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The years immediately following the end of full-time post-compulsory education are
among themost complex and critical in any education system. They are complex because they
are affected by a wide range of factors: the nature and output of compulsory education, the
diverse needs and aspirations of young pecple, the changing demands of the labour market,
the problems of youth unemployment, the influence of higher and continuing education. The
post-compulsory stage is a critical one for the individual since it involves important
educational, career and even life choices, and for the system because it forms a crucial linkage
between education and the economy.

Member countries have very different institutional arrangements at this stage and are,
therefore, confronted with problems specifically related to their own distinctive sertings (these
general problems were anelysed in an earlier report: Education and Training after Basic
Schooling, OECD, 1985). All countries, however, share a strong interest in and support for
qualitative changes, considered essential in coping with the common issues and dilemmas they
carrently confront at this level. Thus, the aim of the present report is to clarify current
curriculum issues in pust-compulsory (approximately 16 to 19) education focusing primarily
on the structure and content of courses and the qualifications to which they lead.

The report has been written by G offrey Squires, University of Hull, United Kingdom, in
co-operation with Dorota Furth of the OECD Secretariat. It is based primarily on case studies
of eleven Member countries listed in the annex and which have been issued separately as
OECD Educational Monographs.

The report is published on the responsibility of the Secretary-General of the OECD.
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SUMMARY AND CONCLUSIONS

by the OECD Secretariat

The aims of the report

The purpose of the report is to clarify current trends and issues in post-compulsory
education; and to do so by focusing on the ct:rriculum, i.e. the organisation and content of
studies, drawing on the concrete expericnce of a large number of OECD countries. The report
grows out of previous OECD studies in this field, in particular Education and Training after
Basic Schooling (1985), and also draws on other current studies of post-compulsory education
which are concerned with the education/economy interface and provision for the disadvan-
taged.

The term post-compulsory here refers to that stage of education and training that follows
immediately after basic full-time compulsory schooling and caters to the needs of young
people in the 16-18/19 age group. Typically, it encompasses upper secondary schools, or the
second cycle of secondary education, formal youth and further education programrmes.
apprenticeships and other established out-of-school training programmes, ‘ncluding those on
a part-time basis. With a few exceptions (e.g. Canada, United States) post-secondary
institutions are not included.

The nature and provision of post-compulsory education need to be clarified because this
remains a complex, confusing and poorly conceptualised sector of cducation. There exists a
great body of thinking about the nature and purposes of both compulsory schooling and higher
education, but the post-compulsory stage seems to have fallen between these two stools.
Indeed, in some countries, it is only in the last decade that any attempt has been made to see it
and plan it as a whole. There has been no shortage of initiatives, of action; the problem has
been to place these in a coherent policy framework.

Theanalysis in the report is, however, not a purely wostract or conceptual one; it is derived
from, and returns to, what is actually happening in a representative sample of OECD
countries. The report is based on studies of post-compulsory education in cleven countries (to
be precise, eleven systems, since some studies deal with a jurisdiction or a region rather than
the entire country) which were prepared by education authorities or consultants from those
countries on the basis of a set of common guidelines, and on information relating to the study
received from other countries. The report quotes extensively from the studies, and indeed onc
cf its hidden aims is to lead readers back to them, for they provide a rich account of current
developments and issues in the relevant countries. The country studics, issucd separately as
OECD Educational Monographs, are listed in the Anex.

The report concentrates on the organisation and content of studies, the curriculum.
Much of the writing on this sector or stage of education has been concerned with the pattern of
institutions. Yet the curriculum lies at the centre of Jur concerns; it is “the stuff of education”.
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It is not always easy to disentangle curricular issues from organisational factors on the one
hand, and the process of teaching and learning on the other, but the report addresses the two
basic questions of the curriculum: what is taught? what ought to be taught? The answers to
both questions are far from simple, but that is all the more reason for exploring them.

The report is aimed at a relatively wide audience. This is because there are many policy
actors involved in education at this stage, more so perhaps than in any other. The role of
central government may itself be shared between scveral ministries, and thereis frequently a
regional or local government dimension as well. Employers, higher education institutions,
professional bodies, trade unions, parents and students are also involved, and the practitioners
in the system often have considerable discretion in the way they interpret and implement
policies. The report attempts to provide a common language and framework which can aid
debate and negotiation ainong these various partners, to set national policies in a wider,
comparative perspective,, and to cite concrete examples which may be useful in forming
judgements and planning provision.

All this suggests that the report has an indirect rather than direct bearing on policy, and
thisis largely true and necessarily so. It is concerned as much with the policy questions as with
the policy answers, which are inevitably contingent upon national frameworks, traditions and
priorities. Nevertheless, it may be useful in this summary to draw out seven main points which
have emerged from the study. These must inevitably be generalised and simplificd, and the
analysis in the body of the report, and also the country studies, refines and qualifies them.
Their relevance and applicability vary not only from country to country, but within countries,
from one type of education to another, sometimes from one region to another, and over time.
As such they must be treated with due caution.

Changes in general, technical and vocational education

The institutional map of post-compulsory education varies grcatly from country to
country. In some of the countries in this study, the majority or near-totality of the age group
are provided for by a single, comprehensive type of institution, such as an upper secondary
school or college; this is the case in Canada (Quebec), Japan, Sweden, Yugostavia and the
United States, although in the casc of the last country, the essentiaf choice point comes at the
end of secondary, rather than compulsory, education. At the other extreme are countries
where the majority of young people enter apprenticeships (which involve both on-the-job
training and part-time education) at this stage; this is the situation in Germany and
Switzerland. In the remaining countrics in the study, France, Italy, the Netherlands and the
United Kingdom (for which there are separate studies for England/Wales and Scotland)
there is a more mixed or pluralistic pattern, which involves schools, colleges, apprenticeships,
training schemes and other special programmes, often for the “risk” groups.

However, the curriculum map varies less from country to country than the institutional
one. Previous OECD studies have suggested that at this stage, the curriculum typically
subdivides into threce main types. “general” education which leads naturally, though not
exclusively, to higher education, “technical” cducation, which equips people for middle-level
technician-type jobs; and “vocational” education and training, which prepare for skilled or
semi-skilled work. This tripartite typoiogy was taken as the point of departure for this report in
an effort to explore to what extert it still holds true and is appropriate to the changiag
socio-economic developments of modern industrialised societies.

The evidence from the case studies suggests that whilc these divisions are still apparent in
a number of countries, they have been modified in several ways and are likely to be further
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eroded in the future. The report gies examples of how each of thesc streams is changing and of
the increasing subdivisions within and overlaps between them. General streams have in some
cases expanded, but in so doing have become more clearly sub-divided, either by subject group
(e.g. maths/non-maths, science/arts, for example in Quebec or Sweden) or destination
(higher education/employment, as in England/Wales and Switzerland). The apparently
homogeneous general stream in Japan in fact contains important sub-types frecuently related
toability level. In some countrics, such as the United States, a distinction is made between the
more prestigious “academic” college preparatory courses or subjects on the one hand, and
general courses on the other. It is arguable that in some countries in Europe (c.g. France,
Gemmany and the Netherlands) “general” streams are not in fact general by any reasonable
definition, but rather a foundation stage in a long-cycle academic or professional education
which reaches its completion only at or after first degree level.

The report highlights the fact that at the post-compulsory level it is the general
academic-type streams which are often the most resistent to change. This is not merely due to
pressures stemming from higher education requirements but also, and perhaps more
fundamentally, to the formal status of the traditional qualifications (c.g. Baccalauréat,
Abitur, Matura) to which they lead. Since these qualifications often grant legal right to entry
into universities, the reforms do not depend so much on the institutions themselves as on
government policy concerning the status of these qualifications and the articulation between
the two levels.

