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1. Introduction

Both Vocational Education and Training (VET)
 and Higher Education (HE) are embedded in a commonly decided policy to modernise the education system and boost innovations of which we draw in this introduction the main lines. In Europe the 1999 Bologna Declaration set common actions for the European Member States aiming at developing a common framework for HE. To our purpose it is relevant to mention the introduction of a system essentially based on two cycles (a first cycle of three years’ duration geared to the employment market and a second cycle conditional upon the completion of the first cycle) as well as the system of academic degrees (Bachelor, Master and Doctorate) which are easy to read and compare, including the introduction of the diploma supplement (designed to improve international "transparency" and facilitate academic and professional recognition of qualifications) (CEC, 2006b). In 2001 the 33 Member States, participants to the Prague conference, stressed for the follow-up of Bologna process the necessity to embed the Higher Education sector into the lifelong learning. One year later, in 2002, the Education Ministers from 31 European countries and the European Commission signed the Copenhagen Declaration focusing on quality assurance, transparency and recognition of qualifications as well as the enhancement of collaboration in the field of VET. The Copenhagen Process was initiated by the Commission and is co-led by the Ministries in charge of VET where as the Bologna Process is led by the national ministers of education with a high participation rate from the autonomous universities throughout Europe. Though partially parallel running and being similar in their declarations they did not affect each other until the Maastricht Communiqué (Dunkel and Jones, 2006). The Maastricht Communiqué (Dec. 2004) reviewed the priorities for VET as defined in Copenhagen and mentioned explicitly the necessity to

· "increase attractiveness of VET in Europe“.

· „facilitate the recognition and transferability of qualifications covering both VET and general (secondary and higher) education, based on competences and learning outcomes. 

· „(...) improve permeability within education and training systems, provide a reference for the validation of informally acquired competences and support the smooth and effective functioning of the European, national and sectoral labour markets" (CEC, 2004) (highlighted by the authors).

Especially “improving permeability” calls for changes: How can the VET and HE subsystems move resp. approach each other to support the overarching leitmotiv of lifelong learning? This aspect is at the core of our contribution. The European policy developments in HE and in VET - from Lisbon via Copenhagen to Maastricht and from Bologna to Bergen - try to reconcile these two worlds and overcome the particularities of their respective governance modi within one ambitious strategic programme, decided in March 2000 by the Lisbon European Council, aiming at making Europe “the most competitive and dynamic knowledge-based economy in the world, capable of sustainable economic growth with more and better jobs and greater social cohesion” by 2010. 

European policy veils the dynamics of lifelong learning at individual and institutional levels in national education systems: 42% of the EU population aged 25-64 years old participated in some form of education, training or learning activity. The most important variations are seen when comparing participation rates by age: 25-34 years old rate is 50% and 55-64 years old rate is 30%, and when comparing those rates by highest education attainment: low education attainment 23%, high education attainment 69% (based on Community Labour Force Survey 2003, Kailis et al. 2005). The institutional settings of each education and training sector are changing. National initiatives are running at the edge of both sectors, they include the permeability from VET to HE (e.g. Austria, Finland, Sweden, UK), the increase of general education in vocational education (e.g. Belgium) or the creation of occupational-oriented study programmes at tertiary level (e.g. Bulgaria, Latvia, Germany, France) (Leney et al. 2005).

Meanwhile the European Member States are engaged in developing linkages, and apparently HE and VET systems are coming closer to one another. There is a diversity of concepts and structures of HE, resulting in academically or vocationally orientated HE, as well as different traditions and forms of VET. Furthermore, the educational pathways are diversifying due to the development at post-secondary level of programmes smoothing the transition between secondary and tertiary education. This comes in parallel with the development of different types of tertiary education institutions and the development of short-term tertiary programmes since the 1960s in Europe. The learning pathway perspective prompts to the forefront issues like access to higher education and motivation for further education and training activities. The possibility of access to tertiary education is a major motivational factor for the learner to engage in VET, this is being developed in many countries (e.g. Austria, Finland, Germany, Liechtenstein, Portugal, Spain, Sweden) (op. cit.). 
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One of the further main drivers for the extension of education attainment is the search for employability (CEC, 2003). It is argued that one - if not the main - reason for undertaking study at higher education institutions is the acquisition of appropriate qualifications, certified by appropriate degrees or diplomas, which can in turn facilitate the search for appropriate employment. 

To meet the challenge of employability, as summarised in box 1, and the correlated issue of lifelong learning, most of the European countries have developed various approaches towards improving vocational education and its parity of esteem with general education. These policy options include vocational enhancement (esp. via vocational content in HE curricula and new relationships between VET providers and employers), mutual enrichment (esp. via closer co-operation between all education types in respect of specificities) and linkages (esp. via common structures of recognition, certification and qualification) (CEDEFOP 2002) as well as unified approaches requiring students to study certain common general subjects. However, for the description of post-secondary and tertiary programmes at university and non-university institutions, it seems more appropriate to use the term of professional relevance. This term focuses on the adequacy of the graduates’ profile with the professional activity sector. These aspects will be addressed further in the discussion on overlaps and permeability. 

Rapidly changing labour market conditions, the growing complexity of professional tasks and the need to provide such professional knowledge and skills to a greater number of students, now make the issue of introducing meaningful links between VET and HE of increasing relevance for policy making, HE funding, the organisation of studies, dialogues and relations between VET and HE as well as their stakeholders. The first part of the contribution identifies and discusses the drift dimensions for both education subsystems. We draw the main lines of the quantitative and qualitative changes. The central concepts of overlap and permeability, presented in the second section, are leading to possible convergence, complementarities or take-overs between VET and HE. Permeability has also become an issue in context with the attractiveness of VET as learners’ choices on their education and training routes often depend on the possibilities to pursue learning at a further stage. This leads to introducing the labour market as a strong contextual aspect to VET and HE. We conclude - in the third part - with forward looks on the development within and between the education systems.

2. Two systems in drift

In the Member States and the candidate countries, VET and HE are essential parts of the political, economic and social dimensions of the Lisbon strategy. Both sectors are embedded in European political processes, namely the Bologna and Copenhagen processes which mirror different approaches to the common Lisbon goals as presented above. These processes emphasise the links between education and training, between formal and informal learning and between HE and VET. It becomes more and more obvious that the borderlines between the VET sector and the HE sector are partially blurring. One can observe an increasing convergence concerning the goals (human resource development, support to individual lifelong learning), the curricula and learning/teaching methods. Nevertheless, development paths and paces remain different (Le Mouillour and Teichler, 2005).

In this chapter we will discuss the quantitative and qualitative developments in the VET and HE fields bringing evidence of the non-monolithic character of both education sectors and of new concerns among the VET and HE learners. 

2.1 Structural developments of the education systems 

In most OECD countries, individuals are expected to participate in formal education 16 to 21 years (formal enrolment in education during lifetime). Most of the variation in education expectancy among OECD countries comes from differences in enrolment rates in upper secondary education (cf. figure 2). Relative differences in participation are large at the tertiary level, but apply to a smaller proportion of the cohort and therefore have less of an effect on education expectancy
 (OECD 2005a). The following figure allows comparing the education expectancy in OECD countries and gives an overview of the education pathways. 

Figure 2: Education expectancy, by level of education (2003)
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Source: OECD 2005a

At upper secondary level, on average in Europe, more students are attending vocational or apprenticeship programmes than general education programmes. This is not the case, however, in 13 countries. In Estonia, Greece, Spain, Italy, Cyprus, Latvia, Hungary, Malta, Portugal and Iceland, a higher proportion of students are enrolled in general education. In Ireland, all students are in general education as no separate vocational stream exists, whereas in Sweden, and to a lesser extent Denmark, the respective proportion of students enrolled in the two streams is almost equal. Exceptionally high participation rates in vocational upper secondary education (more than two-thirds of all students) are found in Belgium, the Czech Republic, the Netherlands, Austria, Slovenia, Slovakia and the United Kingdom (Eurydice 2005:134).

