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Training, skills,
learning:
how can new models
be developed?

Philippe Méhaut
Director of Research at the
CNRS and Deputy Director of
the Centre d’études et de
recherches sur les qualifica-
tions. He is the author of sev-
eral works and articles on vo-
cational training in France
and Europe. Together with J.
Delcourt, he directed work
for CEDEFOP on the role of
enterprise in the production
of qualifications.

Introduction

Our research, with J. Delcourt, into the
role of enterprise in lifelong training
(Delcourt, 1995) started from a clear-cut
assumption: the ‘new forms of labour or-
ganisation being developed in many Eu-
ropean countries are likely significantly
to change the ways in which training is-
sues are addressed’. We therefore felt that
we needed to carefully consider what de-
velopments and what micro-experi-
ments were under way and to try to find
out what they had in common.

We were nevertheless aware of the risks
that an approach of this kind entailed:
examining cases considered to be ‘exem-
plary’ by national observers provides little
information on the rate at which such in-
novations are spreading or on their po-
tential extent. A transverse summary of
national cases should not lead to univer-
salism (Kristensen, 1997). The develop-
ment of new forms of labour organisation
is linked to ‘societal’ characteristics (ac-
cording to the formula of Maurice, Sellier
and Silvestre, 1982) resulting from the re-
lationships between the specific features
of education and training systems (which
vary greatly from one country to the next),
the ways in which labour is organised and
social groups are structured and the rules
that underpin labour markets.

It now seems appropriate to compare the
conclusions that we reached in 1995,
based on studies conducted during the
preceding two years, with current think-
ing and developments in Europe.

The main trends in labour organisation
that J. Delcourt highlighted in his article
seem for the most part to have gained
ground and to have become more con-
solidated. Most observers now agree that
there has been a major breakaway from
Taylorist and Fordist models. It should
nevertheless be stressed that this consoli-
dation has not excluded further develop-
ment of Taylorism in some industries, and
even in some service activities.

These organisations are setting increas-
ing and renewed store by employees’
skills. At the time, we pointed out that
the ‘commercial product’ had become the
focus of work in order to highlight two
dimensions. The ‘product’ dimension re-
quires better coordination to ensure the
quality of this product and an ability on
the part of all those involved with this
product to understand how they fit into
and successfully play their part in the
overall process by which this product is
produced. The ‘commercial’ dimension to
stress that this product has meaning only
with respect to an identified market and
customers. The result was that employ-
ees’ work was being pervaded by mana-
gerial dimensions, in terms of cost, logis-
tics and quality (specified for this or that
internal or external customer).

This was leading to changes in the range
and nature of the skills required. Far from
declining, the demand for basic occupa-
tional skills was growing. This could be
seen in particular by the fact that firms
were stepping up their requirements
when recruiting. Alongside this mastery
of basic occupational skills, however,

Following the articles on
the role of enterprises in
lifelong training published
by E. Sauter and J. Delcourt
in the Journal (No 16/99),
we asked Philippe Méhaut
for his opinion on this im-
portant issue.
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more attention was also being paid to
other skills felt to be crucial for individual
and group performance: an ability to
adapt provided for instance by broader-
ranging skills, team work abilities and
all that that supposes in terms of com-
munications (oral, written, via the medi-
ums of the new information and com-
municat ion technologies, etc.) and
‘managerial’ abilities both for the organi-
sation of one’s own work and for more
direct responsibility for management cri-
teria (deadlines, costs).

These changes again raised the question
of learning. The case studies showed,
more or less across the board, that the
issue of permanent learning linked closely
to work situations was crucial to these
new organisations. Obviously, not all the
skills required were ‘new’ from the point
of view of employees. What was happen-
ing was that the knowledge or expertise
possessed by employees that had been
disregarded in former types of organisa-
tion was now being recognised. These
were skills that had merely been re-acti-
vated. Others, however, required training
(in the formal sense of the term) or more
informal learning based on trial and er-
ror, experimentation and pooled exper-
tise. The ways in which knowledge was
being acquired and passed on in these
organisations were therefore being diver-
sified and the pressures on individuals to
play an active part in these processes was
growing. Assuming that these new organi-
sations were likely to develop (bearing
in mind the socio-economic context de-
scribed by J. Delcourt, 1999), we there-
fore put forward the hypothesis that all
knowledge acquisition/development prac-
tices (including vocational training) were
being called into question.

Each of these trends directly calls into
question the role of work - and therefore
of enterprise - in knowledge transmission
and acquisition processes. They also call
into question public training policies: on
the one hand, some kind of collective
regulation needs to be found if the whole
burden is not to be borne by the indi-
vidual and, on the other hand, this regu-
lation is probably also necessary to avoid
any risks of ‘market failure’ generated by
enterprises’ under-investment in training
because they fear that employees will
quickly move on.

Theory and practice in many European
countries seems to have moved in this di-
rection. In France, there has been a lively
debate, led in particular by employers,
about competence-based approaches and
the ways in which they should and can
be developed in enterprise. This debate
is to be found, albeit in different forms,
in some northern European countries as
well. Although its causes differed, the
overhaul of certification frameworks in the
United Kingdom with the introduction of
the NVQ (National Vocational Qualifica-
tion) system also raised the problem of
developing and recognising skills ac-
quired and tested in working situations.
At Community level, the debate about life-
long training has been shaped by two is-
sues: the times at which people acquire
knowledge (the trend being towards
knowledge acquisition throughout their
working lives) and the methods by which
this knowledge can be acquired (combi-
nations of conventional training, self-train-
ing based on the new information and
communication technologies and new
forms of learning through experience).

The development of training that is more
integrated into working situations and of
‘lifelong’ skill development approaches
raise three kinds of question that all have
to be addressed at an individual level (the
enterprise/the employee) and at a more
systemic level. The first group of ques-
tions relates to the way in which training,
work, employment systems and pay can
be structured; the second group relates
to the forms that this integrated training
can take and the ways in which it can be
implemented and the third group relates
to the relationships between this inte-
grated training and the formal training
system.

Links between training,
work, employment sys-
tems and pay

For the first group of questions, it is pos-
sible to start from a simple model through
which the various issues can be visual-
ised.

The place that training occupies can be
located through its relationships with the
three components of the employment re-

“The development of train-
ing that is more integrated
into working situations and
of ‘lifelong’ skill develop-
ment approaches raise
three kinds of question that
all have to be addressed at
an individual level (the en-
terprise/the employee) and
at a more systemic level.
The first group of questions
relates to the way in which
training, work, employment
systems and pay can be
structured; the second
group relates to the forms
that this integrated train-
ing can take and the ways
in which it can be imple-
mented and the third group
relates to the relationships
between this integrated
training and the formal
training system.”
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lationship, i.e. the organisation (and the
content) of work, job mobility and pay
conditions. It is these systemic relation-
ships that will promote or prevent the
growth and viability of the new models.

Integrated training has close links with
the dynamics of work organisation. It can
be developed only if this organisation of
work provides scope for it. In return, it is
likely that it will help to develop this or-
ganisation. We mentioned above that
there were strong trends towards grow-
ing skill mobilisation and also towards the
construction of skills through work. In
contrast to the Taylorist/Fordist model,
there are therefore opportunities to step
up the construction of skills through work.
This is not, however, a one-way trend
since it can be countered, as stressed by
Sauter (1999), by contrary elements. More
intense work may reduce the scope for
integrated training if the obligation to
achieve results becomes too strong. The
short term then gains the upper hand over
the long term, from the point of view of
both the enterprise and the individual. The
recent debate in France about the 35-hour
working week is a good example of this:
if training is not deemed to be time
worked in negotiations to reduce work-
ing hours, there will be fewer opportuni-
ties for ‘integrated learning’. Countries
where young people’s initial training in-
cludes a tradition of apprenticeship have
an edge here because the need to pro-
vide this apprenticeship and cater for
apprentices has an impact on organisa-
tional choices.

Integrated training has close links with
the nature of employment and with the
employment system in the enterprise.
Dealing first with the nature of employ-
ment, to some extent, integrated training
cannot exist or be viable unless there are
groups that act as a support for exchanges
and accumulation of knowledge. If these
groups are unstable (use of temporary
workers, sequences of part-time workers
in the same job), transmission processes
become more difficult. Similarly, the trend
towards more individual and fragmented
relationships with employers may have a
negative impact. In France, for instance,
the policy to develop jobs in the domes-
tic sphere has been shaped partly by the
self-employment that is being encouraged
by measures such as the service cheque.

The fact that these relationships with the
employer household are individual tends
to rule out groupings or exchanges of ex-
perience which can be promoted only if
there is an outside employer. Turning to
the employment system, the new models
are overturning the old rules governing
mobility and careers (Kristensen, op. cit.),
whether this involves careers in enterprise
or external mobility: job hierarchies and
upward mobility are less clear-cut, length
of service is becoming less important than
rules based on the assessment of individu-
als and the skills that they possess, etc.
This may lead in practice to major ten-
sions between groups, especially those
that are most destabilised (for instance the
old supervisors trained on the job in
France). If integrated training is to be
developed, collective rules in the enter-
prise and beyond need to be drawn up
and to set out the rules of the game from
the point of view of job mobility. The
question of the certification of this learn-
ing (or more precisely of the knowledge
acquired) is a key problem to which we
will return.

Lastly, the links between integrated train-
ing and pay systems are evident and raise
a number of questions. For instance, the
question of the incentives that these sys-
tems must include for employees: in our
work with J. Delcourt, we stressed that
the involvement demanded, from the
point of view of both results and self-
maintenance and skill development, is
greater. In many of the cases studies, the
incentive was essentially negative: the risk
of job losses and the fear of unemploy-
ment were the ‘prime movers’. This kind
of incentive obviously has limits when it
is wished to develop skill improvement
approaches in a ‘sustainable’ way. What
kinds of pay incentive or co-investment
formulas are likely to support this devel-
opment? Recognising individual skill im-
provements through pay also changes
conventional pay systems: less importance
is attached to the type of job, there is
greater individualism, and employees are
assessed from the point of view of their
performance in the job and the develop-
ment of their potential.

The development of integrated training
is therefore at the heart of labour, em-
ployment and pay relationships, from the
point of view of both the enterprise and

“The recent debate in
France about the 35-hour
working week is a good ex-
ample: if training is not
deemed to be time worked
in negotiations to reduce
working hours, there will
be fewer opportunities for
‘integrated learning’.”
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collective relationships (branch, region).
Many European countries have in the past
established strong collective rules that
have integrated training to different de-
grees: this is particularly true of countries
with large-scale apprenticeship systems
and countries that have developed or are
starting to develop continuing training
obligations levied on enterprises and of-
ten linked to enterprise or industry nego-
tiation. The future of ‘integrated’ learn-
ing is very closely linked to the ability to
cause these rules to evolve, for instance
the ability to develop methods through
which work organisation and training, and
the evaluation and recognition of people’s
qualities and their performance, can be
jointly discussed in enterprise bargaining.

What forms can integrated
training take and how can
it be implemented?

A second group of questions relates more
specifically to the forms that integrated
training can take. It has to be borne in
mind here that we still have relatively lit-
tle scientific knowledge of the mental
processes that underpin learning at work
or of the optimum combinations of expe-
rience and its formalisation and more con-
ventional forms of training. As Sauter (op.
cit.) notes in his work, ‘a wide range of
concepts are used to describe learning in-
tegrated into work’. A number of empiri-
cal observations stress for instance the role
of a mediator (whether a tutor chosen
from among peers or a training mentor).
Other observations stress the need to find
a way of representing work theoretically
on the basis of empirical experience. Here
again, however, the main ‘operating
schemes’ are unlikely to emerge on their
own. They require, for instance, processes
of the trial and error type and collective
discussions of these processes. Some la-
bour organisations are apparently more
suited than others to these processes, but
it is still difficult to identify clearly what
is likely to pave the way for virtuous cir-
cles of learning and how they can be con-
structed. Meetings between specialists in
work organisation and cognitive special-
ists are still to be organised. A detailed
examination of the most propitious situa-
tions remains to be carried out in order
to draw analytical lessons. A simple ex-

change of good practices is not enough.
Nothing in this field is natural. On the
one hand, spaces and opportunities for
learning need to be constructed, with the
awareness that this construction entails
costs for enterprises and individuals. On
the other hand, we need to be aware that
the sharing of this knowledge is an issue
within collective and social groups.

The relationships between
integrated training and the
formal training system

A third group of questions concerns the
relationships between integrated learning
and formal training and in particular the
problems raised by the certification of
occupational expertise.

We stressed above that new skill needs
and practices were being developed
alongside solid basic vocational training
acquired through formal methods. More
systematic work on the development of
vocational training in enterprise and on
the diversification of forms of training (in-
cluding formal continuing training and
less formal methods) have shown that the
relationship is complementary and that
one is not a replacement for the other
(Aventur, Möbus, 1999). It has to be borne
in mind, however, that this complemen-
tary relationship is often badly con-
structed. This can be seen in current criti-
cisms of the French initial vocational train-
ing system relating to its inability to pro-
mote collective work experience or to
promote project-based learning, with the
result that it is the ability of the formal
training system to ‘learn to learn’ that is
being called into question. In the oppo-
site direction, criticisms currently being
levelled against the British NVQ system
relating to its inability to articulate knowl-
edge acquired from work experience and
knowledge acquired from more formal
systems of knowledge transmission raise
questions about the feedback that has to
exist between these two methods through
which learning can be improved.

This leads us directly to the question of
certification. Most European countries
have established rules for the certification
of knowledge acquired by individuals
which act to some extent as signals in the
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enterprise itself even though it is often
specifically in the enterprise that this
learning is developed. If measurement
criteria are to be legible to both individu-
als and enterprises, they need to be sta-
ble, for some time at least. Finally, the
legitimacy of the assessing authority is a
sine qua non for the efficiency of the
standard. Most national systems are not
at present, for different reasons, very open
to the validation of knowledge acquired
from work experience. It may even be
said that they are a brake on its develop-
ment. The tendency is then to refer eve-
rything back to the enterprise. In this case,
however, none of the three criteria is sat-
isfied. The other solution is to create, ex
nihilo, a new system (see the discussions
and controversy surrounding experiments
with individual accreditation initiated by
the European Commission or the NVQ
system). While this may, overall, ensure
generality, it does not ensure stability and
legitimacy. It is the ability of the actors in
each country to establish a system of vali-
dation/certification that takes account of
the new forms of integrated learning and
meets these three criteria that will in all
likelihood determine the future of this
type of training, and its complementary
relationships with more formal systems of
training and qualifications.

Aventur F., Möbus M. (1999): La formation
professionnelle initiale et continue en Europe,
Magnard Vuibert, Paris.
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labour market. In some countries these
rules come more from the internal logic
of the training system (France, for in-
stance). In others, they have a direct and
structural relationship with labour mar-
ket situations (Germany, for instance).
They all guarantee a number of collec-
tive reference points for both employers
and individuals and thus ensure that in-
dividual characteristics can be read by
everyone, thereby promoting mobility
within and outside the enterprise. Exami-
nation of these systems (Möbus, Verdier,
1997) shows that their success depends
on their ability to satisfy several criteria
at the same time: a criterion of stability
that may seem paradoxical in a world
where the emphasis is on change, but that
is needed if a standard is actually to ex-
ist, a criterion of generality through which
a sufficiently broad space can be provided
for this standard and a criterion of legiti-
macy that has to be possessed by the au-
thority drawing up the standard and en-
suring its implementation. The develop-
ment of integrated training raises the prob-
lem of identifying and certifying the
knowledge acquired from this learning in
these three areas. If European labour
markets are to become more flexible,
there needs to be large enough general
spaces that go beyond the level of the
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The Thin Line
Teamwork - misnomer or in-
novation in work organisation

Work organisation
in transition

For enterprises in developed industrial-
ised nations, market demands and com-
petition conditions have become much
tougher over the last ten years. Falling
batch sizes, but an ever broader range of
variants, falling profits, rising costs, higher
quality, and the pressure of meeting ever
tighter delivery deadlines make it impera-
tive to come up with innovative produc-
tion solutions. Companies have to be in-
creasingly flexible and react faster and
faster to turbulent environments. They
have to satisfy these requirements by
means of internal reorganisation rather
than by ‘educating’ the customer. The CIM
philosophy of complete automisation and
conversion to new technology failed in
the 1980s - these days nobody speaks of
factories entirely devoid of workers - and
the potential for flexibility is now seen to
lie in human resources. Innovations there-
fore increasingly focus on the way work
is organised. In one way or another this
involves moving away from Tayloristic
structures and towards different forms of
teamwork. How successfully a company
can deal with the demands on its flexibil-
ity is becoming a question of survival.
Sennett1  was quite right to declare that
flexibility is the magic word in global capi-
talism.

Innovation in itself is not new. What is
new about the current changes in work
organisation towards concepts involving
teamwork, is that they rely on coopera-
tion with and active support from employ-
ees for their implementation, in contrast
to the passive tolerance of Tayloristic
structures. In other words: innovations in
work organisation cannot be forced on
personnel. Consequently, from the out-
set, the question is not only which objec-
tives a company wishes to pursue; but

also how the wishes of the personnel can
be accommodated in the process. In ad-
dition to ensuring competitiveness, there
is also the issue of how jobs can be safe-
guarded and working conditions im-
proved2 .

The failure of innovative
approaches

When reforming the structure of work
organisation, enterprises are frequently
confronted with problems or difficulties
which are considerably greater than those
associated with the introduction of new
production technology for example. In
retrospect, many company-led attempts at
innovation fail to live up to expectations.
Some fail completely. If we examine why
there are such discrepancies in compa-
nies’ experience of teamwork, we have
only to look at the strategies used in its
introduction and the typical mistakes
made during its implementation. Although
not a complete list, the following are the
most important problem areas.

❏ The introduction of teamwork is a for-
mality only. A number of employees are
declared a team, without having first in-
troduced effective changes to the work
structures; and without modifying proce-
dures, responsibilities or competencies.
This would be a typical example of a mis-
nomer.

❏ A given model of teamwork is taken
lock, stock and barrel from another com-
pany and adopted point for point with-
out adapting it to the specific operational
conditions of the second company. Team-
work, however, can not be brought in ‘off
the peg’ because, in different companies,
even apparently identical task descriptions
conceal the most disparate challenges and
problems.

Holger
Bargmann

Technology Consult-
ing Agency at the

German Federation
of Trade Unions

(DGB) Land district
Rhineland Palatinate
Regional agency for Koblenz

Innovations are increas-
ingly focusing on the way
work is organised. In one
way or another this in-
volves moving away from
Tayloristic structures and
towards forms of team-
work. How successfully a
company can deal with the
demands on its flexibility is
becoming a question of sur-
vival.

1) Richard Sennett: The Corrosion of
Character.  The Personal Conse-
quences of Work in the New Capital-
ism. Berlin 1998

2) This decisive point is overlooked
by Sennett in his otherwise brilliant
essay. Of all places, in his chapter on
work ethics, he presents team organi-
sation as a crafty management trick
to conceal its own interests and wig-
gle its way out of responsibility and
avoid friction. He takes many pages
to suggest that, from the point of view
of the employee, authoritarian man-
agement structures are preferable,
only to reject this impression then
without going into further detail. Not
even between the lines does Sennett
imply that there must be discernible
benefit to employees if the manage-
ment is to achieve its objectives us-
ing teamwork.



VOCATIONAL TRAINING NO 18 EUROPEAN JOURNAL

CEDEFOP

9

“If we examine why there
are such discrepancies in
companies’ experience of
teamwork, we have only to
look at the strategies used
in its introduction and the
typical mistakes made dur-
ing its implementation. Al-
though not a complete list,
(...) the following are the
most important problem
areas:

– The introduction of team-
work is a formality only.
(…)

– A given model of team-
work is taken lock, stock
and barrel from another
company and adopted
point for point (...)

– Teamwork is introduced
(...)  ‘at breakneck speed’.
(…)

– Those most affected by
the introduction of team-
work are either consulted
too late in the day, or given
insufficient opportunity to
make a significant input to
the process. (…)

– The acquisition of social
and organisational skills is
often regarded as unneces-
sary ballast, (...)

– Pay itself becomes a
critical issue, (...)

– The problem of supervi-
sors is not normally given
the attention it demands.
(…)

– The company’s frame-
work conditions must be
adapted to comply with
teamwork requirements.”

❏ Due to the constant pressure of time,
teamwork is introduced ‘at breakneck
speed’. Under acute production pressure,
and without careful advance planning or
anticipation of problems associated with
the transition, employees are not only
expected to cope with the overnight
changes in their circumstances, but also
to meet all the new demands made on
them effortlessly and, if possible, raise
productivity at the same time.

❏ Those most affected by the introduc-
tion of teamwork are either consulted too
late in the day, or given insufficient op-
portunity to make a significant input to
the process. Even if the works council is
involved in the process, that alone is not
enough. It is absolutely absurd to expect
initiative, intuition, creativity, responsible
action, flexibility, etc. from employees on
order. This is a paradox comparable with
the imperative: ‘Be spontaneous’!

❏ The importance of skills acquisition, in
the context of teamwork, is seldom dis-
puted. In most cases, however, the term
skills is reduced to specialised, technical
aspects. The acquisition of social and or-
ganisational skills is often regarded as
unnecessary ballast and either does not
occur, or is limited to the spokesperson
of a team. Training courses are not de-
vised with specific target groups in mind.
They are frequently postponed and their
scale restricted due to time constraints.
On the whole it is apparent that skills
acquisition is almost exclusively consid-
ered to be an additional expense, and sel-
dom an investment with tangible - albeit
perhaps not immediate - benefits.  Who
bothers to calculate the break-even-point
of a training course? The argument focuses
on concern that employees will become
over-qualified. Allied to this issue is the
subsequent problem of pay.

❏ Pay itself becomes a critical issue, in
terms of both the rate of pay and the form
in which payment is made. Some pay ar-
rangements may promote teamwork,
whilst others may be detrimental to it.
Which arrangements will have what ef-
fect is very much dependent on the con-
crete concept of teamwork. Justifiably,
employees will accept a discrepancy be-
tween desired behaviour and rewarded
behaviour for a short time only. Until new
pay-performance relationships are de-

fined, full performance potential will re-
main unclear. This is understandable be-
cause otherwise, surreptitiously, new lines
of reference could be established. In other
words: if I change my level of perform-
ance from the beginning, I can assume
that this will subsequently become the
new criterion for a later premium wage.

❏ Basic issues of principle need to be
addressed by the unions and employers’
associations with issues relating to pay.
Wage agreements necessarily tend to be
geared towards traditional Tayloristic
working structures. The job descriptions
in the wage bracket lists not only reflect
a high division of labour, rigid and re-
petitive tasks, but also reinforce them. The
skills and behavioural patterns needed for
teamwork do not fit into these categories
and are not therefore useful for calculat-
ing wages.

❏ The problem of supervisors is not nor-
mally given the attention it demands. If
the teams take over planning and man-
agement tasks, and are given greater
scope for action and decision-making, this
has a direct bearing on the team supervi-
sors. Other areas closely involved with
production, such as those in operation
and process planning, are also affected.
Since this interferes with the company
hierarchy, it is an extremely sensitive is-
sue. Teamwork can therefore never be
considered for one, isolated area of pro-
duction. The knock-on effects - and if
there are none, then it cannot be regarded
as proper teamwork - must be considered
beforehand and, here too, resolved with
a strong emphasis on participation. Should
this not occur, it can be assumed that there
will be some who try to throw a spanner
in the works, or slow down the wheels
of change. Nobody should lose out as a
result of the innovation.

❏ The company’s framework conditions
must be adapted to comply with team-
work requirements. This may sound
trivial, but in reality appears to be one of
the hardest problems to overcome. Above
all, this refers to the following points: a)
the objectives defined for each area of
the enterprise must be transferred into a
coherent and above all consistent system;
b) operational structures and procedures
must be geared towards the new objec-
tives; c) team spirit and customer satis-
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faction (including internal customers)
must be embedded as overriding princi-
ples (key words here: corporate culture);
d) the company controlling systems must
be re-defined (from controlling, to wages
and the criteria for in-house promotion).

Starting with these typical problem areas,
the Technology Consulting Agency (TBS)
at the German Federation of Trade Un-
ions (DGB), Land district Rhineland Pa-
latinate, devised a procedural model for
the introduction of teamwork. This was
intended to demonstrate that teamwork
which caters both for corporate strategies
and employee interests can be imple-
mented successfully. For the purpose of
an empirical test, a base model with the
most difficult starting conditions was de-
liberately chosen, hence the choice of the
automotive component supply industry.
The enterprises in this sector are under
extreme pressure in terms of adaptabil-
ity, flexibility, and cost reduction. Employ-
ees in these companies are also the first
to be hit, and usually hit hardest, by struc-
tural change. The aim of the project was
to introduce teamwork into two affiliated
companies simultaneously, to accompany
them through all phases of the introduc-
tion, and help in their restructuring. The
intention throughout this process was to
enhance the inventiveness and competi-
tiveness of the participating companies,
and to bring about substantial improve-
ments in the working conditions and
employability of their workers.

The essential features at the project’s con-
ception were: careful planning of the im-
plementation process, development of
tailor-made solutions, the participation of
all affected sections of the workforce,
comprehensive planning and implemen-
tation of the required training courses.

Training for Teamwork

The project was carried out between Oc-
tober 1995 and May 1997, in conjunction
with two firms: Tectro Kunststofftechnik
GmbH of Saarburg (plastics technologies),
and Metzeler Gimetall AG of Höhr-
Grenzhausen. Support was provided by
subsidies from the European Social Fund
and the Land Rhineland-Palatinate, and
the participating companies themselves3 .

Tectro manufactures a range of about 3500
technical plastic parts, using injection
moulding. These are for use in various
sectors (‘white industry’, mechanical en-
gineering, medical technology, automo-
tive industries). At the start of the project,
the company had 226 employees, of
whom 196 were involved in the trade sec-
tion. These employees were predomi-
nantly semi-skilled workers with a low
average age. The male to female ratio was
about 60:40 and the proportion of foreign
workers was minimal.

Metzeler Gimetall AG belonged to the
British concern British Tyre and Rubber
(BTR) and, at the launch of the project,
had four sites in Germany. Metzeler
Gimetall AG was purely a supplier of au-
tomotive components, whose main busi-
ness was the manufacture of anti-vibra-
tion systems. The site in Höhr-Grenz-
hausen produced conventional (motor)
bearings, hydraulic bearings and hydrau-
lic bushes. 80% of the parts manufactured
there were supplied to two customers.
At the start of the project the company
employed 399 people, of whom 264
worked in the trade section. The propor-
tion of female employees was consider-
ably lower than at Tectro, whereas the
proportion of foreign workers was con-
siderably higher.

The first phase of the project, the plan-
ning phase, was characterised by provid-
ing the personnel with detailed informa-
t ion4 , developing a participation and
project infrastructure, refining specific
project objectives, choosing the sections
which should pilot the scheme, and de-
veloping teamwork models tailored to
each company.

Refining the project objectives to be
achieved through teamwork is one of the
first and most crucial steps in the process
of every innovation in work organisation.
As banal as this sounds, it is seldom given
sufficient thought and seldom undertaken.
These objectives must be established with
the consensus of all the parties involved
- the management, works council, em-
ployees, and specialist departments - but
must also be formulated at the ‘right’ ag-
gregation level. The two things are very
closely related. The more abstract the for-
mulation of an objective, the easier it is
to reach a consensus or, to put it another

“The essential features at
the project’s conception
were: careful planning of
the implementation proc-
ess, development of tailor-
made solutions, the partici-
pation of all affected sec-
tions of the workforce, com-
prehensive planning and
implementation of the re-
quired training courses.”

3) Subsidisation was granted in ac-
cordance with Objective 4: ‘Tackling
change through the development of
the workforce’. More specific docu-
mentation about the project can be
found in: Holger Bargmann/Christiane
Glatzel: Einführung von Gruppen-
arbeit in der Automobilzuliefer-
industrie. [The introduction of team-
work in the automotive component
supply industry], Koblenz 1997.

4) Every change also triggers insecu-
rity and concerns about what is new
and uncertain. The nature and scale
of the effect on the individual are not
yet clearly recognisable. In such a
situation, serious reservations and
defensive reactions can be expected.
So, when preparing employees for
teamwork, it is very important to pro-
vide detailed information as a matter
of policy. In addition to the usual
project presentations, at company and
department levels, we held a day-long
information session in each of the
companies. These were specifically
for those branches of the workforce
which would be most affected, and
took place on a voluntary basis, out-
side the company environment, on a
Saturday. To encourage open and
frank discussion, supervisors and
management representatives were not
allowed to attend. Attendance figures
amongst shop-floor employees were
close to 100% in each case, and the
discussions were extraordinari ly
lively. These events provided an im-
portant basis on which confidence in
the external project supervisors could
develop.