The changes in technical streams seem to be due more to changes in technology than in
cducation. Technology may in fact nrovide a new centre of gravity for studies at this stage. The
specific technologies of the past, concerned with particular elements and processes, are now
being subsumed under the more generic systems technologies of information and control.
technology is transcending the technical. While distinct technical streams and qualifications
still exist in some countries, it is becoming increasingly difficult to distinguish between
technical and general education at the top (more theoretical) end and between technical and
vocational at the lower (less theoretical) end. The influence of technology does not necessarily
result in larger technical streams, though in Italy and Sweden these have grown, rather, it is
beginning to permeate the content of all streams or tracks at this stage, and to occupy a major
place at the post-secondary level as well.

Significant changes have taken place in previously well-defined vocational streams.
These are due to a number of factors. In the first place, with rising participation rates at this
level, particularly of “new groups”, expansion has itsclf led to growing differentiation within
this sector. The attempt to improve, upgrade and increase the attractiveness of vocativnal
courses has entailed at the top cnd a blurring with the technical streams mentioned above. In
some countrics broader-based courses have been developed to meet the need for flexibility and
substitutability in the labour market. Other countries have stayed largely with a more specific
pattern of training which arguably develops transferable skills ia terms of work processes
(attitudes and approach) if not always of work content. As a result of economic change, the
traditional distinct craft-based occupations and their related training have declined.
Multi-skilled training for the service sector has Jrown. Vocational streams have also borne the
bruntof youth unemployment and measures to cope with it have affected vocational education
more thanany other sector at this stage. Irdeed, courses labelled vocational are often included
at the lower end of the post-compulsory spectrum, but which are essentially remedial,
recuperative or with a narrow skill training orientation rather than vocational in the
traditional sense of the word. Insome countrics (e.g. Sweden, United Kingdom) this has led to
the emergence of dual or parallel systems of provision.
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Thus, a general blurring of the tripartite structure secems to be happening, due to a
combination of factors: greater fluidity and uncertainty in the labour market; less rigidly
linear access to higher education; the development of continuing education; the problems of
youth unemployment, and a declining age group. It is not that post-compulsory education is
becoming less differentiated, but that the basis for differentiation is shifting, the pattern
becoming more complex, and the situation more fluid.

Differentiation, progression and equality

These developments imply that post-compulsory education is likely to remain a highly
differentiated sector of education, both vertically in terms of status and level, and horizontally
in terms of the scope and specialisation of courses. Its proximity both to the labcur market and
to higher education, both highly selective, suggests that even comprehensive institutions at
tiis stage are likely to have sharply differentiated curricula. And the fact that systems are
catering for an increasing nercentage of the age group suggests that diversity of and within
provision is likely to become more, not less, important. 4 key and perennial question is the
exient to which it is possible to develop choice and diversity at this stage whilst keeping to a
minimum the well-known negative effects of educational differentiation, i.c. the development of
rigid, socially-biased hicrarchical systems and their discriminatory effects in terms of the
future educational and career opportunities open to graduates from different streams.

Receat trends in vocational education may serve to illustrate these difficultics. On the
one hand, greater emphasis on achicvement criteria in determining choices and sclection has
not drastically changed the social composition of the student body in the different types of
courses. In addition, the tendency to steer low achievers and for low-ability students towards
vocational courses has frequently counteracted efforts to raise the status and prestige of
vocational credentials. More recent developments also show the difficulties of achieving
cgalitarian goals. At first sight, for example, the fact that some countries have succeeded in
recent years in having more middle-clas. students in certain vocational streams and a higher
proportion of working-class students in general education may be viewed as a positive
development. However, different conclusions can be drawn when it is scen that quite often the
privileged groups tend to concentrate on those vocational streams which open up better
opportunities for employment, whercas many of the less privileged groups enrol in gencral
education as a second choice, because of lack of places in the more rewarding, sclective
vocational options. Such developments reveal the importance of student strategies -
particularly from the middle and upper social strata - in maintaining an advantaged position.
Theimportance and the effects of these strategies are likely to increase in the light of the rapid
pace of socio-cconomic change and the consequent need for, and benefits derived from,
making quick, well-informed choices among a vast range of options whose employment value
fluctuates. Clearly, this has implications for the setting up of well-developed information and
guidance systems, and here the potential contribution of new technologics descrves special
attention.

The existence of differentiated curricula has at least two other major policy implications.
First, although many of the internal differences ultimately reflect socio-cconomic stratifica-
tion, thus sctting outer limits to the ability of education to pursuc egalitarian goals, in one
respect education scems to be even more sharply stratified than society. The labour market
embodies a much broader concept of human ability than education. The skills and
achievements that are involved in successful work go well beyond the cognitive-intellectual
ones that are prized particularly in cducation, they embrace practical, organisational,

Q
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interpersonal and sometimes artistic ones as well. This points to the need to re-evaluate the
criteria of assessment within education at this stage, to ensure that both access and achievement
reflect not only different levels, but types of ability and skiil. Educators are often wary of clos.r
contact with the labour market because they feel this will narrow and constrain the
educational process. However, the reverse might also be the case: closer contact with *he world
of work could broaden and pluralise the criteria of achievement, and ultimately the conception
of human potential and its educational development.

Secondly, there is a need to develop a commion currency of qualifications at this stage
which will allow cach type of education ina differentiated system to be related to the others, to
higher education, and to the labour market. Such a currency, which to some extent exists
already in several countrics, would allow mobility within diversity, something which is
desirable both from the point of view of individual progression, and the optimum use and
flexibility of manpower. A commor currency of jualifications, expressed in terms of “credits™
and “levels”, would also allow relevant work experience to be appropriately valued, a point
which will become increasingly important in relation to adults.

Transition and foundation

Post-compulsory education has often been described as a stage of transition, between
school and higher education, school and work or, in recent years, unemployment. Clearly, it is
transitivnal in many ways: cducational, social, legal, economic and persvnal. However, the
concept of transition by itself Goes not provide a firm basis for planning the curriculum at this
stage, although it does point up the need for adequate guidance and counselling, and for
flexibility in the access to and sequence of courses in order to accommodate changes of
direction in students’ educational paths.

The report suggests that the central task of post-compulsory education is to provide c
preparation or foundation for a field of work or advanced studies. This foundation is more
focused than the general stage of education which precedes it in the compulsory school, but
not yet as specific as the specialised education or training which will follow it in higher
education or on the job. The duration of these three stages - general, foundation and specific -
differs according to the length of the individual’s education cycle, which may vary by as much
as ten years. Nor are the three stages aiways distinct: there may, for example, be
pre-vocational clements within compulsory schooling, though increasingly these are there for
reasons of motivation and orientation, rather than vocational education ir the strict sense.
And the need not simply to retrain but recycle people’s skills in the face of rapid employment
changes means that sometimes a whole new foundation has to be laid at a later age.

Nevertheless, the concept of a preparation or foundation stage seems useful in three
ways. First, it implies a foundation in knowledge and skills which is sufficiently broad to
underwrite work or study in not just one specific job or task, but a range. The nature of that
foundation is itself changing. The simple dichotomy between “arts™ and “science” is being
challenged. The old, specific technologies are giving way to the newer generic technologies of
information and systems. The growth of service sector occupations is leading to a gruater
emphasis on organisational and intcrpersonal skills. The balance of occupations, and with i
curricula, is shifting away from work with things, towards work with information and work
with people. There scems to be a greater emphasis on the development of general analytic and
problem-solving skills which will be uscful in any kind of work or further study.