Whereas at upper secondary level most students will follow a vocational track, at tertiary level, the enrolment in tertiary academic oriented programmes is more widespread (type A programmes according to the ISCED classification, see explanations in box 3): 53 % of today’s young people in OECD countries will enter tertiary-type A programmes during their lifetime. Notwithstanding for the importance of this phenomena, this gives a first hint at individual mixed pathways through the education sectors. On average 16% of young people will enter tertiary-type B programmes (see explanation in box 3). The transition between secondary and tertiary education follows different patterns:

· New entrants into tertiary education are joining immediately after having completed upper secondary education. In Belgium, France, Ireland, the Slovak Republic and Spain, for example, more than 80% of all first-time entrants to tertiary-type A programmes are under 23 years of age.

· In other OECD countries (Denmark, New Zealand, Sweden), the transition to the tertiary level is often delayed. This is because young people tend to first gain work experience and then join tertiary education. This indicates a flexibility of tertiary education institutions which offer programmes for learners out of the modal age cohort but may also reflect a specific view of the value of work experience for higher education studies, which is characteristic for the Nordic countries and common in Australia, the Czech Republic, Hungary, New Zealand and Switzerland where a sizeable proportion of new entrants is much older than the typical age of entry. In Australia, New Zealand and the Nordic countries, more than 20% of first-time entrants are 28 years of age or older. 

Further to delayed entrance into tertiary programmes, net rates of entry into tertiary education should also be considered in light of participation in post-secondary non-tertiary programmes, which are an important alternative to tertiary education in some OECD countries (OECD 2005a).
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In the tertiary education sector in Europe, the repartition of students between university and non-university sectors varies between 39% of students enrolled in universities (the Netherlands) to 100% (Latvia) (Figure 4). This differentiation will be further elaborated in part 3.3 of this contribution. A second hint at individual pathways is to look at the vocational resp. academic orientation within those tertiary level institutions: In the Netherlands a very high share of students are currently studying in institutions in which the teaching focuses strongly on applied and practical aspects (61%), followed by Ireland and Finland. Irish students are distributed more or less evenly, with half going to universities while the other half attends other kinds of tertiary education institutions. In Finland more than 40% of all students are enrolled at non-university institutions. In France, Portugal and Germany only a good quarter (between 28% and 29%) of all students attend non-university institutions. The overview is presented hereafter:

Figure 4: Distribution of students within the higher education sector
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Source: HIS 2005

The diversification in higher education is the result of several trends:

· An institutional internal differentiation: from universities to institutes of technology and colleges of art;

· A mission differentiation: practice-oriented institutions (Hoger Beroepsonderwijs in the Netherlands, AMK in Finland and Fachhochschule in Germany, Austria and Switzerland for instance);

· A diversification of students engagement in higher education: Strictly enrolled at ISCED level 5A (Austria, Germany, Spain, Italy, Latvia) or enrolled at ISCED level 5B (Finland, France, Ireland, the Netherlands and Portugal);

· A repartition of the students according to their socio-cultural backgrounds: Students from lower educational family backgrounds are more frequently enrolled at non-university institutions which usually have a more practical orientation and offer shorter study programmes (HIS, 2005);
· Students aspiration and the need for high-level skills to participate to the knowledge-based economy;
· A crititique on the too strongly academic-oriented higher education (OECD, 2005c:17).
This internal diversification in the higher education sector happens in the forefront of the steadily growth of students in tertiary education in the EU: Between 1998 and 2002, the annual growth rate was over 2% (Eurydice 2005, 141). A legitimate question being which part of the higher education sector (vocational-oriented – ISCED B - vs. academic-oriented – ISCED A - ) is mostly growing.

From the end of World War II to the 1970s the entry rates to higher education has kept increasing, to turn, in the late 1990s, into “universal” tertiary education. The growth rates of the proportion of new entry students among the corresponding age groups have been recently on average higher than the growth rates for the absolute numbers of students in the Western European OECD member states but also in many other OECD member states. In 1992, the attainment rate of tertiary education in the adult population was 16 percent on average of the Western European OECD member states for which information was available. It increased to 24 percent in 2004. Thus, the annual growth rate was almost 4 percent. The percentage of tertiary education trained persons among the adult population increased by more than half a percent annually (Teichler and Bürger, 2005).

Table 5: Rate of 25-64 years old having attained tertiary education (1992 and 2003)

	
	1992
	2003

	
	Non-University
	University
	Total
	ISCED 5B
	ISCED 5A
	Total

	Austria
	7
	7
	7
	7
	7
	15

	Belgium
	11
	9
	20
	16
	13
	29

	Czech Republic
	m
	m
	m
	-
	12
	12

	Denmark
	6
	13
	19
	7
	25
	32

	Finland
	8
	10
	18
	17
	16
	33

	France
	6
	10
	16
	9
	14
	23

	Germany
	10
	12
	22
	10
	14
	24

	Greece*
	3
	10
	13
	6
	13
	18

	Hungary
	m
	m
	m
	-
	15
	15

	Ireland
	9
	8
	17
	10
	16
	26

	Italy
	-
	6
	6
	-
	10
	10

	Netherlands
	-
	21
	21
	3
	22
	24

	Poland
	m
	m
	m
	-
	14
	14

	Portugal*
	2
	5
	7
	2
	8
	11

	Slovak Republic
	m
	m
	m
	1
	11
	12

	Spain
	3
	10
	13
	7
	18
	25

	Sweden
	12
	12
	24
	15
	18
	33

	United Kingdom
	8
	11
	19
	9
	29
	38

	Norway
	13
	12
	25
	2
	29
	31

	Switzerland
	13
	8
	21
	9
	18
	27

	Sources: OECD. Education at a Glance, 1994 and 2005. * 1991 data in 1992 column


In 2003, the percentage of tertiary-education trained persons in the age group 55-64 was 22 percent and 32 percent for the 25-34 year-olds. All available data, thus, suggest that the proportion of tertiary-education trained persons of the adult education will grew in the next few decades at a pace of about half a percent, i.e. only moderately less than in the previous decades. Further differences by country are presented in table 5 (Teichler and Bürger 2005). The continued growth in participation means widening diversity backgrounds and interests of those aspiring to tertiary studies. Tertiary institutions need to expand the number of students they admit and adapt their programmes and teaching to the diverse needs of new generations of students. This rise is mainly due to an increased risk of unemployment and other forms of exclusion of young people with insufficient education.
2.2 Increasing skill demand

Unemployment and demographic change are key issues in the European Union. The unemployment rate is of 8% in the EU 25 and the unemployment rate for under-25s reaches 17,5% in the EU 25 in August 2006 (seasonally-adjusted, Eurostat, 2006a) and the workforce is shrinking and ageing rapidly. The unemployment risk is higher by persons with lower level qualification although the risk varies between countries. At the beginning of the 21st century the persistence of low-skilled, low-paid work and the polarisation of employment conditions and earnings have become prevalent in OECD economies (OECD, 2006).

There is thus an urgent need to increase employment rates and keep older workers in employment. Education and training can contribute to reduce skill mismatch and improve employment prospects for unemployed, inactive and older workers. Furthermore “despite increases in educational participation and attainment [as presented in the previous paragraph], the relatively low fertility rates recorded within the European Union in the past couple of decades have resulted in a comparatively short supply of skilled entrants into the labour market. On the other hand, there is a large stock of existing workers, some of which are characterised by lower skills (and employability). As a result, there are shortages at the top-end of the labour market, underlining the need for lifelong learning to tackle inadequate vocational qualifications“ (Eurostat 2006c, p. 80). It is estimated that about 30% of the EU working age population, i.e. 75 million people, can be considered low skilled (not having reached upper secondary education level, LFS 2004). In parallel to this, EU competitors have higher skilled populations and continue upskilling. The Labour Force Survey provides us overviews of the currently expected skills profiles on the labour market for the main jobs and the proportion of the economic activities.