VOCATIONAL TRAINING NO 18 EUROPEAN JOURNAL

CEDEFOP

11

way: it is the details which cause the big-
gest problems. By the same token, the
more general an objective is worded, the
less instructive it is5 . In the case of popu-
lar phrases used to describe objectives,
such as ‘improving the competitiveness
of the company’ and ‘contributing towards
the humanisation of the work’, there is
likely to be general agreement. Absolute
priorities such as these must be broken
down and made operational in a series
of steps. With regard to ‘cost cutting’, it is
important to specify exactly which costs
are meant and by what means the cuts
will be effected. (The likelihood of a con-
flict developing is much greater in the case
of cuts in staffing costs than costs for
keeping parts in stock). It is also impor-
tant to clarify who is to be responsible
for the particular financial cutbacks to
affect the desired targets. If teamwork is
to have no impact on these objectives,
then it is doomed to failure right from
the start. Objectives are also subject to
constraints with regard to their content.
They must comply with at least two crite-
ria: they must target the company’s most
serious problems, (‘What do we need to
do to ensure that we are still on the mar-
ket five years from now?’; ‘What is the
one thing that we offer that our competi-
tors do not?’) and they need to lead to
tangible improvements in conditions for
the employees. Although it cannot be
achieved en passant, the result of discuss-
ing company objectives in such a way is
to establish a starting point and a yard-
stick for a series of subsequent decisions.

How to shape the teamwork concept it-
self is one of the foremost of these sub-
sequent decisions. The concept consists
of several individual components. The
first step is to decide which organisa-
tional principle the teamwork should be
based on (should it be orientated towards
customers, products, or processes...);
which criteria should be used to deter-
mine how the teams are formed; what
should be their future tasks, responsibili-
ties, rights and obligations; and in which
practical and chronological sequence
should this transition take place.  The
answers to these questions will provide
a clearer picture of skills needed plus
training plans6 .

The project took an extended definition
of qualifications into account which

❏ is based on systematic understanding
rather than mechanical learning of se-
quences of actions, without awareness of
their rationale, context, difficulties and
consequences;

❏ includes social, communicative and or-
ganisational dimensions as integral com-
ponents in addition to catering for the
skills which have a direct, specialised,
technical relevance. Often, the former are
regarded as pointless and expensive bal-
last7 ;

❏ is not regarded as a derivation of tech-
nical or organisational changes, but rather
as a productive resource for coping with
the demands of a changing market.

The training concept provided for the fol-
lowing elements: juxtaposition of collec-
tive and individual training programmes;
comprehensive specialised, technical, so-
cial communicative and organisational
training; the development and implemen-
tation of training for various target groups
(team members, team spokespersons,
works councils); implementation of com-
pany-specific training programmes of a
specialised, technical nature in-house,
using in-house staff, and external, train-
ing programmes for specific target groups,
orientated towards social and organisa-
tional skills, in the form of joint seminars
for both companies run by the Technol-
ogy Consulting Agency (TBS); involve-
ment of employees in assessing where
there is a need for training, and in the
transfer of skills (with reference to their
personal training interests, and their own
activities as trainers for co-workers).

Despite the limited number of members
in each group (at Tectro there were 24
people divided into three groups, at
Metzeler there were 32 in two groups),
the training input needed was consider-
able. Specific training plans were drawn
up in the individual groups. The plans
were to strike a balance between personal
preferences and the interests of the com-
pany. A matrix was used to help accom-
plish this. On one of its axes, all the jobs
which arose from group discussion (in
particular, those new duties which had
been added) were noted. The members
of the team were listed on the other axis.
The first step was to sort out which of
the jobs could be categorised as covered

5) The fate of many corporate phi-
losophies is based on this fact. Noble
principles, which meet with sponta-
neous and unconditional approval
from all who read them, amount to
nothing in the hard world of business.
They become part of the wall deco-
rations in the foyer next to the qual-
ity certificates, but are not even as
binding as these.

6) There is insufficient space here to
go into further detail about specific
points. It is logical, however, that the
more concrete the objectives and cor-
porate framework conditions, the
more varied the individual solutions
can and must become. Therefore, by
way of an organising principle, Tectro
opted for a customer bias (‘Bosch Is-
land’), whereas Metzeler chose a
product bias (‘hydraulic bearings’)
since they delivered an identical prod-
uct to different customers. At Tectro,
this led to a complete reorganisation
of the way staff were grouped to-
gether (through in-company notices),
whilst at Metzeler the existing depart-
mental structures were used. These
decisions in turn have an impact on
social processes within the teams, the
range of new tasks, the capping of
responsibilities previously held by
supervisors, and the agreements gov-
erning interplay with internal service
areas, etc.

7) We were not interested in a gen-
eral reference to key qualifications,
embellishment, or an attempt to
stimulate demand to meet an existing
supply. The training in social skills
was targeted directly at an under-
standing of the social processes at
work within teams and enhancing the
participants’ ability to fit into a team
environment; with a view to working
with and in teams charged with
achieving particular objectives. This
has little to do with a romantic social
touch. For example: as cohesion
within the teams increases (which is
desirable), it is met with correspond-
ing isolation from, and competition
with other teams and other depart-
ments (which is undesirable). This has
dysfunctional consequences for the
cross-group process orientation. The
measures for organisational training
were geared towards supporting new
planning tasks (production control,
resources planning, the team coordi-
nating its own activities), which are
generally recognised as playing a sig-
nificant role in overcoming or phas-
ing out Taylorism. Accordingly, it is
less about techniques of writing cards,
and more about project management.
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by existing skills and, by way of a sec-
ond step, particular training interests were
noted. In a table such as this it becomes
immediately apparent where there are
bottlenecks, not only in terms of skills
shortages, but also where there is an ex-
cessive concentration of skills8 . Each
group then managed to strike a balance
between personal interests and the com-
pany’s requirements, in a clear procedure
which was regarded by everyone as fair
and just. All parties committed themselves
to the resulting training plans. These cov-
ered the following points: a list of all those
people who were to receive training, what
the training would cover, the desired train-
ers, and a binding deadline (which was
coordinated with the anticipated produc-
tion requirements). Regular checks were
made to ensure that training plans were
adhered to and implemented.

A number of further collective measures
were introduced alongside these specific
training programmes. Metzeler was par-
ticularly active in this respect. The col-
lective measures were on more general
topics of importance to each and every
member of the teams. To this end, vari-
ous in-house ‘consultants’9  were called in,
and specially prepared for the task. The
topics included: tidiness and cleanliness
in the workplace (which, aside from the
connotations of being secondary virtues,
have a definite bearing on logistics and
safety at work), preparing a weekly sched-
ule, material flow, quality, the reduction
of the charge off rate/factory overheads,
planning the assignment of personnel,
machine running time and maintenance
schedules, the control of assembly parts,
the use of supplies and expendables, etc.

The seminars relating to the acquisition
of social and organisational skills, run by
the TBS, took place outside the compa-
nies in the form of two-day seminar
blocks. Each seminar group consisted of
an equal number of participants from both
Metzeler and Tectro. Due to the number
of participants, each seminar block had
to be repeated a total of four times. The
idea of bringing the two companies to-
gether in one group, outside the normal
work environment, proved to be extraor-
dinarily successful. Not only was it possi-
ble to coordinate the seminars better in
terms of organisation, taking production
pressures into account, it also provided

the participants with a variety of learning
experiences. It enabled them to see be-
yond the corporate blinkers, to recognise
the similarities and the differences in the
companies, and to acquire proven solu-
tions to problems from other areas. These
factors and the diverse social contacts
proved very beneficial, a fact which those
who took part have continually empha-
sised. In the space of one calendar year,
the TBS held 43 days of seminars, with
539 participant days.

The fact that the individual training meas-
ures were not stand-alone entities, but
highly inter-related, proved to be ex-
tremely fruitful, as did the fact that they
were orientated towards specific corpo-
rate conditions as well as the common
objectives of the teamwork. In addition,
the permanent on-site supervision and
support provided by the TBS, was one
of the crucial factors in the success of
the project. It helped to ensure the con-
tinuity and implementation of what was
learnt.

The project was regarded as a success
within both companies and by all the
groups of people who took part, al-
though the different perspectives high-
lighted different areas of particular ben-
efit10 . For team members, work has gen-
erally become more interesting and var-
ied. They emphasise that the work has
become more enjoyable, but add that, at
the same time, more demands are placed
on them. Everybody appreciates the
greater scope for taking action and the
higher degree of personal responsibility
have been important steps, and no-one
would like to return to the earlier situa-
tion. Assessment of the training pro-
grammes is very positive. The TBS semi-
nars in particular received the rating
‘good’ or ‘very good’ throughout. These
ratings applied just as much to the top-
ics, consultants, and methods, as to the
opportunity to get to know workers from
the other company. More than two-thirds
of those surveyed went so far as  to say
that they had ‘a lot of fun in the course
of the training programme’ and - in spite
of the intensity of the training - they
wished they could have received even
more. Reciprocal on-the-job training was
also praised very highly, in contrast to
the training provided by in-house train-
ers. The lack of time and a systematic

8) A training matrix of this nature can
easily cause sparks to fly. It contains
personal and comparative data which
e.g. could be used to compare wage
group descriptions or to check pay
levels. This could well be the case
where the internal wage structures
come under strong fire (a more or less
ubiqui tous phenomenon) .  Care
should therefore be taken when de-
ciding which documents should be
made available to whom and in what
form. Within each team, however,
these differences and disparities will
show up anyway.  Assessing one’s
own position within the team, in terms
of mastery of skills, has to be justi-
fied. In doubt, evidence must be pro-
duced (since one could be assigned
to tasks correspondingly). On the
other hand, if one claims to have mas-
tered a particular skill, then one can
obviously not express an interest in
receiving training for this particular
skill.

9) These people were occasionally
unclear about their roles because in
their capacity as head of department
for production scheduling, for exam-
ple, they had regular contact with the
teams and subsequently felt under
pressure to prove themselves.

10) It is only possible to provide a
cursory description of individual as-
pects here. The full assessment of the
project by the various people who
took part can be found in Bargmann/
Glatzel, loc. cit. pp. 162-184. The ac-
count is based on standardised inter-
v iews wi th team members and
spokespersons, non-standardised in-
terviews with the works councils,
written surveys carried out with su-
pervisors and management, along
with figures and data provided by the
companies.
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“If we were to say today
that we’ve only been able to
exploit 50% of the teams’
potential so far, and we are
likely to benefit more, then
this model has paid for it-
self in a very short time.  In
summary we can say that
teamwork has had a posi-
tive impact in every possi-
ble way on the entire sec-
tion and neighbouring de-
partments.”

training programme (neither company
had a full-time trainer on board) were
criticised.

The project was also pronounced a suc-
cess from the business point of view. Af-
ter a close look at the figures and an at-
tempt to assess the cost-benefit ratio, the
plant manager from Metzeler drew the fol-
lowing conclusion: ‘If we were to say to-
day that we’ve only been able to exploit
50% of the teams’ potential so far, and
we are likely to benefit more, then this
model has paid for itself in a very short
time.  In summary we can say that team-
work has had a positive impact in every
possible way on the entire section and
neighbouring departments’11 . Teamwork
proved to have a particularly strong im-
pact on improving quality and on reduc-
ing production overheads and absentee-
ism. At Tectro, the immediate economic
effects did not receive quite the same
degree of praise from the management.
In their case the ‘secondary factors’ were
considered particularly beneficial. They
found that qualifications in specialist ar-
eas had improved and the degree of flex-
ibility and self-sufficiency of the staff had
grown. The ability to plan working pro-
cedures had improved noticeably, and
there was a greater readiness to accept
responsibility. Conflicts could also be set-
tled more easily, which everybody who
took part in the survey regarded as ‘very
important’. Tectro also emphasised that
employee motivation and quality aware-
ness had grown enormously, as had iden-
tification with the company. In spite of
the considerable time and effort which
went into the training, all those ques-
tioned emphasised that the overall amount
of time available for training was inad-
equate, and that too few seminars were
held. It was striking that works council
assessments tallied almost completely with
those of the corresponding management.

During the final phase of the project, the
Head Office of Metzeler Gimetall AG an-
nounced that it had decided to shut down
operations at the Höhr-Grenzhausen site,
not because the plant was making losses
or bringing in insufficient revenues (in
comparison with the other plants, Höhr-
Grenzhausen was actually scoring well in
these respects). The explanation was that
the company needed to centralise its op-
erations to reduce overheads. Understand-

ably this undermined motivation amongst
the team members (which had consider-
able knock-on effects for the company:
machine down-time rose, as did absen-
teeism, quality deteriorated, etc.). It made
a mockery of the project aim of safeguard-
ing jobs. The project, however, could do
nothing to alter the decision. On the other
hand, the project was sponsored in ac-
cordance with Objective 4 of the Euro-
pean Social Fund: ‘Tackling change
through the development of the work-
force’. The possibility of job losses had
become a very definite threat. For the
team members from Metzeler the ques-
tion was whether their experience with
teamwork and the training programme for
it would benefit them on the labour mar-
ket?

Two years later

Following the introduction of teamwork
and the dynamics it triggers, enterprises,
processes and the people involved
change. That is basically intended, of
course, but it is never possible to predict
accurately what changes will occur, and
to what extent. The breakdown and dis-
tribution of desirable and undesirable,
anticipated and unanticipated effects is,
by the same token, also impossible to
forecast.

In order to learn more about these fac-
tors, we carried out a follow-up study
from September 1998 to February 1999.
This study was also subsidised by the
European Social Fund and the Rhineland-
Palatinate Ministry of Labour in accord-
ance with Objective 4. The questions were
formulated differently for each company.
In Tectro’s case, we were particularly in-
terested in finding out whether they had
continued to use teamwork. If so, we
wanted to establish the extent to which
labour policies had been withdrawn or
expanded, and to receive feedback from
those involved on their feelings about
teamwork, approximately two years after
the pilot project had ended. In the case
of Metzeler, labour market policy issues
were of greater importance.

We discovered that Tectro had not only
continued to use teamwork in the sec-
tions which had piloted the scheme, but

11) A memo from the plant manager
a t  Metze ler  Gimeta l l  AG dated
12.03.1997; quoted according to
Bargmann/Glatzel, loc. cit. pp. 166.
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had developed it to such an extent that
the entire company had been subdivided
into smaller teams or ‘islands’, retaining
the procedural model from the original
project. According to statements made by
the management, the company’s business
figures have been positively influenced,
turnover and productivity have risen and
quality has also improved. They particu-
larly emphasised the enormous growth
in flexibility, not only in material terms
(through the training programmes), but
also in temporal terms (motivation, en-
thusiasm, and identification with the
company). It is hard to attribute these
results to a single factor, since various
measures were introduced at the same
time. Teamwork, however, would cer-
tainly have made a considerable contri-
bution to the overall improvement in the
situation. The positive trend at Tectro has
also led to new jobs, especially in the
area of the Bosch Island, and workers
on temporary contracts have become part
of the permanent workforce. These in-
dicators certainly imply an increase in
job security.

The management is convinced there can
be no turning back from the present sta-
tus12 , and that working well in a team is
a trait high on their priority list when re-
cruiting new staff. The managing director
puts it this way: ‘Traditional sloggers are
of no use to us, aside from which, they
would immediately beam themselves
away from here.’

The phenomenon of teamwork projects
stagnating or reverting to the status quo
ante13 , at the end of the public subsid-
isation period and/or supervision by ex-
ternal groups, could not be substantiated
at Tectro.

From the perspective of employee inter-
ests, development in working conditions
was the most important issue. The fol-
lowing statements on changes in work-
ing conditions are based exclusively on
subjective assessments by members of the
teams and the spokespersons for the
teams. They refer in particular to those
subdivisions in which, for the purposes
of teamwork, specific changes were made,
i.e. changes to the types of tasks, the hori-
zontal and vertical integration of tasks,
task rotation, assuming new responsibili-
ties in the sense of greater scope for ac-

tion and decision-making, and flexible as-
signments, etc. In all the subdivisions
mentioned the concept of teamwork it-
self stabilised and developed. Both team
members and their spokespersons agree
that the number of tasks has increased,
employees have assumed new responsi-
bilities, and systematic rotation has been
preserved and expanded. Assessment of
this is also conclusively and consistently
positive. Nobody is prepared to return to
the way things were. These changes in
working conditions and the way work is
experienced have also clearly altered the
attitudes and personalities of the work-
ers. The most apparent and most com-
monly witnessed change in character is a
dramatic growth in self-confidence among
the team members. This is something they
see themselves and which has also been
confirmed by supervisors and works
council, and which applies to both
Metzeler and Tectro. The first changes
became apparent at a very early stage of
the project, and they were dramatic. The
vivid way in which these changes are
described, especially by the management
and works council at Metzeler, reveal the
extent of the changes. According to the
former plant manager: ‘A jolt went through
the team’; whilst the works council spoke
of a ‘wind of change’. As a result, there
was an increase in accountability. The
need to justify decisions became a mael-
strom bringing about a change in deal-
ings between supervisors and workers, in
a form which can scarcely be reversed.
Management behaviour based on instruc-
tion and control is no longer sustainable
and would only lead to criticism and op-
position. The workers are showing a new
degree of willingness to take on new tasks
and new responsibilities of a type and
scope which their contracts would not
compel them to do. Correspondingly, the
withdrawal attitude displayed by many in
traditional, Tayloristic working structures
(‘I’m not paid to do that’; ‘it’s not my re-
sponsibility’; ‘it’s got nothing to do with
me’, etc.) is being dropped voluntarily,
but only if a corresponding willingness
to change is evident on the manager’s
part: taking workers seriously and ac-
knowledging good work, and providing
a plausible reason for any orders and
demands, etc.

The priority for the employees of Metzeler
(the majority of whom have no formally

“The management is con-
vinced there can be no turn-
ing back from the present
status, and that working
well in a team is a trait high
on their priority list when
recruiting new staff. The
managing director puts it
this way: ‘Traditional slog-
gers are of no use to us,
aside from which, they
would immediately beam
themselves away from
here.”

“The workers are showing
a new degree of willingness
to take on new tasks and
new responsibilities of a
type and scope which their
contracts would not compel
them to do. Correspond-
ingly, the withdrawal atti-
tude displayed by many in
traditional,  Tayloristic
working structures (...) is
being dropped voluntarily,
but only if a corresponding
willingness to change is evi-
dent on the manager’s part:
taking workers seriously
and acknowledging good
work, and providing a
plausible reason for any
orders and demands, etc.”

12) On the contrary ,  achieving
progress through teamwork has, over
time, become regarded as a matter of
course. Consequently, there has been
an implicit shift in the standards ex-
pected, more precisely: expectations
have risen, as the managing director
pointed out.

13) This happens quite often without
intent due to everyday time con-
straints and falling back into old hab-
its: everyone does what they can do
best (i.e. fastest), and thus takes the
first and decisive step towards a re-
lapse into the old, highly specialised,
division-of-labour system, which then
- almost surreptitiously - leads to the
next steps.
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“In summary, we can say
that the project was very
successful, in terms of both
corporate and employee
objectives, and that the
positive effects have been
stabilised.”

“The new - and economic -
imperative could be: Learn
to be innovative!”

recognised vocational qualification) was
to find a new job in a regional job market
which, being a predominantly rural area,
is under strain. All those involved in the
project received an ‘internal certificate’
confirming their participation in the train-
ing programme with an additional sheet
describing the content of the course in
greater detail. In addition, participation
in the project was documented in their
official references.

According to Metzeler’s personnel man-
ager, the participants had a definite bo-
nus on the labour market. They had be-
come more aware and self-confident, and
presented themselves in a better light;
even their job applications differed enor-
mously from those normally received from
unskilled workers. Most of the workers
had found good jobs fast: the exceptions
were those with language difficulties and
older workers14 . Companies made their
decisions largely on the basis of fewer
absences, and greater commitment and re-
liability. Teamwork itself does not play
an explicit part in this; it is more its con-
notations. There were also enquiries from
companies in the neighbouring regions,
the tenor of which were: ‘Have you got a
few more of them?’ The new firms, some
of which took on several of Metzeler’s
former employees, could be congratulated
on recruiting such well-trained team work-
ers who would show such personal re-
sponsibility and such commitment to the
job.

Although the competent labour office
clerks were of course unable to reveal
details about individual cases for data
protection reasons, they summarised as
follows:

‘Some of those affected were proactive,
taking the initiative right from the start,
and a few had something in the pipeline
almost immediately.  Several were wel-
comed by other companies ‘with open
arms’; the good people were snapped up
straight away. Others are still on the files
today. The ones who are left are mostly
Turkish women with language difficulties
(‘they can just about manage to write their
own names’), mobility problems, or the
older ones. The others had hardly any
problems at all. As soon as it became
known that Metzeler would be closing
down, firms began to ring in. The grape-

vine functions very well here; people
know each other.’

Only eight team members had been un-
able to find new work at the time of the
survey. Five of these were still employed
by Metzeler, and therefore not unem-
ployed. The majority of those questioned
were job-hunting for less than one month:
a few required 2-3 months. Most of them
found jobs through personal connections,
either through friends and acquaintances,
or through the supervisors or the works
council at Metzeler. The number of ap-
plications for jobs advertised or arranged
by the employment office was negligible.
From the perspective of those affected,
participating in the project and the train-
ing course played only a very subordi-
nate role in their success at finding a new
job.

In summary, we can say that the project
was very successful, in terms of both cor-
porate and employee objectives, and that
the positive effects have been stabilised.
Given the chance, all the interviewees
in both companies would take part in
the project again. In the eyes of Tectro’s
manager, teamwork is ‘a dynamic proc-
ess which can no longer be halted; these
are things which cannot be reversed’. The
production manager adds: ‘There is no
alternative for the future,’ while the
spokesperson for the Tectro’s works
council summarises his experience in a
single sentence: ‘Teamwork helps to
make the work much more people-
friendly.’

Learning to be innovative

The new (and economic) imperative could
be: Learn to be innovative! This is not the
same as ‘learn to organise’ however.
Geissler was quite right to point out that
an organisation cannot learn, but only the
people who work within the organisation.
They also have to want to learn, i.e. they
not only have to see the point in it, but
also have to see a personal benefit. Pri-
marily, this involves the preservation and
safeguarding of jobs, as well as (in what-
ever form this may come) substantial im-
provement in working conditions. This is
where the demand that staff be involved
in innovation processes derives from.

14) In a discussion with experts from
the responsible regional labour office,
the ‘age barrier’ is put at approxi-
mately 45 years.
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Innovations in work organisation such as
the introduction and implementation of
teamwork, cannot happen all at once.
They are part of a sensitive process sub-
ject to disruption, and need a guiding
hand until they can stand on their own
two feet. The following points have
proved useful in this context:

❏ Teamwork needs a mentor
Great demands are made of the person
in this function. Whoever takes on the
task, either from within or outside the
company, must have no history of involve-
ment in company disputes or conflicts,
and must be considered trustworthy and
honest by the various cooperation part-
ners. There should be no overlapping of
the mentor’s personal interests and the
issues to do with the teamwork. The men-
tor, as the person in the line of responsi-
bility, should not get mixed up in am-
biguous roles.

❏ The ‘keep everything together’ princi-
ple
Conceptual development and implemen-
tation, on-site training and supervision
should not be subject to division of labour
but kept in one hand as far as possible.
The advantages of this principle are obvi-
ous even if, for practical reasons, excep-
tions must be made. Systematic deviation
from this principle is not only impractical
but can also be damaging, as the follow-
ing example shows. A business consultant
assisted in the development of a concept
for teamwork for a medium-sized com-

pany. He was also commissioned to pro-
vide training in social skills for the mem-
bers and spokesperson of a particular team
on a given number of days. The consult-
ant subcontracted these seminars. Pre-pre-
pared seminar modules were then run,
making no allowances for the specific
structures of the company. While the teach-
ing methods may have been adequate for
a target group from the original section,
they were not suitable for semi-skilled in-
dustrial workers. These seminars not only
failed to achieve their objective, they sub-
sequently led to strong resistance on the
part of the participants whenever anything
even remotely connected with the words
‘seminar’ or ‘training’ arose.

❏ Training the trainers
The circle of trainers expands consider-
ably during teamwork and involves not
only full-time initial and continuing train-
ing specialists (who in any case are not
to be found in many small and medium-
sized enterprises), but also a wider circle
of personnel who have achieved expert
status in subjects which might be relevant
in connection with innovations in work
organisation. This training must not be re-
stricted purely to didactic and methodo-
logical questions. Teamwork always in-
cludes topics and content beyond the per-
sonal vocational experience of those ex-
clusively employed in training (e.g. meth-
ods of decision making within a team). It
is therefore of utmost importance to re-
define the relationship between continu-
ing training and organisational change.
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Burkart Sellin
CEDEFOPEC and EU education

and vocational training
programmes from 1974
to 1999: an attempt at a
critical and historical
review

The author is the coordinator of several projects at the European Centre for the
Development of Vocational Training and the CEDEFOP network for cooperation in
research in the field of European trends in occupations and qualifications (Ciretoq).
He has been working at CEDEFOP for more than 20 years as project manager and
advises EU institutions and competent bodies in the Member States on issues relat-
ing to the development of vocational training. This article was written as a critical
but constructive contribution to the debate on the re-formulation and especially on
the practical implementation of the new (third) generation of EU education and
vocational training programmes, for which CEDEFOP feels partly responsible. The
Leonardo da Vinci programme, in particular, the EU vocational training programme,
has been the subject of criticism recently.  This is not necessarily due to a lack of
success of its projects, pilot projects or studies, i.e. of the numerous researchers
and practitioners who have been involved in the programme. It appears rather
that the framework conditions are responsible for their only modest success, de-
spite the intense efforts of all concerned. This preliminary analysis focuses on
these framework conditions.
The author takes sole responsibility for all statements and evaluations expressed
in the article, and points out that these opinions are not necessarily shared by
CEDEFOP as a whole. However, the article is also intended to support the current
efforts of CEDEFOP and its Management Board – comprising delegates from all
Member States (government representatives and spokesmen for the social part-
ners’ organisations) and the European Commission – to achieve as broad a con-
sensus as possible in view of the challenges facing the development of vocational
training in Europe and the debate on medium-term priorities for CEDEFOP and
their practical implementation in the course of the next few years. The article might
also be of help in defining the role that CEDEFOP could assume as specialists and
research consultants monitoring EU programmes in the field of vocational train-
ing, since one of the tasks of the Centre is to support the EU and its Member States
in implementing these programmes. We would greatly appreciate any comments
and suggestions, as well as corrections.

Political and legal frame-
work conditions for EU
education and vocational
training programmes

If we wish to discuss and assess the nu-
merous EU programmes, past and present,
we should call to mind the political and
legal framework conditions and the
changes they have undergone in the
course of time.

The chronology of these programmes
does not begin until nearly 20 years after
the establishment of the EEC in 1957. In
the mid-1970s the EC, consisting of 9
Members at that time, launched the first
youth, education and vocational training
programmes. At the time, education poli-
cies were high on the list of political pri-
orities in the Member States.  This was
no longer so in the following years, al-
though they do appear to have regained
importance recently, as demonstrated by
election campaign topics and action pro-
grammes in the United States in 1996, the
United Kingdom in 1997, and also in
France and the Federal Republic of Ger-
many since 1998.

Ministers of Education met for the first
time at EC level in 1974, although there
was no legal basis for the meeting in the
Treaty of Rome (treaty establishing the
EEC). Thus the meeting was held at the
Council of Education Ministers, not as

the Council of Education Ministers. Arti-
cle 128, which no longer exists, did, how-
ever, provide the EC from the beginning
with a relatively clear legal basis for deal-
ing with vocational training. It was ex-
panded in 1963 to include the general
principles for a common vocational train-
ing policy. Until the mid-1980s the Minis-
ters of Labour and Social Affairs bore sole
responsibility for vocational training.
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They are still mainly responsible, but the
Ministers of Education are now consulted
more often.

The 1974 agreement on cooperation in
education initially covered four topics:

❏ Cooperation among universities with
particular reference to student exchanges

❏ Equal opportunities for girls in second-
ary education

❏ The education of second-generation
immigrant children

❏ The transition of young people from
school to adult and working life

Later, “the European dimension” in the
classroom and cooperation between
higher education business and industry
were added to the list.

In order to stimulate the exchange of in-
formation between the education minis-
tries and school authorities, Eurydice (see
below) was set up as an information net-
work and a centralised, EU-wide educa-
tion information service.  It still exists
today and is financed by the European
Commission.

These four topics dominated the activi-
ties of the EC in the area of education
until the mid-1980s, when further topics
were taken up: new technologies; the pro-
motion of occupational and management
training in small and medium-sized en-
terprises and new local employment ini-
tiatives; continuing training and alternat-
ing training.