Sccondly, post-compulsory education provides a foundation in terms of attitudes and
values. This has long been recognised in traditional forms of vocational and professional
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cducation, such as the apprenticeship, which was concerned with inculcating norms, roles, and
self-concepts, as well as knowledge and skills. The importance of this dimension of studies has
been recognised by ceducationists who refer to the “hidden curriculum”. the norms and
messages which are transmitted not only through the content of courses, but the teaching
process and learning environment. Likewise, some cconomisis have suggested that therc is a
“hidden™ contract which complements the formal labour contract, and which influences the
way people work and the intensity of their labour.

Thirdly, post-compulsory education may provide a foundation in a more persenal way, by
giving people that sense of competence in a particular field, whether academic or vocational,
which is an important aspeet of adult identity; the sensc of knowing or being able to do
something which not cveryone knows or can do. <.gain, the process of identity “ormation will
vary with the overall length of the cducational cycle, and for some will t. associated with
higher cducation rather than with this sector. At whatever age it occurs, however, the notions
of transition and foundation will be closely linked.

Whatare theimplicaticns of this for policy? They bear mainly on the training of teachers,
or to be more precise, those who have a teaching 1 .ic both in and outside education, at this
stage. The training of such people should be informed by awareness of the characteristic
Seatures and tasks of the post-compulsory stage. the importance of found..tion knowledge and
skills, tl.e importance of role modelling and the learning environment, and the necd for all who
are ac,iirecliy involved with students or trainees to be aware of the problems of information and
guidance.

The structure of courses

The report suggests that post-compulsory education caa be regardec as part plannec
system and part education market. This duality affects not only the content of courses, but
therr structure, and creates the need to provide both coatinuity and flexibility. In some
countries, courses are organised mainly in “lines of study”™ which maximisc continuity and
coherence, in terms not only of the curriculum, but of the student group. In other countries, a
more modulas patiern prevails, which maximises choice and flexibility, both educational and
personal.

It may be that these two pattern. will converge more in the future, pezhaps towards a
“core-option” pattern which attempts 1o accommodate these conflicting demands. Linear
systems may have to lvosen up somewhat, by providing more choice especially in their later
stages, wa .c1odular ones tighten up, by insisting on core requirenents However, the pattern is
likely to continue to vary not only from cuuntsy to country but from onc type or strcam of
cducation to the other, with the long-cycle general courses maintaining more linear structures
which allow cumulative study, and the shurt-cycle vocational ones tending to be more modular
in response to changing and more immediate labour market needs.

The link with higher education

Historicaliy, general streams or tracks at the post-compulsory stage have had an
exclusive relationship with higher education, in particular with the universities This is now
being modified 1n two ways. students from such courses may proceed not 10 universitics or
higher education, but to employment, and higher education has Jiversified its intake,
sometimes for demographic reasons, to include varying proportions of older or “non-
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traditional” students. The case studies show that, in most countries, there exist formal
opportunities for students to enter higher education from a technical or vocational base
(“second route™), and ata later stage (“second chance”). The existence of such formal access
does not guarantee, however, that many students avail of it, or that when they do, do not drop
out in disproportionate numbers. In policy terms, it is thus important fo stress the difference
between formal access and real accessibility to higher education, and the extent to which
“non-traditional” students are actually equipped to cope with higher studies, and higher
institutions prepared to cope with them. Both imply a concern not only with the knows..dge
baseof such students, but their capacity to adapt to a different style of teaching and study, and
in some cases to an unfamiliar institutional ethos. Equally important are the admissions
orocedures, access and orientation courses for “new groups” as well as guidance and teaching
both before and after entry to higher education.

The formal steps already taken to pluralise access to higher education are to be welcomed
but there still reinain some key problems in the articulation between the two levels. From the
perspective of the post-compulsory stage, higher education often continues to appear
relatively monolithic, and the divisiva between courses which lead on to it,and those whichdo
not, remains a deep one in some countries. It is also clear, particularly in countries where there
isa “cultural gap” between the academic world and that of employment, that it is difficult for
individual programmes of study to reconcile preparation for higher education and for direct
entry into the labour market. The experience with many reforms of technical streams shows
that efforts to strengthen the “transfer” orientation to higher education carries the risk of a
declining employment value of their credentials: the content of studies is considered less
relevant, and qualified school-leavers who do not proceed to higher education, in spite of the
opportunities that are offered to them, are not perceived as being the best. Ultimately, the
divide is likely 1o be bridged by the development of intermediate Jorms of post-secondary
education, not only in the form of short-cyclz institutions which many countries have established
in recent decades, but also of a more diversified and flexible network of courses and
qualifications provided within and outside the formal post-secondary system.

Diversity and coherence at the post-compulsory stage

If there is one general message that emerges from the report, it is that post-compulsory
education has to be both diverse and coherent. The statistics cited in Chapter 111 of the report
demonstrate the continuing expansion of post-compulsory education. one, and in some cases
more than one, year of post-compulsory cducation is now the norm in most of the countries.
Such expansion creates a problem. Because post-compulsory education has come to provide
for a majority or near-totality of the age group at a relatively late stage in their educational
development, and because it is close to both higher education and the labour market, it has to
be diverse: diverse in terms of aims, content, level, modes of attendance, teaching methods and
learning environments. Diversity is provided in different ways in the various countries, not
only in *erms of curricula and the structure of studies, but also in the pattern of institutional
arrangements. The existing patterns vary greatly from country to country but again there may
be some convergence in the future.

The increasing element of “thcory” in many falds (even crafts which used to be
predominantly manipulative) suggests that educational institutions, whose strength this 1s or
should be, will have to continue to play a central role in future provision. Conversely, the costs
of equipment and the need to provide young people with a wide range of learning
environments, role models, and learning tasks suggests that many “non-educational®
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resourcesand settings will also have to be used. Indeed, such resources and settings may be the
main means of providing for those young people who have become thoroughly alienated from
formal education by this stage.

The need for diversity can create particular strains in systems which attempt to provide
forthe agegroupinasin  type of institution. On the other hand, post-compulsory education
needs to be coherent if st.  ents, employers and others are to make proper use of the resources
and opportunities it offe . This need for coherence is most obvious in countries where the
institutional pattern is most diverse. It is also becoming a sensitive political issue in countries
where there is a trend towards greater decentralisation of the control and decision-making
structures dealing with this level. Growing involvement of local authorities and communit+
representatives in steering curricula towards more immediately-felt local needs could cari,
the risk of distorting the balance between the responsz to such needs and to educational 1nd
training requirements defined in a broader national perspective. In some countries it is also
noticeable that the closer links.between training schemes and the surrounuing community
contribute to a sharper segmentation of youth, between thcse who pursue a type of training
leading to qualifications which are essential for a local labour market and those who seek
credentials which are nationally recognised.

The need for coordination and coherence in a diversified network of provision has three
implizations for policy. First, at the institutional level, consortia or federations of providers
which can ensure a comprehensive service to the age group may have to become more common in
the future. Such groupings may be organised on a local basis, partly in relation to local labcar
markets, and involve both public and private institutions. However, a national system of
credits and qualifications would also be crucial in providing the links in such a system, and a
general currency for courses and assessment. The second is the need, referred to earlier, for a
common and commonly-understood currency of qualifications which will allow the various
parts of the system to relate to one another and 10 the outside world. Thirdly, the existence of so
much choice and diversity points to the key role of information and guidance, not as sometking
ancillary, but as central to the educational process at this particular stage.