Table 6: Employed persons aged 15 and more by occupation in the main job (2005, total employed persons: 197.477.000, EU-25)
	
	(%)
	ISCO 88-COM

	Elementary occupations
	9,7%
	9

	Low-skilled non manual occupations
	24,9%
	4/5

	Skilled manual occupations
	26,8%
	6/8

	Highly-skilled non manual occupations
	38,6%
	1/3

	Source: Eurostat 2006b, p. 7
	
	


Table 7: Employed persons aged 15 and more by economic activity in the main job (2005, total employed persons: 197.477.000, EU-25)

	
	(%)

	Agriculture
	4,9%

	Industry
	27,5%

	Market services
	37,4%

	Non-market services
	30,2%

	Source: Eurostat 2006b, p. 6
	


It is estimated that by 2010 almost half of the net additional jobs will require people with tertiary-level qualifications; just under 40% will require upper secondary level and only 15% basic schooling. This means continuing major decline in job prospects for the low skilled (Tessaring and Wannan, 2004).

2.3 An increased diversity of learners’ background 

Looking for the “traditional” HE or VET students leads to reflect on the dimensions underlying this term. On the one hand, adults who want to take up basic or vocational learning again are usually expected to complete the same course as a young person, regardless of their experience and learning accrued in alternative settings. On the other hand, in higher education the situation is rather different: here, the non-traditional student is more typically placed in separate courses, but these do not carry the same academic weight and nor do they lead to qualifications of equivalent value. In both cases, the inadequacy lies in the relative incapacity of existing systems to respond effectively to individual needs and circumstances. Besides the granting of formal access to HE after graduation from VET, or after completion of general education, “non-traditional routes” have been developed. Those routes vary strongly between countries. In Europe, the biggest share of students who entered higher education via non-traditional routes is found in Ireland (18%) where every second student in this group gains access to college on the basis of mature years (being over 23 years of age) (HIS, 2005). 

HE used to constitute an education path where the learners represent a relatively homogeneous group in terms of learning background and biographic data (at least up to recently). As mentioned above, the continued growth in participation means a widening diversity backgrounds and interests of those aspiring to tertiary studies. Non-traditional HE students seem to bear common features: they are somewhat older and they have got a learning patchwork background. The high age of students can be explained by the fact that the BA degree is awarded after completion of long or very long degree courses (for instance in Austria, Finland, Germany, the Netherlands and Ireland) or because the studies begin at a later stage, namely after a gap between leaving school and entering higher education. Their main common characteristic is that they gain entry to HE by other ways than the “traditional” straight-upon route.

However within the tertiary education sector some institutions have been recently established to answer other priorities being that of equity and regional development (for instance the university colleges in Norway, the instituts universitaires de technologie in France or the Fachhochschulen in Germany). The regional proximity of those institutions to the learners allows for their easier access to tertiary education and especially for those students with modest means. Those institutions also provide a structure for regionally-related research and development as well as for transfer to smaller and medium-sized enterprises (OECD, 2005c).

The heterogeneity of the VET learners is the result of many factors such as the professional experience acquired at individual level, the employment situation, the nature of the work, the individual motivation for starting or renewing the learning activity (update knowledge and competences, re-access to VET), the legal situation (e.g. migrants), the health situation (persons with disabilities), the age and the status (students, pupils, trainees, apprentices, etc) (Le Mouillour, 2005). 

However, both sectors have a similar mission of securing the employability of their graduates. They are offering different schemes to the learners who have to balance work and life as well as to increasingly develop their own learning strategies.

2.4 First synthesis: What drifts?

As the tertiary sector grows and the variety of study programmes increases there is a need for some kind of subdivision of the sector. Not all the students are likewise interested in academic education, thus, more vocationally orientation is offered. The same applies to the future employers. Despite the employers' associations frequent call for more highly qualified personnel, they do not expect everyone to go through the same kind of education (Alesi, 2005). In addition, HE institutions struggle with the provision of high quality education to all students in times of budgets cuts. In HE research, the term "academic drift" describes the influence of the attractiveness of the university status upon non-university institutions that strive to acquire the same standing. It also describes a tendency of making vocational education more academic (Neave, 1996). Likewise VET providers, especially those at the borderline of VET and HE sectors, are offering short term tertiary cycles or are entering co-operation with polytechnics, thus stepping into the HE field. This all forms part of the “academic drift”.

But the phenomenon is not universal. At the same time the emphasis on "employability" and "professional relevance" generate a "vocational drift", i.e. traditionally long academic programmes are redesigned to meet better demands from the world of work. Employability, degree structures and institutional diversity are closely linked. Denmark and Finland for instance have undergone reforms in degree structures in recent years, leading to different education settings. The Bologna second cycles (master degrees) are offered in the non – university sector. This is a consequence of the fact that in those countries employability is not the main driver; the notion of “occupational relevance” to labour market requirements prevails. The linkage between HE and VET within dual programmes gains also importance in the tertiary sector. Whereas the provisions are primarily anchored in the field of universities of applied sciences, as for instance in Germany and Austria by the Fachhochschulen, more and more universities are now implementing such dual curricula within the Bologna process. Those aspects will be further elaborated upon in the following part of the contribution 

Vocational and academic drifts are embedded in the above outlined structural quantitative and qualitative developments. However, one has to be aware that official statistical data are likely to loose some of their validity, if differences in quality, occupational relevance and labour market value of different individual tertiary education institutions and programmes become more important in the future. Last but not least statistics on secondary and tertiary education are not well adapted to reflect lifelong learning (Teichler and Bürger, 2005).
3. Overlap and permeability 

At European policy level the development of the European Qualifications Framework for lifelong learning (CEC, 2006a) provides evidence for an emerging new conception of the relationship between VET and HE, i.e. to overcome the view of separated - in some countries even rather monolithically educational subsystems but to consider transitions within a common qualifications framework (see following box). 

The European Qualifications Framework is at the congruence of different developments at national and European levels. At national level emerging or existing national qualifications frameworks have foremost the objectives of legibility, transparency and mobility of qualifications and are mainly linked to the issues of qualification structures enclosing VET and HE (e.g. Scottish Credit and Qualifications Framework, Irish Qualifications Framework, Australian Qualifications Framework). At European level first ideas on the EQF came from the higher education sector while designing the qualifications framework for the European Higher Education Area as a welcome opportunity to think more systematically about the purpose of higher education. In this context higher education has at least four fundamental objectives:

(i) preparation for the labour market;

(ii) preparation for life as active citizens in democratic society;

(iii) personal development;

(iv) development and maintenance an advanced knowledge base (Bergan, 2003).

Using the analogy with the plate tectonics in which large sheets of rock forming the earth surface move and bump into each other, we assume that we have in the education sector at least two main plates: the HE plate and the VET plate. Those plates are themselves not even but subdivided into geological and geographical proprieties. We ascertain four types of development which lead to the blurring of boundaries between VET and HE and an increase of the overlap zone as presented in the following figure. 

Figure 9: Institutional tectonics movements

Source: The authors

Our educational plate tectonics leads to the following insights which will elaborated upon hereafter: 

· The HE field enlarges its first level following the introduction of the BA degrees in particular; and in many countries post-secondary non-tertiary degrees / tertiary short cycles offered by HE institutions (e.g. foundation degrees) are offered before/at the lower limit of the first level HE;

· The HE field enlarges its field of activities in offering degrees and programmes in the field of continuing education;

· The VET field is upgrading towards the HE field by offering vocationally- oriented degrees at BA level;

· The labour market acts as part of the pedagogical and didactic learning settings. It offers job placements for the graduates of both educational sectors and has an influence on the learning and teaching content in terms of their professional relevance and the future employability of the graduates.