At the time there were no special pro-
grammes for vocational training with the
exception of European Social Fund inter-
vention with activities related to further
training and retraining in disadvantaged
regions of the EC (southern Italy, Ireland,
Northern Ireland, Scotland and Wales,
etc.). These projects were aimed at cer-
tain target groups at a disadvantage in the
labour market, but have had hardly any
effect on the development of the system
itself. Vocational training, especially the
training of (young) adults as a means of
combating increasing unemployment, tied
up about 80% of Fund resources. The EC
contributed, sometimes substantially, to

the consolidation and expansion of the
vocational training infrastructure in these
regions.  Later, complementary financing
from the Regional Fund, the Mediterra-
nean Programme and the Cohesion Fund
added their contributions. Recently these
measures have contributed considerably
more and pro-actively to the systemic
development of disadvantaged regions
and Member States. Since Social and Re-
gional Fund intervention is usually based
on economic, regional or labour-market
policies, it is not the focus of our obser-
vations here.

In 1975 the European Centre for the De-
velopment of Vocational Training (CEDE-
FOP) was founded as a consequence of
the EC sociopolitical Action Programme
approved by the heads of state and gov-
ernment in the Hague in 1974. It com-
menced work the following year in (West)
Berlin.The information, documentation
and research centre, which has been
based in Thessaloniki, Greece, since 1995,
provides specialised support and guidance
to the EC, now the EU, on its way to a
common vocational training policy. The
centre was and therefore is a permanent
EU institution, and not a temporary pro-
gramme. CEDEFOP works hand in hand
with the above-mentioned Eurydice in-
formation service for cooperation in edu-
cation – with the Centre focusing on vo-
cational training. The Centre has had only
little influence on the preparation and
implementation of EC programmes in the
area of vocational training1, although its
preliminary investigations, studies and
system comparisons have been an invalu-
able aid for debates among policy-mak-
ers at the planning stage and for project
organisers in implementing programmes.
In 1994 the European Training Founda-
tion in Turin commenced work.  The
Foundation supports the EU in its pro-
motion of cooperation with central and
eastern Europe with regard to vocational
education and training and in implement-
ing the relevant programmes (Tempus,
Tacis and Phare)2.

The sole programme before 1974 which
really centred on vocational training was
an exchange programme for young work-
ers, which was formally prescribed by the
Treaty of Rome. This programme was later
integrated into PETRA and its successor
programme, “Youth for Europe”.

“The 1974 agreement on co-
operation in education ini-
tially covered four topics:

– Cooperation among uni-
versities with particular
reference to student ex-
changes

– Equal opportunities for
girls in secondary educa-
tion

– The education of second-
generation immigrant chil-
dren

– The transition of young
people from school to adult
and working life”

1) With one exception: the study vis-
its programme for vocational training
experts was and still is coordinated
by CEDEFOP. It was an integral part
of the PETRA programme and is now
part of the Leonardo da Vinci pro-
gramme. CEDEFOP cooperates to a
certain degree with the latter with re-
gard to studies and analyses, espe-
cially in the area of qualifications re-
search.

2) The appendix gives a summary of
the various programmes and their ob-
jectives.
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“Common to all these pro-
grammes was their provi-
sion, to varying extents, for

– The exchange of skilled
workers and participants

– The promotion of joint
pilot projects, and

– The implementation of
comparative studies among
the countries involved.”

“Exchange of some type or
another was the focus of all
the programmes, which is
why they were often called
EC exchange or mobility
programmes as a way of
describing the entire range
of education and vocational
training programmes.”

“The programmes launched
in 1995 as a consequence of
the ratification of the
Treaty on European Union
of 1994, Socrates, based on
Article 126, for education
and Leonardo da Vinci,
based on Article 127, for
vocational training finally
replaced the education and
vocational training pro-
grammes listed above. The
new programmes concen-
trated on the main objec-
tives of the former and pre-
served most of their priori-
ties.”

The first education programme of all was
launched in 1975.  It dealt with the tran-
sition of young people from school to
working life. It ran for three years and
was extended for a further three, then
became part of its successor, PETRA,
which was launched in 1985 (Sellin B.,
1994). It focused on the political objec-
tive of combating rapidly rising unemploy-
ment among young people after the oil
crisis and in the mid- and late 1970s. In
view of the above-mentioned general
principle, that no young person should
be forced to enter working life without
recognised vocational training, this objec-
tive was emphasised and often reiterated.

PETRA was approved by the Council of
Ministers of Education and Labour at its
first meeting, but with a qualified major-
ity, and not unanimously as had been usual
until then. The Federal Republic of Ger-
many, in particular, appealed to the Euro-
pean Court of Justice on this issue, but the
case was dismissed with the comment that
the EC general principles on vocational
education and training of 1963 formed part
of the treaties and the vocational training
policy of the EC was one of its four basic
freedoms: the freedom of movement for
goods, capital, services and persons, which
were guaranteed by a regulation on the
permissibility of qualified majority deci-
sions in the Single European Act.

PETRA was joined in the mid-1980s by
programmes for student exchange and
cooperation in higher education (Eras-
mus), the promotion of cooperation be-
tween higher education and business and
industry (Comett), the promotion of in-
company continuing training (FORCE), the
promotion of qualifications in response
to new technologies (Eurotecnet), the
promotion of equal opportunities for
women in vocational education and train-
ing (IRIS) and of language training
(LINGUA). Thus a whole spectrum of pro-
grammes developed which gradually cov-
ered the entire field of education and
vocational training with the exception of
compulsory schooling. Some of them
overlapped or were even superfluous
because concurrent initiatives existed
within the framework of EC Social and
Regional Funds (Piehl, Sellin, 1993).

The programmes generally had very am-
bitious aims: they did not, however, al-

ways achieve them. The volume of funds
available to them, which was very mod-
est considering that the EC had grown to
12 Member States in the meantime, bore
no relationship to their far-reaching po-
litical goals.

The student exchange programme ERAS-
MUS, which was launched at the end of
the 1980s, stood out among the other pro-
grammes named in respect of numbers
of participants and amount of funds avail-
able to it. It was also the most successful,
even though it did not achieve its objec-
tive of about 10% of all students studying
in another European country. In the 1990s
this programme was extended to include
students from central and eastern Europe,
within the framework of the  Tempus pro-
gramme.

Common to all these programmes was
their provision, to varying extents, for

❏ the exchange of skilled workers and
participants

❏ the promotion of joint pilot projects,
and

❏ the implementation of comparative
studies among the countries involved.

Exchange of some type or another was
the focus of all the programmes, which is
why they were often called EC exchange
or mobility programmes as a way of de-
scribing the entire range of education and
vocational training programmes.

The programmes launched in 1995 as a
consequence of the ratification of the
Treaty on European Union of 1994

❏ Socrates, based on Article 126, for edu-
cation

❏ and Leonardo da Vinci, based on Arti-
cle 127, for vocational training

finally replaced the education and voca-
tional training programmes listed above.
The new programmes concentrated on the
main objectives of the former and pre-
served most of their priorities. “Youth for
Europe” was created in the late 1980s for
young people (cf. Council Decision of 26
June 1991 in the Official Journal [EEC] 91/
C 208). It was continued as a separate
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programme and carried on the youth in-
formation and youth exchange pro-
grammes formerly covered by PETRA.

Concurrent to the reform of the Structural
Funds (Social, Regional and Agricultural
Funds), Community Initiatives (special
transnational support programmes for spe-
cific disadvantaged target groups, sectors
and regions) were launched. To a certain
extent they overlap with the focal goals
of the Leonardo da Vinci programme, al-
though their objectives are geared more
towards employment in specific target
groups, regions or sectors.

Aspirations and reality
of the first-generation
programmes

Two generations of programmes can be
distinguished in the political and legal
developments sketched briefly here.

The first generation was born of the pre-
Maastricht legal situation and Article 128
in particular, which dealt with vocational
training, and by the activities of the edu-
cation ministers starting in 1974. The sec-
ond generation is based on the post-
Maastricht legal situation.

Although we intend to concentrate in this
article on assessing the second genera-
tion, it is imperative to evaluate the first
generation, too, for a true understanding
of the former, especially since both the
Leonardo da Vinci and Socrates pro-
grammes really only took off in 1996, so
that current experience with them allows
only preliminary conclusions.

Programmes such as PETRA and Force,
which target the heart of vocational train-
ing, have certainly achieved their objec-
tive of promoting the exchange of infor-
mation and experience and improving
the level of knowledge and problem-
solving approaches among the partici-
pants, the institutions and institutes in-
volved. However, the expected and an-
ticipated multiplier effects have been far
more modest. In most Member States they
had little direct impact on the standard
systems of education and training or
brought up little sustained innovation or
reforms.

There are various possible reasons for this:

❏ The results were not disseminated ad-
equately by the EU and the Member States.

❏ Practitioners and others involved had
little or no scientific support in implement-
ing them.

❏ Rigid persistence of the standard sys-
tems and resistance in the Member States
to externally proposed reforms and inno-
vations.

❏ Particular interests of project practition-
ers and others involved in the projects.

❏ No external evaluation of the pro-
grammes and projects.

❏ Bureaucratic obstacles at national or EU
level or hurdles hampering cooperation
at the various levels of responsibility
within the relevant Member States, in par-
ticular in respect of selection and approval
of projects and their funding.

❏ Lack of involvement of policy-makers
and practitioners, the “end users” of pilot
project and study results.

From the outset, PETRA aroused expec-
tations which could never be fulfilled. The
programme was to solve the problem of
too few school and/or enterprise training
places corresponding to the talents and
inclinations of young people on the one
hand and providing high-quality voca-
tional training leading to a recognised oc-
cupation on the other. This target was an
illusion from the start, due to lack of po-
litical interest on the part of most Mem-
ber State governments and especially due
to the state of public budgets. It was an
explicit goal promulgated in the early
1960s, first by the EEC, then the EC and
now the EU. However, in recent times it
has no longer been unambiguously propa-
gated, especially as since Maastricht the
1963 general principles are no longer le-
gally binding.

Apart from this, the funding of the pro-
gramme and its projects was much too
modest to bring about any real change.
Matters were different with the Structural
Fund intervention. The problem here was
to obtain the complementary funds from
national and/or regional or local public
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“The programmes must be
integrated into overall EC,
now EU, policies in the
fields of education and vo-
cational training.  They can
only be as good as Euro-
pean Integration policies in
these fields”

“Higher education pro-
grammes, especially ERAS-
MUS and Comett, were more
successful as a rule than
general education and vo-
cational training pro-
grammes.(...) Another cru-
cial factor might well be
that higher education insti-
tutions are far less im-
peded by government bu-
reaucracy and restrictions
by trade and industry than
vocational schools and
training centres.(...). The
programmes were also usu-
ally more successful in the
areas of continuing and
further training and re-
training,(...) because these
offer more scope for inno-
vation and the systems are
still in the process of estab-
lishing themselves.”

budgets, which might have been anything
up to 50% of the financing.

The first generation of education and vo-
cational training programmes did not de-
pend on the availability of complemen-
tary funding. However, the system was
introduced for the second generation
(Leonardo and Socrates) and here, too, it
has become a considerable problem
which has deterred many projects from
the start.

The duration of the programmes – three
to four years – has also been too short to
bring about structural reform. This was
particularly true of the Force programme,
which, unlike PETRA, had no forerunner
to precede the transitional programmes.
The success of many projects in the Force
and PETRA programmes, and in IRIS and
the Community Initiatives linked to the
European Social Fund, which also con-
sisted mainly of pilot projects, compara-
tive studies and exchange of information,
was again called into question when no
follow-up financing was available after the
initial period of funding, e.g. through di-
rect funding by agencies in the individual
states.

The lack of continuity in EC and EU
project financing over several years and
the lack of dependable follow-up financ-
ing – however successful the project might
have been – confronted practitioners with
a severe challenge. University research
can survive on this basis, but vocational
training consultants and practitioners will
hardly be willing to give up normal work-
ing conditions just to implement on a full-
time basis EU projects for which no reli-
able follow-up funding is foreseen. Most
can therefore only conduct such projects
on a part-time basis, which means that
the projects, and especially their coordi-
nation, rest on shaky foundations.

The results of those first-generation pro-
grammes which targeted the heart of vo-
cational training had hardly any direct im-
pact on the standard systems. Even where
they did, the effect was short-lived. Not
only were these projects not developed
further, their results were not even pre-
served for the following generation of
project-makers. New applicants often had
to re-invent the wheel time and again, i.e.
learn international project management,

establish transnational contacts, overcome
initial financial problems, collect basic in-
formation, etc.

Integration of the pro-
grammes into the com-
mon (vocational) educa-
tion policies of the EU

The programmes must be integrated into
overall EC, now EU, policies in the fields
of education and vocational training.
They can only be as good as European
Integration policies in these fields.

Therefore any assessment must undertake
the difficult task of evaluating these poli-
cies as a whole.

In brief, against the background of expe-
rience gained with first-generation pro-
grammes of the pre-Maastricht era, we can
summarise as follows: higher education
programmes, especially ERASMUS and
Comett, were more successful as a rule
than general education and vocational
training programmes. This fact must be
put in relation to the funding they en-
joyed, which was much more generous
for the former than the latter. Another
crucial factor might well be that higher
education institutions are far less impeded
by government bureaucracy and restric-
tions by trade and industry than vocational
schools and training centres. Lack of au-
tonomy hampers both innovation and
transnational cooperation considerably.
The programmes were also usually more
successful in the areas of continuing and
further training and re-training, whether
in-company or external, because these
offer more scope for innovation and the
systems are still in the process of estab-
lishing themselves. In this field, problems
relate to the common “might as well do
it” effect with in-company training and the
frequent unsatisfactory adherence to qual-
ity standards in external continuing train-
ing.

If we view the influence of the EU on
this area of policy as a whole, including
the programmes another viewpoint alto-
gether becomes apparent. The impact in
many Member States has been great and
should not be underestimated. The Irish
Republic, for instance, consciously up-
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dated its whole education and vocational
training system with the aid of EU funds
and by adopting concepts from other
Member States, not least as a means of
preparing its school and college-leavers
for geographical mobility to other Euro-
pean countries and not only to Ireland’s
traditional migration countries, like the
United Kingdom, North America and Aus-
tralia. Spain, for instance, introduced im-
portant reforms to its education system
after the dissolution of the Franco regime
and in the course of democratisation and
entry into the EC in the 1980s, which
helped the country adapt to EC member-
ship. After an interval these countries were
followed by Portugal and the Netherlands,
and later still by Denmark, which adapted
their systems of vocational training with
explicit reference to the EU debate.
France, the United Kingdom and Germany
have been least influenced up to now.
These countries appear to be in serious
competition with each other and wish to
preserve their own “cultures” in respect
of education and vocational training.
They are only now beginning to show the
first signs of change. They are meanwhile
in the process of adapting certain details
of their systems, but with indirect rather
than direct reference to EU debates, reso-
lutions, recommendations or decisions.

The programmes themselves had only lit-
tle sustained influence in these countries.
Social Fund interventions, the debate on
the adaptation of legislation on recognis-
ing diplomas and comparative studies by
CEDEFOP among others – e.g. in connec-
tion with the implementation of the 1985
Council Decision on the “Comparability
of Vocational Training Qualifications be-
tween the Member States of the EC”, and
the debate on structuring the standard of
training in the EC (cf. Appendix 1 of the
same Council Decision) – had, and indeed
still have, a more decisive influence (Sellin
1996).  From the 1960s and up to the
present, EC and EU efforts to achieve
progress on the recognition of vocational
qualifications in compliance with Article
57, by harmonising legislation on access
to occupations (cf. the relevant guidelines)
have had a big impact.

These influences were already noticeable
even in the late 1960s in the EEC of the
Six.  As a result of the debate on recogni-
tion, in particular with regard to engi-

neers, Germany, e.g., was obliged to raise
the former upper specialised and engi-
neering schools to the level of special-
ised institutions of higher education, in-
troduce the certificate of aptitude for
specialised short-course higher education
and thus integrate them into the higher
education sector.

Within Europe the different education sys-
tems have always been in competition, at
least since the French Revolution, which
to a certain extent replaced the heredi-
tary aristocracy with an academic or edu-
cational aristocracy. The EU is attempt-
ing to steer this competition among the
systems in the direction of promotion of
reciprocal convergence or rapprochement,
or even harmonisation (cf. also the 1963
general principles or the 1975 Regulation
establishing CEDEFOP). The new Socra-
tes and Leonardo da Vinci programmes,
which have been running since 1995, are
intended to make the different systems at
least more compatible with each other,
by promoting innovation in conjunction
with transnational cooperation. The au-
tonomy of the various systems is not to
be undermined, however, as was some-
times attempted in the pre-Maastricht era
by Brussels.

The centralist approach has brought about
some results. It has not failed, as many
maintain, but has been successful on a
number of counts. A federal, or bottom-
up, approach has only recently become
discernible. If such an approach is to be
successful, however, it will have to be ac-
companied by clear stipulations. This
means: central stipulations must concur
with local initiatives and projects or they
must relate and adapt to each other. If
this is achieved, both the programmes as
a whole and specific projects can be very
successful. It was rarely achieved in the
implementation of the first generation of
programmes, however, which was dis-
couraging for both programme organis-
ers and project makers on the one hand
and of policy makers and vocational train-
ing practitioners on the other. A lot of
enthusiasm and commitment has unfor-
tunately been squandered, although all
the effort was certainly not entirely in
vain.

In the meantime, the new, second-gen-
erat ion EU programmes (Socrates ,

“In the meantime, the new,
second-generation EU pro-
grammes (Socrates, Leo-
nardo da Vinci and Youth
for Europe) have learned a
number of important les-
sons, although the funda-
mental problems described
here still exist in a slightly
altered form.”
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Leonardo da Vinci and Youth for Europe)
have learned a number of important les-
sons, although the fundamental problems
described here still exist in a slightly al-
tered form.

The second-generation
programmes and
the Leonardo da Vinci
vocational training
programme

There are three second-generation, post-
Maastricht programmes: Socrates, the edu-
cation programme, Leonardo da Vinci, the
vocational training programme, and the
Youth for Europe programme. Socrates is
based on Article 126 of the Maastricht
Treaty, while Leonardo is based on the
guidelines of Article 127.  It brings to-
gether most of the preceding vocational
education and training programmes men-
tioned in the previous section, in particu-
lar PETRA, Force and Lingua. It aims to
promote vocational training in the Mem-
ber States comprehensively and encour-
age innovation while at the same time
improving European cohesion. However,
it must be borne in mind that these aims
can only be achieved by complementing
and supplementing the policies of the
Member States, whose autonomy on edu-
cation and vocational training issues must
not be infringed upon.

While the financial resources for the 4-
year period from 1995 to 1999 are some-
what higher than the sum at the disposal
of the preceding programmes, it must still
be regarded as relatively modest for the
programmes’ objectives and the growing
problems of vocational training in the
Member States. This is particularly true
when compared with the financial re-
sources of the Structural Funds or even
with the related Community Initiatives
(Youthstart, Adapt, Now, etc.) related to
them (Sellin 1994).

There is therefore still a wide gap between
aspirations and reality, although the dis-
crepancy is not quite as glaring as in the
most important predecessor programme,
PETRA.

The improvements in comparison with the
preceding programmes are:

❏ the Member States and their compe-
tent bodies are more involved in project
selection and application of the unani-
mously defined criteria;

❏ public tenders have made the selec-
tion criteria, which are adjusted annually,
more transparent and it has been possi-
ble to take more new organisations and
projects into consideration;

❏ the social partners and the experts
nominated by them were involved in the
review of applications and the applica-
tion of the criteria by the offices of the
Commission;

❏ half of the projects were pre-selected
by the countries themselves, the other half
being selected primarily by the Commis-
sion;

❏ a clearer distinction is made between
exchange and pilot projects on the one
hand, and studies and analyses on the
other.

Thus the decision-making process has
been rendered reasonably transparent.
Nonetheless, due to these procedures the
path from application to approval is long
and sometimes tortuous. Decisions are
often made on grounds of balance, rather
than for objective reasons. Results can-
not keep pace with the programme’s pri-
orities, which change faster and faster
from year to year. Most projects are de-
signed to run for two years, but cannot
keep their deadlines since it takes nearly
a year before the money starts to come
in. If the project organisers have no means
of pre-financing their projects, which is
often the case, they have to ask for an
extension. Complementary funds are also
a problem in many cases, since the EU
only refunds up to about 75% of the over-
all expenditure.

The travel, interpreting and conferences
expenses ensuing from national and EU-
wide coordination processes; the offices
which support the administration at EU
and national levels, the efforts needed to
draw up and disseminate information; the
coordination of transnational cooperation
across the projects and topics are all
highly expensive activities. On the other
hand they expedite the exchange of in-
formation and experience among the ad-
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ministrative officials and the social part-
ners, but on the other hand, they seem to
produce few concrete results. The project
organisers themselves are beginning to
complain of a lack of support in imple-
menting planned innovations, studies and
analyses. Their results are filed away ei-
ther centrally at national level or at EU
level in offices as was the case with the
forerunner programmes. Whether they are
made accessible to other users, published
or kept available for new projects is an
open question at present. This is the in-
tention, but it remains to be seen whether
the necessary money and personnel are
actually at hand.

In order to learn lessons from the current
projects, lessons which go beyond the
projects themselves, they need to be col-
lated according to subject and method.
Some attempts have been made to do this
in the hope of producing synergetic ef-
fects and ensuring complementarity.  The
Commission has formed such thematic
clusters and issued invitations to a number
of conferences. Further conferences are
being planned for 1999 and 2000 in close
cooperation with the Member States, to
evaluate and disseminate results.

In view of the diversity of the project sub-
jects, methods and areas of application
and target groups, the selected themes or
“clusters” were still not specific enough
to be of real help to the projects, how-
ever. It also remains to be seen whether
and to what extent the projects can de-
liver transferable lessons for innovation
in the vocational training systems of spe-
cific countries, or at least for some as-
pects of their systems. Again, it is too early
for a conclusive evaluation.

There are some indications that the as-
sessment of the second generation of pro-
grammes will prove to be similar to that
of the first-generation programmes, in
spite of significant improvements in de-
tail.

❏ Leonardo da Vinci (and probably Soc-
rates, too) is undertaking too much at
once, i.e. is overloaded with objectives;

❏ The project makers find it difficult to
use the funds as they should and in com-
pliance with objectives within the set
schedule to ensure project continuity and
a stable personnel framework.

❏ The Member States involved are not
obliged in any way to draw conclusions
for their own policies, however success-
ful the projects may be.

The success of the projects may be facili-
tated by the improved framework condi-
tions and the involvement of decision
makers at the relevant levels, but is still
in question due to the aforementioned
points, just as their predecessors’ was.
There is also a risk that studies and analy-
ses will fall short of their objectives of
affiliating with pilot projects and/or help-
ing them to become part of the perma-
nent system, because the political and
institutional framework conditions are
often against them. As separate activities
within a programme, however, studies and
analyses seem to fulfil other important
functions which would not be fulfilled at
all in their absence: preparing and fol-
lowing-up of projects, bridging the gaps
between policy and practice, research and
application, improving scientific bases/
terminologies and methods for trans-
national comparison or cooperation,
documenting successes and failures for
posterity, etc.

The importance of studies and analyses
as a separate axis should thus be empha-
sised. Innovation is essentially inspired by
studies and analyses, and only secondar-
ily by pilot projects. Exchange without
documentation of participants’ and pro-
viders’ experience, without concentrating
on current topics and subjects relevant to
the context make little sense, as demon-
strated by the vocational training experts’
study visit programme coordinated by
CEDEFOP. A combination of expert re-
searchers, teachers and trainers, manag-
ers and administrative officials, practition-
ers from trade unions and enterprises is
always necessary to make the complexi-
ties of vocational education and training
transparent and to make progress,
whether at individual project or system
level, in the face of severe challenges.

Review

Questions – including questions at the
European level – remain unanswered:

How can more effective progress be made
towards the Europeanisation of vocational

“In order to learn lessons
from the current projects,
lessons which go beyond
the projects themselves,
they need to be collated ac-
cording to subject and
method.”

“A combination of expert
researchers, teachers and
trainers, managers and ad-
ministrative officials, prac-
titioners from trade unions
and enterprises is always
necessary to make the com-
plexities of vocational edu-
cation and training trans-
parent and to make
progress, whether at indi-
vidual project or system
level, in the face of severe
challenges”

3) Cf. The school experiment and the
establishment of bilingual “State
Europa Schools Berlin”, in which the
partner language concept was devel-
oped and bilingual features in a com-
bination of German with English,
French, Russian, Polish, Turkish, Ital-
ian, Portuguese or Greek was very
successfully introduced from pre-
school level on.
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training in support of common social,
employment and education policies?

How can exchange programmes be or-
ganised to combine l inguis t ic  and
intercultural competence more effectively
with the acquisition of occupational com-
petencies?

How can experience in neighbouring
countries be guaranteed and appropriately
recognised through the acquisition of
particular training modules?

What support prospects do projects need
in order to encourage permanent partner-
ships among training centres?

Should bilateral cooperation be given pri-
ority over cooperation between three or
more countries, and how can such coop-
eration be strengthened and its continu-
ity assured?

Training in foreign and partner languages,
in particular, is neglected in programmes
and projects. Foreign languages should
increasingly be taught by native speakers
and instruction in the first foreign or part-
ner language should start early. In popu-
lation centres, bilingual training for chil-
dren from a bilingual environment could
begin in nursery school and be on offer
up to vocational school and the end of
upper secondary education3. This possi-
bility would seem to be an important pre-
requisite for the implementation of the
political goal of language diversification
in initial vocational training (European
Commission 1995, White Paper). This
should have positive repercussions for the
projects and programmes, which should
be spread over several countries if possi-
ble and not favour English, German and
French-speaking countries.

The majority of studies and analyses
within the framework of the Leonardo da
Vinci programme should be designed to
a greater extent as a scientific supervi-
sion of innovations and pilot projects.
They should be in the nature of action
research and thus contribute to evaluat-
ing, disseminating and multiplying results.
At present, only isolated studies and
analysis projects meet these requirements.

The competent bodies of the Member
States should formally undertake to act

on the conclusions of successful projects,
possibly with the support of the EU Struc-
tural Funds, at the appropriate levels of
intervention, in the vocational training
fields, regions or sectors and to restruc-
ture or expand the standard education
and vocational training on offer. Their
vocational training and continuing train-
ing legislation should be adapted accord-
ingly.

Twenty-five years of flourishing trans-
national and Europe-wide cooperation in
the education and vocational training sec-
tors have made a real contribution to the
development of the European Dimension
and Integration. We are still, however, a
long way from a European Education and
Vocational Training Policy which merits
the name. In May 1999, with reference to
the chapter on employment in the Treaty
of Amsterdam, objectives were approved
at the highest level within the framework
of the European Employment Pact to de-
velop a European Labour Market while
simultaneously combating disadvantages
and discrimination in education and vo-
cational training, ensuring equal oppor-
tunities, effectively combating long-term
unemployment and unemployment
among young people, improving access
to vocational training and continuing
training, etc.  Before these objectives can
be successfully achieved we shall need
clear guidelines, indicators for the suc-
cess or failure of national measures and
programmes and also for EU programmes
and EU fund intervention. Top down
should meet bottom up and vice versa. We
cannot afford to do away with top alto-
gether. It is imperative to agree promptly
on clearly defined criteria for the success
and failure of activities in this connection,
or, in the short or long term, this policy
risks losing its credibility.

The increased participation of the Euro-
pean Parliament in decision-making
processes, in accordance with the Treaty
of Amsterdam, and the expansion of pos-
sibilities for qualified majorities at Coun-
cil level, especially in the areas of voca-
tional training and employment, should
substantially improve the situation in the
next few years.  There is, however, still
much to be done at all levels if we really
want to make progress in modernising
the systems and adapting the institutions
responsible for the implementation of
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education, vocational training and em-
ployment policies to meet the new chal-
lenges and achieve European Integration
in these extremely important fields. A

social and citizen-friendly Europe will not
come about on its own.  The Europeans
will have to demand it more strongly
from their politicians.
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The Comet I programme (1986-89) on
cooperation between universities and en-
terprises regarding training in the field of
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million. It financed some 1 300 projects
and established 125 university-enterprise
training partnerships. The second phase
of the programme, Comett II (1990-94)
had a budget of ECU 200 million (includ-
ing the EFTA contribution).

The Erasmus programme (1987-95), set-
ting up the European Community action
scheme for the mobility of university stu-
dents, had a budget of ECU 500 million.

Annex

Vocational training action programmes, 1974-1999

ing, raise the profile of training for
women, expand such training and estab-
lish and strengthen links throughout Eu-
rope. It had a budget of ECU 4 million.

Council Decision of 6 December 1994
establishing an action programme for the
implementation of a European Commu-
nity vocational training policy (94/819/
EC), OJ L 340, 29.12.1994. (Leonardo I)

Decision of the European Parliament and
of the Council of 14 March 1995 estab-
lishing the Community programme Soc-
rates (819/95/EC), OJ L 87, 20.4.1995.