Culture: The hidden element in the links between education and the economy

A general conclusion drawn at the end of the report is that purely structural comparisons
of education systems which focus on the pattern of institutions, courses and qualifications
.nust beinterpreted with great caution. Some of the most important effects of edncation are its
less overt influences on values, attitudes and norms: on the culture, the way of life. The
importance of this aspect of education has been suggested by both educationists and
economists. Educationists have pointed out that the formal curriculum is only the visible part
of what is taught, and have explored what has come to be called the “hidden curriculum™ of
courses and institutions: those implicit messages which are embodied and transmitted in what
is taught and how it is taught. Such messages can affect attitudes to study, to work, and to
different kinds of work, influencing for example the perceived status of different occupations
orjob roles. Economists, likewise, have pointed out that formal labour contracts are inherently
incomplete, and that workers always have a hidden element of “discretion” in how they work.
Such discretion is influenced by individual attitudes and group norms. This points fo the
importance of cultural variables in economic performance, although the nature and impact of
such variables tend to remain speculative. And of course education has cultural effects that go
well beyond the economic, in influencing attitudes to institutions, social relations and current
issues.
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One of the reasons why post-compulsory education is a complex and interesting field is
that it brings together the two broad policy themes that have dominated the last two decades:
the concern with education and equality in the 1970s, and with education and the economy in
the 1980s. Both of thest presuppose a relatively direct relationship between education and
society. Both themes remain central to the analysis of this sector of education, but it may be
that some of the most important effects of post-compulsory education are indirect rather than
direct, affecting the cultural and normative variables which in turn affect both social relations

and economic performance. This aspect of post-compulsory education may merit closer
attention in the 1990s.
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INTRODUCTION

During the last ten years, both Member countries and the OECD have produced a large
number of reports dealing witk those years of education which immediately follow the end of
compulsory schooling, and which in most countries involve young people between the ages of
15/16 and 18/19. The number of such reports, and their content, bear cloquent witness to the
contemporary importance of what is typically referred to as the “post-compulsory sector”.

In many cases, the concern with this stage of education has been prompted by a rapid rise
in youth unemployment, a rise due to varying combinations of demographic and economic
factors. In some countries, youth unemploy ment is now declining or seems likely to decline, in
others, it remains a serious e~onomic and social problem. But the salience of post-compulsory
education is not simply a function of the level of youth uncniployment. there are permanent
reasons for its importance. It enrols increasing proportions of the age group in most countries,
an increase which brings with it not only problems of expansion but also of diversification. It
lies at the intersection between compulsory schooling, the labour market and higher
education. It typically involves a range of governmental and non-governmental agencies. It
represents a crucial stage in young people’s lives.

This report grows out of previous OECD reports on this field, and in particular Education
and Training after Basic Schovling (1985). It builds on and develops many of the themes and
issues contained in that repcrt, but it differs from it in two ways. First, it concentrates on the
organisation and content of studies, on what is taught, and what ought to be taught. Such
questions cannot of .ourse be taken in isolation from other aspects of post-compulsory
education, such as the institutional pattern, the arrangements for funding both institutions
and individuals, the methods and style of teaching, the provision of guidance, and perhaps
most important, the structure of qualifications. But in this report, such factors have, as far as
possible, been treated as “contextual”.

Secondly, this report differs from its predecessor in being based primarily on case studies
of eleven Member countries, prepared either by officials within the relevant ministry, or by
experts who could provide an informed view of current trends and issues, often in consultativn
with the ministry, and on relevant information received fromother countries. In fact, it would
be more accurate to speak of eleven systems rather than eleven countries. the Canadian study
is largely confined to Quebec, where post-compulsory cducation is structured rather
differently from the rest of Canada, there are two United Kingdom studies, dealing with the
dissimilar systems in England/Wales and Scotland, and the Yugoslav study 1:fers
particularly to Croatia. But in all cases, the intention of the studies was not so much to prosent
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a s«atement of current policies, as to analyse problems and changes in the field, and to relate
the-general questions ideniified in previous reports to concrete developments.

The case studies are being made available separately from this report; details of them are
given at the end. The purpose of this report is therefore not to summarise them or repeat what
they say, but to attempt to draw them together in a broader synthesis. The report divides into
four main parts. Chapter II, “The Nature of the Post-Compulsory Stage™ attempts to clarify
and conceptualise what is often an ill-defined, complex and confusing area of provision.
Chapter I1t describes current structures and trends in this sector, drawing on data provided
both by the Secretariat and the authors of the case studies. Chapter IV reports and analyses
the developments in general, technical and vocational education described in the case studies,
quoting extensively from the studies themselves. While every atiempt has been made to check
the use and interpretation of these extracts with the authors, there is always a danger in taking
comments out of context, and readers are referred to the complete texts of the case studies for
the full account. Chapter V explores in more detail the content, process and structure of
courses at this stage, and ends with some more general remarks.

All comparative studies of education face certain well-known problems, but this study
faced two additional ones. It is well recognised that education systems differ markedly from
country to country, as a consequence of differences in historical development, cultural norms
and policy emphases. It is perhaps less widely recognised that there are major differences in
training systems as well. Some countries have an important tradition of apprenticeship; others
do not. Insome countries, employers assume the main responsibility for training; in othersit is
the State, regionally or nationally, which fulfills that role. Since the post-compulsory stage
typically involves both “education” and “training” such cross-national differences further
complizate the already complex educational differences. Secondly, it was said above that this
stage of education has been the subject of many reports in the last decade. Such reports have
frequently led to major initiatives, many of which are still at an early stage. In such cases, it is
often difficult to describe, let alone judge, what is going on, and the verdict must await time
and evaluation. However, the value of studies such as these perhaps lies less in attempting to
arrive at general judgements than in describing a repertoire of possibilities (and problems)
which policy-makers and practitioners in Member countries can take into account in making
their own decisions; in giving a sensc of the field which can help throw their own case into

relief.
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THE NATURE OF THE POST-COMPULSORY STAGE

The first problem ihat confronts any study of this stage of education is that of
nomenclature and definition. There are two main ways of defining it. in terms of educational
status, and in terms of age, but neither is wholly satisfactory. The distinction between
compulsory and post-compulsory is complicated by the fact that the age range of compulsory
schooling varies from country to country [16 in all the case-study countries except Italy (14),
Japan, “witzerland and Yugoslavia (15), with some inter-state variatizns in the United
States). Part-time compulsory education follows full-time compulsory schooling for two years
in the Netherlands, and two or three years in Germany. And even when education or training
do become officially voluntary, there may be such pressures on young people to enrol, from the
State, from employers and from their families and peers that it becomes effectively
compulsory to continue for at least one year beyond the legal minimum.

Definitions in terms of age encounter similar difficulties. While in some countries there is
an identifiable two- or three-yea: period which can be labelled post-compulsory, in other
countries that stag: is much shorter or does not exist at all. In Scotland, the stage between the
end of compulsory schooling (at 16) and admission to higher education (at 17) may last less
thana year for a minority of students. In the United States, many young people pass directly
from high school to higher education, and the term post-compulsory is not widely used. In
countries where the great majority of the age group continue to be enrolled in school beyond
the legal minimum age (as in Japan, the United States and Sweden) the term “upper-
secondary” is more appropriate, but in other countries where this is no. the case, it suggests a
level and locus of study which is simply inaccurate for large numbers of young people. And the
term “tertiary”, which in some countries can refer to this stage (e.g. in England and Wales) in
others (e.g. Ireland) can include higher education.