These changes are endorsed by the qualitative changes in the definition of BA degrees and VET/HE programmes, by new rules on access and admission in both education fields and by the appearance of new institutions and/or the definition of new core missions. Both fields are furthermore under pressure from the learners claiming for permeability to be entitled cross systems borders. This is also supported by the European education policy agenda and in line with the implementation of lifelong learning which requires reduced barriers to learning and increased permeability of pathways. 

3.1 Facilitating access and admission

Permeability can be interpreted as a follow-up of the development of the knowledge-based society. The linkages enabling progression between secondary and tertiary education as well as from one form of tertiary education to another area are still under-developed (OECD, 2005c, p. 30). The expansion in the HE sector (half of an age cohort reaching the HE level) as well as the variety of motives and profiles of students and the diversification of the professional and social roles of graduates call for adaptation of ladders between IVET, CVET and HE (Teichler, 2005). 

In the VET sector, substantial change is expected from new instruments such as the recognition of vocational qualifications for access to HE or the delivery of credits and recognition of prior learning experience as equivalent to HE studies. This is recognised as a strategy to improve parity of esteem between VET and general education and the standing of VET. Barriers to lifelong learning are found not only in the education and training system but also in other societal subsystems (labour market, industrial relations). Various authorities are involved in the governance and regulation of the VET and HE systems and new forms of multi-actor, multi-level co-ordination have to be developed. The difficulties to arrange for permeability and transitions within the education system are obviously linked with two education-historical inheritances: the high-grade of authorisation and certificate orientation (and a small orientation towards individual authority orientation) as well as the pronounced selection function, which realises itself not only within the institutions, but also at the transitions. The selection process for university entrance does not only embrace factors like the social origin, but also the school background of the candidates (general education vs. vocational qualification) (Teichler, 2005) which also reflect social reproduction phenomena to some extent facilitating access to HE for VET graduates (and non-traditional students) necessitates structural changes at both levels. Recently, this development has been mirrored in the emergence of new degrees (vocational higher education qualifications) and the development of instruments for facilitating access to HE or CVET.

Schemes for smoothing access and building bridges between VET and HE encompass: 

· Regular entry routes via vocational upper secondary schooling: school-based or apprenticeship,

· Late entry of persons with traditional entry qualification undertaking vocational training or spending some time on the labour market before enrolment in HE;

· Extension of entry routes to second chance schooling, specific entry exams for experienced adult without typical entry qualification;

· Increase of opportunities for adults through distance education degree programmes, specific programmes for adult and part-time students (e.g. Cyprus, Estonia, Greece, Spain, Finland, Lithuania and the Netherlands);

· Continuous education: advanced degree, continuous professional education, staff trainings (e.g. Malta, Slovakia where lifelong learning centres have been established within universities) (The country examples are quoted from CE 2005b).
Further to defining permeability in terms of access combined with selection processes the development of qualifications framework promotes the use of qualifications as criteria to recognise and validate competence (in terms of academic and/or professional knowledge and skills) for moving within the education systems. Australia is presented in the following box as an example of a country where the linkages are generally based on a content or outcome relationship in which parts of one qualification are recognised as having equivalence with - or are integrated into - another qualification (National guidelines on cross-sector qualification linkages, November 2004, Australia). 


These so-called qualification linkages should be considered for the development of the European Qualifications Framework for Lifelong Learning as it aims at a greater transparency for qualifications in Europe and at improving permeability between and within education systems by providing common European descriptors for the recognition of knowledge, skills and competence (CEC, 2006a). In parallel, methods are nowadays developed for the recognition and validation of prior learning and experience, as for instance in Belgium (Flanders), Bulgaria, Denmark, Estonia, Finland, France, the Netherlands, Norway and the United Kingdom (CEC, 2005). They should be incorporated into structural reforms implemented to increase permeability of VET and HE and into qualification frameworks. 
Further schemes are developed at national level for transition between the vocation-oriented programmes and the academic-oriented programmes. In Albania, Belgium, Bosnia and Herzegovina, Liechtenstein and Switzerland, ISCED 4B programmes give direct access to specialisation programmes at ISCED 5A or 5B. In other countries in which occupationally oriented ISCED 5B programmes last one or two years, graduates – apart from being able to access directly the labour market – generally have opportunities for credit transfer or for facilitating their transition to ISCED 5A. They do not have to begin the entire Bachelor programme again. They may embark directly on the second or third year of the Bachelor (ISCED 5A). This is the case for instance in Cyprus, Iceland, Latvia, Slovenia, Spain, Sweden and the United Kingdom. In Hungary, ISCED 5B qualifications provide for exemption (up to 60 credits) from part of any ISCED 5A programme (Eurydice, 2005). 

3.2 Re-defining the core missions

Controversially discussed in relation to the mission-statements of both sectors are vocationalism of higher education (Symes and McIntyre, 2000) and academisation in higher vocational education (vocational and academic drifts). It mirrors changes in the institutional settings of both sectors and the appearance of new organisational forms (e.g. networks between VET and HE institutions, private HE institutions, HE institutions acting in the field of CVET). Even though the development of “vocational” degrees in higher education brings evidence that this field is being “vocationalised” one can ask what the respective understanding of education and training in both education systems is and what the leading concepts have been up to now. HE as well as VET are preparing the learners for their entrance in the labour market at different levels. 

Until recently it seemed to be clear that VET addresses up to superior technicians and that HE would provide occupational profiles at a higher level. The Bologna process, the development of post-secondary non-tertiary educational provisions and the introduction of the so-called professional BA degrees have brought opacities and uncertainties in the education system which has to rediscover and redefine itself. Since not every university graduate becomes a scientist but rather performs a normal job in economy and industry there is a need for increased vocational activity and application-oriented scientifically based activity in higher education regarding future professional skills and employability. Nevertheless, HE institutions have expressed their fears to see a downgrading of universities to “mere teaching institutions”, if “vocationalisation” is to be understood as fit for a specific professional field (EUA, 2003).

Are the institutions increasingly defining themselves in relation to their “employability” mission? It seems to be the case. In HE 91% of the heads of European higher education institutions regard the employability of their graduates to be an important - or even very important - concern when designing or restructuring their curricula. This view also raises concern about the traditional mission of HE. Among the university graduates employability essentially means the acquisition of competences of innovation and leadership, both important and relevant to the academic field and any professional activities on the labour market (Reichert and Tauch, 2003). In the course of the introduction of Bachelor degrees the employability discussion has become a major issue in countries not having experienced this kind of degree as academics are not yet to trust fully the new first cycle qualifications, and they are frequently advising their students to remain in higher education until the end of the second cycle. 

The vocational orientation in HE can be categorised as followed: 

(a) Content: Vocational-oriented content instead of pure academic content. Re-conceptualisation, academic/professional divide, practice vs. theory in HE study programmes,

(b) Professional relevance of education and training: Professional relevance vs. employability, human resources profile and knowledge as specific to the country development requirements, fit between curricula and labour market requirements,

(c) Learning outcomes: competence-based study programmes, credit systems, general employability skills, entrepreneurial skills, work based learning/work experience,

(d) Institutional level: New forms of HE institutions have been developed such as corporate and entrepreneurial universities, as well as new schemes of partnership between VET and HE institutions.

The core missions of HE institutions increasingly encompass continuous education activities. Their market share in CVET can reach up to five percent (for instance in Germany, BMBF 2006). Besides teaching and research, continuous education is defined as their third pillar: HE institutions have the possibility to develop demand-driven continuous education programmes in the area of conflicting interest between practical needs for continuous education and scientific orientation. An international comparison on the involvement of HE institutions in continuous higher education shows that their engagement will increase and that it will lead to internal organisational changes in terms of governance and management methods of HE institutions. Seemingly HE institutions will increasingly engage in degree-oriented programmes at master’s level as it represents their unique selling position, and mixed learners stemming from regular HE programmes and continuous education learners partially belonging the active labour force and partially being unemployed or low qualified (Dunkel and Le Mouillour, 2006).

