Level three’ tasks require understanding of text that are often
dense or lengthy and rhetorical structures, as well as navigating complex digital texts. At ‘level
four’, the respondent has to perform multiple-step operations: integrating, interpreting, or syn-
thesising information from complex or lengthy texts. Identifying one or more non-central
idea(s) in the text is required too for evaluating evidence-claim or persuasive discourse rela-
tionship. To attain ‘level five’, the respondent will search for and integrate information across
many dense texts, construct syntheses of similar and contrasting ideas, or evaluate evidence-
based arguments. Respondents have to be aware of subtle, rhetorical cues and make high-level
inferences or apply specialised background knowledge (OECD, 2016a, p.40).

1.2 Literacy skills

Learning new skills is difficult without sound basic literacy skill, while strong literacy profi-
ciency has been associated with better performance on the labour market (OECD, 2013). Liter-
acy skills are considered to be “key information-processing skills” relevant for adults in many
social contexts and working situations and necessary for integration and participation in the
labour market, education and training, and social and civic life. Policies to improve adults’
information and technology competence should focus on improving literacy and numeracy
skills along with improving access to technology (OECD, 2016a, p.24).

Reading and writing serve both as symbols of social status and as tools for economic, so-
cial, and personal changes (Newman & Beverstock, 1990, p. 9): the person is able to do what
they want to, whether at home, in the workplace, social or political context, or as support for
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further learning (Post, 2016, p.758). Hence, the broader possible impacts of literacy affect not
only economic outcomes but also social, political, psychological, health and family outcomes
(Post, 2016, p.758).

Furthermore, skills must be continuously developed throughout life to retain their value
(OECD, 2013, p.34). The longer a person is out of formal education, the weaker the direct
relationship between formal education and proficiency. It implies that the role of other factors
affecting proficiency, such as the work or social environment, becomes greater (OECD, 2013,
p-33). As such, the concept of lifelong learning becomes increasingly critical for human and
talent development (Tan, 2016, p. 278) and relevant for workers in both high-skilled and low-
skilled occupations (OECD, 2013, p. 34).

2 Methods

The methodology focuses on the relationship between age and literacy performance. Data on
age is grouped according to the divisions used in the collected PIAAC data: five age groups,
from a range of 16 to 55 and above; and three educational levels, from less than high school,
high school, to above high school. Literacy performance is measured on the PIAAC assessment
scale of levels from “Below 1”7 to “Level 57, although in this study Level 4 and Level 5 are
collapsed as very few have attained Level 5 (0.41% of the sample).

The distribution of percentage proportions of age groups were analysed across literary per-
formance. This provided an overview of the general distribution of performance, showing a
general decline based on increasing age (see Figure 1).

Literacy score

300 5apore

175
Agel5 20 25 30 35 40 45 50 55 60 65

Figure 1  Literacy scores of Singapore adults
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2.1 Results

Adults in Singapore aged 16 to 34 ranked ninth in the PIAAC literacy assessment. However,
older adults aged 45 to 65 performed lower than the OECD literacy average (see Table 1).

Table 1 Literacy scores by Age Groups

Age n Mean Literacy Score (SD)
I24 or less I 1074 I 285.2 (39.1) I
25-34 1097 282.3 (45.6)

35-44 1168 260.8 (52.5)

45-54 1113 236.6 (60.3)

55 plus 941 209.0 (62.4)

Grand Total 5393 256.0 (59.4)

Among the 33 participating economies, Singapore has the largest difference in scores be-
tween the older and younger cohorts, showing significant sub-group differences. The survey
showed that more than one in four adults in Singapore are proficient at or below Level One in
literacy — compared with the OECD average of 19 per cent (see Figure 2 and Table 2).

The key findings are:

Singapore adults’ average literacy scores (256) were below OECD average (296 points).
Older Singaporean adults are generally less proficient in their literacy skills than
younger adults. Proficiency is highest among adults in their 20s. From that point, profi-
ciency declines with age (see Figure 1: Literacy scores of Singapore adults). A closer
look at the data showed sub-group differences. The young Singaporean adults aged 16
— 24 performed better than the OECD average in literacy but the older Singaporeans
aged 45 to 65 scored below average in literacy (See Table 1).