Council Decision of 26 April 1999 estab-
lishing the second phase of the Commu-
nity vocational training action programme
Leonardo da Vinci (99/382/EC), OJ L 146,
11.6.1999.

The Petra programme (1987-91) for the
vocational training of young people and
their preparation for adult and working
life had a budget of ECU 40 million. Ap-
proximately 75 000 young people ben-
efited directly from the programme, along
with more than 10 000 teachers and train-
ers. Petra II (1992-94) had a budget of
ECU 104.2 million.

The Lingua programme (1990-94) to pro-
mote foreign language competence in the
European Community had a budget of
ECU 153 million. More than 7 000 lan-
guage teachers received in-service train-
ing and 33 000 teachers participated in
exchanges.

Force (1991-94) focused on the quality
and quantity of continuing vocational
training (CVT). It had a budget of ECU 88
million and financed 720 projects involved
in the transfer of expertise and innova-
tion in continuing vocational training.

The Eurotecnet programme (1990-94) to
promote innovation in the field of voca-
tional training resulting from technologi-
cal change in the European Community
had a budget of ECU 9.2 million. It pro-
vided funding for the networking of in-
novative projects in vocational training
and for transnational research on specific
themes linked to vocational training.

Helios (1988-91), and Helios II (1993-96)
promoted the social integration and in-
dependent lifestyles of people with dis-
abilities.

Helios II had a budget of ECU 37 million
and enabled 1 150 organisations working
for the disabled to take part on an ongo-
ing basis in discussions and exchanges
with similar organisations in other Mem-
ber States.

IRIS (1988-93) was to increase women’s
awareness by making known training op-
portunities and to promote their training
by helping to develop strategies and meth-
ods. It financed over 300 programmes
throughout the Member States.

IRIS II (1994-98) continued to promote
equality of opportunity in vocational train-
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Using data from the 1995
European Labour Force Sur-
vey for six European Coun-
tries: France, Germany, the
Netherlands, Portugal, Swe-
den and the UK, the deter-
minants of receiving voca-
tional training, both on-
and off-the-job, are ana-
lysed.  This article argues
that the training profile of
each country considered is
shown to be determined to
a certain extent by its edu-
cation system.  In Germany
for example, apprentice-
ship schemes are favoured
and the typical trainee is
young, not well qualified,
and in a manual industry
and occupation.  In con-
trast, Sweden’s vocational
training takes place in the
formal educational system,
and so the firm-provided
training is typically of mid-
dle-aged, well-qualified pro-
fessionals.  In the UK, train-
ing is not provided by the
formal educational system,
but the degree of vocational
training provision does not
seem to reach the levels that
it does in, for example, Ger-
many.

Introduction

The merits of vocational training for the
future growth of western economies con-
tinue to be advocated by researchers and
politicians alike.  As competition from the
developing world increases, mass produc-
tion of standardised products is not seen
as the optimum response. Rather, it is
thought that firms in advanced countries
must concentrate on hi-tech goods and
services, providing for the specialist needs
of their customers.  To do this however,
a skilled workforce is required, both to
use the increasingly advanced technology
being implemented, and to create the flex-
ibility in the labour input that allows the
provision of specialist goods and services.
Vocational training is an important means
of generating such a skilled workforce.
While state run schemes can be impor-
tant for the development of skills, par-
ticularly of very low-skilled individuals
such as school leavers with no qualifica-
tions, it is the firms that know their skill
needs, and so are best placed to offer the
training described above.

This article analyses the characteristics of
the individuals receiving such vocational
training.  For example, is it males or fe-
males, the young or the old who are most
likely to receive vocational training?  Cru-
cially for the upskilling argument pre-
sented above, is it the unskilled who are
most likely to receive some training, or is
it those individuals who already have a
high level of formal skills?

The data to be used is described next,
followed by a discussion of the results
on training incidence and training inten-
sity.  Some conclusions end the article.

The data

The 1995 European Labour Force Survey
(ELFS) is used to answer the questions
posed in the introduction for six Euro-
pean countries: France, Germany, the
Netherlands, Portugal, Sweden and the
UK.  The question used asks respondents
whether they have received any educa-
tion or training during the four weeks
prior to the survey.  Two of the possible
responses are: ‘received specific voca-
tional training in a working environment
(without complementary instruction at a
school or college)’ and ‘received specific
vocational training within a system which
provides both work experience and com-
plementary instruction elsewhere (any
form of “dual system” including appren-
ticeship)’.  These were labelled as on-the-
job and off-the job training (although note
that the latter category encompasses
both).  An overall training indicator was
also created, with a value of one if the
respondent answered positively to either
of these options.

The data, as supplied by Eurostat, do not
come in the form of individual observa-
tions. For every combination of the vari-
ables used in the analysis, the data reveal
the number of individuals with those par-
ticular characteristics, weighted to the na-
tional populations.  Since the focus of the
article is on employees in receipt of vo-
cational training, all observations for non-
employees are filtered out.  The number
of respondents in each of the remaining
variable permutation cells was summed,
to give the total number of employees in
each country.  Summing the number of
respondents in each variable permutation
cell in which the training indicator took
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“(…) the ELFS does not ask
any questions about the fi-
nancing of the training,
making it impossible to
identify those on govern-
ment schemes, in order to
determine where they ap-
pear in the data.  Similarly,
we cannot separately iden-
tify individuals who pay for
their own training, and in-
dividuals on employer-
funded courses.”

2) First the total number of respond-
ents in each cell containing, say
women, could be summed, then the
total number of respondents in each
cell containing women and trainees
could be calculated, and expressed as
a percentage of the former number
to reveal the proportion of female
employees who receive training.

the value of one, then gave the total
number of respondents who received
training. This was expressed as a propor-
tion of the total number of employees.
This analysis could be repeated for any
single variable of interest, for example
gender2.

It should be clarified exactly who is in-
cluded in this definition of training, but
unfortunately this is difficult with the
available data.  The questionnaire is clear
that individuals on an apprenticeship
scheme should be captured by the sec-
ond training option, that is training with
an off-the-job component, since appren-
ticeships are explicitly mentioned in the
question.  Cross-tabulating this variable
with the professional status variable re-
veals that respondents who answer yes
to this part of the question are also al-
most always classified as employees, so
we know that apprentices remain in our
sample and are classified as receiving
training, when the sample is reduced to
employees only.  It is less clear whether
individuals on a government financed
training scheme are included within the
definition of training used here.  The ques-
tionnaire does not explicitly mention such
schemes, and so it is not obvious which
of the education and training options
available would be chosen by such a
trainee.  Even if they did tick one of the
two training options being analysed, it is
again not clear whether they would be
classified as employees or in education,
and so they might not survive the cutting
down of the sample to employees only.
The root of the problem is that the ELFS
does not ask any questions about the fi-
nancing of the training, making it impos-
sible to identify those on government
schemes, in order to determine where
they appear in the data.  Similarly, we
cannot separately identify individuals who
pay for their own training, and individu-
als on employer-funded courses.

There are some other problems associ-
ated with using ELFS data for analysing
vocational training (see Felstead et al.,
1998).  First, the question only asks about
a specific four week period, and so the
data obtained only provide a ‘snapshot’
of training incidences at a particular point
in time.  We can say nothing about the
total levels of human capital across dif-
ferent individuals.  Another drawback, as

mentioned above, is that Eurostat will not
provide the data in the form of individual
observations, but only as grouped data.
This makes the multivariate analysis more
complicated than it would have been with
the availability of individual data.  Thus,
the unit of observation is a single permu-
tation of the explanatory variables, and
the dependent variable is the proportion
of individuals with that combination of
characteristics who have received train-
ing in the four weeks prior to the survey.
For the more unusual combinations of
characteristics the cell sizes are quite
small, and so the dependent variable may
be measured with error in some cases.

Another problem with the ELFS is the lack
of comparability across countries.  Al-
though the idea of the ELFS is that all EU
countries ask equivalent questions in their
national Labour Force Surveys, and send
the data to Eurostat to construct a data
set containing identical variables in all
countries, this does not always work as it
should.  In the case of the training ques-
tion outlined above, France and Portugal,
of the six countries considered, only count
training incidences that are actually
underway at the time of interview.  Addi-
tionally, in France, exclusively in-house
training is not counted.

The issue of proxy respondents also re-
duces the reliability of the data.  When a
sampled respondent is unavailable for
interview, a member of that individual’s
household is often asked to complete the
questionnaire on his or her behalf, to re-
move the need for the interviewer to call
again, with the resultant additional costs.
Proxy interviews may particularly affect
the analysis of the training questions in
the ELFS.  While the person conducting
the proxy interview may well know, for
example, the labour force status of the
individual they are answering for, they
might have less knowledge about inci-
dences of training received, particularly
if it was on-the-job and informal.  Also it
appears that proxy interviews are particu-
larly prevalent amongst young respond-
ents, and it is this group who are most
likely to receive training.

Finally, it has been pointed out that the
substantial revisions to the ELFS question-
naire in 1992 make an analysis of trends
across this date very difficult.
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Despite all of these problems, there are
benefits associated with using the ELFS
to analyse the determinants of vocational
training.  It allows cross-country compari-
sons to be made, which is the focus of
this article.  Second, different types of
training (whether an off-the-job compo-
nent is included or not) can be identi-
fied.  Finally, there are supplementary
questions that supply information on the
amount of time, both weeks per year and
hours per week, that is spent training, thus
providing details about the quality, as well
as the quantity, of the training observed.

The incidence of training

Only employees, aged 15-64, are included
in the analysis.  The first result to note is
that the incidence of vocational training
differs across the six countries under con-
sideration.  The rate is highest in Swe-
den, where 10% of employees received
some form of training in the four weeks
prior to the survey.  The country with the
next highest rate is the UK on 7.3%, fol-
lowed by the Netherlands on 5.3% and
Germany on 4.9%.   In both France and
Portugal, fewer than 1% of employees
report receiving training, due to the prob-
lems with the training question in those
two countries, as described above.

These figures represent the average train-
ing rates in each country, and they vary
with the employee characteristics, when
we consider cross-tabulations between the
training variable and each explanatory
variable in turn.  The gender differences
are small in all countries, but there are
large age differences in training rates.  In
every country except Sweden, the young-
est age group has the highest training rate.
For example, in Germany two-thirds of
all 15-20 year old employees received
some sort of vocational training during
the period in question, compared to one-
quarter in France and the UK, and less
than 10% in Sweden, the Netherlands and
Portugal. 73% of all observed training
incidences in both Germany and France
go to 15-20 year olds.  In Sweden the 41-
50 year old age group has the highest
training rate.

The relationship between training and
prior qualification level similarly shows
differences across countries.  In Germany
and France, there is an inverse relation-

ship between these two variables, with
about 70% of all observed training
incidences being received by those in the
lowest ISCED group (individuals who
have, at best, completed the first stage of
secondary education or equivalent).  In
Germany, one in four such individuals
received some training during the four
weeks in question.  In the Netherlands,
individuals whose highest qualification is
in the middle ISCED bracket (up to the
completion of the second stage of sec-
ondary education or equivalent) are the
most likely to receive training, while in
the remaining three countries, it is those
at the highest ISCED level (a university
degree or equivalent) with the highest
training rate (reaching almost 15% in Swe-
den).

Another group of variables considered the
job being performed.  With respect to ten-
ure in current employment, there is an
inverse relationship between this and the
probability of vocational training receipt
in France, Germany and the UK, and a
positive relationship in the Netherlands,
Portugal and Sweden.  With respect to
the temporary or permanent nature of the
job being performed, those with a fixed
term contract are more likely to receive a
spell of training in Germany, France and
Portugal, and vice versa in Sweden, the
Netherlands and the UK.  Full-time em-
ployees are more likely to undertake train-
ing in all countries except France and
Portugal, where we know there are prob-
lems with the data.  Data on establish-
ment size suggest, somewhat contrary to
previous research and economic theory,
that smaller workplaces are more likely
to train their employees in Germany,
France and the UK.

With respect to industry and occupation
a definite pattern emerges across the six
countries.  In Germany and France, the
industries and occupations with the high-
est training rates are typically manual and
traditionally low-skill, such as construc-
tion, wholesale/retail trade and hotels and
restaurants with respect to sector and craft
workers, shop workers and agricultural
workers in terms of occupation.  In the
Netherlands and the UK, the same sec-
tors and occupations emerge as frequent
trainers, but they are joined by more pro-
fessional, high skill industries, such as fi-
nance, health/social work and education,

“The relationship between
training and prior qualifi-
cation level (…) shows dif-
ferences across countries.
In Germany and France,
there is an inverse relation-
ship between these two
variables, with about 70%
of all observed training
incidences being received
by those in the lowest
ISCED group (individuals
who have, at best, com-
pleted the first stage of sec-
ondary education or
equivalent).”

“(…) those with a fixed
term contract are more
likely to receive a spell of
training in Germany,
France and Portugal, and
vice versa in Sweden, the
Netherlands and the UK.”

“Data on establishment size
suggest,  somewhat con-
trary to previous research
and economic theory, that
smaller workplaces are
more likely to train their
employees in Germany,
France and the UK.”
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Table 1 :

The determinants of vocational training receipt - minimum chi-squared estimates

Variable Germany France Netherlands Portugal Sweden UK

Female -0.135*** -0.232*** -0.098*** -0.199***  0.211***  0.101***
(0.025) (0.045) (0.034) (0.039) (0.044) (0.021)

Age 15-20 2.448***  3.053***  1.476***  0.040 -0.045  1.393***
(0.056) (0.104) (0.083) (0.084) (0.221) (0.046)

age 21-30 1.189***  1.138***  0.607*** -0.074 -0.021  0.233***
(0.052) (0.100) (0.061) (0.058) (0.061) (0.031)

age 31-40 0.439***  0.406***  0.372***  0.122**  0.094*  0.151***
(0.055) (0.101) (0.058) (0.054) (0.051) (0.029)

age 41-50 0.558*** -0.708***  0.080 -0.057  0.022  0.053*
(0.059) (0.109) (0.060) (0.054) (0.049) (0.029)

ISCED high -1.505*** -0.508*** -0.641*** -0.035  0.428***  0.163***
(0.048) (0.085) (0.052) (0.075) (0.059) (0.027)

ISCED medium -1.017*** -1.057*** -0.375***  0.299***  0.082  0.104***
(0.025) (0.035) (0.038) (0.048) (0.055) (0.023)

tenure +6 years -0.473*** -0.226*** -0.232***  0.151*** -0.251***  0.249***
(0.037) (0.072) (0.044) (0.042) (0.059) (0.023)

tenure 1-5 years 0.224*** -0.189***  0.281***  0.155*** -0.038  0.143***
(0.021) (0.032) (0.042) (0.044) (0.064) (0.019)

full-time 1.320***  0.136***  0.456*** -0.387***  0.096*  0.318***
(0.052) (0.044) (0.035) (0.068) (0.050) (0.028)

permanent -1.978*** -2.056***  0.998*** -0.413*** -0.083 -0.272***
(0.022) (0.054) (0.083) (0.055) (0.083) (0.044)

11-19 employees -0.046 -0.060  0.479***  0.350***     -  0.331***
(0.035) (0.051) (0.074) (0.062) (0.042)

20-49 employees -0.043  0.110  0.224***  0.241***     -  0.206***
(0.033) (0.415) (0.065) (0.054) (0.035)

50+ employees -0.192*** -0.163  0.355***  0.196***     - -0.169***
(0.027) (0.373) (0.053) (0.047) (0.031)

constant -2.253*** -4.259*** -4.226*** -5.241*** -1.972*** -2.331***
(0.083) (0.142) (0.140) (0.120) (0.141) (0.094)

industry dummies yes  yes  yes  yes  yes  yes

occupation dummies yes  yes  yes  yes  no  yes

number of 21270 7931 10434 2407 1639 16509
observations

R2 0.639  0.772 0.184  0.760  0.223  0.191

Note:   Standard errors in parentheses
          * = significant at 10% level
          ** = significant at 5% level
          ***= significant at 1% level

and occupations, such as professionals
and technicians or associate profession-
als.  In Sweden in particular, and to a
lesser extent in Portugal, it is the latter,
professional industries that dominate in
terms of their training rates.

The above results are all cross-tabulations,
and thus it is important to perform a
multivariate analysis of the determinants
of the vocational training received, so that
the independent effect of each variable
can be evaluated, holding the effects of
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all other variables constant3. The results
are contained in Table 1.  The coefficients
indicate the percentage point rise in the
probability of receiving training if the
variable in question holds, holding the
effects of all other variables constant.
Note that the variance of the estimator is
inversely proportional to the number of
observations, as described in Greene
(1993), thus explaining the large t-statis-
tics in the table.

The results are largely in line with the
cross-tabulation results described above.
Female employees are significantly less
likely to receive training than males in
Germany, France, the Netherlands and
Portugal, although perhaps surprisingly,
the reverse is true in Sweden and the UK.
None of the estimated effects are very
large, however.

The age effects, on the other hand, are
very large.  In Germany, France, the Neth-
erlands and the UK, we see significant
differences in the probability of training
between the youngest age group and the
oldest, rising to over three percentage
points in France.  In Sweden and Portu-
gal, however, the only age group with a
statistically significant coefficient is the 31-
40 year old group, who have a higher
training probability than the over-50s in
both countries.

The coefficients on the education vari-
ables show that the often-reported result
that the more highly educated are more
likely to receive vocational training is
found only in Sweden and the UK.  In
addition, there is a statistically significant
positive coefficient on the medium ISCED
variable in the Portuguese equation.  In
the other three countries, however, for-
mal education is inversely related to the
training probability, with the effect being
particularly pronounced in Germany
where the low ISCED group have a 1 and
a 1.5 percentage point higher probability
of receiving training than the medium
ISCED and the high ISCED groups respec-
tively.

The grouping of the countries with re-
spect to their results varies somewhat
when job tenure is considered.  In this
case, it is France and Sweden that are
grouped together in being the two coun-
tries where employees with less than one

year’s tenure are the most likely to re-
ceive training.  In Germany and the Neth-
erlands, there is an inverted-U relation-
ship, whereby the training probability ini-
tially rises when we consider 1-5 years of
tenure rather than less than one year, but
falls again to a lower level than originally
amongst the employees with the longest
tenure.  As for Portugal, the probability
of receiving training rises after one year
on the job, but stays constant after that.
Finally in the UK, there is monotonic in-
crease in the probability of training as job
tenure rises.  None of the tenure effects
are very large, however, with the widest
difference in training probabilities being
just under one-half a percentage point
between the longest and the shortest ten-
ure employees in Germany.

The expected result that those who work
full-time are significantly more likely to
receive vocational training than part-time
workers is found in every country except
Portugal.  More surprisingly, when the
permanent or temporary nature of the job
is considered, the training probability is
often significantly higher amongst those
on fixed term contracts.  Only in the Neth-
erlands do permanent employees receive
significantly more training, while the dif-
ference is statistically insignificant in Swe-
den.

Finally, the coefficients on the workplace
size dummy variables indicate that larger
workplaces are significantly more likely
to train their employees in the Nether-
lands and Portugal, and also in the UK
with the exception of the very largest es-
tablishments.  In Germany, however, the
only statistically significant workplace size
effect is on the largest size category, and
is negative.  None of the establishment
size effects are very large, however.

As described above, the ELFS data allow
us to distinguish between training that is
exclusively on-the-job and training that
has an off-the-job component4.  The
former category dominates in all coun-
tries except Germany, where only 8% of
training incidences are exclusively on-the-
job, compared to 61% in the UK, 63% in
Portugal, 67% in the Netherlands and 71%
in Sweden. When the determinants of
each is considered in turn, some interest-
ing differences emerge.  The key differ-
ences are highlighted in Table 2.

“Female employees are sig-
nificantly less likely to re-
ceive training than males in
Germany, France, the Neth-
erlands and Portugal, al-
though perhaps surpris-
ingly, the reverse is true in
Sweden and the UK.”

“The coefficients on the
education variables show
that the often-reported re-
sult that the more highly
educated are more likely to
receive vocational training
is found only in Sweden and
the UK.”

3) Because the dependent variable is
expressed as a proportion (that is, the
proportion of the employees with
each permutation of characteristics
who receive training, as described
above) a minimum chi-squared,
weighted least squares estimator was
used.
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4) The distinction cannot be made in
France, because exclusively on-the-
job training is not included in the data.

We saw previously that in all countries
except Portugal and Sweden, the young
are more likely to receive training.  Table
2 reveals that this is particularly the case
for training with an off-the-job compo-
nent, where the age coefficients are very
large and suggest that the probability of
15-20 year olds receiving training is 2.4-
3.7 percentage points higher than for
those over 50 years old.  These numbers
dwarf the age coefficients in the on-the-
job training equations, which only once
exceed 1 percentage point, although they
remain statistically significant in Germany
and the Netherlands.

The other variable to have markedly dif-
ferent effects on the two types of training

is prior education.  A strong negative ef-
fect of this variable on training with an
off-the job component is observed in
Germany and the Netherlands, suggest-
ing training probabilities for the highly
skilled that are 2 and 3 percentage points
lower than those of the low skilled, re-
spectively.  This was clearly driving the
negative results for the overall incidence
of training in these two countries (as well
as in France, where all reported training
has an off-the-job component).  When ex-
clusively on-the-job training is considered,
the more usual positive relationship be-
tween prior education and training is ob-
served in Germany and the Netherlands.
In addition, the positive education effect
observed on the overall level of training

Table 2 :

The determinants of on-the-job and off-the-job training, identified separately -
key results, minimum chi-squared estimates

Germany Netherlands Portugal Sweden UK
on-the-job

age 15-20   0.790***    0.941***    0.009    0.048   -0.094
  (0.073)   (0.088)   (0.074)   (0.206)   (0.075)

age 21-30   1.118***    0.389***   -0.059    0.009    0.145***
  (0.048)   (0.059)   (0.052)   (0.065)   (0.030)

age 31-40   0.528***    0.216***    0.038    0.141***    0.090***
  (0.049)   (0.055)   (0.048)   (0.055)   (0.028)

age 41-50   0.630***   -0.007   -0.041   -0.001    0.031
 (0.052)   (0.056)   (0.048)   (0.053)   (0.028)

ISCED high   0.066    0.411***   -0.068    0.331***    0.223***
 (0.052)   (0.063)   (0.067)   (0.062)   (0.027)

ISCED medium   0.282***    0.551***    0.153***    0.091    0.217***
 (0.042)   (0.055)   (0.043)   (0.058)   (0.024)

off-the-job

age 15-20    2.732***    2.427***    0.040   -4.231***    3.741***
  (0.058)   (0.101)   (0.083)   (0.525)   (0.064)

age 21-30    1.543***    1.455***   -0.074   -0.231***    1.850***
  (0.055)   (0.091)   (0.058)   (0.079)   (0.059)

age 31-40    0.542***    0.980***    0.122**    0.308***    1.135***
  (0.060)   (0.090)   (0.054)   (0.065)   (0.061)

age 41-50    0.311***    0.659***   -0.056    0.187***    0.825***
  (0.066)   (0.093)   (0.054)   (0.060)   (0.065)

ISCED high   -2.033***   -3.049***   -0.034    0.396***    0.053
  (0.052)   (0.088)   (0.075)   (0.076)   (0.045)

ISCED medium   -1.086***   -0.934***    0.299***   -0.025    0.042
  (0.023)   (0.035)   (0.048)   (0.072)   (0.031)

Note:   Standard errors in parentheses.
***=significant at 1% level, **=significant at 5% level, *==significant at 10% level.
Key results only reported.  All regressions contain the same explanatory variables as those in Table 1.
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Table 3 :

Time spent in vocational training, if training received in the four weeks prior
to survey (%)

Time Germany France N’lands Portugal Sweden UK

all <1 week 29.93     9.28   32.26     0.00   75.88   86.25
training 1 week - 1 month 6.78   26.66   22.87   69.52   17.34     7.07

1 month - 3 months 2.08   17.68     9.82     0.00     4.56     2.36
3 months - 6 months 1.50   14.65     5.92     1.31     1.25     0.85
6 months - 1 year 2.03     9.81   17.22   18.79     0.34     0.72
1 year or longer 57.67   21.92   11.91   10.37     0.63     2.75

on-the-job <1 week 46.69     -   34.09     0.00   76.73   89.13
training 1 week - 1 month 26.04     -   24.35   72.37   16.57     7.20

1 month - 3 months 4.21     -   11.61     0.00     4.65     2.29
3 months - 6 months 4.31     -     6.30     0.00     1.13     0.59
6 months - 1 year 5.33     -   15.11   25.20     0.28     0.35
1 year or longer 13.41     -     8.54     2.43     0.64     0.43

off-the-job <1 week 26.43     9.28   26.43     0.00   73.73   27.06
training 1 week - 1 month 2.76   26.66   18.13   65.04   19.27     4.38

1 month - 3 months 1.64   17.68     4.12     0.00     4.36     3.82
3 months - 6 months 0.92   14.65     4.70     3.38     1.57     6.12
6 months - 1 year 1.34     9.81   23.96     8.71     0.46     8.38
1 year or longer 66.91   21.92   22.66   22.87     0.61   50.23

in the UK is found only to exist in the
case of exclusively on-the-job training.  In
Portugal and Sweden, the positive influ-
ence of education is observed on both
types of training, although the estimated
effects are small.

The intensity of training

The ELFS also provides data on the time
spent in training, if a training incident is
reported, in terms of the total number of
weeks, and the average number of hours
per week.  It would be an easy matter to
tabulate the responses to these questions.
However such a table for the weeks of
training would be misleading, because the
question is asking about the four weeks
prior to the survey only.  A training spell
of a year would show up within this pe-
riod no matter at what point in the year it
began.  At the other extreme, a spell last-
ing under one week would have to begin
either during the four week period being
asked about, or in the week before this
period, if it was to show up in the data.

Thus, all training spells lasting a year or
more will be included in the data, while
only a small proportion of those lasting
under a week will be included.  In gen-
eral, the likelihood of the training spell
being recorded in the data set will vary
in direct proportion to the length of the
spell.  Therefore a simple tabulation of
the weeks of training variable would sug-
gest that training spells in a country are,
on average, longer than they actually are.
Thus the responses were re-weighted to
take account of this problem, applying a
weight to each spell length that was in-
versely proportional to the probability of
spells of that length being recorded in an
annual survey.  Tables 3 and 4 report the
results, for any kind of training, and then
separately for exclusively on-the-job train-
ing and training with an off-the-job com-
ponent.

Training is clearly most time intensive in
Germany, of the six countries considered
here.  Even when the data are re-weighted
to allow for the fact that many short du-
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“Just over one in five train-
ing spells in France last for
one year or more, with this
figure being just over one-
tenth in the Netherlands
and Portugal.”

Table 4 :

Hours spent in vocational training, if training
received in the four weeks prior to survey (%)

hours Germany France N’lands Portugal Sweden UK
all 01-20 23.03 48.81 93.08 41.97 83.57 80.23
training 21-40 73.09 39.38 6.92 56.55 16.00 16.08

41-60 1.41 11.02 0.00 1.49 0.36 2.94
61-80 0.67 0.79 0.00 0.00 0.07 0.65
81+ 1.80 0.00 0.00 0.00 0.00 0.11

off-the-job 01-20 60.37 - 92.49 54.11 85.00 82.54
training 21-40 37.95 - 7.51 43.46 14.58 14.39

41-60 1.63 - 0.00 2.43 0.34 2.31
61-80 0.04 - 0.00 0.00 0.09 0.65
81+ 0.00 - 0.00 0.00 0.00 0.12

off-the-job 01-20 15.98 48.81 94.96 22.85 80.02 56.44
training 21-40 79.72 39.38 5.04 77.15 19.57 33.44

41-60 1.37 11.02 0.00 0.00 0.40 9.50
61-80 0.79 0.79 0.00 0.00 0.00 0.61
81+ 2.14 0.00 0.00 0.00 0.00 0.00

ration spells will not be captured by the
survey, over half of all training incidences
reported in Germany last for at least one
year.  Similarly with respect to hours of
training per week, over 75% of all train-
ing incidences in Germany are full-time,
in terms of comprising at least 21 hours
training per week.  No other country’s
statistics can come close to matching those
of Germany.  Just over one in five train-
ing spells in France last for one year or
more, with this figure being just over one-
tenth in the Netherlands and Portugal.
France and Portugal are also quite close
in terms of hours per week, with just over
one-half of training spells involving an av-
erage of over 20 hours per week in both
countries.  However, on this measure, the
Netherlands joins the two low-intensity
countries, Sweden and the UK, with over
90% of all training incidences falling into
the ‘20 hours per week or fewer’ category.
In Sweden, three-quarters of all spells last
a week or less, with a further 17% lasting
no longer than a month, while only 16%
comprise over 20 hours per week, on av-
erage.  Finally, the UK appears to have
the lowest intensity, in that 86% of all
training spells last for one week or less,
and 80% are for 20 hours or under per
week.