We observe that from a European education policy perspective non-university education seems to be the orphan of the Bologna process. While the Copenhagen process is vocationally oriented, the Bologna process aims at the academic environment. Neither of them really accounts for higher professional degrees. The decision on non-university level strongly depends on the national perception of the function of the sector and the attention paid to this issue. As for the new mission we notice a vocational drift in higher education characterised by the introduction of vocationally oriented study programmes at higher education level such as the licences professionnelles in France (see box 11) or the BA ‘professional’ degree at European level. However, we also observe new degrees in - between such as the instruzione e formazione technica superiore (IFTS) - non academic, technical upper secondary education in Italy (see box 13). 

3.3 Degrees and didactics

At this stage of our line of reasoning we would like to refer to new kinds of cycles and degree offers which have been developed in the course of new mission definitions. As suggested by the theory of credentialism (Brown, 1995) the competition for formal degrees and the economic and social value of the status of degree-holder are major motivation of students and learners. It is symptomatic that depending on the research viewpoint the degrees are labelled as belonging to tertiary or to the post-secondary non-tertiary cycles. In 25 out of 30 OECD countries, the post-secondary non-tertiary programmes are offered to upper secondary graduates. A 17-year-old can expect to receive 0.2 years of post-secondary non-tertiary education on average in OECD countries. This expectation ranges from 0.1 year (e.g. in Iceland, Italy, Norway, the Slovak Republic, Sweden and the United States) to 0.6 years and more (e.g. in Australia, Austria, Hungary, Ireland and New Zealand). Graduates of upper secondary programmes and people in employment who want to upgrade their skills can also choose from a wide range of tertiary programmes (OECD, 2005a). 

To respond to this requirement the education systems have developed new kinds of degrees anchored in tertiary short cycles or post-secondary non-tertiary cycles. This varying denomination shows the inner difficulties of the education systems to deal with those hybrid degrees. The objectives of tertiary short cycle education are to provide a short professional training not linked to previous studies (e.g. Bulgaria, Cyprus, the Czech Republic, Latvia, Lithuania, Luxembourg, the Netherlands, Spain, the Swiss Confederation and Turkey). This can be in some countries credited for traditional HE programmes or a further professional specialisation (e.g. Ireland, Northern Ireland, Italy, Scotland). Tertiary short cycles are delivered within the college sector or in schools (e.g. Bulgaria, Czech Republic, Hungary, Luxemburg and Spain), in non-university higher education (e.g. Lithuania), in other categories of providers (e.g. Croatia, Austria, France and the Czech Republic), within the framework of adult education (e.g. Austria, Denmark, Ireland, the Swiss Confederation and the United Kingdom) and at universities. We will come back to the institutional aspect in the following part of our contribution.

As far as the involvement of professional organizations in designing and restructuring of curricula in tertiary short cycles is concerned the picture is quite diverse. When professional organisations are involved they are most likely the Chambers of Commerce (e.g. Austria, Denmark, France, Italy, Ireland, Latvia, Lithuania, Spain and the UK). Trade unions are also involved (e.g. Austria, Denmark, Italy, Latvia, Sweden, Turkey and the UK) as well as employment agencies (e.g. Austria, Ireland, Italy, Latvia, and Sweden) or others such as employers and their sector organisations (Northern Ireland) (Kirsch et al., 2005). 

The new vocationally oriented degree programmes have also been set up at the level of higher education but in a clear, formal separation from the old university programmes and degrees (for instance the Foundation degree in the UK – See box 12). This is especially true for Finland, where the avoidance of academic drift was a major topic in the whole process. In Austria, and Italy, academic drift was not openly discussed as a major problem but nonetheless also those countries created unique degree structures for vocational training. Those countries lack a separate sector for vocational education in their higher education system for a very long time. This situation changed quite recently (in the 1990s) in terms of historical development of the education system. Italy introduced in 1999 the Integrated Non-Academic Higher Technical and Vocational Education and Training system (IFTS), Finland in 1991 the Polytechnics, (Ammattikorkeakoulu, AMK), and Austria in 1993 the Fachhochschulen (FHS), and Sweden in 1996 the Advanced Vocational Education (AVE). 

The most important element of these new sectors is the fact, that they are all based on the introduction of a new type of degree designed as a clear alternative to traditional university degrees. Vocationally oriented degree programmes are supposed to be equal, but different from university programmes. With a minimum nominal length of three years at least, governments tried to give the new degrees more or less equal status with university degrees. Compared to shorter post-secondary programmes, this is a clear improvement of status, which puts the new degrees on the level of higher education. On the other hand, these new degrees differ from university degrees with respect of their clear focus on vocational education. Admittedly, university programmes like Medicine, Law, Dentistry or Engineering exist, which are ultimate preconditions for an occupation in the related professional fields, and therefore seem to be vocational as well. But being part of the traditional degree structure of the universities, these programmes tend to be academically driven, often avoiding distinguishing scientific and vocational goals in their educational profiles. In contrast to that, the new degree programmes are supposed to put their main emphasis on vocational aspects. Those vocational aspects encompass the profiles of the learners and the teaching/learning methods. This is illustrated in Italy by the IFTS as follows:


For some HE institutions there is a debate about the extent to which the HE sector can respond appropriately to the skills needs of a rapidly changing and dynamic labour market. Some are re-examining their curricular and programme design and are making efforts to incorporate more fully a vocationally-oriented content which prepares graduates for the world of work beyond academia. This vocational content takes many forms, from work-based learning (including internships and work placement schemes), to complementary IT, language, and management skills, in order to equip graduates with abilities supplementary to a solid knowledge base in their future career paths. Both, at HE and at VET levels, task-oriented approaches are developing in didactics and pedagogics. VET is more or less encompassing work-related or school-based elements. The development of vocation-oriented programmes at HE level takes different forms such as:

(e) introduction of modules linked to work placement search (definition of professional objectives etc);

(f) alternance, practice placements, dual learning, apprenticeship;
(g) participation of professionals as lecturers to the HE regular programmes;

(h) project-based learning activities or tutorial schemes; learning-working trajectories.

In the Netherlands for instance where school-based vocational education and apprenticeship coexist, the Adult & Vocational Education Act (1996) distinguishes two main pathways: a first one is a full-time, college-based pathway that includes work placements for 20-60% of the time and a second one with part-time work-based pathway (apprenticeship in a company for 60 - 80% of the time). It is also possible to identify task-oriented approaches in HE didactics, e.g. work-based learning is more or less developed according to the national tradition and can reach forms as for instance the work-based learning for academic credits in the United Kingdom (Dunkel et al., 2004). Common to both sectors is the focus on learning outcomes of learning processes and on experiential learning. With the development of vocation-orientation in further and higher education in France (90s) some trades such as medicine or accountancy have been including alternating schemes in their programmes. This kind of schemes has been generalised to all higher level qualifications (including HE institutions such as Grandes Ecoles) (Hahn et al., 2005). In the UK work-based learning involves significant elements of work-based assessment, may involve attending courses in FE or HE, is focused on the needs of the employer and employee, is for people in employment, and can be at all National Qualification Framework and HE levels. Qualifications include NVQs, professional body qualifications, and foundation degrees. These examples are in line with the concept of connectivity as analysed by Guile & Griffiths (2001). They define ”connectivity” as the purpose of that pedagogic approach which educators would adopt in order to take explicit account of the relationship between theoretical and everyday knowledge in their attempt to mediate the different demands arising in the contexts of education and work. The connective model of workplace learning must include consideration of questions with regard to support of learners in work experience programmes to help them to integrate and connect learning in different learning places and different contents and types of knowledge (codified, situated, tacit). As an interesting challenge they add also the integration of developments in work and in education. 