A closer look at the data showed sub-group differences. Singapore young adults aged
16-24 performed better than the OECD average in literacy. By contrast, older adults,
particularly 55-65 year-olds, attained some of the lowest scores in literacy and numer-
acy among all participating countries. (See Figure 2).
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Singapore: Literacy Proficiency by Age

24 or less I
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PIAAC International Average by Age
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Figure 2  Distribution of adults 16 to 65 on the literacy scale

Table2  Percentage of adults 16 to 65 on the literacy scale

Below 1 Level 1 Level 2 Level 3 Level 4+5

SIN PIAAC SIN PIAAC SIN PIAAC SIN PIAAC SIN PIAAC
24 or less 1% 2% 7% 9%  30% 32%  46% 44%  16% 12%
25-34 3% 2% 10% 9%  28% 28%  43% 43% 18% 18%
35-44 8% 3% 15% 10% 33% 31%  35% 41% 9% 15%
45-54 18% 4% 20% 14% 33% 36% 24% 37% 5% 9%
55 plus 32% 5%  24% 19% 29% 41% 13% 30% 2% 5%
Overall 12% 3% 15% 12% 30% 34%  33% 39%  10% 12%

e The survey showed that more than one in four adults in Singapore (27 per cent) are profi-
cient at or below Level One in literacy — compared with the OECD average of 15 per cent.

e The dispersion of scores is wider in Singapore than in other participating countries/econo-
mies (see Figure 3). Singapore stands out as the country with the largest variability in lit-
eracy, at 77 score points, compared with the OECD average of 62.
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Figure 3  Mean literacy scores of participating countries in 10-year age groups (OECD,
20164, p. 77)

3 Conclusion

There is a pressing need for Singapore to strengthen the workforce skills pipeline. Good literacy
skills are considered to be “key information-processing skills” for reskilling and/or upskilling.
However key findings from the PIAAC data show that Singapore adults’ have below average
literacy skills and that the literacy skills decline with age, beginning in the mid-40s. Poor liter-
acy may hinder the acquisition of basic ICT skills. Singapore adults with poor proficiency in
literacy may be slow to adopt and use information technologies, thus undermining their labour
market outcomes. Along with the challenges of global markets competition, adopting techno-
logical, process and organizational innovations place a premium on the capacity of individuals
to be adaptive in the workplace. Greater reliance on digital communication and learning re-
quires a higher levels of literacy skill (Billington et al., 2017, p.138).

With this wide skills gap, especially with adult workers in the mid-40s with many more
working years before retirement, the Singapore government views lifelong vocational learning
as a key strategy towards facilitating productivity and employability. Singapore has already in
place a strong tradition of developing its people through education, training and opportunities.
The government has invested heavily in education to equip citizens with the necessary compet-
itive knowledge and skills. In 1997, the then Prime Minister, Mr Goh Chok Tong launched
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Thinking Schools, Learning Nation which started the focus of lifelong learning (Ministry of
Education, 2010).

A nation’s wealth in the 21st century will depend on the capacity of its people to
learn. Their imagination, their ability to seek out new technologies and ideas, and to
apply them in everything we do will be the key source of economic growth. Their
collective capacity to learn will determine the well-being of a nation. (Goh, 1997)

With Thinking Schools, Learning Nation, the vision of a learning nation shifted from school
participation and increasing school enrolment to a one of maximising the potential of every
individual through quality continuous education and training (CET). In 2001 the Lifelong
Learning Endowment Fund was established, reflecting the government’s commitment to life-
long learning. In 2016, the government committed an additional S$35 million a year in the
Lifelong Learning Endowment Fund to “help people grow their skills and adapt to changing
job demands* (Straits Times, 24 March 2016)

In 2014, SkillsFuture, a national movement, was unveiled to encourage lifelong learning
and the enhancement of work skills. One key goal is to “develop an integrated, high -quality
system of education and training that responds to constantly evolving industry needs” (SkillsFu-
ture, 2015). This movement marks a major new phase of investment towards helping Singapo-
reans acquire and develop skills and mastery throughout life. The movement consists of numer-
ous lifelong learning and skills development initiatives for Singaporeans in all education and
career stages. Notable initiatives include implementing SkillsFuture Credit, a scheme which
grants Singaporeans aged 25 years and above an opening credit of SG$500 to fund supported
skills-relevant courses, and the SkillsFuture Earn and Learn Programme, where vocational
graduates are placed in jobs that allow them to receive a salary while engaging in structured on-
the-job training.