When the training spells are divided into
exclusively on-the-job training, and train-
ing with an off-the-job component, it is
clear that the latter type typically last
longer than the former.  In all countries,
the majority of on-the-job training spells
last for a month or less, and are for 20
hours per week or less.  The ordering
across the countries in terms of length
remains the same as that for the compos-
ite training measure.  With regards to train-
ing with an off-the job component, we
observe two-thirds of all such training
spells lasting for over a year in Germany,
and almost 80% taking up over 20 hours
per week.  In terms of weeks Germany is
followed, perhaps surprisingly, by the UK,
where one-half of off-the-job training
spells are of over one year’s duration, al-
though only one-third are for more than
20 hours per week. France, the Nether-
lands and Portugal all have just over 20%
of off-the-training spells lasting longer
than a year, although they vary in terms
of hours per week.  Portugal has over
three-quarters of its off-the-job training
spells lasting for more than 20 hours a

week, France has 40%, while in the Neth-
erlands we again observe the prevalence
of part-time training, with only 5% of off-
the-job spells taking up more than 20
hours per week.  In Sweden, even when
considering off-the-job training, almost
three-quarters of such spells last less than
a week.  Portugal also has a majority of
off-the-job spells lasting less than one
month.

Finally, Table 5 contains some very ap-
proximate calculations of the average spell
lengths of training in each country.  The
calculations are only approximate, be-
cause of the grouped nature of the time
variables.  The mid-points of each group
were calculated (for example, individu-
als reporting 6-12 months of training were
assigned 9 months for the purpose of the
calculation).  Respondents reporting over
one year of training were arbitrarily as-
signed one and a half years of training.
The number of weeks was then multiplied
by the number of hours per week to give
a rough estimate of the total number of
hours that each spell lasted.  The num-
bers were weighted as before, to allow
for the higher probability of observing a
longer spell.  Across all employees, there-
fore including those who receive no train-
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Table 5:

Average length of training spells (hours)

Germany France N’lands Portugal Sweden UK

all individuals 82 1 27 1 12 46
all trainees 1360 567 222 354 28 135
all on-the-job trainees 381 - 186 331 26 34
all off-the-job trainees 1545 567 335 389 33 1220

ing, the average spell length is longest in
Germany, at 82 hours.  Thus, although
the reported incidence rate is low in Ger-
many, the total amount of training is
clearly higher than in any other country,
the average number of hours being al-
most twice as high as in the next ranked
country, the UK.  In this row of the table,
the UK clearly benefits from its high inci-
dence rate, offsetting its low intensity.
Similarly, France and Portugal are affected
by their very low incidence rates, which
in turn are the result of data problems
outlined earlier.  The second row consid-
ers the average training length, amongst
those who have received training, thus
abstracting form the incidence issue and
focussing only on intensity.  Germany’s
position as leader is strengthened by do-
ing this, the average length of a training
spell being 1360 hours, with France a long
behind in second place with 567 hours.
As the focus is now only on intensity, the
UK now slips behind both the Netherlands
and Portugal into fifth place, with an av-
erage spell length of 135 hours.  Training
in Sweden is the least intensive, with an
average spell length of just 28 hours.

Differentiating between the two types of
training, the result that off-the-job train-
ing spells are longer than on-the-job spells
is demonstrated in all countries.  With re-
spect to on-the-job spells, we see a simi-
lar pattern across countries as with the
composite training measure, although
Portugal is a lot closer to Germany.  With
respect to off-the-job training we again
observe the relatively strong position of
the UK, with an average spell length of
1220 hours, which trails only the German
figure of 1545 hours.  Even when only
off-the job training is considered, the av-
erage spell length is still only 33 hours in
Sweden.

Conclusion

The results from an analysis of the train-
ing data in the European Labour Force
Survey, as presented above, allow us to
build a picture of the training in each
country.  In Germany, the typical trainee
is young and has no formal qualifications
beyond compulsory education.  He or she
is in a full-time but temporary position,
in an industry and occupation usually clas-
sified as manual or low-skilled. The train-
ing is intensive, lasting over a year in the
majority of cases, and taking up more than
20 hours per week on average.  This pic-
ture is therefore strikingly one of an ap-
prenticeship trainee in the German ‘dual
system.’

The pattern of results appears to be simi-
lar in France to that in Germany, in terms
of the characteristics of those who receive
training, although training intensity is
lower in France.  It would, however, be
inaccurate to conclude most French train-
ees are undertaking an apprenticeship, as
appears to be the case in Germany.
Casual observation reveals that the ap-
prenticeship system is not as developed
in France as it is in Germany.  The reason
for the obtained results is therefore likely
to be the problems with the French data,
as outlined above.  In particular, the train-
ing question only asks about training with
an off-the-job component, and exclusively
on-the-job training is excluded.  Thus in-
dividuals undertaking an apprenticeship
(ie an example of training with an off-
the-job component) will be over-repre-
sented among those receiving training, as
measured by the ELFS.  In all countries
except Germany, exclusively on-the-job
training dominates in terms of numbers,
and if this is also the case in France, the
picture of the typical French trainee could
change significantly if on-the-job training
was included.  This is clearly a case where
more effort is required to make the data
comparable across countries.

At the opposite end of the training spec-
trum, amongst the countries considered
here, is Sweden.  The typical Swedish
employee in training is middle-aged and
well-qualified, and is working full-time in
a non-manual or professional industry and
occupation.  Although Sweden has the
highest incidence rate of training, it also

“In Germany, the typical
trainee is young and has no
formal qualifications be-
yond compulsory educa-
tion.  He or she is in a full-
time but temporary posi-
tion, in an industry and oc-
cupation usually classified
as manual or low-skilled.”

“The pattern of results ap-
pears to be similar in
France to that in Germany,
in terms of the character-
istics (…). It would, how-
ever, be inaccurate to con-
clude most French trainees
are undertaking an appren-
ticeship (…)”

“The typical Swedish em-
ployee in training is middle-
aged and well-qualified,
and is working full-time in
a non-manual or profes-
sional industry and occu-
pation.”
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“(…) in the UK, the educa-
tion group with the highest
training rate is the high
ISCED group, while profes-
sional industries and occu-
pations such as finance,
education and health/so-
cial work industries, and
professional and associate
professional occupations,
figure prominently.”

“(…) in the Netherlands,
(…) the highly skilled in
professional industries and
occupations dominate in
on-the-job training, while
the young, less highly
skilled employees in
manual industries and oc-
cupations receive a lot of
training with an off-the-job
component.”

has the lowest intensity rate.  Most of the
training reported in Sweden is for less
than 20 hours a week, and lasts for one
week or less.  It would seem that most
vocational training in Sweden is short ‘top-
up’ courses directed at the already skilled.
A possible reason for the prevalence of
such training in Sweden could be the ob-
served long job tenure in that country,
which necessitates upgrading of skills
amongst existing workers in a particular
firm, as the processes used are updated.

Between the two extremes of Germany
on the one hand, and Sweden on the
other, lie the remaining countries, which
share characteristics with countries at both
ends of the spectrum.  For example, in
the UK, the education group with the
highest training rate is the high ISCED
group, while professional industries and
occupations such as finance, education
and health/social work industries, and
professional and associate professional
occupations, figure prominently.  This is
particularly the case with respect to ex-
clusively on-the-job training.  On the other
hand, the young are most likely to receive
training, particularly off-the-job, and con-
struction is the sector with the highest
training rate.  With respect to intensity,
most courses are of short duration, but
there is also a core of one-half of off-the-
job training spells lasting longer than a
year.  While most training is of the ‘top-
up’ variety in on-the-job training, as seen
in Sweden, therefore, the UK also seems
to be making some effort to train its
young, low-skilled employees, along the
lines of the German model.  The pattern
is similar in the Netherlands, where the
highly skilled in professional industries
and occupations dominate in on-the-job
training, while the young, less highly
skilled employees in manual industries
and occupations receive a lot of training
with an off-the-job component.  Although
there are far fewer short duration courses
in Netherlands, relative to the UK and
Sweden, there is also an absence of many
intensive courses, over 90% being for 20
hours per week or less.  Finally, the data
for Portugal are not very reliable, but the
pattern of training seems to be similar to
that in the Netherlands.

It can therefore be concluded that the
pattern of vocational training in a coun-
try is largely determined by the system of

education in that country.  This was es-
sentially the conclusion reached by Beret
and Dupray (1998) who stated that ‘One
may therefore posit that the manner in
which skills are imparted under the edu-
cation system partly determines the ex-
tent and level of in-company continuous
training, which in turn will determine ac-
cess to training and its effects’.  Thus, for
example in Germany since 1969, most
individuals who do not go on to higher
education go through an apprenticeship
scheme, so that two-thirds of all labour
market entrants have an apprenticeship
qualification.  Apprentices are given a
temporary position in a firm, typically for
three years, and taught the skills neces-
sary to work in that occupation or sector.
Teaching takes place both on-the-job
within firms, and also in classrooms out-
side the firm (hence the ‘dual’ system).
Through such methods, individuals are
provided with the skills that are required
to keep the German economy competi-
tive and progressive.  Therefore, the ap-
prenticeship ‘dual system’ bears the brunt
of skills formation, rather than formal edu-
cation in Germany.

The fact that most of the training we ob-
serve in Germany is actually apprentice-
ship training is revealed by the age struc-
ture of the trainees, the prior skill level
(almost always no higher than the end of
compulsory schooling) and the temporary
nature of their employment.  Indeed,
when 15-20 year olds are excluded from
the analysis, the profile of the typical
German trainee changes somewhat in that
the differences in training rates across
categories of demographic characteristics,
particularly ISCED levels, are not so stark.
In addition, in response to a question ask-
ing about the nature of the training, 92%
of respondents in Germany said that their
training was initial training.  France is the
only other country with a majority of re-
spondents undertaking initial training
(69%), while in the remaining countries,
continuing training clearly dominates.
Thus, to a large extent the results pre-
sented above for Germany are driven by
the presence of large numbers of appren-
tices.

In the UK, vocational skills are in general
not taught within formal compulsory edu-
cation, and therefore it needs to supply
such skills through vocational training.
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While vocational training has increased
in the recent past through the introduc-
tion of the NVQ system and the Modern
Apprenticeship scheme, the above results
make it clear that the UK cannot yet match
Germany.  The intensity data show that
most training in the UK remains of very
short duration, with few training spells
matching the year-long, more than 20
hours per week model of German train-
ing.  In addition, the results reveal that
overall, the employees with the highest
training rate are those who already pos-
sess a degree or an equivalent qualifica-
tion.  As a result, the UK continues to
have much a larger proportion of its work-
ing population at the unskilled level of
ISCED 2 or below.  It is true that, when
only off-the-job training is considered,
spell lengths are impressively close to
those in Germany, but the problem is that
such training courses are a minority of
the total number of courses.

In the Netherlands, there is a mixed sys-
tem, with some individuals receiving ini-
tial training within an apprenticeship sys-

tem, while others remain in full-time for-
mal education to receive their vocational
education.  Thus, we observe a mixed
pattern amongst the trainees in the Neth-
erlands.  While those undertaking train-
ing with an off-the-job component appear
similar to the apprentices in Germany,
there are a significant number in exclu-
sively on-the-job training who are already
well-educated and in good jobs.

Finally, the results show that although
Sweden has the highest incidence rate, the
training is of a very low intensity, and is
typically undertaken by middle-aged, well-
qualified, professional employees.  How-
ever, this training profile is again deter-
mined by the education system, with vo-
cational training being offered within the
formal education sector in Sweden. Thus,
the reason firms do not train young un-
skilled employees is because their work-
ers have already emerged from schooling
with the necessary skills, and so Sweden
has a low proportion of low-skilled indi-
viduals within its population, despite this
lack of initial workplace training.
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Multilingual School
Education
as a Key Qualification
in the European
Employment Area

The European Union is a unique linguis-
tic and cultural area. Nowhere in the
world do so many different cultures and
language groups live so closely together.
Fifteen states have taken this proximity
as the starting point for creating a com-
mon union. There is no model for this
union, which must be given a novel form.
Comparable economic and political areas
have permitted only one, or in the case
of Canada, two official languages. India
and African states resolve the language
issue by introducing an international ve-
hicular language through the school sys-
tem, so as to draw the different language
groups closer together. In the EU, neither
is this planned nor does any country
dream of subordinating its cultural and
linguistic independence to a common of-
ficial language. The linguistic complexity
of the EU is greatly increased by the pres-
ence of minorities which have always
lived in many EU countries. Their lan-
guages are indeed being strengthened
rather than weakened by the process of
European integration. In addition, there
are the new minorities that have arrived
as migrants since the 1950s. These circum-
stances mean that the majority of the citi-
zens of Europe do not live in a monolin-
gual environment but encounter foreign
languages on a daily basis. The presence
of more than one language group is the
norm, especially in larger towns and cit-
ies. The EU is thus a language area that is
unique world-wide, where all the major
languages of the Western world are spo-
ken alongside other national languages.
Millions of migrants have in addition
brought Turkish and Slavonic languages1 .

The EU has thus become a unique inter-
face between the languages and cultures
of the world.

Language knowledge
as a factor in integration

In an area marked by such a wide range
of indigenous cultures and languages, the
aim must be to overcome the language
barriers now that the customs barriers are
down (Finkenstaedt, Schröder 1990). But
languages are not barriers that can be re-
tained or removed at will. The various
languages will always mark off differ-
ences: the question is simply whether
large numbers of people are to be fluent
in more than one language, can recon-
cile them cognitively in their heads and
evaluate them with understanding. The
only alternatives are either that the multi-
plicity of languages holds up the process
of integration, or that it becomes an
intercultural network through which peo-
ple come to get to know and understand
one another. Languages do not commu-
nicate with each other. Only multilingual
people can build bridges of understand-
ing and open paths to dialogue.

Against a background of general recog-
nition of the relevance of language learn-
ing, it is noticeable at the same time that
the distribution of language knowledge
varies widely in many respects among the
population of the EU. In general, knowl-
edge of foreign languages is increasing
among younger people in all countries,

The EU principle of ‘free
movement’ cannot be im-
plemented by means of a
vehicular language but re-
quires a thorough knowl-
edge of the language of the
country in which one
wishes to work. This being
so, the intention here is to
show how the demanding
goals of learning associated
with multilingualism can be
widely attained.

Peter Graf
Professor of
Intercultural Educa-
tion at the University
of Osnabrück

1) Between 1990 and 1997, over
2 325 000 immigrants from Central
and South-East Europe migrated to
Germany alone, 75% of them from the
former USSR (Ausländer in Deutsch-
land, Vol. 15, No 1 (1999), p. 8).
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but varies greatly from country to coun-
try2 . While Luxembourg educates abso-
lutely all children in three languages and
the Danes and Dutch possess an excel-
lent knowledge of languages, the larger
countries remain in the forefront of mono-
lingual schooling, in which foreign lan-
guages are taught only later. In conse-
quence, young Europeans cannot neces-
sarily converse in a common language
even today. The crucial change in the
development of language acquisition over
the last 20 years has merely been that
knowledge of English has grown consid-
erably among younger people. While this
skill itself is associated with educational
success, around a third of young people
still cannot talk a foreign language, even
though more than 90% of them have re-
ceived foreign language teaching3 . The
wide gulf between education and active
language knowledge thus represents a
wide gulf between nations, and between
social groups and minorities who, with
few exceptions, continue to achieve con-
siderably lower grades at the end of for-
mal education. The relationships between
groups are in fact not being determined
by the forces of integration, but are in-
creasingly being influenced by an empha-
sis on ethnic identity, the drawing of eth-
nocentric boundaries, and even violence
against ‘the others’. Against this back-
ground, a knowledge of the languages of
‘the others’ acquires outstanding impor-
tance for integration and for the political
and cultural, social and occupational fu-
ture of Europe.

Expectations of the world
of work

The positive correlation between high
income levels and a knowledge of lan-
guages has been demonstrated through-
out Europe4 . This suggests that a knowl-
edge of languages is a prerequisite for
access to a successful career. This con-
nection will in future not only relate to a
knowledge of English, French and Ger-
man but also to the other European lan-
guages. It will also relate not only to sen-
ior positions but increasingly to middle-
level careers. According to Robert Picht,
steel companies operating internationally
need not only managers with language
skills but also trained fitters who both

speak foreign languages and know how
to get along with the ‘mentality’ of their
neighbours (Picht 1992). What has largely
applied up to now in international com-
panies will increasingly be expected of
the service sector as well. Heads of per-
sonnel in German banks have, for in-
stance, started asking applicants not just
for a knowledge of English, which was a
requirement in any case, but also for a
knowledge of other European languages.
In many branches of the law, insurance
and counselling, in hospitals and city gov-
ernment, minority languages are also
called for.

Language-specific expectations in the
world of work fall into two areas:

The range of relevant languages
It is no longer adequate to have learnt
English as the international vehicular lan-
guage. In Germany, there is growing de-
mand for languages such as Italian, Span-
ish, Russian and Turkish, to which too
little attention is paid in the teaching of
foreign languages.

Active, functional language experi-
ence
In addition to a knowledge of languages,
the ability to use those languages actively
and functionally is called for: only in that
way do they become relevant to employ-
ment. Expectations thus include the abil-
ity to interact successfully with members
of the other language community and -
additionally - to understand their ‘men-
tality’. It is therefore not merely a ques-
tion of knowing a language, but of the
ability to communicate spontaneously and
actively and of intercultural skills, which
language teaching cannot adequately con-
vey by itself.5

Some years ago, Ernst Piehl (CEDEFOP)
was already stressing that a knowledge
of languages was not only a requirement
in senior positions but also more gener-
ally a passport to new employment op-
portunities (Piehl, 1992). Moreover, a
knowledge of languages is the key quali-
fication for occupational mobility within
the EU. The EU principle of ‘free move-
ment’ cannot be implemented by means
of a vehicular language but requires a
thorough knowledge of the language of
the country in which one wishes to work.
This being so, the intention here is to

“In general, knowledge of
foreign languages is in-
creasing among younger
people in all countries, but
varies greatly from country
to country. . .  In conse-
quence, young Europeans
cannot necessarily con-
verse in a common lan-
guage even today.”

“In addition to a knowledge
of languages, the ability to
use those languages ac-
tively and functionally is
called for: only in that way
do they become relevant to
employment. Expectations
thus include the ability to
interact successfully with
members of the other lan-
guage community and... to
understand their _mental-
ity_. It is therefore not
merely a question of know-
ing a language, but of the
ability to communicate
spontaneously and actively
and of intercultural skills,
which language teaching
cannot adequately convey
by itself.”

2) European Commission: Key Data
on Education in the EU, Luxembourg
1995, p. 68f.

3) Idem, p. 69.

4) Idem, p. 70f.

5) Both areas, a knowledge of Euro-
pean languages and intercultural ex-
perience, were in the minds of the
Europeans from the outset when they
set up the Lingua programme, subse-
quently continued through the Soc-
rates and Leonardo programmes.
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“It is not just a matter of
subject knowledge or of
teaching English and
French, but of languages
which determine the social,
cultural and economic envi-
ronment. To be more pre-
cise, it is a matter of rela-
tionships with European
neighbours, either as part-
ner countries or as minori-
ties in one’s own environ-
ment. These relationships
call for the capacity for
dialogue and intercultural
communication in order to
see oneself through the mir-
ror of what is alien.”

show how the demanding goals of learn-
ing associated with multilingualism can
be widely attained.

Structural requirements
for European language
education

A new approach to language education
for Europe must fulfil requirements which
ensure that other important occupational
and social aims in Europe are not im-
peded.

The criterion of international com-
petitiveness

The education of young Europeans must
be competitive internationally. This means
that an expansion in language education
must not take place at the expense of the
level of final qualifications obtained or of
the natural sciences. Both are crucial in
the international education market. To-
gether with comparable numbers of years
spent in education, this requirement
means that it is no solution to expand lan-
guage education at the expense of other
subjects. Similarly, the suggestion made
by Finkenstaedt and Schröder that we
should restrict ourselves to ‘receptive
multilingualism’ is equally invalid. They
argue that largely passive skills (listening
and reading) should be taught in up to
five languages (Finkenstaedt, Schröder
1990, p. 37). This suggestion restricts the
teaching of competence in English and
overlooks the active language skills
needed in employment. In the context of
competitiveness, the established system
of foreign language education does not
therefore appear adequate for the teach-
ing of the requisite range of languages
since it is associated either with restricted
quality of language teaching or with a
reduction in the knowledge of other sub-
jects.

The criterion of balancing social dif-
ferences

Despite numerous initiatives, knowledge
of languages varies widely between coun-
tries and social groupings. If this inequal-
ity of opportunities is not to be exacer-
bated, language teaching cannot concen-
trate on higher-level courses, nor does the

solution lie in commercial language
courses, supplementary private schools or
periods spent abroad, which only certain
families can afford. The Erasmus and Soc-
rates programme itself has only reached
a small proportion of European students,
who have privileged access to opportu-
nities to go abroad. European language
teaching should be broad-based and
should therefore be provided in general
education. It must start early and teach
pupils languages before they are split into
different types of school. Language edu-
cation that is truly European will, in the
final analysis, not deserve that name if it
excludes or disadvantages pupils from
language minorities, as has been the case
up to now in monolingual schools. Bilin-
gual pupils are the ones who are intro-
ducing the languages with which we are
concerned into the schools. Minority lan-
guages should be taught in schools like
any other lest they turn into dialect or
remain oral family traditions, which are
of no account in employment.

The criterion of intercultural skill

It is not just a matter of subject knowl-
edge or of teaching English and French,
but of languages which determine the
social, cultural and economic environ-
ment. To be more precise, it is a matter
of relationships with European neigh-
bours, either as partner countries or as
minorities in one’s own environment.
These relationships call for the capacity
for dialogue and intercultural communi-
cation in order to see oneself through the
mirror of what is alien. Interactive lan-
guage teaching treads new paths that not
only involve subject knowledge but also
set up joint learning processes between
language groups. Innovation and ‘border
pedagogy’ as ways of coming to terms
with frontiers expand people’s own points
of view (European Commission, 1990, p.
19). Early language teaching methods are
encapsulated in the slogan ‘Learning your
neighbour’s language’ (Peltz, 1989). They
are not restricted to collecting words and
practising sentences, but aim at carrying
out projects in the neighbouring country
together with the pupils at a partner
school. The ability to transcend linguistic
and cultural boundaries through joint ac-
tivities is acquired with speakers of the
other language. These groups are within
reach: they may even live in one’s own
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Foreigners in the EU: major groups in millions
(as of Dec. 1995)
Turkey 2.8 m
Former Yugoslavia 1.9 m
Italy 1.2 m
Morocco 1.1 m
Portugal 0.9 m
Spain 0.5 m
Greece 0.5 m

city. Learning with them requires time, a
place to meet and the practice of joint
learning over a period of years. Anyone
who has experienced this in school will
subsequently react differently to both the
foreign ‘mentality’ and his or her own
‘identity’.

This is an urgent task at the present time
since the potential of minority languages
is available and national schools need to
take new cognisance of the need to pre-
pare monolingual pupils for a world of
work that is no longer structured nation-
ally6 . We must therefore show at this junc-
ture how a whole new concept of lan-
guage teaching, in the form of general
education which overcomes both social
and national boundaries, can be achieved.
This concept will lay the foundations for
a broad process of European integration
in the next generation. It is up to the State-
run schools to bring it about. This can
admittedly only be done by groups of
schools, in which the different schools set
their own language priorities, thereby
jointly building up a wide-ranging school
landscape that reflects the language land-
scape of the city in question.

Pupils as human capital

Today’s pupils are no longer from one
homogeneous majority, but also from
minorities or mixed families in which they
grow up bilingual. They are at home with
not just one language and culture and are
thus truly the European citizens of tomor-
row. Schools face the task of developing
this human capital so that social and lin-
guistic differences are overcome and bi-
lingualism is turned into an employment
opportunity. Schools as an institution are
themselves not a national invention. They

are indeed a European invention, were
always associated with language learning
and are thus in a position, to which no
other national institution can aspire, to
provide support to young people as they
build Europe (Graf, 1995). This task is not
possible, however, unless they are open
to new languages. Since we are dealing
with young people, with their abilities and
expectations, I shall introduce my argu-
ment with some data for specific popu-
lations.

Minorities in the European Union

Overall, 4.8% of the total population of
the EU (369 million) are foreigners or EU
citizens not living in their home countries:
17 671 500 persons (Ausländer in
Deutschland, No 3, 1997, p. 10). This
group is larger in number than that of
many Member States.

Millions of people in the EU live in a
neighbouring country. Many are bilingual
and pass on their languages to their chil-
dren. They tend to live in the major cities
and are heavily represented in younger
age groups.

‘Foreigners’ in the Federal Republic of
Germany (as of 31.12.1997)

At the end of 1997, 7 365 833 people with-
out German passports were living in Ger-
many. This group can be divided by ori-
gin into a smallish number of minorities
speaking Turkish, Serbo-Croat, Italian,
Greek, Portuguese and Spanish7 .

To date, the potential language knowl-
edge among these groups has largely lain
untouched, present in a basic form but
not developed formally. National educa-
tion systems concentrate on monolingual
schools. They offer minorities the alter-
native of being educated either in the
second language or in ‘mother tongue’
classes, separated from their age group.
Failure to develop the language knowl-
edge of bilingual children means an un-
imaginable waste of the Europeanness
which is already present in this school
generation8 . These groups can make their
‘own’ contributions to the European en-
vironment in the national interest of the
countries of origin if they are fully edu-
cated in both their first and their second
language. Their own culture will only be

“Schools as an institution
are themselves not a na-
tional invention. They are
indeed a European inven-
tion, were always associ-
ated with language learn-
ing and are thus in a posi-
tion, to which no other na-
tional institution can as-
pire, to provide support to
young people as they build
Europe...”

“Failure to develop the lan-
guage knowledge of bilin-
gual children means an un-
imaginable waste of the
Europeanness which is al-
ready present in this school
generation.”

6) Why should a young Frenchman
from Alsace not start training to work
in banking in a city on the other side
of the Rhine, where youth unemploy-
ment is far lower and the banks need
staff who are completely bilingual?
Why should a German family not
choose a German-Italian primary
school for their daughter in which she
will, together with children of Italian
parentage, learn a language that is
spoken in Germany by no fewer than
600 000 people?

7) The Eastern European languages
of returning ethnic Germans need also
to be taken into account.



VOCATIONAL TRAINING NO 18 EUROPEAN JOURNAL

CEDEFOP

43

Citizens of the most important recruitment countries
in the Federal Republic (31.12.1997)
Turkey 2 107 426
Yugoslavia (excl. Slovenia, Macedonia) 721 029
Italy 607 868
Greece 363 202
Bosnia-Hercegovina 281 380
Croatia 206 554
Portugal 132 314
Spain 131 636

Source: Ausländer in Deutschland, No 3, 1998, p. 8.

preserved if it survives contact with the
foreign culture and is renewed by it
(Karvela, 1993). After a phase of mono-
lingual assimilation, a classic country of
immigration such as Australia did not re-
alise the significance of the linguistic di-
versity of its immigrant groups until the
1980s, but has now started promoting in-
tensive bilingual schooling when this ful-
fils the criteria of ‘social justice’ and ‘eco-
nomic relevance’9 . A new multiplicity of
languages is thus being developed in the
cities which was unthinkable in the ear-
lier phase of English-language assimila-
tion but which conflicts in no way with
the general teaching of English.

Basic concepts of bilingual
schools in Europe

The multilingualism in a city can be re-
flected in its schools if the various schools
in a group set different language priori-
ties which accord with their social envi-
ronments and which each add another
partner language to the language plan of
the group. This leads through to multilin-
gual school-leaving qualifications, since
pupils are taught in primary classes to
learn together in two languages (Graf,
Tellmann, 1997). Multilingual school edu-
cation that follows the ideas put forward
here is based not on an expansion in the
number of languages taught but on bilin-
gual primary education, on which estab-
lished foreign language teaching can build
at secondary level. What is proposed is
thus a new type of educational provision
for pupils of varying linguistic origins, not
language support for specific target
groups, which has proved a failure
(McLaughlin, McLeod, 1997).

Bilingual schools which see themselves
as part of the public school system pro-
vide children from language minorities
with the opportunity of learning the nor-
mal curriculum in two languages along-
side children from the majority, with the
language of the country in question re-
maining the main school language. Such
schools thus start from the knowledge of
the minority children and develop it with-
out removing the children from the nor-
mal school or curtailing the subsequent
foreign language programme. At the same
time, minority families are helped to es-
cape the monolingual dead end of hav-

ing their children educated in either the
second or the first language. On the other
hand, children from the majority are given
the opportunity of learning a neighbour-
ing European language as ‘native speak-
ers’ in contact with fellow pupils. While
monolingual education is divisive and lan-
guage support programmes are exclusive,
the bilingual path calls for two language
groups to be treated differently and for
them to be given the chance to learn lan-
guages from one another in natural con-
tact with one another.