These problems of definition and delimitation suggest that it may be n.ore useful to think
of post-compulsory education not as a definable, institutional sector of education but as a
stage in a process which begins earlier and may end, for some students, much later, after the
completion of higher education. This process has three related aspects, which together
comprisc a shift in the relationship between the education system and the society of which it is
a part. They are, first, an increasing differentiation of provision in terms of scope, level and
status; secondly, a decrease in the distance between education and society, both in terms of
institutions and curricula; and thirdly, a shift from a system that is largely plannable and
planned to one which takes on some of the characteristics of an education market. These three
themes will be explored in turn.
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1. Differentiation and progression

Education at the primary or basic stage is in all countries relatively undifferentiated in
terms of institutions and curricula. There may of course be private as well as State schools, or
schools which attempt to impart a particular cultural, religious or social ethos at an carly age;
and in some systems the quality or reputation of one’s primary school may be an important
determinant of one’s subsequent progress. But most primary or basic schools in a country
cover the same range of subjects ~ whether they are labelled as such or not — and few stream
pupils systematically at this stage, although informal rankings may well exist. As pupils move
on towards and into the lower secondary stage, curricular differentiation, in terms of type of
subject and level of ability begins to emerge, and this is accompanied, in some countries
though not others, by institutional differentiation into different types of school. And as pupils
approach the stage where they begin to prepare for public or State examinations, such
differentiation tends to become sharper. By the time the post-compulsory or upper secondary
state is reached, such differentiation becomes recognisably linked to the division of labour in
the society, in terms of the type and level of work, and related social stratification.

The basis, pattern and timing of such differentiation varies greatly from country to
country, including the eleven Member countries involved in the case studics, and the whole
issue of how and when to differentiate, both “vertically” in terms of ability/level, and
“horizontally” in terms of lines of study, and the implications for student choice, has been a
major preoccupation — perhaps the major preoccupation - of secondary education policy in
the last quarter century. Such issues have both an institutional and a curricular dimension.
Systems which differentiate relatively early (e.g. Germany, the Netherlands and Switzer-
land) are characterised by institutional plurality or curricular diversity, those which
differentiate late (e.g. Sweden, the United States) tend to have comprehensive institutions or
common curricula. Even the latter, however, may be differentiated in terms of a “pecking
order” of notionally similar institutions or courses, as in, for example, Japan.

It is not the purpose of this report to reopen the “differentiation debate” within
compulsory education, but rather to see how it affects post-compulsory education, in terms of
differences in the content/type or level/stream of studics. Figure 1 suggests that there are
three dimensions which need to be considered in any analysis of this ficld. They are the
educational stage of studies (general, foundation, specific), the economic sector towards which
they eventually lead, and the cogmitive level of studies/work. Each of these dimensions will be
analysed briefly.

Figure 1 identifies three broad curricular stages in an individual's overall educational
cycle. The general stage, which begins with primary edncation and continues through to the
lower secondary stage at least, provides a broad, general educational base through a range of
subjects which typically represent the main types of knowledge and skills which are believed to
be important for further academic development, social development or personal growth.
Models of general education vary from country to country, but they characteristically lay
some kind of claim to essence or balance'. The preparation or foundation stage is relatively
narrower, though still broad compared to the specific stage that follows it. Students at the
foundation stage are given the preparation which will enable them to pursue certain types of
study (e.g. arts, sciences, technology) or certain types of occupation (e.g.commerce,
metalwork, health care) in subsequent studics or employment. The foundation stage is not
limited to courses which are labelled as such (which may be rare, or associated with
lower-ability students) but covers all courses which perform this broad, though no longer
general function. Thus upper secondary school courses which give entry to ccrtain faculties in
higher education perform a foundation function just as surely as those which are labelled
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A MODEL OF POST-COMPULSORY EDUCATION

Figure 1.
Economic sector
Educatior,al stage Primary Secondary Tertiary
Specific
Foundation /
/
______________ /
Generat ! /
ll /
I
/ I
High II /I
/ /
I
Migdie | Cognitive level / /
/ /
/ I
II
Low
/

“pre-vocational”, and the first year of an apprenticeship may in fact provide a broad
foundation for a range of occupations without being officially designated a “foundation year”.
By contrast, at the specific stage, the course is relatively specialised, cither in terms of a field of
study (as in higher education) or a particular kind of job. Whereas the previous stages are
concerned with preparation and development, specific courses aim at ready competence and
expertise in the chosen field or occupation. Beyond that, there may be a fourth “open” stage of
continuing cducation of a wide variety of kinds. \

In reality, the pattern for any one individual in any onc country is likely to be more
complex than this. Thestages may blur or overlap, or the sequence be less lincar. However, the
model seems to clarify several points. First, the duration of cach stage depends partly on the
overall length of studies. Those who pursue “high-level” studies, leading to high-level
occupations tend to continue with their general studies longer than students heading for
middle-level or lower-level occupations, and this staggers the subsequent stages. Whereas an
apprentice may complete his specific stage and attain competence by the age of 19, spectfic
competence is not reached until the end of post-graduate training in many higher-level
occupations (e.g. at the age of 23/24). This helps to explain why in some European countries,
the pre-academic post-compulsory stream has historically been called “general”, a fact which

makes it difficult to conceptualisc and develop models of secondary education which are truly
general for the entire age group. Secondly, in some traditional forms of apprentiveship and
training, stua>nts move dircctly from the general to the specific, without going through an
overt foundation stage, although the schooling element in “dual” systems arguably provides
this. This pattern reflects a high degree of stability and definition in the relevant labour
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market. It should be noted, however, that apprenticeships in Germany, for example, are
increasingly sub-divided into four stages of increasing specificity, the first two of which
constitute a foundation for work in the relevant oceupation, though probably not for a whole
lifetime.

More important perhaps than these historical points is the impact of current economic
and employment trends on the relationship between the various stages. If employment
patterns are both fluid, leading to a breakdown in tiaditional definitions and demarcations,
and uncertain in terms of future developments and needs, the cffect may be progressively o
transform the “specific” stage into a “continuing” stage. Polyvalence in the job market might
be best guaranteed by a combination of a solid, general education, a foundation which lays the
basis for trainability in a certain group of occupations, and a greater emphasis on both formal
and non-formal continuing education. If such arguments are turned into policies, they tend to
conflict with the relatively specialised patterns of both vocational training and professional
education at the post-secondary level which have historically existed in some countries. In
addition to these natural or at leasi historical obstacles, such arguments confront two
criticisms. First, it is said, the specific stage provides not only an opportunity to acquire
knowledge and skills, but occupational socialisation and identity. Seccndly, it is argued that
the “fluidity” argument rests on an analysis of employment trends which is itself
undifferentiated and simplistic. Both these arguments lead on naturally to an analysis of the
second dimension of the model, ie. the cconomic sectors which represent the first or
subsequent destinations of those who have been educated and trained.

The labour market has historically been divided into three broad employment sectors:
primary, covering primary production such as agriculture and fisheries, secondary, covering
all forms of craft and manufacturing; and tertiary, covering services of various kinds. It is
therefore useful initally to distinguish between these three sectors in any analysis of
post-compulsory education and its relation to employment. Two general points can be made.
First, the balance of employment in the three sectors has changed over time and is still
changing. Historically, the high proportions employed in the primary sector (mainly
agriculture) have now dwindled to less than 10 per cent in most OECD countries, and less than
5 per cent in the most industrialised ones2. The primary sector is now therefore relatively
marginal in employment terms.