Singapore is on a brink with structural policies in place to strengthen the skills pipeline for
future success. However, there are many challenges. The fostering of dispositions towards an
enquiring mind with the love of learning are essential. Adult and lifelong learning movements
in several other countries have shown that motivational as well as dispositional barriers are also
key hurdles to developing a learning nation as structural barriers.
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Abstract

This paper describes the process of introducing digital tools and media and project-based forms
of learning and teaching in the area of further vocational education and training at a further
education provider of the construction sector. It discusses comprehensive experiences of an
ongoing and complex innovation process, driven by new requirements as a result of digitisation
at the construction industry and new examination regulations. The innovation processes de-
scribed have been set up with the accompanying research method aiming for better work pro-
cess knowledge instead of small-scale structured technical knowledge. In order to achieve this,
we developed not only a digital collaboration platform for the lecturers, but also a integrative
system to develop and set up complex work and learning tasks (work and learning projects) that
were taken from the foremen’s occupational reality as a source to (re-)organise the various
fields of instruction, enhancing them with the necessary work-process knowledge.

Keywords

further education, digital media, construction sector

1 Introduction

Further vocational education and training in Germany’s construction sector leading to general
foreman-level is structured in three single courses. These rows of courses are carried out at
education providers normally belonging to the building industry. One first can attain the level
of foreman (Vorarbeiter), afterwards the ‘Werkpolier’ and ‘gepriifter Polier’ (two different lev-
els of general foreman) (fig 1). The last one is adequate to the master craftsman in industry
(‘Meister’). For the first two steps, examination is carried out by the education provider, while
the last examination is held externally at an examination board at the chambers of industry and
crafts.
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Series of courses: from Skilled Worker to General Foreman

Figure 1  Further vocational education in the building sector

The general foreman’s occupational profile mainly consist in the tasks to manage construc-
tion sites according to the needs and challenges popping up during the concrete work process.
In order to cope with technological change - here in particular digitisation - and first of all to
relate courses and exams closer to the world of work and the actual general foreman’s occupa-
tional profile, in Germany the examination of these further vocational education and training
courses in construction was reformed in 2012 towards more action-oriented examinations
(Meyser 2013; Niethammer, Schmidt, & Schweder, 2013). Examination now focuses on a real
practical project (usually 3 weeks) that is carried out at the foreman’s company in order to
reflect on actual work. The examination mainly consists in an expert talk on this project as well
as on typical foremen’s work tasks and problems.

From the perspective of the education provider these two drivers led in strong requirements
to rework and replace the conventional course system by new pedagogical approaches, sup-
ported by certain digital media tools. To better understand the huge challenges resulting for the
education provider, one must know, that such courses only can be conducted with a huge num-
ber of external highly specialised technical and domain experts of the various fields of
knowledge. These external experts are spread all over northern Germany and usually not trained
pedagogically.

This paper first presents the current challenges in the building industry. Then we analyse
the attempted changes and measures taken from a vocational pedagogical point of view and
describe the digital tools (e.g. DigiProB-Platform; Learning Toolbox) used to foster them. Fi-
nally, we discuss the conditions enabling and constraining these change processes on partici-
pant, lecturer and institutional level, presenting different approaches that worked well to differ-
ent degrees.

1.1 The changing role of general foremen

Foremen are the ‘quality improvement managers’ for work and business processes on the build-
ing site. The foreman’s tasks consist of assuring quality of work and organisation on the build-
ing site. They can be grouped into three areas:

e building technology: e.g. building machinery, materials, logistic, pre fabrication, new and
innovative approaches

e building site project management: e.g. to ensure quality of work- and business process
(preparation, realisation and assessments), documentation etc.

e employee management: adequate personal planning and team management processes (in-
cluding responsibility for apprenticeship): e.g. conflict management, team development
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e Therefore, he acts at the ‘living communication interface’ between employees, apprentices,
suppliers, planners, corporate headquarters, competent authorities etc.

In the building industry, there is a strong general trend towards digitisation of work, col-
laboration and process management at the building industry. For some work processes, this
may mean actual deskilling as more prefabricated modules are used (e.g. in wood frame con-
struction. But then, the tendency to rely on more data-driven processes is adding new tasks to
the skilled workers and especially the foremen e.g. in drilling as well as the general develop-
ment towards building information management (BIM).