3.4 Institutional changes and diversification strategies

A substantial portion of tertiary education is now provided outside universities; in institutions with a wide variety of characteristics (…) many are vocation in orientation (OECD 2005c, p. 16). Thus universities no longer have the monopoly over the provision of tertiary education. Non-university institutions cover a range from vocational colleges providing a mix of upper secondary and short cycle tertiary courses, to polytechnics institutions teaching 4-year courses at degree level. Further strategies for progression and transitions include the institutional integration:

· of non-university institutions into universities;

· of secondary schools into post-secondary education institutions;

· of short-term labour market programmes into tertiary institutions (esp. continuous higher education programmes) (OECD 2005c, pp. 30-31).

As consequence of the Bologna process, universities of applied sciences (UoAS) or colleges as well as traditional universities are able to offer academic or professional/practical as well as interdisciplinary Master study programmes. The continuing differences are visible in two respects: 

(i) UoAS offer principally practical Bachelor study programmes, which also contain methodological and theoretical elements, to open up options for further study at the Master’s level;

(j) Traditional universities offer principally Bachelor study programmes as a preparation for further study in a Master programme and tend to consider the creation of employability as a rather secondary element (Alesi et al., 2005). 

The level of vocational resp. occupational programmes offered by non-university institutions is partly dependent on the way the other parts of the education system have developed. In countries with strong vocational education programmes within upper secondary education and with dual apprenticeship systems, such as Austria, Germany and Switzerland, institutions that provide tertiary education outside of the universities provide occupational programmes at a higher level and after at a level ISCED 5A equivalent to the programmes offered by universities. Where the upper secondary vocational education is weaker, as in the UK and the USA tertiary education outside of universities is provided within institutions that also provide lower level vocational preparation (OECD 2005c, p. 25).

We observe new developments in terms of institutional settings in both education systems and the categories we are using to describe the situation are already outdated by the time we use them. Generally, the division between ISCED 5A and 5B programmes may be identified by the type of institution that organises the provision (university or non-university) and the level of qualification awarded on the completion of studies. However, this “binary” form of organisation is becoming blurred by the tendency for university and non-university institutions to become increasingly similar (Eurydice, 2005). As the university of applied sciences comes closer to university, national systems invent new denominations for instance in the United Kingdom where the binary education system with polytechnics and universities has been replaced differencing between “new” resp. “post-92 universities” and “old universities” (see box 11). In parallel the diversification of national HE systems occurs in two directions:

1) new fields of qualification are established or received a professional status (introduction of degree programmes, for instance in ICT);

2) new forms of qualifications are established (i.e. special degree for vocational education with minimum requirement of at least three years of studies).

By making vocational degrees – at least formally – comparable or parallel to university degrees, vocational education becomes a real alternative to university education. The boundaries between the between the different sectors of provision in HE, VET and continuous education are blurring. Students may be tempted enrol in non-university HE, if the programmes are perceived as more student-centred. At the same time new providers are entering the HE market, often selling their services in a customised way. E.g. in Australia tailor-made training – whether in form of short courses and certificates or firm-specific content embedded in courses, or with work-based learning credited towards a qualification, or some combination of all the above – is being offered by a number of universities (Gallagher, 2001).
Cooperation and resulting permeability between different HE institutional types were generally low, except for England where it had a long tradition. HE colleges were often associated with universities and offered degrees under their auspices, so that college graduates could continue their studies in universities. In Germany and the Netherlands, Fachhochschule and hogeshool degrees gave access to the first and second year of university, respectively, and additional waivers were only granted on a case-by-case basis. In both countries programmes graduates could in special cases be directly admitted to doctoral studies. In France, the best university and institut universitaire de technologie (IUT) students after the first two study years were admitted by the grandes écoles, whose Masters-level graduates could in turn do doctorate at universities. The Bologna process considers the HE system as whole and focus on the structuring of the degrees in cycles. Consequently the criteria for the definition of institutional types became less clear-cut, the institutions became more similar, and the status hierarchy also flattened somewhat. In Germany and the Netherlands the strict typology assigning theory- or research-oriented programmes to universities and professionally- or practice-oriented programmes to Fachhochschule and hogeshool has been relaxed. A further change occurred regarding the Berufsakademien, a type of post-secondary professional education institution that was formerly not seen as part of HE. They can now grant Bachelor degrees, subject to accreditation. This development led to a loosening of the ties between institution and degree types, i.e. the type of degree awarded is independent from the institutional type, thus degrees become “deinstitutionalised”. 

This movement is collateral to a re-contextualisation of education institutions within a network of education-interested institutions in the context of an expansion strategy or out of economic necessity. For instance the German Berufsakademien have to engage in co-operation with universities of applied sciences so as to be able to deliver a Bachelor degree. They associate in this networking their traditional partners such as the Chambers of Trade and Handicrafts and the firms to offer degrees that are strongly vocationally-oriented including work-based learning. In Australia HE and VET cooperate to form the integrated dual-sector (i.e. HE and VET) offering sequential awards and/or concurrent programmes (AQF, 2004). In some other cases we observe a merger of former institutions: In Finland the AMK institutions (ammattikorkeakoulu or “school of higher vocational education") have been established in the 1990s mainly by merging existing technical and business colleges, and other institutions formerly at the secondary level. They have established a non-university sector of higher education. In 2006 they have obtained the denomination of UoAS in course of the Bologna process. 

The second strand of development is made through enhanced collaboration and networking activities. In Italy the innovation of IFTS programme consists in the strong involvement of all the experts, such as schools, universities, representatives of social partners, vocational agencies etc. in building up and implementing its educational and training paths, which are planned by the regions. In the UK, the alliance between universities, colleges and employers to develop Foundation Degrees directly addresses the need to raise qualification levels in regions. One of the more pronounced alliances involves business enterprises and HE institutions in their creation of so-called corporate universities and the customised offer of education and training at higher level from universities to business enterprises (Dunkel and Le Mouillour, 2006). The emergence of these partnerships has much to do with the changing economy, which is increasingly based around knowledge and information - the traditional stock-in-trade of the university. The transition to a knowledge capitalism resp. a knowledge-based economy has given a renewed impetus to higher education. One expression of this is work-based learning challenging the scope and site of the university curriculum (Symes and McIntyre, 2002). However, regular and close involvement of professional associations and employers in curricular development still seems to be rather limited in Europe (Reichert and Tauch, 2003).

3.5 Second synthesis: Core mission or portfolio of activities?

Beyond the quantitative and qualitative developments in the VET and HE fields presented in part two of this contribution, both education sectors are undergoing internal diversification which force them to redefine their core missions and open their doors to one another graduates and to learners out of the labour market (i.e. continuous education schemes). One growing concern is the links to the labour market and the economic and social contexts. In our perspective the changes occur within both systems and can be characterised by an expansion of their respective fields of activities, slightly overriding the borderlines between the systems. Quantitative changes are linked to specific institutional changes: it means that we are bound to observe movements in the student cohorts, the institutions and the programmes offered. For instance providers belonging to the VET sector are providing training for qualifications anchored at HE level as the so-called universities of corporate sciences (Berufsakademie) in Germany, and within both education subsystems other institutions are changing specially in the field of polytechnics or universities of applied sciences. Beyond the secondary level, a number of options exist for further education: more or less vocationally oriented programmes at the tertiary level, different lengths of programmes and purposes ranging from preparing to professions with high skill requirements to preparing to enter the labour market with occupational specific skills. 

The defining of core missions of institutions is increasingly taking into account the possibility to offer vocational-oriented as well as academic-orientated education and training by one single institution without losing its ‘corporate’ identity. This happens when VET institutions offer BA degrees or when HE institutions offer CVET. The awareness that VET provision might occur at different proficiency levels is growing with the thrust of the EQF. Meanwhile various schemes are allowing for transparency and permeability between the two sub-systems. They include new definition of entry routes, new schemes for education and training provision, implementation of recognition and crediting procedures. There might be a need for new definitions concerning the tasks and missions of VET and HE institutions as multi-fields institutions are emerging.