More significan. perhaps for current policies is the current shift from the secondary
(manufacturing) to the tertiary (service) sector which is taking place with varying rapidity in
the various Memoer countries. This implies some reorientation or redirection of education and
training away from traditional manufacturing industries towards the newer servive occupa-
tions. This point takes on added significance when related to a second, historical one. The
systems of educaticn and training that grew up in the nineteenth and first half of the twenticth
centuries related very unevenly to the three sectors. There was some formalised preparation
for high-level work in all three sectors, but systematic training for middle and low-level jobs
typically existed only for the secondary sector, first in its proto-industrial (i.c. craft) form and
subsequently in terms of industrial apprenticeship and training. Despite the fact that
agriculture used to be a large employer, it has weak traditions of formal training in most
countries,and the skills needed in the various service occupations were, on the whole, acquired
on the job. In effect, the historical pattern of education and training formed a capital “T" in
relation to the employment market as shown in Figure 1, running across the “top” of all
sectors, but with subsiantial middle-level and lower-level provision only in the secondary
{manufacturing) sector.

Theimportance of this asyimnmetry is not purely quantitative, it means that the patterns or
paradigms of training which have until recently dominated the post-compulsory sector are
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those which devcloped in relation to manufacturing industry rather than agriculture or
services, and what is more, manufacturing industry at a particular stage of econon.ic aru
technological development. A coraparison may make the point clearer. What if the dominani
pattern of formal training in cach cr.aniry had been based on agriculture? Although there are
varior's degrees of specialisation or production witkin agriculture, in the past it was often a
mixed, and therefore meiti-skilled activit . Those skills had to be applicable and transferable
to a range of conditions and sif *ations. Merewier, farming could require both individual
initiative and teamwork. It involved some knowledge f accounting and markets as well as
production. In short, a training paradigm based on agriculturz might not be very different
from the multi-skilled mcdel which is now being advocated as necessary for many service
occupations.

However, the uscfulness of thesc broad sector class..;ations is increasingly being
questioned. The classification of occupations is itsel a matter of Jcbate Why distinguish
between agriculture and industry when the former has become morz ‘ike #n “sgro-industry™?
Should mining, which is arguably a form of primary production, be :lassed with
manufacturing? Should construction be classed separately from either? Should incustry-
based services be grouped with manufacturing, rather than with proces, or administrative
services? It may be useful at this point to list the Intcrnational Standard Industrial
Classification (ISIC) used by the C'2CD in collecting its labour force statisttcs.

Agriculture, hunting, forestry and fishing.

Mining and quarrying.

Manufacturing.

Electricity, gas and water.

Construction.

Wholesale and retail trade, restaurants and hotels.
Transport, storage and communication.

Financing, insurance, real estate and business services.
Community, social and personal services.

Activities not adequately defined.

PRV WN—

It becomes clear from such a list that broad economic scctors may group tcgether
activities which, from an education or training point of view, do not nccessarily have ,iach in
common, a point that is particularly true of the service sector. One cannot assume, for
example, that a!l service jobs involve direct contact with customers or clients, son.c are as
remote from interpersonal contact of that kind as any manufacturing job, and the introcuction
of new technology can attenuate the contact in others (c.g. automated banking). Some kinds
of knowledge and skills (for example communications, clerical, data-processing and
managerial) cut across sectors. And changes in the pattein and process of work within
occupational groups (c.g. in manufacturing) may be as important to the educator or trainer as
changes across such groupings.

The broad shift from the secondary to the tertiary sector does have some consequences fur
post-compulsory education and training: at a minimum, it imphes a rethink of traditional
patterns and paradigms of training based on the craft/manufacturing model. But beyond
that, whatis nceded is a more detailed analysis of the nature and structure of tasks within cach
occupation, and within that from job to job. One tool which has been used in the past for such
an analysis is the rating of all jobs in the U.S. Dictionary of Occupational Titles in terms of
work with information/data, work with people and work with things, in terms of the level of
sophistication of each3. (Thus jobs which involved primarily manual crafts would rank highon
that dimension and lower on the other two, whereas sales work would rate highly on work with
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people and lower on work with information or things.) Although open to methodological
criticisms, such an approach provides a simple tool for assessing shifts in emphasis in
occupations and jobs over a period of time.

Forexample, it is widely argued that many jobs involve more work with information than
they used to. The manual craftsman is faced with a wider range of types of materials, and
processes for using or transforming them than in the past. There is increasing use of computer
numerical control in production processes. Stock control in retail and wholesale firms is
increasingly automated. Other occupations appear to have become more “theoretical” or
“scientific” and require a better grasp of th:ory and abstraction than when they relied more on
practical know-how. this is the case in agriculture just as much as in some service occupations
such as health care. To the extent that service jobs do involve direct contact with people, there
is a greater emphasis on interpersonal and social skills, less authoritarian work structures in
many occupations make human relationships more important than they were in the past.
Conversely, however, work with things (objccts, machines) seems to be less important both in
terms of the overall shift from manufacturing to services, and also the changes within
manufacturing processes, where individually-acquired craft skills (for example in mainten-
ance work) are being supplanted by technologically-based production systems invelving
flexible work teams. Thus the traditional craft demarcations, strongest in oc..upations such as
ship-building and other heavy industry,seem to be giving way to the need for a more flexible,
multi-skilled workforce. Production, innovation and learning all beccme intertwined®.

Itis important to qualify such generalisations. Some traditiona} occupations, for example
in construction, still seem to require a more traditional pattern of skill acquisition, in which a
core skill (c.g. joinery, plastering or electrical installation) remains the essential element.
Such a skill may sometimes be subdivided (for example into first-fix and second-fix joiners)
and it may be useful for each worker to acquire certain adjunct skills (mainly in order to avoid
delays). However, since such core skills are largely manipulative, they require, unlike more
cognitive skills, a good deal of practice tobe “confirmed”, and greater range here would imply
less depth. In some high-level jobs, for example in the health professions or financial services,
there appear to be trends towards greater specialisation, not less. And the long-term spread of
certification means that occupations which were previously open to all comers (for example
real estate or travel agency work) are now increasingly regulated and specialised.

The picture is further complicated by the fact that the relationship between initial
cducauon/trammg and cmploymcnt is sometimes indirect rather than direct. There is hard
evidence in some countries, and anc.dotal evidence in all, that many people end up doing jobs
for which they were not directly or intentionally trained. jobs which are either above, below or
different from those envisaged by their initial education;/ training. Such substitutability, to use
the economist’s term, is only possible if the labour market is flexible enough to allow it (i.c.
absence of employment demarcations and restrictions) but also only if, in some indirect way,
the person can transfer what he or she learned for one purpose to a different situation.
Subsequent on-the-job learning increases this substitutability. Thus, although there may be
apparent mismatches between what the education/training system produces and what the
initial labour market needs, the system may continae to function partly on an indirect basis,
with young people applying the generic skills (and attitudes) they have consciously or
unconsciously acquired to the specific demands of the job. Indeed, advocates of a specific
pattern of training at the post-compulsory stage argue that such generic skills are,
paradoxically, best acquired through a thorough training in one well defined field of content,
rather than on a broader, intentionally polyvalent foundation course.

What has been said so far presupposes that the sole or prime purpose of post-compulsory
cducation is to prepare young people for the labour market. Howevwwr, it is one thing to show
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that people who have had a certain kind of education or training end up in certain jobs (and
mobility studies suggest that even this depends on a range of educational, social and
employment factors and is not wholly predictable), it is another to say that those destinations
constitute the aim or function of education. Policy statements on post-compulsory education
typically refzr to aims other than economic or employment ones, in terms of education for
citizenship, personal development, leisure and so forth. Sach aims are widely accepted in
formal terms; what really matters is the policy priority accorded to cach. In the context of this
report, a more pertinent question is perhaps: is education just another service occupation?
From the perspective of labour market economics, education clearly belongs to the service
sector, although it is in the peculiar position of servicing not only other occupations but
itself.