Three guidelines for the development
of bilingual schools

❏ Bilingual schools are part of the pub-
lic education system: bilingual schools are
a regular part of the public education sys-
tem. They reflect a development in edu-
cational policy, opening up schools to
Europe. They should remain as much like
normal schools as possible. They are
schools with the normal curriculum and
timetable of the general education sys-
tem which teach a second language from
the first year of schooling alongside the
national language. The idea of bilingual
schools is not to promote specific groups
of pupils in specific languages, but to
provide continuous channels of education
for pupils in a town or city who are aim-
ing at multilingual school-leaving qualifi-
cations.

❏ Bilingual schools are for children from
a minority and from the majority: bilin-
gual schools take pupils’ skills into ac-
count, they acknowledge children’s
knowledge of languages and develop it.
It is therefore necessary to recruit pupils
from the majority and from a language
minority in roughly equal proportions. No

8) The example of the Greek minor-
ity in the Federal Republic demon-
strates the relevance of this group to
future interchange between the two
countries within the EU: of around 451
100 Greeks living in the EU in 1997,
by far the majority were resident in
the Federal Republic (363 202). Both
countries must have an equal interest
in the multilingual education of chil-
dren of Greek parentage in the Fed-
eral Republic, children who will re-
turn home, and children of German
or German-Greek families in Greece.
These children bring linguistic and
intercultural experiences with them
which can only be fully developed
through school education. If this is
successful, these Greek-German citi-
zens will become trustworthy bridges
for dialogue and mutual understand-
ing between the two countries; their
cultural and economic importance
cannot be overestimated.

9) Lecture by M. Clyne on ‘Language
Change in Australia’ at the University
of Osnabrück on 4.5.99.
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selection criterion should be employed
beyond knowledge of one of the two first
languages. These schools are neither for
gifted children nor costly provision for an
elite. Nor are they remedial schools for
minorities, but high-quality general
schools for children of normal ability be-
ing taught in two languages. They thus
avoid the mistake made in ‘bilingual pro-
grams’ in the USA of setting up special
schools for pupils in order to preserve
their first languages (Graf, 1997).

❏ Bilingual education runs throughout
the school career: bilingual schools are
not marked by intensive language teach-
ing, but by joint learning in two lan-
guages. They therefore need a pedagogi-
cal plan which provides for subject learn-
ing and language learning to influence
each other, coordinates the teaching of
reading and writing in both languages,
and matches the use of the first and sec-
ond language in teaching to the pupils’
level of language knowledge. Such a plan
covers the entire primary school stage.
Parents have the option of choosing it
(Riccò, Sandfuchs, 1997).

Bilingual education
and multilingualism

Bilingual schools always start two lan-
guages early, either in pre-school classes
or the first grade. If the first four years of
schooling are taught bilingually, the nor-
mal foreign language programme can be
added subsequently. The two schemes of
language teaching complement each other
and provide a jo int  foundat ion of
multilingualism: through bilingual primary
education all pupils will learn three lan-
guages. Those reaching courses at higher
levels will learn 4 or 5 languages, as in
the European Schools of the EU.

The new quality of bilingual language
learning has been proved through the prac-
tical experience of European Schools and
similar school projects (Loser, 1992). The
advantages can be summed up as follows:

❏ Pupils learn European languages not
taught through the established foreign
language programme (Engl ish and
French).

❏ Pupils learn early on to speak and write
two languages which they can use at the

secondary stage as functional media of
instruction.

❏ Pupils generally learn neighbouring Eu-
ropean languages without an accent by
starting early and through contact with
fellow pupils who are native speakers.

❏ Pupils are multilingual when they fin-
ish school. In addition to their first lan-
guage, they can use two other languages
in employment (second language + Eng-
lish).

Bilingual school projects

The ‘Wolfsburg German-Italian Primary
School’ (Deutsch-italienische Grundschule
/ Scuola italo-tedesca) is a State primary
school which was founded in 1993 in
Wolfsburg. This project demonstrates that
the criteria set out above can be realised
in a normal school. This school has not
only implemented a language teaching
plan, but also become a successfully Eu-
ropean-oriented school which parents are
by now queuing up to join (Riccò,
Sandfuchs, 1997; Riccò, 1997; Graf, 1990,
pp. 102-115).

Even if new schools are not set up, bilin-
gual education can be brought about by
the establishment of bilingual classes in
school centres, which gradually form, as
they continue, bilingual branches within
normal schools. I have put forward the
model of ‘European classes’ for this type
(Graf, 1996). This approach gives parents
and educators a way of introducing bilin-
gual branches into a monolingual school
if it is not possible to found a bilingual
school.

In Berlin, a European school landscape
has been created through the ‘State Euro-
pean Schools of Berlin’ (Staatliche Europa-
Schulen Berlin, SESB), founded in 1993,
which have been expanding from year to
year. They enable Berlin parents to have
their children educated alongside native
speakers from grade 1 in German and
English, German and French, German and
Russian, German and Spanish, German
and Italian, German and Turkish, or Ger-
man and Greek. To date, parents of over
1000 children have opted for this model.
According to Barbara John, Commissioner
for Foreigners’ Affairs in the Berlin Sen-
ate, it has become a ‘trade mark’ of Ber-

“The new quality of bilin-
gual language learning has
been proved through the
practical experience of Eu-
ropean Schools and similar
school projects... The ad-
vantages can be summed up
as follows:

– Pupils learn European
languages not taught
through the established
foreign language pro-
gramme (English and
French).

– Pupils learn early on to
speak and write two lan-
guages which they can use
at the secondary stage as
functional media of instruc-
tion.

– Pupils generally learn
neighbouring European
languages without an ac-
cent by starting early and
through contact with fellow
pupils who are native
speakers.

– Pupils are multilingual
when they finish school. In
addition to their first lan-
guage, they can use two
other languages in employ-
ment (second language +
English).”
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“A knowledge of lan-
guages. . .  creates skills
which considerably enlarge
the field of occupational
opportunities and permit
lifelong mobility and dis-
covery. Given the current
changes in the world of
work, there are no basic
skills that are of compara-
ble fundamental impor-
tance throughout working
life. Subject knowledge, in-
dividual gifts and interests
may still be important, but
specialist training by itself
is no longer a sure way of
guaranteeing permanent
suitable employment...”

lin education policy, and it largely coin-
cides with the proposals outlined here
(John, 1997).

Multilingualism
as a key employment skill

The peculiar significance of a knowledge
of languages in working life lies in its
specific quality. Languages are learnt
‘naturally’ in childhood. Foreign languages
can be taught competently from grade 1
and used productively throughout life.
Furthermore, the learner always regards
his or her performance as provisional. No
speaker in fact uses the full potential of
his or her language. Languages therefore,
more than other skills, call for lifelong
learning. In addition, foreign languages
open up opportunities for encounter with
others and exploration of what is alien. A
knowledge of languages thus creates skills
which considerably enlarge the field of
occupational opportunities and permit
lifelong mobility and discovery. Given the
current changes in the world of work,
there are no basic skills that are of com-
parable fundamental importance through-
out working life. Subject knowledge, in-
dividual gifts and interests may still be
important, but specialist training by itself
is no longer a sure way of guaranteeing
permanent suitable employment (Grieß-
haber, 1998). The significance of language
skills will increase still further if Fritjof
Bergmann’s forecast that part-time jobs
will predominate in the future, proves
true. This will mean that different occu-
pations will have to be pursued simulta-
neously in very different social contexts
(Bergmann, 1999).

Multilingualism is a threefold key skill
which, if taught and developed early, can

guarantee successful employment in Eu-
rope in the long term.

❏ Besides providing subject knowledge,
a knowledge of languages also brings com-
municative social skills, which develop of
themselves as languages are actively used.
This occurs in contact with people, and
foreign languages are used in encounters
with people who avoid others because they
regard them as alien. The deeper one goes
into such exchanges, the more one seeks
to find out. J. Vaillant describes the multi-
ple layers of this activity as ‘getting to know
- understanding – communicating’ (con-
naître - comprendre - communiquer) (Vail-
lant, 1992).

❏ Beyond the social world, languages also
open up new opportunities in the infor-
mation society. Media and international
information networks can only be used
productively with the appropriate language
knowledge. The significance of their po-
tential must increase if young people take
advantage of their opportunities in the
fields of participation, continuing educa-
tion and exchange across regional borders
(European Commission, 1997, p. 13).

❏ A multilingual education includes ex-
panded intercultural skills in contact
with another language group. At a time
when ethnic allegiance is being empha-
sised, it is vital that large groups of young
people from different cultural back-
grounds have the opportunity to enter into
dialogue and to live together. Those who
have learnt as pupils alongside a differ-
ent language group over a period of years
will know how to cope with cultural dif-
ferences. Only if pupils are given the last-
ing ability for dialogue today will they
have the skill as adults to help to build
new bridges of understanding between
the languages and cultures of Europe.
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Training and links
between technical
schools and industrial
assembly plants
in northern Mexico

Development of industrial
activity in the border
region

Since the beginning of the 1970s the cit-
ies on Mexico’s northern border have
undergone a radical transformation ren-
dering the region strategically important
for the country’s economy (González-
Aréchiga and Ramírez, 1990). What dur-
ing the first half of the century were lei-
sure resorts for visitors from the United
States1, from the 1970s onwards have pro-
vided a base for crossborder industrial
activity such as the assembly and manu-
facture of television sets, automobile com-
ponents, clothing, medical instruments,
toys and other goods2. By the end of the
1990s a million people were employed in
what has become known as the ‘industria
maquiladora’ 3, some 700 000 of them liv-
ing in settlements close to the frontier
(INEGI, 1998).The number of those em-
ployed rose by 20% in 1997 and by 10%
in 1998.

The transformation was the product of
various economic and other factors4. The
late 1960s brought the expiry of the so-
called ‘Plan de Braseros’ under which the
United States used to accept a certain
quota of Mexican farmworkers. Cessation
of the arrangement triggered an increase
in joblessness in the cities close to the
frontier which in 1965 the government
sought to palliate with a plan for indus-
trialisation of the border zone. It then
made efforts to attract foreign capital into

the zone through legislation granting fa-
vourable tariff conditions for foreign
goods entering Mexico for processing and
subsequent re-export to the United States.

As the inward flow of investment in this
type of business expanded, those own-
ing land in the Mexican cities began to
offer it for development into industrial es-
tates and to accommodate employment
and tax advisory services and the like.

Moderate growth during the 1970s and the
first part of the 1980s gave way to a spec-
tacular surge in assembly activity from the
mid-1980s onwards. In 1980 the number
of those working in the sector was under
120 000; by 1986 the figure had doubled
to almost 250 000 and by the late 1990s
had topped the million mark. Of this to-
tal, more than 200 000 people are located
in Ciudad Juárez and around 140 000 in
Tijuana - the two cities with the highest
number of workers in this sector5. The
legislative regime and other measures im-
plemented by the Mexican government
found an appropriate match in the de-
centralisation taken in hand firstly by
North American and subsequently by
Japanese companies which migrated to-
wards the south-west of the United States
and the north-west of Mexico (Milkman,
1991). Most firms choosing to decentral-
ise their activities were in the electrical/
electronics, car and ready-made clothing
industries (INEGI, 1998).

What were the factors persuading the US
and later Asian firms to invest in the bor-

Alfredo
Hualde
Alfaro
Lecturer and re-
searcher at Colegio
de la Frontera Norte,
Tijuana (Mexico)

1) Service activity in the region mainly
involved casinos, bars, brothels and
restaurants. Now there is a consider-
able diversity of commercial activity
including pharmacies, clothes shops,
perfume and cosmetic stores, etc.

2) Although in some studies it has
been calculated that the number of
Mexican-owned assembly plants in
the frontier cities such as Tijuana and
Ciudad Suárez is substantial invest-
ment of this kind is unimportant in
terms of overall employment. Gener-
ally these are clothing, furniture fac-
tories and others producing traditional
types of goods.

3) Originally the word ‘maquila’ re-
ferred to the portion of flour given
by peasants to the miller for grinding
their corn. But later came to be ap-
plied to the type of activities with
which we are concerned here and can
be compared with those in the Free
Zones that in English are referred to
as ‘assembly plants’.

4) A detailed account of the develop-
ment process wi l l  be found in
Fernández Kelly (1983), Carrillo and
Hernández (1985) and Hualde (1999).

5) Ciudad Juárez is in the state of Chi-
huahua and close to El Paso in Texas.
Tijuana, which is in the Mexican state
of Baja California, is on the frontier
with California.

The data, duly interpreted,
leads to the conclusion that
the two sectors are not es-
tranged or disconnected.
Multiple links are forged
under labour market pres-
sure. However, the mecha-
nisms are to some extent
ambiguous. Being highly
dependent on personal con-
tacts they constitute a frag-
ile basis for ensuring conti-
nuity of specific links. Even
so, social networking may
well ensure their perma-
nence.
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der zone of Mexico? The first, as has been
constantly repeated in the various studies,
was the low cost of wages, which has,
moreover, decreased further over the past
fifteen years because of the successive de-
valuations of the Mexican peso in the 1980s
and 1990s6. In 1998 the average hourly
wage outside the agricultural sector in the
United States was $12.50, whereas that paid
to workers in the border zone assembly
plants of Mexico was $2 an hour (ILO,
1998)7. The border zone also came off best
in comparisons with the countries of Asia.
A 1997 study of assembly plants in Central
America calculated that hourly wage costs
for Costa Rica, which should be more or

less in line with Mexico, were $2, against
$4 for Korea and Taiwan and $9.30 for the
United States (ILO 1997:55).

The advantages, however, did not lie only
in the wage costs for workers but also, as
the following table based on a survey of
somewhat over 100 plants in Tijuana
shows, in the salaries paid to administra-
tive and technical staff.

Table 1
Another important factor, especially so far
as Tijuana and Ciudad Juárez are con-
cerned, was the weakness of the trade
unions coupled with a workforce with lit-
tle organisation and no union experience8.
The border zone has a number of advan-
tages from the geo-economic point of
view, being close to the vast US market
and consequently on a direct trade route
between North and South America.

The border industry has come under criti-
cism from academics, opposition parties
in parliament and activist groups in
Mexico, Canada and the United States. The
main objections have been:

❏ Low salaries and poor working condi-
tions, particularly from the point of view
of health9, and the restrictions on the for-
mation of independent unions.

❏ Jobs created are mainly unskilled.

❏ The assembly plants make little use of
local suppliers.

❏ The damage caused to the environ-
ment.

We shall not attempt any detailed assess-
ment of these criticisms but merely state
that in our view the most important
change brought about by the border in-
dustry has been to bring in factories com-
peting on the world market, with new
types of work organisation and a steadily
increasing number of stages of product
manufacture. All this means jobs for a
growing number of Mexican technicians
and engineers who have the chance of
becoming plant managers. In all there
were 118 000 production technicians in
1998, something over 10% of the total
number employed (INEGI, 1998)10.

General Motors’ decision to establish a
plant in Ciudad Juárez for the design of

Table 1:

Wages   according to   occupational category
in Tijuana assembly plants
Tijuana Average weekly Multiple of

wage including starting wage
fringe benefits for an

(in Mex, pesos), ordinary worker
March 1998.

Plant manager 14 563 32.70
Factory manager 12 226 27.46
Engineering manager 8 731 19.61
Industrial relations manager 8 500 19.09
Information systems manager 8 468 19.02
Production manager 8 444 18.96
Manager responsible for
production and materials control 8 115 18.22
Training manager 7 964 17.89
Quality control manager 7 827 17.58
AA engineer 5 157 11.58
ISO 9000 coordinator 3 411 7.66
Personnel supervisor 3 065 6.88
Training supervisor 2 950 6.62
Materials planner 2 680 6.02
Toolmaker 2 450 5.50
C engineer 2 032 4.56
A electromechanical technician 1 682 3.78
A electronics technician 1 628 3.66
Injection moulding mechanic 1 504 3.38
A quality control technician 1 390 3.12
C electronics technician 1 059 2.38
Data typist 835 1.88
A machine operative 821 1.84
A injection mould operative 597 1.34
Fitter with over six months’ experience 551 1.24
Experienced fitter 514 1.16
Wages of fitter on starting 445.29 1.00

Source: Ruiz-Morales Asociados,Survey of Tijuana assembly plants (1998)

6) The theory carrying greatest weight
in explaining these phenomena was
that of the New International Division
of Labour (Frobel et al., 1984).

7) The figure for manufacturing in-
dustry in the United States is actually
higher than the figure given here and
includes wages for those employed
in the service sector, where the rate
is frequently lower.

8) Although weak unions might be an
attraction for employers, this does not
mean that there is no conflict between
management and workforce in the
border assembly plants (Hualde and
Pérez Sáenz, 1994; Quintero, 1998;
Cook, 1996)
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electrical car components is symptomatic
of the emergence of a heterogeneous
panorama of high-tech firms of complex
organisation existing alongside others
where manual work in improvised work-
shops is the rule (Table 2). The more in-
novative plants tend to be suppliers of
the car and electronics industries11.

Table 2

Investigating links:
Unknown factors
and research methods

This varied panorama incorporates a large
number of unknown factors as regards the
training given to employees in the vari-
ous categories. To clarify the situation one
needs to ascertain the relationship and
links between the establishments con-
cerned particularly with training techni-
cal personnel and the assembly plants.
Among the questions requiring an answer
are:

Is there a close link between the border
industry and the technical schools in the
area, reflecting a major breakthrough in
industrialisation? Or to put it another way,
are the firms led by the nature of their
operations to develop links with the tech-
nical training centres that are quantita-
tively and qualitatively different12?

And regardless of the answer:

How is the link achieved and what form
does it take? Is it mainly formal? Who
takes the initiative in establishing such a
link, the schools or the firms? Is there
intensive, regular and wide-ranging col-
laboration between the two or are we
merely faced with early, experimental ini-
tiatives?

A second set of questions stems from the
creation of new types of training courses
and adjustments being made to the cur-
ricula and is concerned with whether the
curricular changes proposed by the train-
ing centres bring them into line with ac-
tual day-to-day tasks at the workplace.

Thirdly we need to enquire into the ca-
reer routes graduates take and their re-
sulting occupational identities. Are they
marked by consistent progress with rec-
ognition within the firm and in their so-

cial environment? Or are they discontinu-
ous and uncertain, offering little in the
way of future prospects?

The subject is relevant for two main rea-
sons:

❏ The rapid growth in the number em-
ployed in the border industry, the size of
plants and their increasing organisational
complexity.

❏ The importance given by the Mexican
government to policies linking the edu-
cation sector and industry in the late 1980s
and early 1990s (Casas and Luna (coordi-
nators), 1997).

Research conducted in Tijuana and Ciudad
Juárez, the two strongholds of the border
industry, focused on three main groups
of subjects - the training centres, the as-
sembly plants, and graduates of the train-
ing centres employed in the plants. On
the basis of their interaction we shall look
at a) the societal aspect in the specific
context of each city, b) the relationship
between changes in training courses and
curricula and the tasks and occupational
categories as they currently exist in the
assembly plants, and c) the graduates’ oc-
cupational identities.

We considered it appropriate for this study
to utilise a method of triangulation com-
bining various theories and investigative
techniques (Jick, 1979; Bericat, 1998;

9) A recent summary of aspects of in-
dustrial health and safety will be
found in Kouros (1998).

10) The classification is somewhat im-
precise since the figure includes tech-
nical and engineering workers who
cannot be considered administrators
in the sense of general managers and
planners.

11) In Tijuana some 35% of plants are
in the electronics sector, which in
Ciudad Juárez employes 58% of the
local workforce (Alba, 1998: 236).

12) For further information on this
subject with reference to Mexico and
Latin America see De Ibarrola (1993),
De Ibarrola and Gallart (1994), Gallart
(1992) and Gallart (1995).

Table2:

Production systems in border assembly plants

1) Intensive working. This applies in plants where manual work predominates
with long working days and little organisation. May be considered proto-Taylorist
(Novick, awaiting publication).

2) Rationalised working. Introduction of automation; incorporation of factory-
type operations; rationalisation of work and just-in-time production, team work-
ing, human resource management methods. Combination of flexible working and
series production.

3) Predominance of professional skills. Predominance of engineers, design op-
erations, computer-assisted design.

Source: Carrillo y Hualde, 1997, Hualde, 1997
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Bryman 1987; Bryman and Burgess,
1994)13.

The research comprised:

❏ Two surveys of the educational and
technical training centres in the two cit-
ies. Interviews were conducted with all
the public teaching establishments in
1992 and key aspects were updated in
1996. The centres covered were at three
levels: a) technical training centres
(CECATIS) that provide training courses
of up to 400 hours in traditional trades
such as electrician or carpenter, as well
as in basic computer operation, electron-
ics and other less traditional occupations,
and b) middle- and higher-level training
centres (CONALEP) that run courses of
six semesters leading to a middle-level
technician qualification, to qualify for
which students must have completed
their secondary education. Some of these
centres are called technical baccalaure-
ate centres (CEBATYS) or baccalaureate
colleges (COBACH)14, and c) centres of
higher education such as universities and
technical colleges that award degrees in
engineering and the like.

❏ Two surveys were carried out in the
industrial sector, in 1993 and 199415. The
questionnaires used in each case were
very similar. The first survey involved in-
terviews with human resource managers
in 18 plants in Tijuana and 13 in Ciudad
Juárez with which the training centres
claimed to have links. In the first semes-
ter of 1994 a second survey was con-
ducted covering 51 plants and involving
interviews with human resource manag-
ers in the electronics branch, 20 of them
in Tijuana and 31 in Ciudad Juárez16.

❏ Thirdly two surveys of graduates were
carried out in order to ascertain their train-
ing and career routes. Each survey cov-
ered 100 engineers and 100 technicians
in each city. The questionnaire was de-
signed to identify various events in the
course of their working career with the
emphasis on the biographical link be-
tween education/training and a person’s
working career. Some authors refer in this
connection to a ‘succession of positions’
to distinguish it from other possible sub-
jects for analysis such as a biographical
narrative or a succession of events in a
‘life cycle’17.

❏ Participative research involved attend-
ing meetings of the Tijuana Liaison Com-
mittee over a period of two years. This
was the only body that brought together
the majority of training bodies mentioned
and representatives of industry.

❏ Semi-structured interviews were con-
ducted with 51 engineers and 15 techni-
cians in two stages.

The societal aspect
of linkage

The societal analysis had a twofold ob-
jective, namely to quantify the interaction
between training centres and firms in or-
der to discover which organisations in-
tervene most decisively and which play
little or no part. This enabled us to esti-
mate the degree of integration in the two
cities being considered. Secondly a series
of qualitative criteria allowed us to make
an initial estimate of the degree of con-
solidation and scope of the link. By scope
we understand coverage in the sense of
courses, practical work, research, etc. The
term consolidation is used to signify the
degree of continuity observed and the
factors contributing to its enhancement,
interruption or alteration.

Links by agreement

Of the training centres covered in the
survey of training centres 76.9% claimed
that some form of interchange took place
between them and the assembly plants.
Most of these links were created during
the 1980s (see Tables 3 and 4) and were
thus of a fairly recent nature and limited
as regards maturity and consolidation.

However, in addition to the temporal as-
pect, one must also take into account the
diversification of the centres’ links with
the industrial firms. The 1996 data shows
a large number of agreements as exist-
ing, with some centres having signed as
many as 30. While this suggests very wide-
ranging links on the part of the training
centres, it does not necessarily mean that
they cover the whole of manufacturing
industry, as Tijuana has around 600 as-
sembly plants and Ciudad Juárez around
250. The survey of firms showed that
those plants entering into agreements did
so with two or three training centres. Oth-

13) In our case using different sources
of information and methods makes it
possible to arrive at more precise con-
clusions for two main reasons. The
first is that some  survey data can only
be understood on the basis of inter-
views, particularly in the education
sector where the creation of links does
not necessarily imply their function-
ing in practice. Secondly the impos-
sibility of conducting studies that were
statistically representative led us to
adopt qualitative methods. Finally the
subject of occupational identities calls
for both a qualitative and a quantita-
tive perspective.

14) The baccalaureate colleges do not
award formal qualifications. They are
simply schools at which students can
study for the baccalaureate with op-
tional technical subjects

15) The results of the first survey are
contained in a report sent to the Latin
American Education and Work Net-
work in July 1993 and those of the
second in a report forwarded to the
National Council for Science and
Technology in October 1994, and also
in Hualde (1999).

16) Because of the wider scope of the
second survey and the biases inher-
ent in the first we shall use the result
of the second for statistical purposes.
The survey carried out in the plants
cannot be considered representative
since at that time the number of such
plants in Tijuana was in the region of
600 and in Ciudad Juárez over 300.
However, we consider it important to
point out that the total number of
people employed in the factories we
surveyed was 30 287, representing
about 15% of the total workforce in
the sector in 1994.

17) The ‘succession of positions’ re-
lates the posts held in succession by
a person with the situations that de-
termine his social status. This socio-
logical focus give precedence to ana-
lysing the positions insofar as they
reveal the functioning of the institu-
tional systems. See Coutrot and Dubar
(1992).



VOCATIONAL TRAINING NO 18 EUROPEAN JOURNAL

CEDEFOP

51

erwise it would not be possible to ex-
plain how in a survey of 200 assembly
plants conducted by the Tijuana Liaison
Committee 80% claimed to have no con-
tact with local training centres and to have
no knowledge of the courses they pro-
vided. In our own survey of assembly
plants in the electronics field more than
half were unaware of the training courses
offered by local centres.

It would therefore seem that Tijuana has
a small nucleus of plants that maintain
definite links with the education and train-
ing system. These are generally larger
firms with a more complex organisation
that employ a substantial number of tech-
nical staff. In the case of Ciudad Juárez
the links were more extensive as most of
the firms there are larger.

Tables 3 and 4
Not all agreements actually function in
practice, although the fact that they have
been signed is in itself proof of strength-
ening links between most centres and
some segment of the border industry.

It should also be pointed out that most
agreements aim to secure benefits for stu-
dents in the form of work experience op-
portunities, and that this, while important,
is somewhat limited. Aspects such as re-
search and development or technologi-
cal project work, for example, are not
mentioned.

Finally the agreements change when the
technicians and engineers employed in
the factories move to another job, espe-
cially if they are also instructors. Although
it is impossible to gain any statistical idea
of the frequency with which this occurs,
it was clear from the interviews that the
link is very reliant on personal contacts.

The agreements constitute definite evi-
dence of links existing between the two
sectors, as does the proportion of gradu-
ates who find employment in the assem-
bly plants. This is not attributable so much
to their efficient operation or to other
mechanisms such as the employment ex-
changes run by 22 of the 39 centres as to
the increased number of jobs available.

Links and the labour market

The survey shows that generally speak-
ing the assembly plants are an impor-

Table 3

Tijuana training establishments and their links

Establish Created Registered New courses Agreements
-ment in students

CONALEP 1980 920 1 Productivity 25
Tijuana I 2 Tax accountancy

3 Electrician
4 Industrial electronics
5 Maintenance of micro-

computers
6 Automotive engineer

CONALEP 1982 916 1 IT 22
Tijuana II 2 Foreign sales

COBACH 1981 2800 1 General administrative
assistant 36

Tijuana 2 General control assistant
3 Industrial quality assistant
4 Information technology

assistant

COBACH
Plantel 1983 1400 1 General administrative

assistant 36
la Mesa 2 General control assistant

3 Industrial quality assistant
4 Information technology

assistant

CBTIS 155 1982 1911 1 Accounting technician 2
2 Office computer systems
3 Design of moulds for plastics

materials

CBTIS 116 1978 1134 1 Electrical/mechanical
2 Construction
3 Tax computer operator
4 Production

CETYS University
CETYS
CECATI # 6 1990 1 Computer technician

UABC 1961 1 Degree in office
computer systems

2 Degree in communications
3 Computer engineer
4 Degree in international

business
5 Electronics engineer

CECATI # 144 1988 1 Computer technician
2 Tourist service technician
3 Electrical technician

UNIV. 1 Accounting
IBEROAMERICANA 2 Degree in administration

3 Nursing

Source: Hualde Alfredo (1996), Survey of the education sector in Tijuana and Ciudad Juárez
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Table 4

Ciudad Juárez training establishments and their links

Establishment Created Registered New courses Agreements
in students since 1990

(1996-1997)

Cecatis 121 1986 783 Microcomputers and electricity 6
– Work scholarships
– Visits
– Stays
– Exchange of information
– Donations

Cecatis 87 1983 1525 – Industrial maintenance 13
(1995-1996) (1995-1996)

Technological 1964 5958 – Industrial engineer (1991) 33
college – Electrical engineer (1991) 30 with firms

– Mechanical engineer (1991) Practical work
– Admin. degree (1993) 3 with employer
– Specialist environment engineer organisations
– Doct. Industrial engineering (1995) Advice and training
– Admin.