4. Summary and Outlook

Most of the European countries are facing common problems of academic drift, poor motivation of students on vocational programmes and a failure to provide future employees with the type of knowledge and skill they will need in a fast changing knowledge-based economy. We can observe a tendency towards enhanced practice orientation (vocational drift) of traditional HE programmes that may increase the attractiveness of graduates for the needs of the economy. New forms of flexible learning pathways expressed in efficient linkage of general, vocational and higher education, become a significant innovation factor. 

Some of the barriers to flexible learning pathways relate to the obstacles of moving between the VET and the HE sector. Of course, VET, GE and HE pathways do have different purposes ranging from hands-on working practice and occupational capability to intellectual development and the idea of education per se. However, these can be linked. Elements of general education can contribute to progression in vocational education and vice versa. Thus, increased permeability for movements resp. progression between education and training subsystems would be important for promoting participation especially by non-traditional students. Universities traditionally assured quality by final degree examinations and not by regulating admission, until the idea gained ground that standardised entry requirements would result in a homogeneous student body that would make it easier to produce excellence reliably. In recent years, opportunities to transfer from vocational education and training to higher education and to enter university at a later stage of life by different routes have expanded. The higher education sector itself has become more differentiated and has expanded its capacity, but there is no obvious consensus across Europe on how best to meet current demands. Widening the spectrum of eligibility for entry to include vocational education and training qualifications can rest on credential based, testing-based or market regulation approaches. There is no agreement on whether the boundary between initial and continuing education should remain or fall, and whether continuing education should be integrated into regular departments or dealt with separately. Currently, it is not known for certain which options are more successful and on which terms, nor whether accepting a diversity of responses across Europe is preferable to acting on a common position.

Summarising we can report an increasing deinstitutionalisation, i.e., firstly, a loosening of ties between institutions and degree types, secondly, a partially blurring of boundaries between HE and VET (upper segment of VET, lower segment of HE) with a simultaneously increase of their zone of overlap, and, thirdly, a growing number of mixed participants and mixed programmes.

Such an overlapping education may be further facilitated, if their different purposes are seen as less important. However, if they are considered as more important and the EQF will only be adopted half-heartedly, the remaining possibility will be separated but linked frameworks in which some of the components of each are portable via credit systems between them. In the latter case VET is always partly educational and only partly about preparation for employment. In this context the question of the traditional institutional division of labour of the education system emerges, especially between VET and HE. The relationship between VET and HE cycles of studies are characterised by vertical and horizontal differentiation expressed as functional diversification in rather monolithic subsystems up to now. This institutional tectonics is moving now. This movement will be briefly outlined in two possible development paths, which we called “complimentary multiversity” and “competitive diversity”.

4.1 “Complementary Multiversity” 

With young people following new pathways through education, training and employment, and working age citizens expressing a demand for continued learning, the provision modes of education and training are changing. Combining an award from non-university education - especially VET offering technical and further education - and the university could be promising in meeting emerging training and labour market trends. This meets also the trend of mass-individualisation, where curricula will be turned into learning pathways.

Companies and professional bodies are engaging in this field and may make their own arrangements for workforce training and professional development, if HE institutions cannot provide suitable and efficient provision, and in turn might then lose their monopoly of teaching, research and awarding qualifications. Enhancing differentiation requires HE institutions to move as much as they can to a student-centred provision of education and training with far-reaching implications for curriculum, research, interaction with students and the relationships with other institutions in the education system. Dual-sector institutions contain both a higher education and a vocational part regarding the upper segment of VET (polytechnics) and the lower segment of HE (BA).

This transformation of university to multiversity can also be expressed as a “friendly take-over” of the respective functions of each subsystem. This willy-nilly take-over (in German we use the metaphor of the mermaid tale "halb zog sie ihn, halb sank er hin”) is characterised by a growing overlapping zone, which prerequisites enhanced transition and progression. Continuing education uses both subsystems for knowledge updating. Referring to our picture of “institutional tectonic movements” (see figure 9, section 3) HE adds something on the bottom; VET adds something on the top; increasingly including HE components to attract learners and meet labour market requirements. These add-ons are the result of institutional change expressed in new degrees, courses and institutions. 

Thus, the idea of multiversity includes providing education - lifelong learning - to a broad target group. If the binary divide has to be maintained or not will be left open, however, there are signs of increased collaboration between VET and HE such as partnerships and associations in the Netherlands and Belgium (De Weert, 2006). While the multiversity path can be also an opportunity for continuing education the reverse trend is characterised by profiling, e.g. by research, by teaching or by work-based learning in a highly diversified and competitive education system.

4.2 “Competitive Diversity” 

In the case of the traditional university a single university model no longer exists but rather a complex set of public - some of which are in transition phase of governance modes from the academic republic to managerial university and struggling with issues of marketisation and commercialisation - and private institutions. Also in the VET system a broad range of providers varies from full-time schools to dual system and work-based providers, which finally leads to a diversity of institutions in both HE and VET. This diversity is also characterised by competition. Competition for human (best students and teachers) and financial resources (public funds can be spent either for continuing education or R&D activities) 

Faced with the knowledge societal trend many players try apparently to imitate somehow the character of the university (academisation): Yesterday’s polytechnics become today’s universities. Today’s universities become tomorrow’s graduate schools, and some vocational colleges/schools and post-secondary institutions become universities of corporate sciences resp. universities of applied sciences.

Sometimes the course of development is a spiral as in Finland where polytechnics became AMKs, were retransformed into polytechnics and finally re-emerged as university of applied sciences in 2006. In Japanese universities faculties do not longer exist, they turned into graduate schools that offer BA courses for initial education only as an auxiliary service but their core activity is the one of a graduate school. In turn junior colleges were upgraded to universities. Research in turn becomes a different work slot for specific research universities. 

Thus, the stronger vocational and application orientation may, on the one hand, lead to an academic drift in the non-university sector emphasizing the diversity of the HE system. However, the political emphasis of the employability discourse, on the other hand, could be interpreted as a warning against academic drift. Here tensions arise with the vocational emphasis of BA and the utility argument of education and its valorisation. But also different national employability discussions in countries with different types of HE institutions may give room for a growing potential for permeability as distances are reduced, but equally rising expectations are nurtured. How does this potential develop with existing regulations? 

4.3 Conclusions, policy implications and further research

The approaching of VET and HE as in the “multiversity” maybe facilitated by the integration of vocational and academic learning within a single integrated reference framework such as the proposal of the EQF, which may be advantageous for both administrative and political reasons. Administratively, the EQF should be more coherent, easier to manage and ought to make all kinds of progression simpler. Politically, integration is tied to the idea of promoting parity of esteem between academic and vocational learning. However, in practice, integration can be a highly controversial issue. Some see it negatively as lowering the rigour of academic learning and doing away with the idea of education per se and therefore prefer “diversity” providing customised education. Others see it as a way of broadening training by requiring it to be more educational. Some welcome it as the basis for ensuring parity of esteem between academic and vocational learning, whereas others see it as leading to academic drift and undermining the importance of vocational qualifications as competence indicators. 

As for the upper overlapping part of VET and HE, which encompasses higher vocational education resp. professional higher education, we can observe a dynamic push of bringing the two sectors of HE closer together. The Bologna process has contributed to the ambition of the non-university sector to have a tiered structure with a master’s as follow-up of the bachelor degree.

Competition and rivalry between the two sectors of HE remain but at the same time European countries with a binary system witness growing collaboration and partnerships between universities and higher vocational education resp. professional higher education. HE and VET providers must address a greater diversity of learning objectives, hence, meeting the needs of multiple target groups. This would imply: building networks of different types of educational institutions; creating regional but also cross-country networks to address specific issues and needs; and that universities should place greater priority on teaching and training those who are key figures for promoting lifelong learning in the future, that is, future teachers and trainers. Overall, HE and VET providers should adapt so that they offer environments and opportunities that are acceptable and attractive for those who would like to study in them.