As a result of these processes, quality standards in the construction industry are becoming
ever more sophisticated. Machines, materials and the logistic of work processes are changing.
Altogether, these trends lead to entirely new requirements in order to perform work processes
by skilled construction workers. Some skills are rapidly becoming obsolete, while new skills
have to be acquired. The foreman is one of the key persons to take care that the teams (including
himself) keep up with such new requirements. Therefore, he also acts as human resource de-
veloper who has to detect competence gaps and organisational hindrances within building and
construction processes.

1.2 Challenges for the further education provider

For the education providers, these changes and new requirements lead to certain organisational,
social and pedagogical challenges.

In Germany, further vocational education in the construction sector is carried out via
courses at a vocational education and training provider, characterised by specific conditions.
The students usually are released from work and the companies pay for the courses as well as
the skilled workers’ wages during course time. The actual way of carrying out the courses lead-
ing to the different grades of foreman is dominated by a number of various external lecturers
as sideline activities (often engineers, technicians, architects, experts of suppliers, experts of
building authorities and private personnel developer and consultants) that are providing spe-
cialised knowledge about their respective fields. A seven weeks course easily may be carried
by more than a dozen or more different lecturers. Furthermore, at the first two levels there are
a number of specialisations (e.g. earthwork, sewage conduit construction, construction site
safety), that only refer to sub-groups of learners according to their individual fields of work.

Altogether the most important conditions we found were:

e The education provider mainly acts as an organising entity, providing infrastructure, copied
learning materials of the lecturer, schedules and a basic pedagogical concept

e Lecturers are spread all over northern Germany and only temporarily contracted; they are
very often not pedagogically skilled and don’t have an overview over the structure and
contents of the courses as a whole. Mostly they don’t know other lecturers (instead of some
private contacts) and don’t have any chance to collaborate with others

e Since participants have to be released from work, the courses are held under high time
pressure. Hence many lecturers feel forced to overload their lessons with factual infor-
mation, students are missing time to reflect and train the study matter. Moreover, they have
to transfer the study matters into their own field of work and evaluate its significance by
themselves.

These conditions obviously are in some tension to the targeted results of the exam reform
as well as with the idea of providing work-process knowledge instead of focusing on factual
knowledge that may not be directly related to the foremen’s work processes (Schoen 1983;
Fischer, Boreham, & Nyhan, 2004; Boreham & Fischer, 2009).
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Accordingly, one main aim of the project was to restructure the organisation and learning
processes at the education provider. The project developed and supported new forms of teach-
ing and learning underpinned by the use of digital media. As one main measure the project used
the idea of complex learning tasks (work and learning projects) that were taken from the fore-
men’s occupational reality as a source to (re-)organise the various fields of instruction, enhanc-
ing them with the necessary work-process knowledge.

The second set of measures was the development of a digital learning and organisation
environment, including Learning Toolbox-App for the students and a collaboration platform in
order to help the lecturers to reorganise the materials according to these tasks and to enable
them to collaboratively develop complex learning tasks (projects). The process of developing
such complex learning tasks not only fosters the bridging of course material that used to be
provided by different lecturers as isolated modules, but it also supported better identification
with the courses as a whole and the role of a lecturer (Deitmer & Heinemann 2015; Deitmer,
Heinemann & Miiller, 2016).

The process of developing complex work and learning tasks became more and more central
within the whole project. Since it was structured as an open social process it took more than
one year until the first work and learning tasks have been ready for testing. As parts of this
development process the group firstly defined criteria for action-oriented projects resp. work
and learning tasks. Secondly, they choose a motorway service area as a huge construction en-
vironment allowing numbers of sub-projects. In parallel to the first complex tasks they devel-
oped digital learning material, mainly via HSP, an open source application platform that allows
easy development of digital learning materials of high quality and variance. Following to these
research and development activities the group started describing at a minimum required digital
media competencies on the lecturers level but also on the institutional level of the education
provider.

2 Methods

As the researchers’ aim was to design, guide and evaluate the project’s processes, the methods
used were those of accompanying research. Going back to action research roots the researchers
set up a continuing action and empirical feedback evaluation loop (e.g. French & Bell 1994, p.
110). The main stakeholder groups were the huge group of external lecturers, participants, soft-
ware and platform developer, staff members and management of the education provider. One
cornerstone was to be in ongoing contact with all stakeholders involved, giving feedback of all
relevant information and findings to all groups and key persons. Thereby we established an
ongoing discourse on the project’s approaches and developments using the concept of next-
generation evaluation (Gopalakrishnan et al., 2013). At the beginning, we carried out semi-
structured interviews 