For many educators, however, education is not just another service; it is something which
is valued foritself as well as being useful. While such arguments tend to be couched in abstract
and perhaps idealistic terms, it is worth pointing out that all “extrinsic” arguments for
education logically end up in “intrinsic™ concepts as to what is good or warthwhile. In terms of
cducational policy, the effects of such arguments on the post-compulsory sector are probably
to prolong the general stage (in the name of a broad education) somewhat longer than would
be justified by strict labour market considerations, and to give a special status to those streams
which remain general for longest, i.c. the pre-higher education streams. That status may help
to explain the fact, which emerges from the case studics, that such high-level streams appear
to have changed less in most countries than technical or vocations! streams which are more
dircctly exposed to external influences.

The reference above to level leads on to the third dimension of Figure 1. The term “level”
is a familiar onc in both education and employment, however, like stage and sector, “level” is a
problematic term, to be treated with caution. Although the concept of cognitive or theoretical
level is embodied in the structure of education systems, in the admissions requircments of
courses and institutions, in the hierarchies of qualifications, and even n terms such as
“higher” education, it cannot be assumed that all educational development occurs along a
single dimension of ability or achievement. The craft apprentice may be more skilled in some
respects than the technician in his field, who in turn may be better at applied problem-solving
than the theoretician. The systemic hierarchy of education, which reaches its cognitive or
theoretical apex in higher education, in fact coexists with a plurality of abilitics which casts
doubt on the use of simplistic words such as “high-level” and “low-level™ and incidentally on
the predictive validity of some enirance requirements fur couises®. In employent, where ihe
word “level” is also widely used or implied (e.g. middle or top management) the values and
measures involved are cqually complex, although income provides one overt if rude indicator.
Level is apt to be associated not only with knowledge and skill, but with respoasibility and
autonomy, and with the individual’s position and role in the job hicrarchy. Furthermore, the
relationship between the level of educational achievement and the initial level of employment
is a complex one, reflecting factors, such as the general demand for labour in that field, which
go well beyond the individual case.

The main policy issue in relation to cognitive or theoretical level is to what extent changes
in th: vertical structures and relationships of occupations imply corresponding changes in
post-compulsory education, modifying cither the demarcations between, or emphasis on, the
existing types or levels of education. One hypothesis suggests that the demarcations remain,
but the emphasis moves away from the lower-level towards middle- and higher-level
manpower. This is based on the argument that a general economic displacement is taking
place in the world economy, with the industrialised OECD countries being driven up-market
by the newly-industrialised countries (NICs) in order to retain market share. This implics a
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rising threshold of competence in the labour force generally, and a relative or absolute decline
in unskilled or semi-skilled jobs. It is also argued that the organisation of work, not to mention
social life generally, has beceme more sophisticated in various ways, and that this alse requires
a more cducated and cognitively sophisticated workforce. For example, the flow of information
is more rapid than it was in pre-clectronic days, the financial aspects of work more intricate,
and the legistation affecting employment more complex. Any shift towards self-employment
also increases the cognitive demands made on workers, to manage their own inputs, pracesses
and marketing, and to dcal with the burcaucratic aspects of their work, such as tax ard Lealth
and safety regulations.

A variant of the “upgrading™ hypothesis points to the polarising effects of new technology
in certain occupations. Technology upgrades the job where it involves a shift from discrete
operations (such as maintaining a particular kind of machine) to systems (such as oversceing a
complete input-output process). On the other hand, technology degrades the job where it
simplifics an operation which previously required some technical or manipulative skill. Thus it
is simpler to replace than to repair a faulty component, or to follow a prescribed
decision-making or data-processing routine than to make decisions based on judgement or
experience. Since the term “technician” derives from the older technologies, such as
mechanical and electrical engincering, it may be a less natural or appropriate category in the
newer ones.

The other mai. scenario involves ot so much a redistribution of emphasis among levels
of work as a blurring of the vertical demarcations. The traditional distinctions between levels
reflect both work hicraschies in specific occupations and more general social stratification. As
noted abeve, the vertical structure of work may be affected by the introduction of new
technologies, and new forms of organisation. The conventional, hicrarchical categories (such
as foreman, supervisor, middle manager, etc.) are so familiar that it is sometimes difficult to
see that they reflect a particular kind of industrial or burcaucratic organisation which has
been the norm since the middle of the last century. (This is not to say that industrial and
burcaucratic forms are similar, but simply that they appear to have originated around the
same time.) Just as such forms displaced pre-industrial and pre-bureaucratic forms, so it is
possible that new technologies and structures of work will bring with them cha. ges in vertical
categories. One currently minor but potentially importani example of this 1s the development
of “networkers” who enter into a sub-contractual relationship with the parent cumpany rather
than being full-time employees: a kind of half-way house between employment and
self-employment. The statistical growth of the service sector (sec Chapter III) sometimes
disguises the fact that the change is not in what is produced oz supplied, but in the contractual
rclationship Indecca coatracting, in a variety of forms, may be making inroads into
conventional burcaucratic structures, ultimately affecting the vertical structure. of employ-
ment. The broader social stratification is likely to change more slowly, but ultimately reflects
the social relations embedded in employment structures.

One further point should be made about the notion of cognitive/theoretical lcvel. It was
suggested carlier that the issue of differentiation - both vertically in terms of ability streams
and horizontally in terms of programmes of study - has been perhaps the key policy question
in secondary cducation for several decades in Member countries. As the diagrams of
cducation systems in Chapter I11 show, th. issue has been resolved differently in different
countries, although such diagrams show only the institutional, not the curricular, pattern.
Whatever the pattern, however, the arguments in favour of delayed sclection, equality of
opportunity, meritocracy and mobility have had an impact on policies in all countries. At the
post-compulsory stage, this tends to translate, at a minimum, into an emphasis on
opportunities for progression from programmes regarded as having lower status to those with
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higher status, though the perception of status is of course complex, and varics from country to
couniry. As the case studies show, however, even countries which do not have comprehensive
institutions at this stage make deliberate cfforts to facilitate, at least formally, such upward
cducational mobility, through “bridging courses™, “sccond routes”, and “non-traditional
access™. Thus while in many countrics the distinctions between different strecams of study
remain as clear-cut as before, there are, at least on paper, more opportunitics to progress, and
fewer blind alleys. How successful such initiatives are in practice in increasing progression is a
question on which the case studies will throw some light.

The three dimensions of Figure 1 - educational stages, cconomic sectors, and cognitive
levels ~ thus seem to provide a useful framework for analysing cus cent patterns and policics at
the post-compulsory stage. The distinctions within cach dimension are not of course clcar-cut.
onestage can blend into another, there are problems n distinguishing between sectors, and the
notion of level is a complex one, both in educatior. and employment. It is important to stiess
that the mode! is analytic, rather than normative: it provides an initial tool for analysis, not a
prescription for policy. It rovides acommeii framework for describing differences in provision
and policy from country to coustry  differences which may reflect deep-scated historical,
cultural and cconomic factore.. One furtiter peint should be made, however, on the general
subject of diffcrentiation, and this has to do with uncmployment.