ITESM 1983 1098 – Degree in international business 15
(Monterrey – IS engineer
Technological
College)

Conalep I 1980  823 – Manufacture of articles of plastics materials 6

Conalep II 1985  968 – Technical professional (hotel) 11
– Technical professional (nursing) Practical work

Cetis 61 1980 800 – Baccalaureate in office computer systems 6
– Computer maintenance technician Practical work

Cebatis 128 1979 1900 – Programming technician

Cebetis 114 1978 1079 – Programming
– Automative electronics

Source: idem

tant source of employment for those
graduating from the training centres cov-
ered. Only graduates from five plants had
not found jobs in the assembly plants in
the year preceding the survey. At the
other end of the scale in ten of the cen-
tres the percentage of graduates em-
ployed in assembly plants varied be-
tween 58% and 95%. Graduates from the

middle- and higher-level training centres
and from the technical training centres
(CECATIS) represent the highest propor-
tion of the student body finding employ-
ment in the assembly plants. Here links
with the labour market are formed be-
fore students finish their course, as a
large number of them combine study
with work.
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Table 5

Assembly plants and graduates of local training centres

Technical CETYS CECATYS CBTYS Public CONALEP Private
secondary technological technological
schools colleges colleges

Tijuana
% of plants
with
graduates 30 10 25 15 7 55.0 5.0

Ciudad
Juárez 59.4 40.6 43.8 40.6 100 62.5 62.5

Source: Hualde, Alfredo: Survey of managers in border assembly plants, 1994

The survey of assembly plants produced
various items of data that confirm the
importance of the link with the labour
market:

A high percentage of plants employ stu-
dents from certain training centres such
as the public technological colleges and
the public universities. In Ciudad Juárez
all the plants covered by the survey have
among their personnel people who have
graduated from the public technological
colleges and 93.8% graduates emanating
from the public universities.

A second fact that emerges is that the
plants in Ciudad Juárez employ more
graduates than do those in Tijuana, prob-
ably owing to their size. This is true for
graduates of secondary school courses
runs by the public CETYS, of graduates
of the CECATYS, the CBTYS, public tech-
nological colleges and, though less
clearly, of graduates of the CONALEP. The
greatest difference is between the private
technical institutes, where the figure is
62.5% for the plants in Ciudad Juárez
against 5% for those in Tijuana (see Ta-
ble 5).

Table 5
Another interesting piece of information
emerging was that the number of gradu-
ates of public training centres outstripped
that of private centres, although in Ciudad
Juárez one finds a substantial number of
graduates from private technical institutes.

Taking the average figures for two cities
at four levels of linkage we find:

❏ At the highest level where more than
70% of plants claim to have graduates
from one training body there is mention
only of the public technological colleges
and universities.

❏ At the second-highest level between
50% and 70% recruit from the middle- and
higher- level  technical  col leges
(CONALEP), which train technicians.

❏ Between 30% and 50% of plants recruit
from the CECATYS (36.5%), the CBTYS
(30.8%) and the private technical colleges
(40.4%).

❏ At the lowest level are the private tech-
nical colleges (25%) and the private uni-
versities (26.9%).

The figures above indicate a decreasing
degree of linkage from the high-level in-
stitutions downwards to the technical
training centres, with the middle- and
higher-level training institutions in the
middle. A second vector, again in decreas-
ing order, would seem to be from the
public to the private centres. How can
this information be reconciled with the
training centres’ claim that middle- and
higher-level centres such as CONALEP fur-
nish the largest proportion of assembly
plant employees? A possible explanation
is that the graduates of universities offer-
ing a wide variety of courses also offer
graduates a wider range of jobs outlets.
A second possibility is that the technicians
start work in the assembly plants but, as
we discovered in the course of our inter-
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views, do not remain there. Finally the
discrepancies between what the centres
claim and what can be concluded from
the survey of plants may be due to the
nature of the plant sample which, as
pointed out, was not representative.

Teachers as agents of linkage

Teachers are an important means of link-
age because they are employed in both
education and industry. A third of train-
ing centres reported that in 1992 20% or
more of their instructors were also work-
ing in assembly plants. In seven centres
the figure was more than half.

Linkage through instructors is, paradoxi-
cally, also expressed in the attrition of
teaching personnel in the technical edu-
cation centres. In 11 centres out of the 33
which maintain links with the border in-
dustry the attrition rate for teaching per-
sonnel was in excess of 10% in 1992 and
in seven of the 11 cases was over 20%.
The attrition is primarily attributable to
the higher salaries obtainable in indus-
try, whether in the assembly plants or
elsewhere; another major factor is that in-
structors seek to set up on their own ac-
count18.

However, working in both industry and
the education system simultaneously is
not incompatible and many teachers seek
to boost their income by doing so.

The headhunting practised among teach-
ing staff, particularly in the higher-level
institutions, makes it difficult to maintain
a teaching body of high quality. Even so,
teachers who also work in the border in-
dustry are the main channel for commu-
nicating plants’ needs at middle and pro-
fessional level. The important role they
play in this regard is reflected in the hir-
ing of qualified personnel.

‘I regard the person I first began to work
with as a friend. He is an engineering in-
structor; we met because he gave a course
in industrial electronics. He once said to
me ‘You are the only person who ever
got 10 out of 10 in a course of mine’. A
year later I rang him and he said ‘Come
over, we’ve got work for you. You can
take on all the projects I haven’t been able
to do myself because I was tied up with
other responsibilities.’ (Engineer aged 25).

Thus besides teaching at a training cen-
tre, instructors seek out from among the
students they know those best suited to
work in industry. This creates a network
of friends and acquaintances linked by a
common interest in work.

These same instructors help the educa-
tion centres by providing courses which
employers need. However, in the border
zone the courses are another form of link-
age that is relatively fragile by virtue of
being closely bound up with the specific
needs of employers at a given time.
Moreover, larger plants have their own
in-company training schemes to inculcate
quality standards and organisational pro-
cedures. In matters connected with ma-
chinery and equipment they frequently
have recourse to their own salesmen as
trainers. This puts the training centres at
a disadvantage compared with situations
in which training centres make good many
of the shortcomings in terms of training
and skills in an agglomeration of small
and medium-sized firms19.

Liaison committees

Regular attendance at the meetings of the
Tijuana Liaison Committee, which was dis-
mantled in 1995, provided a means of as-
sessing the possibilities for action open
to a type of municipal organisation that
was created in a number of Mexican cit-
ies as the result of an initiative on the
part of the Secretariat for Public Educa-
tion20.

The Tijuana Liaison Committee included
representatives of all employers’ associa-
tions and educational bodies in the city.

During its lifetime the Committee was con-
fronted with three basic problems:

❏ A certain lack of initiatives with regard
to linkage.

❏ A lack of the funds needed to pursue
a suitable strategy.

❏ A lack of real commitment on the part
of some institutions.

The lack of initiatives refers not just to a
lack of proposals as to how to improve
liaison, but also to the lack of dynamism
in the committee’s operation and to the

18) The persistence of attrition in 1996
was confirmed in interviews con-
ducted at the centres.

19) This has recently been the case
in local systems such as the toy in-
dustry in Ibi (Alicante) where we con-
ducted interviews with people re-
sponsible for relations with firms.

20) The disappearance of this com-
mittee does not mean that municipal
liaison organisations no longer exist.
In 1998 a smaller body, promoted by
an employers’ association, was oper-
ating in Tijuana and seeking contacts
solely with institutes of higher edu-
cation. This organisation was aiming
to identify the need for skilled work-
ers in the city of Tijuana but had no
backing from the Secretariat for Pub-
lic Education.
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them ‘Carrying out studies of the need
to train personnel for industry and the
service sector in the zone of influence
of Ciudad Juárez’. A second objective was
‘To assess existing plans, programmes
and training courses and make propos-
als regarding necessary changes to be
made by the academic councils of the
institutions concerned.’ These studies
were used as a basis for updating cur-
ricula for a number of occupational
courses.

In addition the Committee, in collabora-
tion with the Border Industry Association,
conducted a survey of 92 firms with a total
workforce of 75 000. This enquired into
the possible skilling needs in fields rang-
ing from mechanical engineering and ma-
chine tools to electronics (automatic in-
sertion), statistical quality control, human
relations, reading technical drawings and
Spanish.

As one representative of the committee
put it in his answer to the questionnaire,
despite the greater consistency of its ac-
tivities the Ciudad Juárez committee’s
exis tence,  again,  ‘was af fected by
changes of government. The changes in
those responsible at central government
level meant a loss of follow-up and re-
activation of the committees’. He sum-
marised the principal difficulties as fol-
lows:

❏ The lack of consistency in following
up such programmes at central govern-
ment level.

❏ The fact that participation of the vari-
ous bodies represented on these commit-
tees was governed more by political than
entrepreneurial considerations.

❏ The need for a change in attitude at
the various levels within a company where
training is still regarded as a cost rather
than an investment.

The situation of the committees in the two
cities was therefore different. The Tijuana
committee did not take any effective ac-
tion to identify industry’s needs in terms
of skills or to analyse curricula. In Ciudad
Juárez one sector of industry and the edu-
cational bodies instituted a number of re-
forms based on the committee’s propos-
als.

representative nature of its members. Edu-
cation sector committee members invari-
ably stressed that they were present as
representatives and delegates of the cen-
tres concerned and that their ability to
take initiatives and decisions was limited.
The employers’ representatives, on the
other hand, were few and seemed to be
waiting for the education authorities to
take the initiative.

The lack of a definite budget hampered
the Committee’s activities and it was
forced to rely on the good will of its mem-
bers and their economic interest. The main
activities undertaken were:

❏ Centralising information concerning
training courses available in the city by
publishing a catalogue.

❏ Coordinating dissemination of informa-
tion by the technical training centres.

❏ Organising an Education and Employ-
ment Fair with the involvement of educa-
tional bodies and some local industrial
firms.

❏ Encouraging personal contacts and
some interaction between various sec-
tors.

❏ Negotiating with the federal authori-
ties for funds with which to improve the
infrastructure in the training centres where
this was most needed.

Similarly the Human Resources Sub-
comittee conducted an industrial survey
which yielded little that was new apart
from manufacturing firms’ ignorance con-
cerning activities in the training field.

Finally it was typical that the Committee
ceased operations with the structure de-
scribed in 1995 with no public explana-
tion as to the reason. Some members con-
sider that it was due to the lack of federal
government support for its activities on
the scale of previous years. In our view it
reflects the lack of continuity in support
for certain bodies at federal level as a re-
sult of changes in the political climate that
almost always went hand in hand with
economic crises.

In Ciudad Juárez the Committee formally
adopted a series of objectives, among
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Liaison at work:
From curriculum
to occupational tasks

Creation of new occupational training
courses while abolishing others, and modi-
fying existing curricula has been the con-
stant concern of educational bodies with
a view to achieving closer links with in-
dustry. Despite the different opinions and
attitudes encountered, training courses as
they at present exist in the border zone
generally speaking match the specialist
occupations in the assembly plants. The
training centres have been speedy in cre-
ating new courses and making the neces-
sary adjustments to those already available.

It is worthwhile examining in outline the
training courses created since 1990. They
may be classified as follows:

❏ A series of special courses in the field
of electricity related to the many plants
in this branch in Tijuana especially.

❏ Special courses concerned with both the
production of plastics materials (Ciudad
Juárez) and mould design (Tijuana). This
takes into account companies which use
plastics materials both for manufacturing
toys and medical instruments and those
producing car components.

❏ Special courses in information technol-
ogy and computer science at various lev-
els and with differing emphases: IT as-
sistant, IT technician, computer operator,
computer engineer, tax computer opera-
tor. The proliferation of courses of this
type reflects not only the spreading use
of computers in industry but throughout
the economy in general.

❏ Special courses of a conventional na-
ture such as mechanical engineering and
electricity at various levels.

❏ Special courses directly related to pro-
duction, ranging from quality assistants
to production technician and production
engineer.

❏ Courses in accounting and office man-
agement.

❏ Special courses in the maintenance of
equipment.

❏ Special courses in environmental en-
gineering at the Ciudad Juárez Techno-
logical Institute.

To a large extent the revision of the oc-
cupational training courses shows which
types of industry have developed in the
two cities. There are still no courses avail-
able leading to a qualification in indus-
trial design or as a quality control engi-
neer but generally speaking the ability
displayed by the training centres in adapt-
ing their courses has been remarkable.

Even so, there is still no single or domi-
nant logic underlying the creation of train-
ing courses since the way in which they
and the curricula have been modified
varies. The creation or cessation of
courses is influenced by actual demand,
the information provided by firms, and a
clear tendency to initiate courses in the
field of electronics. Other influencing fac-
tors are general educational reforms such
as that which led to a reduction in courses
for engineers from 55 to 19 in 1993.
Moreover, there are other decisions and
procedures that are far less reliable, such
as conducting surveys of students or the
fact that a centre’s teaching staff was bet-
ter equipped to provide one course rather
than another.

The diversity of factors contributing to the
creation of courses is also noticeable
when it comes to adapting curricula. Here
what is most striking is the constant con-
cern to include practical content. This is
consistent with the greater importance
being attributed to extending work expe-
rience or periods of practical work to an
ever-growing number of students21. Even
so it is typical that instructors, and gradu-
ates especially, still continue to view the
acquisition of knowledge as a sequential
process, with theory learned at school and
applied in practice at the workplace.

Career routes
and identities

The link between the education system
and industry is related in a complex man-
ner to the career routes taken by gradu-
ates in local labour markets. The two sys-
tems interact to provide graduates with a
series of job opportunities while at the

21) There is some evidence that older
interviewees had not been allocated
periods of practical training.
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same time setting a series of conditions
and limits. However, the limits and op-
portunities are modified by the individual
and collective strategies of the graduates
themselves, who from this point of view
are equipped with specific resources and
abilities.

The relationship between career routes
and the interaction of the two systems may
be approached in two ways:

❏ The pursuit of certain routes by gradu-
ates has a bearing on the opinion em-
ployers form of the centres and their out-
put. We might say that it influences em-
ployers at the reflexive level because their
experience with graduates determines
whether they will strengthen or weaken
their links with certain training centres and
take on more or fewer of their graduates
or those of a different type.

❏ A second influencing factor is more di-
rect. Where trainees emanating from cer-
tain training centres are successful in gain-
ing higher positions of power and deci-
sion-making in industry, the linkage pos-
sibilities increase. In this sense the gradu-
ates play an active role in that they be-
come part of the productive system. This
type of relationship is likely to be clearer
in the case of institutions of higher edu-
cation, more of whose graduates reach
the positions mentioned. However, there
are also ways of influencing decisions
from an intermediate level where one can
mobilise personal knowledge in order to
strengthen the link.

Occupational career routes of technicians
and engineers are in general character-
ised as follows:

❏ Access to employment is achieved while
still in training. There is no theoretical
study/work sequence as in other cases.
Only in three of the training centres cov-
ered by the survey were students solely
occupied in theoretical study. In 22 of the
training centres 40% or more of students
combined study with work. In seven of
them the figure was 70% or more. The
occupational category attained while still
studying is lower than that subsequently
accredited on completion of the training
course. Technicians may perform the jobs
of manual workers while future engineers
normally do the job of a technician.

❏ A substantial proportion gain practical
work experience in the assembly plants.
Our survey showed that 80% of gradu-
ates had completed a period of practical
training. The survey of plants also con-
firmed that practical work is becoming
increasingly generalised. Only six facto-
ries of the 52 covered did not accept stu-
dents for practical training22.

Engineers and technicians follow differ-
ent routes. It is very difficult to find tech-
nicians over 30 years of age with five or
more years of work experience. This is
due to a number of factors:

❏ Many technicians who follow a tech-
nical course do not enter the labour mar-
ket because they decide to do something
else or go on studying. Women may opt
to become housewives.

❏ Some find jobs in sectors unrelated to
their course of study.

The figures confirm these statements. Of
the engineers interviewed in Tijuana more
than a quarter had been in their current
job for between two and five years and a
somewhat smaller proportion for less than
5 years. In Ciudad Juárez 36% of those
interviewed had been in their current job
for more than five years and 30% for be-
tween two and five years. The job stabil-
ity encountered is underscored by cases
of individual graduates who have worked
in the same plant for as long as 10, 12
and even 20 years.

The technician sample interestingly re-
veals a relatively high degree of stability
in the first job. The average for both cit-
ies in over two years. It is difficult to talk
of career routes on the basis of the sur-
vey, however, because in Tijuana almost
half those interviewed had only worked
in the field for which they had been
trained and 21.4% had had two jobs. In a
few cases subjects reported having had
five or even six jobs. The first difficulty
when talking of careers and occupational
identities, therefore, is the lack of work
experience.

The case of Ciudad Juárez is indicative of
the different age structure and, perhaps,
of two different levels. One of these, en-
compassing some 70% of technicians, did
not report having had more than three

22) Links formed as a result of practi-
cal training are generally with public
training establishments. Less than half
the assembly plants covered by the
survey accept trainees from private
centres, whereas 60% take students
for practical training from Conalep
and the public universities. More than
half take students from CECATIS,
CEBETIS and the public technologi-
cal colleges.
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jobs while 30% had had more than three
and the remainder as many as 10. The
marked mobility in the latter case is com-
parable with that of machine operatives
in the assembly plants.

From what can be deduced from the sur-
vey and interviews, the career patterns
and the technicians’ perception of their
occupational identity varies considerably.
An extreme case would be that of a
woman who left her job as a technician
in an assembly plant as soon as she could
for an office job with the social security
authorities. Here her training was only
useful to her to help her escape from
the assembly line. Some technicians, on
the other hand, especially mechanics and
to a lesser degree electronic technicians,
consider themselves to be doing the work
of an engineer and earn wages which
are sometimes higher than those of
young engineers starting out on their
career.

The tasks of engineers and technicians

Our field work showed the professional
activity of engineers to be distinguished
by the variety of tasks involved. In the
case of industrial engineers diversity of
content is assumed to be a central fea-
ture of their course and in their subse-
quent work their versatility is regarded
as a quality enabling them to perform a
variety of tasks in different job catego-
ries. However, it is not only the breadth
of the curriculum that makes this versa-
tility possible but the variety of jobs that
firms have to offer. Two other decisive
factors deriving from the development of
the border industry in recent years are
the considerable organisational complex-
ity of plants and the management of the
human resources, who in this case are
highly skilled. In this sense there is prac-
tically no horizontal segmentation of in-
dustrial engineers as defined by Sengen-
berger (1988). Another important factor
is graduates’ own strategies for building
up their knowledge in the course of their
career. Educational certificates lead to a
fairly wide range of functions and catego-
ries which are governed by the needs,
orientation and characteristics of plants23.

The same cannot be said of technicians.
The tasks they perform are closely related
to the special field for which they were

trained so that they are not required to
be so versatile. However, there are two
related aspects which may be mentioned
in order to understand the type of tasks
performed by someone with a technician
qualification. Firstly technician posts are
sometimes occupied by workers who have
received further training within the firm,
by those who have acquired their skills
on the job, and by those failing to com-
plete an engineering course, as well as
by technicians who have graduated from
middle- and higher-level training centres.
Secondly, the kind of work they do and
their status within the firm are viewed very
differently by themselves and by the en-
gineers. Management and engineers some-
times consider them as skilled workers.
The technicians, on the other hand, see
themselves differently: Some consider that
they do work actually that of an engineer
whilst others consider that the greatest
benefit of their training has been to al-
low them to escape work on the assem-
bly line.

These different and even contradictory
views of the work done by technicians
are the product of different experience,
which is expressed in an organisational
and administrative form of work manage-
ment, although for reasons different from
those explaining what happens with en-
gineers (Maurice et al., 1987). Neither per-
sonnel policies nor work organisation
make clear provision for technicians, with
the result that there is no segment of the
labour market specifically for technical
personnel. The door to the technician cat-
egory is open to people with different
educational credentials, so that any verti-
cal segmentation vis-a-vis certain skilled
workers or those who have acquired their
skills on the job is almost non-existent.
There is no labour market category based
on educational qualification. At the same
time there is a phenomenon which Abbott
(1988) refers to as workforce assimilation,
that is the performance of tasks relative
to a given occupation such as that of an
engineer by a different group, the techni-
cians, who acquire professional skills and
knowledge through their practical work
without receiving effective recognition
from either the engineers or the firm it-
self. The phenomenon manifests itself
whenever a technician’s tasks are not
defined clearly and precisely in organisa-
tional and social terms.

23) Versatility may also be a require-
ment in very simple plants where or-
ganisation of production, administra-
tion, relations with the parent com-
pany etc. are all in the hands of one
or two engineers.
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Different types
of links? Limited
professionalisation
and growing polarisation

The data concerning the reality of links
in Tijuana and Ciudad Juárez, duly inter-
preted, leads to the conclusion that the
two sectors are not estranged or discon-
nected. Multiple links are forged under
labour market pressure. However, the
mechanisms are to some extent ambigu-
ous. Being highly dependent on personal
contacts they constitute a fragile basis for
ensuring continuity of specific links. Even
so, social networking may well ensure that
the links are maintained.

The content of links is restricted to peri-
ods of practical training with no clear fol-
low-up at either training centres or plant
level. However, trainees get to know the
labour market while they are working.

Certain mechanisms devised by the Sec-
retariat for Public Education lack a suffi-
cient degree of continuity because they
are subject to the vagaries of policy at
both local and federal level.

In practice linkage results in two models:
one which aims to professionalise a seg-
ment of middle- and higher-level manag-
ers made up of graduate engineers, and a
second far more diffuse one in which links
are subject to the initiative of students,

the policy of the firm concerned and the
various resources of the training centres.
This model of identities that tend to be
somewhat discontinuous is that of the
technicians. If to these we add that manual
workers possess practically no technical
training (Hualde, 1994), the general pic-
ture is of a polarised sector of industry
that only professionalises the profession-
als24

Although it is true that some workers are
given in-company training up to techni-
cian level, the evidence, even that ob-
tained in interviews with engineers, pre-
cludes talking of a clear occupational ca-
reer for the workforce. In the case of tech-
nicians an analysis of routes and identi-
ties shows that for them the clearest
method of making progress is to cease
being technicians and to become engi-
neers. Only engineers have the opportu-
nity to enhance their knowledge and re-
ceive recognition in salary terms over a
period of eight or ten years, followed by
reclassification into a category whose
summit is management.

This overall picture shows that the bor-
der industry is tending rather towards a
polarisation of its workforce in which
some - though not all - engineers acquire
growing knowledge and recognition from
their employers on the basis of continu-
ing employment in the sector and in the
firm, generosity in working long hours,
switching posts and a willingness to travel
in order to gain qualifications.

24) For polarisation see Lope Peña
(1997).
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action on the Member States
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Information,
comparative studies

Finanzierung der Berufsbildung in
Deutschland: Finanzierungsporträt.
HUMMELSHEIM S;TIMMERMANN D;
WESTPHALEN S A (ed.)
European Centre for the Development of
Vocational Training, CEDEFOP
Universi tät Bielefeld - Fakultät für
Pädagogik
Luxembourg: EUR-OP, 1999,103 p.
(Panorama, 94)
ISBN: 92-828-6928-8, de
From EU national sales offices -
http://eur-op.eu.int/en/general/s-ad.htm
Cat.n°.: HX-22-99-046-DE-C
DE

At the end of 1997, CEDEFOP launched a
project to produce financing portraits of
the VET systems within the individual
Member States of the European Union.
The financial portrait of Germany com-
bines a qualitative description of the flow
of funding through the VET structures,
identifying the funding sources and allo-
cation mechanisms, with quantitative data
on expenditure for different training types.
The report is structured around initial vo-
cational training, continuing vocational
training, training for the unemployed and
combined forms of training.

Decent work: International Labour
Conference, 87th session 1999: Report
of the Director-General.
International Labour Office, ILO
Geneva: ILO, 1999,79 p.
ISSN: 0074-6681
ISBN: 92-2-110804-X
EN

This report proposes a primary goal for
the ILO in this period of global transition
- securing decent work for women and
men everywhere. It is the most wide-
spread need, shared by people, families
and communities in every society, and at
all levels of development. Decent work
is a global demand today, confronting po-
litical and business leadership world-wide.

Much of our common future depends on
how we meet this challenge.
http://www.ilo.org/public/english/10ilc/
ilc87/rep-i.htm

Vocational education and training in
Europe on the threshold of the 21st
century: final version.
International Project on Technical and
Vocational Education, UNEVOC
United Nations Educational, Scientific and
Cultural Organisation, UNESCO
Berlin: UNESCO, 1999,113 p.
(Document No ED/IUG/018)
UNESCO - UNEVOC,
Fehrbelliner Platz 3,
D-10707 Berlin,
e-mail: info@unevoc.de
EN

In September 1998, this UNESCOOEEK
Symposium was held in an effort to pro-
vide an European perspective on the
emerging challenges to technical and vo-
cational education in the early 21st cen-
tury. Through this report, the contribu-
tions are made available to a larger com-
munity: VET and new technologies; envi-
ronmental education and  training; the
changing role of the public and private
sectors in VET, internationalisation of eco-
nomic activities and tourism, non-com-
mercial exchanges and vocational train-
ing.
http://www.unevoc.de/publicat/pdf/
iug018e.pdf

Innovating schools.
Organisation for Economic Cooperation
and Development - Centre for Education
Research and Innovation
OECD, CERI
Paris: OECD, 1999,135 p.
(Schooling for tomorrow)
ISBN: 92-64-17021-9, en
OECD, 2 rue André-Pascal,
F-75775 Paris Cedex 16,
oecd@oecd.org
EN FR

It is now widely agreed that learning is
pivotal in the ‘knowledge societies’ of
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today and, still more, of tomorrow. It is
also widely agreed that schools have a
key role to play in laying the foundations
for lifelong learning for all of us. But, how
well are these aims being met? How in-
novative are schools as institutions? And
what are some of the most promising ex-
amples across OECD countries from which
we can learn? This volume addresses these
questions, drawing on a major OECD/Ja-
pan conference which was held in Hiro-
shima and attended by experts from 24
countries and a ‘virtual’ conference con-
ducted in parallel. It presents key trends
and policy challenges regarding schools
for today and tomorrow, from European
traditions across to the different perspec-
tives of the Asia-Pacific region, with a par-
ticular focus on Japan. Alongside expert
chapters are the innovative schools them-
selves, with examples taken and synthe-
sised from many of the countries that at-
tended the Hiroshima conference. The
volume addresses issues of curriculum, in-
novation and the achievement of lifelong
learning in the schools of tomorrow.

Overcoming exclusion through adult
learning.
Organisation for Economic Cooperation
and Development - Centre for Education
Research and Innovation
OECD, CERI
Paris: OECD, 1999,178 p.
ISBN: 92-64-17026-X, en
OECD,
2 rue André-Pascal,
F-75775 Paris Cedex 16,
oecd@oecd.org
EN FR

The phenomenon of social exclusion has
become one of the outstanding problems
on the eve of the 21st century. Even with
the long-term trend towards rising gen-
eral levels of affluence across OECD coun-
tries, large sections of our societies are
missing out and for some prospects are
getting worse. Learning (in formal edu-
cation and in a wide range of other com-
munity and enterprise settings) represents
one of the most important means of over-
coming exclusion. While much is known
about the impact of schooling for young
people, the relationships between exclu-
sion and adult learning are less well ex-
amined. This study seeks to address this
gap, focusing on 19 innovative learning

initiatives that are making the difference
in six countries: Belgium (Flemish Com-
munity), Mexico, the Netherlands, Nor-
way, Portugal, the United Kingdom (Eng-
land). How well do these initiatives meet
the learning needs of adults at risk of
exclusion? How are they organised and
what are their innovative features? These
are the key questions answered, taking
into account not only the point of view
of the analysts, organisers and adminis-
trators, but also that of the adult learners
themselves.

Fields of Training: manual.
ANDERSSON R; OLSSON A-K
European Centre for the Development of
Vocational Training, CEDEFOP
Statistical Office of the European Com-
munities, EUROSTAT
Luxembourg: EUR-OP, 1999, 45 p.
(Panorama, 92)
ISBN: 92-828-6345-X, en
From EU national sales offices
http://eur-op.eu.int/en/general/s-ad.htm
Cat.n°.: HX-21-99-141-EN-C
EN FR DE

At a time when particular importance is
attributed to the adequate preparation of
people for working life, comprehensive,
detailed and comparable information on
participation in vocational education and
training is a prerequisite for policy mak-
ers in order to successfully develop, moni-
tor and evaluate training policies. This is
true for the whole range of vocational
education and training, from initial voca-
tional training for young people to con-
tinuing vocational training for those in
employment. While various data collec-
tions have been in place to improve this
information base, one aspect of training
has been systematically ignored in the
past: the information on the subjects
learnt. This neglect originated from a sim-
ple, but fundamental fact - the lack of an
internationally comparable classification
on which to found any data collection. A
sub-classification to the ISCED classifica-
tion by field of education has been cre-
ated with the double objective of provid-
ing more detail and precision, while si-
multaneously maintaining the logic and
structure of ISCED. The new classifica-
tion concerns ‘fields of vocational educa-
tion and training’. It is a second and cru-
cial step to ensure the consistent applica-
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tion of the classification across countries.
Thus, it is the aim of this manual to offer
clear guidelines on how to apply the clas-
sification for fields of vocational training.