However, seemingly convergence can not conceal the remaining differences between VET and HE because of the functional prerequisites. VET institutions are stronger involved in regional and economic development here they can be distinguished from classical universities; this opens a way for more heterogeneity and profiling in collaboration with the professional domain and regional stakeholders by focusing their resources upon their areas of particular strengths. This dynamic development would foster a larger variety of institutional profiles, which is very beneficial for society at large. An increasing academisation implies a loss of high performing school graduates for VET. Against this background the attractiveness of VET for career opportunities and continuing education for highly qualified school graduates has to be maintained resp. increased. BA graduates will most probably occupy those positions that have been taken up to now by non-academics i.e. graduates of further and continuous VET. At the same time the potential of low qualified employees without qualification has to be better exploited and better guidance to be provided. 

Policy implications include smoothing access for VET and HE, building bridges between VET and HE, defining overarching qualifications framework as well as fostering networking and competitive diversity (for more details see box 14).

Governmental policies to support permeability have to focus on improving their institutional arrangements for mutual credit transfer and recognition of prior learning by VET and HE providers. A research-led policy definition would include a stronger link and closer cooperation between VET and HE research communities since both fields sometimes seem to be decoupled and separated. It would also be challenging to inquire more systematically into work-based learning, which may represent promising possibilities for an infusion of new vocationalisation in mass higher education. Finally, we recommend reconsidering the role of institutions in and new forms of partnerships between VET and HE.

5. List of abbreviations 
AMK = Ammattikorkeakoulu (Finland) = type of university of applied sciences

BA = Bachelor degree

CVET = Continuous Vocational Education and Training

EQF = European Qualifications Framework

GE = General Education

HE = Higher Education

IFTS = instruzione e formazione technica superiore (Italy) - non academic, technical upper secondary education 

ISCED = International Standard Classification of Education

ISCO = International Standard Classification of Occupations

IUT = Institut Universitaire de Technologie (France) = Type of university of applied sciences
IVET = Initial Vocational Education and Training

MA = Master’s degree

OECD = Organisation for Economic Cooperation and Development

UoAS = University of Applied Sciences

VET = Vocational Education and Training
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Box 3: International Standard Classification of Education


The International Standard Classification of Education (ISCED) levels are used to compile internationally comparable statistics on education. ISCED 5A refers to programmes that are largely theoretically based and intended to provide sufficient qualifications for gaining entry into advanced research programmes and professions with high skills requirements. They are normally expected to be at least three years in duration. ISCED 5B refers to programmes that, like ISCED 5A, generally require successful completion of an upper secondary qualification or its equivalent for entry, but which are generally shorter, more practical, technical or occupationally specific than ISCED 5A programmes (OECD 2005c: 18).





Box 1: Dimensions of employability


the search process for placement and the access to a workplace;


the match between individual competences and the workplace requirements;


the adaptation between individual competences and the future workplace requirements;


the duty of firms or civil society to secure the access to workplace for the specific learners’ groups;


the ability of single persons to be flexible;


the development of individual attributes such as self-promotional and career management skills and the willingness to learn and reflect on learning.





Box 8: European Qualifications Framework for Lifelong Learning (EQF)


The main purpose of the EQF is “to act as a translation device and neutral reference point for comparing qualifications across different education and training systems and to strengthen co-operation and mutual trust between the relevant stakeholders. This will increase transparency, facilitate the transfer and use of qualifications across different education and training systems and levels” (CEC 2006a, p.3).





Box 10: Mobility between VET and HE in Australia


Australia is one example with extended student VET to HE and HE to VET mobility. Harris et al. (2005) bring some evidence on the mobility patterns between both education systems:


females represent the greater proportion of mobile students in both directions;


business-related fields are dominating in terms of frequency of mobility;


the mobility between VET and HE is occurring with less delay than between HE and VET;


the university beginners tend to be studying full-time while the VET beginners are part-time.


As bridging both fields is of utmost importance on the European policy agenda it is worth looking at individual motivation and to identify differences between VET and HE learners. “The key motivation for both (learners) groups in undertaking further study was to improve employment prospects, with the next two (in different sequence) being to gain or improve practical skills and for personal interest, development or recreation. While both groups were studying to obtain a vocationally specialised education and to improve employment prospects, the university beginners favoured studying in the same or similar field of education to retrain for a different career, whereas the majority of the VET beginners was studying in a different field of education to improve prospects in their present career” (Harris et al., 2005:43).
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Box 12: Foundation degree in the UK


The foundation degree was introduced in 2000. This degree provides a new model of vocational higher education based on close collaboration between employers and providers of higher education. It aims to widen and increase participation in higher education by delivering knowledge and skills needed for employment by the application of work-based and flexible modes of learning�. Foundation degrees are “employment-related, higher education qualifications, designed to equip students with the higher-level skills that employers are crying out for. They are bringing higher education and business closer together to meet the needs of employers” (DfES, 2003). The qualification is taught over a 2-year period (when studied full-time) and it is not equal to a Bachelor’s degree. However, students can transfer to the 3rd year of a Bachelor course once they have completed the Foundation degree. The degree is work-focused and can be either company or profession specific. It is the newer (post-1992) institutions that have most successfully developed the Foundation degree (Bowers-Brown, 2006).





Box 13: The IFTS model in Italy


IFTS stands for Integrated Non-Academic Higher Technical and Vocational Education and Training system or Istruzione e Formazione Tecnico-Professionale Superiore Integrata. The IFTS is accessible for learners with an upper secondary certificate or learners/workers with certifiable competences acquired from previous education, training and work experiences. It is designed to prepare senior technicians in order to meet the demand for skills from the public and private labour markets. 


It is an integrated training-education model, both flexible and tailor-made (addressed to employed and unemployed young people and adults) through the principles of modularity, skill-based learning and credits. The IFTS standards contain competence units defined as sets of certifiable skills that can be recognised as training credits and used to enter other pathways, under agreements between the various training agencies working together within the IFTS system (Dunkel and Le Mouillour, 2005).





Box 11: Licences professionnelles in France


The so-called licences professionnelles have relied on three principles since their introduction in 1999: pedagogical innovation, plurality of the participants and partnership with professional actors. Establishing links with actors outside academia are characteristics of the vocationally-oriented programmes. Interesting is also to consider the changes initiated within HE: They can be offered by UoAS, university departments, engineering schools, institutes, further education departments, etc., which means they are leading to interlinking actors within the HE area. Furthermore colleges (lycées) are joining nearly half the initiatives (42% of the projects submitted in 2002) (Maillard et al., 2004). the vocational aspect (offre professionnalisante) is defined regarding two aspects: the graduates will have occupations other than teaching�, they will enter the labour market shortly after graduation.





Box 14: Policy implications


Smoothing access for VET and HE: e. g. entry routes via vocational upper secondary schooling: school-based or apprenticeship, second chance schooling, vocational preparatory courses;


Building bridges between VET and HE: opportunities for adults through distance education degree programmes, continuous professional education, lifelong learning centres within universities;


Defining overarching qualifications framework: Recognition of prior learning, crediting instruments (ECVET, ECTS), qualification linkages;


Fostering networking: Territorial knowledge and innovation pool (learning regions);


Competitive diversity: Support diversification of offer (range of courses, accessibility, closeness of links with employers and wider community).








� We use VET in this report in an extended sense ranging from EQF level 3-8, which is of importance when we refer to the upper segment of VET in our line of reasoning.


� The OECD concept of education expectancy implies: "School expectancy (in years) under current conditions excludes all education for children younger than five years. It includes adult persons of all ages who are enrolled in formal education. School expectancy is calculated by adding the net enrolment rates for each single year of age" (OECD 2005a, pp3-4).






PAGE  4



PAGE
46


08_Final_rev.doc                              10.06


_1220611910.ppt


Labour market

Higher

Education





Vocational

Education

and

Training



Continuous Higher

/Vocational Education






