Who’s who in distance learning.
Bonn: International WHERE+HOW, 1998,
624 p.
ISBN: 3-925-144-11-0
EN

The International Who’s Who in Distance
Learning offers an opportunity for global
networking between people and programs
delivered online or at a distance. Con-
taining 867 entries from 58 different coun-
tries, this reference source provides de-
tails of the leading personalities in the
field of online and distance learning, in-
cluding addresses, biographical details,
education, career information and aca-
demic achievements, affiliations, profes-
sional experience and publications. A
prominent feature of the book is an in-
dex with fields of specialisations, offer-
ing a unique way of locating and con-
tacting experts in all branches of online
learning.

The future of continuing education in
Europe: lifelong learning for all, in
changed learning environments.
DOHMEN G
Bundesministerium für Bildung, Wissen-
schaft, Forschung und Technologie, BMBF
Bonn: BMBF, 1998, 90 p.
BMBF,
Heinemannstr. 2,
D-53175 Bonn
EN

‘Lifelong learning by all’ is a key concept
with respect to the future of learning and
of continuing education in Europe. One
of the European Union’s major challenges
is to make all its citizens aware that learn-
ing is a very natural part of their lives
and to promote learning and mediating
are essential social activities of the future
- with the aim of developing untapped
human potential for creative solutions and
for intelligent management of acute trans-
formation problems. Meeting this chal-
lenge will involve mainly: developing the
diversity of learning opportunities, creat-
ing networks of different learning oppor-
tunities, recognising all formal and infor-

mal forms of human learning, develop-
ing open, self-directed learning, etc. and
integrating all of these reform approaches
within a European learning network.

Qualifikation als Standortfaktor:
Deutschland, USA, Japan im Vergleich.
MÜNCH J
Hochrhein am Main: Neres, 1999, 197 p.
ISBN: 3-9802836-9-0
DE

In this publication qualification as a
locational factor of the three strongest
economic powers - Germany, United
States and Japan - is systematically ana-
lysed. The educational and vocational
system - starting from secondary educa-
tion, higher education, vocational train-
ing to continuing vocational training - is
evaluated and compared. None of the
examined countries is without weak-
nesses, but Germany comes off well when
compared with the United States and Ja-
pan. Especially the dual system proves to
be superior to the forms of vocational
training found in the States and in Japan.

The cost of vocational training.
TSANG M C
Education and Training (Bradford) 41(2),
1999, 56-62 p.
ISSN: 0040-0912
MCB University Press,
60/62 Toller Lane, Bradford,
West Yorkshire, England BD8 9BY
EN

This work discusses the methodological
issues in costing two common types of
vocational training programmes: institu-
tional vocational training and enterprise-
based vocational training. It points out
that the survey/interview approach should
be used to collect data from institutions
instead of from the government in cost-
ing institutional vocational training, and
that more frequent use should be made
of the case-study and survey methods in
costing enterprise-based vocational train-
ing. Based on empirical studies on both
developed and developing countries, it
analyses the costs of different types of
vocational training programmes. It shows
that training costs are influenced by such
factors as the technology of training,
teacher costs and their determinants, pro-
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gramme length, extent of wastage, extent
of under-utilisation, of training inputs and
scale of operation. In general, vocational/
technical education is more costly than
academic programmes and pre-employ-
ment vocational training is more expen-
sive than in-service training. It discusses
the implications of these findings for train-
ing policies.

Lifelong learning
and the trade unions.
Training strategies for tomorrow 1(3),
1998, p. 10-13
ISSN: 1369-7234, en
EN

Increasingly people need lifelong access
to high quality guidance on choices re-
lating to their learning and work. Many
employees look to their work-place for
their first line of support. The trade un-
ions believe that they have the key role
to play both as advocates and as provid-
ers of information, advice and guidance.

Of cabbages and key skills: exploding
the mythology of core transferable
skills in post-school education.
HYLAND T; JOHNSON S
Journal of Further and Higher Education
(Abingdon) 22(2), 1998, p. 163-172
ISSN: 0309-877X, en
Carfax Publishing Limited,
PO Box 25,
Abingdon, Oxfordshire OX143UE, UK,
E-mail: sales@carfax.co.uk
EN

The concepts of core, generic or key skills
are now ubiquitous in educational dis-
course and an integral part of recommen-
dations for education and training pro-
grammes from school to university. It is
our contention that — in the sense of free-
standing, context-independent abilities —
such skills are without philosophical or
empirical support and are entirely illusory.
Although the ideas of integrated core units
or common learning experiences under-
pinning the post-school curriculum have
some educational justification, the pursuit
of general transferable core/key skills is
a wasteful chimera-hunt and should now
be abandoned.

Contemporary apprenticeship: per-
spectives on learning, teaching, policy
and design.
FULLER A (ed.);UNWIN L (ed.)
Journal of Vocational Education and Train-
ing (Wallingford, Oxfordshire) 50(2), 1998,
325 p.
ISSN: 1363-6820
Triangle Journals Ltd,
PO Box 65, Wallingford,
Oxfordshire OX10 0YG, United Kingdom,
E-mail: journals@triangle.co.uk
EN

This fully-refereed international journal
publishes scholarly articles that address
the development of practice and theory
in work-related education, wherever that
education occurs. This specific edition
aims to stimulate a much needed debate
about the relationship between work and
learning, and the role of apprenticeship
at a time when difficult and complex ques-
tions are being asked about the future of
work, about the ability of organisations
to adapt to change, and about the needs
and aspirations of people around the
world for many of whom the world of
work no longer offers security or com-
fort.

Of paradigms, policies and practices:
the changing contours of training and
development in five European econo-
mies.
HERATY N (ed.);MORLEY M (ed.)
Journal of European Industrial Training
22 (4,5), 1998, 228 p.
ISSN: 0309-0590
MCB University Press Ltd,
62 Toller Lane, Bradford,
West Yorkshire, England BD8 9BY

This is an issue about the training changes
in five countries: It is divided into five
articles. The first one seeks to describe
the nature of education and training pro-
vision in Denmark. The second is a pres-
entation of the recent debate in the Neth-
erlands, which has raised the question of
whether the Dutch economy can meet the
requirements of the emerging knowledge
society. The third paper aims to highlight
the main debates in the field of skill de-
velopment in a United Kingdom context.
The fourth paper is divided into four key
sections: 1) an overview of Ireland in
terms of her labour market, educational
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and vocational infrastructure, 2) a descrip-
tion of the evolution of the national sys-
tem of training and development in Ire-
land, 3) a review of current practices and
trends in training and development at the
organisational level 4) discussion on a
range of critical challenges facing Ireland
as we approach the new millennium. Fi-
nally, the fifth paper examines human
resource development in Sweden, sets
down the characteristics of the national
education and training system and exam-
ines recent policy developments.

Lifelong learning and the European
Union: a critique from a ‘risk society’
perspective.
HAKE B
LLinE: Lifelong Learning in Europe. (Hel-
sinki) 1, 1998, p. 54-60
ISSN: 1239-6826
LLinE, KVS Foundation,
Museokatu 18 A 2,
00100 Helsinki, Finland
EN

Is biographical competency the one to
enable individuals to cope with the risks
associated with transitions and critical life
events? The dangers of social exclusion
lie in the failure of current EU policies on
education to recognise the Europeani-
sation of labour markets. The biographi-
cal work required to learn to survive in
the learning society is a risk situation
which confronts an ever-growing number
of Europeans. The learning society with
an unequal distribution of possibilities to
intentional learning is a risk society where
social exclusion is the anti-thesis of the
promise of individual development. This
paper offers a critique of EU policies on
lifelong learning in terms of sociological
theories of globalisation, reflexive mod-
ernisation and risk society.

European Union: policies,
programmes, participants

Profile of... Key topics in education:
volume 1: financial support for stu-
dents in higher education in Europe.
Trends and debates.
Education Information Network in the
European Community; Education Informa-
tion

Network in the European Community,
EURYDICE
Brussels: EURYDICE, 1999, 24 p.
ISBN: 2-87116-284-0, en
European Unit of EURYDICE,
rue d’Arlon 15,
B-1050 Brussels,
Tel. 32-2-238-30-11,
Fax. 32-2-230-65-62,
EURYDICE.UEE@euronet.be
Cat.Nr: D/1999/40008/8;
EN FR

This summary publication refers to the
study ‘key topics on education’ commis-
sioned by DG XXII of the European Com-
mission and conducted by EURYDICE. It
deals with the public financial support to
students in higher education. Its approach
broadens the statistical perspective so as
to analyse the operation of systems (cri-
teria for award, bodies responsible for de-
cisions on expenditure, the number of stu-
dents and pupils concerned, etc.) and situ-
ate them in the context of the different
cultures and of their history.

The 1999 employment guidelines:
Council Resolution of 22 February
1999.
Council of the European Union
Luxembourg: EUR-OP, 1999,14 p.
(Employment and social affairs)
ISBN: 92-828-6375-1, en
From EU national sales offices
http://eur-op.eu.int/en/general/s-ad.htm
Cat.n°.: CE-18-98-542-EN-C
EN FR DE DA EL ES FI IT NL PT SV

It is essential that the Employment Guide-
lines are transformed into concrete na-
tional action plans. The use of common
indicators, based on comparable statistics,
is of crucial importance for an effective
monitoring and evaluation of policies,
both at national and at Community level.
So far, basic employment performance
indicators have been used in several joint
employment reports and the work on
policy indicators, referring to the concrete
Guidelines, is well under way. It was
agreed at Luxembourg that the ultimate
objective of a coordination of Member
States’ employment policies is to arrive
at a significant increase in the employ-
ment rate in Europe on a sustainable ba-
sis. In order to produce concrete results,
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Member States: 1) are urged to support
the process of defining and collecting
comparable data 2) will need to ensure
that adequate and comparable data sys-
tems and procedures are available. In
addition, Member States are invited to set
themselves national targets which could
be quantified wherever possible and ap-
propriate.
http://europa.eu.int/comm/dg05/
emplesf/empl99/guide_en.htm

Note: Official Journal of the European
Communities C 069, 1999 Luxembourg
Improving the human research poten-
tial and the socio-economic knowl-
edge base: (1998-2002).
European Commission - DG XII
Brussels: EC-DG XII, 1999, various pagi-
nation
European Commission - DG XII,
Rue de la Loi 200,
B-1049 Brussels
EN

This document is a compilation of four
papers. The main one is the Work Pro-
gramme for the key action ‘Improving the
socio-economic knowledge base’ which
is part D of the Work Programme for the
Specific Programme ‘Improving the hu-
man research potential and the socio-eco-
nomic knowledge base’. It describes the
content of the action lines which are open
for proposals, and includes an indicative
timetable for programme implementation.
The second paper is the Call for propos-
als and tells which action lines are open
and the appropriate deadline for proposal
submission. The Evaluation Guide de-
scribes the criteria which are to be used
in the evaluation of proposals and one
can use this guide as a checklist for the
completeness of his proposal. The Guide

for Proposers also contains references to
other documents, reports, forms and soft-
ware tools which are of assistance in the
preparation of proposals.

A Europe for all: for a European strat-
egy to combat social exclusion: EAPN
contribution to the European Com-
mission Conference of 6-7 May 1999.
European Anti-Poverty Network, EAPN
Brussels: EAPN, 1999., 10 p.
EAPN, rue Belliard 205 -
Bte 13 -
B-1040 Brussels
Tel. 32.2.230.44.55,
Fax 32.2.230.97.33
e-mail: eapn@euronet.be
EN

This document extends the scope of
EAPN’s discussions based on the Resolu-
tion adopted at its November 98 Oporto
General Assembly and constitutes the in-
put EAPN wishes to give to the consulta-
tion meeting of 6 and 7 May 1999. It will
be amplified in the coming months as the
dialogue within EAPN member associa-
tions intensifies and the policy dialogue
with the Commission and the other Com-
munity institutions moves forward. In the
annex to its document, the Commission
paints a stark picture of the worsening
exclusion and inequality gaps of recent
years, and the danger they entail for so-
cial cohesion and European integration.
The document affirms that completion of
the single market and the introduction of
the euro, by strengthening market mecha-
nisms, will create ‘winners and losers’. We
believe that in putting forward a strategy
based essentially on the exchange of good
practice between players, the Commission
fails to draw the full consequences of its
own conclusion.
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Modul für Modul zum Berufs-
abschluß: die Modellversuch-

sreihe ‘Berufsbegleitende Nachqualifi-
zierung’ zwischen Flexibilisierung
und Qualitätssicherung von beruf-
licher Bildung.
DAVIDS S (ed.)
Bundesinstitut für Berufsbildung, BIBB
Bielefeld: Bertelsmann, 1998, 280 p.
(Berichte zur beruflichen Bildung, 216)
ISBN: 3-7639-0830-7

The contributions in this volume address
the pilot project series ‘In-service train-
ing for qualification while in employment’.
They are organised according to the fol-
lowing areas: 1. modular in-service train-
ing in Germany, 2. learning process con-
trol in modular training systems, 3.
modularisation and the difference be-
tween the German concept of the regu-
lated occupation and European educa-
tional systems. The articles also consider
the importance of modular training in in-
creasing the flexibility of the training sys-
tem. An additional focus of the discus-
sion is quality standards in the implemen-
tation of modularisation. The theoretical
approach is compared with other Euro-
pean modular concepts.

Qualifizierungsanforderungen und
Qualifikationsvermittlung.
KATH F
Bundesinstitut für Berufsbildung, BIBB
Berlin [et al.]: BIBB, 1998,14 p.
(Reden und Aufsätze aus dem BIBB)
BIBB, Fehrbelliner Platz 3,
D-10707 Berlin
DE

The author addresses recently criticised
features of the development of the dual
system of vocational training. He gener-
ally accepts the framework of the dual
system. Among the most heavily debated
points are the concept of the regulated
occupation, issues relating to additional
skills and the flexibility of training regu-
lations, the planning of training, coopera-
tion between training sites, training sup-
ply and education policy issues. The au-
thor cites initiatives aimed at modernis-
ing dual system training.

Weiterbildung als Lern-, Such- und
Arbeitsprozeß.
SAUTER E
Bundesinstitut für Berufsbildung, BIBB
Berlin [et al.]: BIBB, 1998,8 p.
(Reden und Aufsätze aus dem BIBB)
BIBB, Fehrbelliner Platz 3,
D-10707 Berlin
DE

The author considers how in continuing
vocational training the concept of learn-
ing has been transformed into a process-
based notion of lifelong learning. The
contours of learning have changed in two
dimensions. On the one hand further skills
are being acquired directly after training,
a circumstance that has created a link
between vocational training and continu-
ing vocational training (‘vertical’ dimen-
sion). On the other hand the ‘horizontal’
dimension has strengthened the link be-
tween working and learning. New forms
of learning and training have arisen to
complement traditional forms of continu-
ing vocational training.

Dansk uddannelses og
erhvervs leksikon.

[Danish educational and vocational
dictionary].
Rådet for Uddannelses- og Erhvervsvejled-
ning
Copenhagen: RUE, 1999, 2 vol,1416 p.
ISBN: 87-7773-175-1
RUE, Vester Voldgade 123,
DK-1552 Copenhagen V
DA

DUEL is a book of reference in which
educational programmes and fields of
work have been indexed. DUEL consists
of 955 alphabetically arranged articles on
education and work. The articles contain
standardised information about educa-
tional programmes and/or fields of work.
The articles on education describe the
providers of a programme, rules of ad-
mission, form and content of a pro-
gramme, economy during studies, possi-
bilities of continuing education, related
programmes, further information and im-
portant addresses.

From the Member States

D

DK
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Fremtidens uddannelser: ny struktur
og sammenhæng.
[Vocational training in the future: new
structure and improved Cooperation
between VET institutions].
BRAAD C (ed.)
Dansk Industri, DI
Copenhagen: DI, 1999,28 p.
(Debat)
ISBN: 87-7353-293-2
DI, 1787 Copenhagen V
DA

This publication is part of a debate series
on the Danish education system published
by the Confederation of Danish Industries
(DI). In this issue, DI focuses on voca-
tional education and training both in re-
gard to structure and programmes. DI
proposes that all institutions, which offer
VET to the level of bachelor, should be
merged in new institutions called VET
Academy Centres. Furthermore, DI sug-
gests that the VET programmes should be
improved in terms of coherence between
the programmes. The programmes should
be more flexible and the possibilities of
credit transfer should be improved. The
aim is to ensure the attractiveness of the
VET programmes and also to create a
more cost-efficient VET system.

Undervisning af 16-25-årige flygtninge
og indvandrere: en undersøgelse af
særlige tilbud.
[Training of 16-25 years old refugees
and migrants: an investigation of spe-
cial offers].
LA COUR A et al.
Udviklingscenter for undervisning af
voksne indvandrere, UVI
Udviklingscentret for undervisning og
uddannelse aftosprogede børn og unge,
UC2
Copenhagen: UVI, 1999., 74 p.
(Debat)
ISBN: 87-90808-00-2
DEL, Rigensgade 13,
DK-1316 Copenhagen K
DA

Among young refugees and immigrants
in Denmark a substantial part completes
basic schooling and continues in the edu-
cation system. However, another substan-
tial part falls outside the established edu-
cation system and is in danger of social
exclusion. This report describes how

counties and municipalities have handled
this group of young people by creating
special educational offers which aim at
improving their chances of entering youth
education or the labour market. In the re-
port, 18 regional and local courses are
described. The report furthermore gives
a description of the target group: their
number, who they are and where they
live.

Videnbaseret konkurrence: udfor-
dring for efteruddannelsessystemet.
[Knowledge based competition - a
challenge for the continuing educa-
tion system].
WINGE B;BRAAD C (ed.)
Dansk Industri, DI
Copenhagen: DI, 1999, 40 p.
(Debat)
ISBN: 87-7353-295-9;
DI, 1787 Copenhagen V
DA

This publication is part of a debate series
on the Danish education system published
by the Confederation of Danish Industries
(DI). In this publication, DI offers its con-
tribution on how to improve the continu-
ing training and education system in Den-
mark. DI suggests that the system has to
be simplified in terms of organisation, ad-
ministration and access. DI points out that
technological development necessitates
upgrading the skills of all employees: un-
skilled, skilled as well as employees with
further and higher education. Further-
more, DI points to a better integration of
continuing training and education in the
education system. Overall, DI concludes
that a reform of the continuing training
and education system is necessary in or-
der to ensure the competitiveness of Dan-
ish industry.

La formation professionnelle:
diagnostics, défis et enjeux: rap-

port de Nicole Péry.
[Vocational training: diagnostics, chal-
lenges and stakes: a report by Nicole
Péry].
Secrétariat d’Etat aux droits des femmes
et à la formation professionnelle
Paris: Secrétariat d’Etat aux droits des
femmes et à la formation professionnelle,
1999,246 p.
Secrétariat d’Etat aux droits des femmes

F
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et à la formation professionnelle,
Paris 07 SP
FR

After underlining the changes in working
population, the transformation of the la-
bour market, the limits of the training
schemes financed by the companies, the
role of the public authorities in training
for persons seeking employment and the
job integration of youth, four lines of de-
velopment are presented: development of
a guaranteed and transferable individual
right, recognition of experience in the pro-
fessional career, development of alter-
nance training, clarification of the role of
the different actors. The second part
presents some figures on the following:
financing of training by enterprises and
the possibilities for employees to go in
for training, inequalities of access to train-
ing, the training of persons seeking em-
ployment, job integration of youth, certi-
fication and validation of acquired quali-
fications and experience, Community law
and laws governing training in European
Union countries.

Recueil d’études sociales n°14: parues
de septembre à décembre 1998.
[Collection of social studies No. 14:
published from September to Decem-
ber 1998].
Institut national de la statistique et des
études économiques, INSEE
Paris: INSEE, 1999,409 p.
ISSN: 1259-4261
ISBN: 2-11-067015-0
FR

This collection of social studies is a com-
pilation of articles published by the fol-
lowing French organisations dealing with
studies and statistics: INSEE (Institut Na-
tional de la Statistiques et des études
économiques), INED (Institut national
d’études démographiques), CREDOC
(Centre de recherche pour l’étude et
l’observation des conditions de vie), CEE
(Centre d’études de l’emploi), CEREQ
(Centre d’études et de recherches sur les
qualifications) and the statistical services
of the Ministries of Labour, Health, Edu-
cation and Justice. The articles are
grouped around five themes: population,
training, professional activity, income, life-
styles. In the field of training the data
permits an analysis of the sector accord-
ing to the following criteria: primary edu-

cation, secondary education, higher edu-
cation, vocational education and training,
continuing training, education system.
http://popinfo.ined.fr/Base/Services/
Recueil/Recueil.htm

‘Compensatory Legitima-
tion’ in Greek Educa-

tional Policy: an explanation for the
abortive educational reforms in
Greece in comparison with those in
France.
PERSIANIS P
Comparative Education (Abingdon) 34 (1),
1998, p. 71-84
ISSN: 0305-0068
Carfax Publishing Ltd,
PO Box 25,
Abingdon, Oxfordshire OX14 3UE, UK,
E-mail: sales@carfax.co.uk
EN

This article examines the political dynam-
ics of planning and implementing educa-
tional reforms in Greece and makes a
comparison with those in France. It ar-
gues that the state’s concern for ‘compen-
satory legitimation’ of its authority pro-
vides a more adequate theoretical tool for
explaining the long series of abortive edu-
cational reforms in Greece than the ones
employed so far by Greek sociologists and
historians of education. Furthermore, by
comparing the strategies for compensa-
tory legitimation employed in the two
countries, the article reaches the conclu-
sion that in Greece, whilst the invocation
of legal and constitutional norms is very
old and common, the use of expertise and
the invocation of a discourse of partici-
pation are very recent and limited com-
pared with France.

Cross-cultural training
and education in the Re-

public of Ireland.
McPHERSON A; McDONALD S
University College Dublin - Graduate
School of Business
Dublin: The School, 1999, 33 p.
(Business research programme working
paper, 27)
Graduate School of Business,
University College Dublin,
Carysfort Avenue, Blackrock, IRL-Dublin,
http://www.ucd.ie/hostmaster
EN

GR

IRL
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Based on a survey of 140 hi-tech foreign-
owned multinationals operating in Ireland
in late 1995 and on a study of a cross-
cultural business training and education
programme, the study examines the in-
ternational training and placement prac-
tices of large multinational companies
operating in Ireland and the implications
for future competitiveness of international
training. It also looks at the FAS- Training
and Employment Authority Overseas
Sponsorship Programme (OSP). The study
finds that 63 per cent of these companies
sent employees abroad for training at
other branches. Some 44% of companies
used international training facilities for
technical professionals and technicians
and 41% sent managerial and administra-
tive staff abroad. Only 15% sent manual
operatives away for training and 7% sent
clerical staff. Up to 72% of staff involved
in management, including human-re-
source management, were sent away by
some companies. The figure for financial,
marketing, sales and staff requiring lan-
guages skills was 67%, and that for staff
involved in information and other ad-
vanced technology training was 66%. One-
third of the companies surveyed were not
familiar with the FAS OSP scheme. The
study finds that ‘while the scheme acted
well in terms of providing cross-cultural
education and training at an individual
level, the re-integration of these skills
back into the economy was less than op-
timal’.

A problemática da certificação
profissional.

[The problems of vocational certifica-
tion].
DUARTE A
Instituto do Emprego e Formação Profis-
sional, IEFP
Lisbon: IEFP, 1999, 112 p.
ISBN: 972-732-397-Y
Instituto do Emprego e Formação Profis-
sional, Av. José Malhoa 11 - Piso 0,
P-1070 Lisbon
PT

This monograph is divided into two parts.
The first part describes the problems of
vocational certification: it presents certi-
fication as carried out at present and de-
picts its possible development on the
employment market in keeping with the
education and training levels of the work-

ing population. The second part takes a
look at the different methodologies for
vocational certification.

Job rotation: formação profissional
em rotatividade.
[Job rotation: vocational training
through rotation].
NUNES L [coord.]
Instituto para a Inovação na Formação,
INOFOR
Lisbon: INOFOR, 1999, 103 p.
(Projecto Metodologias de Formação e
Desenvolvimento Curricular)
ISBN: 972-97579-3-3
INOFOR, Rua Soeiro Pereira Gomes 7 -
Edif. América sala 29 - 2º andar,
P-1600 Lisbon
PT

This monograph deals with a form of or-
ganisation called ‘job rotation’ which in-
volves employed and unemployed work-
ers simultaneously and which has an im-
pact on the concept of training and its
social consequences. This work attempts
to deepen knowledge of ‘job rotation’ by
highlighting its innovative dimensions in
the context of the different types of train-
ing provision existing in Portugal, and dis-
cussing its ability to produce good train-
ing practices as part of a strategy to dis-
seminate innovation (mainstreaming).

Na rota da pedagogia.
[On the teaching route].
MÃO-DE-FERRO A
Lisbon: Edições Colibri, 1999, 283 p.
ISBN: 972-772-069-2
Edições Colibri, Faculdade de Letras-
Alameda da Universidade,
P-1699 Lisbon Codex
PT

This monograph deals with several as-
pects related to the training of trainers.
The problems covered are: the functions
of the trainer; trends and teaching meth-
ods in the training of trainers; the trainer-
learner relationship; training models (dis-
tance learning and modular training);
teaching objectives; programming and
evaluation of training; the new technolo-
gies as teaching instruments. The mono-
graph also contains some reflections on
the education system and the employ-
ment-training relationship.

P
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Competence accounting:
methods for measuring

and valuing key-competencies.
LAURELL K;HÖRTE S-Å
Luleå University of Technology, Division
of Industrial Organization;
Luleå: Luleå University of Technology,
1999, unpaged.
(AR, 99(33))
Luleå University of Technology,
Division of Industrial Organization,
S-971 87 Luleå, Sweden
EN

When considering individual and organi-
sation competencies in an organisation,
methods for measuring and valuing com-
petencies need to pay attention to the link
between individual and organisational
learning as well as to the risk involved
with losing key-competencies. The meth-
ods investigated in the field of human
resource costing and accounting and
knowledge management describe and il-
lustrate that the value of human resources
decreases and that the companies will lose
experience when employees retire. The
methods used for estimating the losses of
key-competencies must be complemented
by other methods where the learning
process within companies must also be
taken into account.

Konstruktivism i distansutbildning:
Studerandes uppfattning om kon-
struktivistiskt lärande.
[Constructivism in distance education:
Students thoughts about constructivis-
tic learning].
JOHANSSON K
University of Umeå, Faculty of social sci-
ences
Umeå: University of Umeå, 1999, 199 p.
(Akademiska avhandlingar vid pedago-
giska institutionen Umeå Universitet,
99(48))
ISSN: 0281-6768
ISBN: 91-7191-644-X
Umeå Universitet,
Pedagogiska Institutionen,
S-901 87 Umeå, Sweden
SV

The main purpose of this thesis was to
clarify wether there would be difficulties
in using constructivistic learning in distance
education in which interactive video was
used. Other purposes of the thesis were
to study the quality of learning in distance
education compared to conventional edu-
cation. All the findings showed that the
difficulties in distance education did not
influence negatively the possibilities of in-
troducing constructivistic learning.

A new way of learning:
the UfI network: develop-

ing the University for Industry con-
cept.
University for Industry, UfI
Sheffield, England: UfI, 1999, 34 p.
UfI, The Innovation Centre,
217 Portobello, Sheffield S1 4DP, England
EN

The University for Industry (UfI) is a ma-
jor government sponsored initiative to
encourage and facilitate access to lifelong
learning. UfI is a limited company and
has applied for charitable status. Its Chair-
man, Vice-Chairman and Directors have
been appointed by the Secretary of State
for Education and Employment. This de-
velopment plan sets out how UfI plans to
work with those involved in lifelong learn-
ing - including education and training pro-
viders, employers and employees, local
authorities, trade unions, development
agencies, funding councils and agencies
and awarding bodies - and help them to
reach larger audiences. The plan estab-
lishes priority target groups - adults with
low basic skills; employees in small en-
terprises; employees in the retail, auto-
motive component, environmental, and
multimedia industries; and individuals and
businesses who need to improve their
information technology skills. UfI will
establish a website and a Learning Direct
telephone helpline supported by informa-
tion databases to match the needs of
learners and suppliers. A network of
learning centres will be established and
these will be a focus for delivering UfI
learner support services.

SE

UK
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