Figurc 1 implics that all or most young people emerging from tac cducation/training
system at the post-compulsory stage do in fact find emplevment in some sector at some level.
In the case of high-level courses, this may not happen uniil after the completion of the
“specific™ stage in higher or post-graduate cducation; thus high-level streams in post-
compulsory cducation are scen here as essentially the general or foundation stage of a longer
cycle of education, which may not be completed until a student has reached his or her carly
twenties. In some countrics, attempts have been made to develop high-level courses at the
post-compulsory stage which arc self-contained (“terminal™), anu lead to immediate
employment rather than entry to higher education. This issuc is explored further ir some of
the casc studies; in terms of Figure 1, it appears as a problem of, or ambiguity about, stages.
Can such courses act at the same time as a feundation stage for higher education and a more
specific stage for cmployment? The issue is related to the criteria used in selection in cach
case, which may of course vary from one faculty to another in higher cducation, and one
occupation to another; some occupations require the very cognitive/theoretical shills that
higher education also demands.

However, in many countrics, :he problem is that many young people do not find
cmployment at this stage. How far does Figure 1 help us to analyse policy responses to that
problem? It should first be noted that unemployment policies reflect factors that zv well
beyond education and training. general econcmic and social policies, regional dit ..ences and
demographic trends constitute perhaps the main variables. In terms of education and training,
much depends on the diagnosis of the problem. if youth unemployment is scen as a cyclical
problem, likely to be remedied by an impending upturn in the economy, the tyg .al reaction 1s
to continue the existing pattern of training, to “train for stock™. If on the other hand
uncmployment is seen as a structural problem, several policy responses may be found. There
may be an attempt to upgrade the general level of the workforce, in line with the
“dispiacemeat hypothesis” referred to above, or there may be shift of emphasis in terms of
sectors, for example towards services. A fear of skill shortages may result in the targeting of
certain occupations (such as information technology) in crash training programmes.
Uncertainty about futurc employment trends may lead to a greater individual and policy
emphasis on :he genera! or foundation stages, which scem to “keep the options open™.
Preparation for sclf-employment is also receiving greater emphasis 1n some countries. And
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finally, the extension of initial education and training seems to be perce: . ¢d in some countrics
partly as a substitute for, rather than preparation for, employment, whatever the stated
intentions of policy-makers. In practice, many current post-compulsory policies seem to
combine clements of all these responses, although there has perhaps been a general policy shift
away from a “cyclical” to a “structural” diagncsis of the unemployment problem.

2. Access and responsiveness

The change from a relatively undifferentiated to a differentiated systcm has been
explored in terms of Figure 1. In the remainder of this section, the other two themes will be
briefly discussed. The first of these involves a change in the “distance” between education and
society, and in the strength of the boundary between them. The stercotypical basic school,
covering the first five or six years of education is a rather self-contained institution. The staff
who are employed are likely to be full-time professional teachers, and although parents may
play some role in the running of the institution, “outsiders” (i.e. non-teachers) typically play
only a small part: coming into the school to give the occasional talk, or helping to arrange the
occasional visit outside. The school is a largely distinct, self-sufficient institution, which
maintains a certain distance from society. That distance is underpinned by legislation, for
example in terms of the legal responsibility for the children while they are on school property
and during school hours, and also indicated symbolically by restrictions, both physical and
organisational, on access from the outside. The school curriculum likewise embodies an
indirect or generalised relationship with the “outside world”. It is typically determined by
general legislation or guidelines, and is relatively unaffected by pressures from particular
interest groups. The school is a world within a world, and much of the socialisation that takes
place there is in fact socialisation into school itself, and its particular patterns and norms.

This picture is no doibt simplified, but it serves to draw a contrast with the
post-compulsory stage. Institutions at that stage often pride themselves on being not distinct
and self-contained, but responsive and accessible. Some of the teachers may have worked in
other occupations previously, or even be part-time teachers, continuing with their other trade
or profession. Even if all the teachers are full-time professionals, the curriculum will usually
reflect external priorities, related to specific occupations or future studies. Both curriculum
planning and institutional governance will typically involve individuals or agencies outside the
education system - employers, trade unions, community leaders or representatives of special
interest groups. The institution will ®2 regarded less as .. closed arena, and more of a public
space, with much coming and going, and consequent problems of security. But much of the
teaching and learning that occurs at the post-compulsory stage takes place outside
educational institutions altogether, in the workplace, in public institutiuns, in libraries, in the
field. Whereas at the compulsory stage all pupils are full-time, in post-compulsory education
the very definition of student becomes problematic, with increasing numbers of part-time and
occasional students, or students enrolling for parts of courses (modules) rather than entire
programmes. In some countries, it is difficult even to draw the boundary of the education
system at this stage, let alone maintain it.

Again, the picture is simplified, and does not take account of the great variety of
institutional environments at this stage. Students in the traditional, pre-higher education
streams are likely to experience an environment which is much more like “school™ than those
on technical and vocational courses, which will to some extent want to simudate the external |
work environment, and may well be partly located there. But in general terms, the
post-compulsory education stage has moved into a much closer and more direct relationship
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with thesociety than is the case at the lower secondary or primary stages. It is less distant, less
distinct, less self-contained, in terms of governance, staffing, curricula, access, and physical
setting.

This greater proximity has several consequences for the organisation and content of
studies - the focus of this report. It means that courses at this stage are much more likely to be
applied in emphasis than before, that is, planned with reference to immediate or eventual use.
This in turn creates a tension between “theory” and “practice” in many courses, in which the
“internal” demands of the subject may conflict with the “external” requirements of the
occupation. In fact, this tension may be less a purely epistemological one, than to do with
norms and emphases, more a matier of context than content. And it takes a more general form
in the conflicting policy emphases on “work-driven” and “education-driven™ learning, on the
culture of employment versus the culture of education. The term “culture” points to a second
consequence of the reduced distance between education and society, in terms of socialisation.
It was suggested earlier that much of the socialisation that goes on in schools is socialisation
not into general social norms, but into the specific and to some extent atypical norms of school
itself. By the post-compulsory stage, the -pattern of socialisation has itself become more
differentiated, anticipating the eventual occupations, roles and status of students. Apprentices
arc socialised into their particular craft or trade; technicians into the technical strata;
pre-higher education students into the norms of universities. (Unemployment thus creates
problems of socialisation as well as of education and training; can one, or should one, educate
Jor unemployment?) None of this takes place as simply as is implied here; for one thing,
peer-group and media-based cultures at this stage can exercise a powerful influence.
However, the general point remains. Post-compulsory education, in all its forms, far from
being the purely cognitive experience implied by some prospectuses, is heavily implicated in
affective learning, in the formation of attitudes, values and identities. It is thus important, in
any analysis of curricula at this stage, not only to consider the explicit curriculum content, but
to take into account the learning process and the learning environment which may be main
carriers of the affective message. This points to the significance of role models, teaching and
learning methods, institutional and physicai settinos, and formal and informal counselling,
aspects of post-compulsory education which are difficult to explore (because they are often
implicit or hidden) but on which some of the case studies have a bearing.

3. Education policy and the education market

The third and last theme which helps to clarify the nature of post-compulsory education
is that of the “education market”. Education policy is, in the compulsory sector, largely
synonymous with educational planning. This is because compulsory education is, at least in
theory, plannable. Demand can only express itself in limited ways, within the parameters of
compulsion. Parents can, in some systems, opt for private rather than State schools, or within
the State sector, for one school rather than another. Studznts have some choice of subjects, or
of topics within subjects, especially at the lower secondary stage. Truancy can be seen as an
expression of negative demand. However, the State often has a2 monupoly over the supply of
education, the licensing of teachers, the specification of curricula and the award of
qualifications. In such circumstances, the concept of an education market makes only limited
sense.

As education moves into and beyond the post-compulsory stage, however, it begins to
take on some of the characteristics ofa market. Demand expresses itself in decisions to enrol in
one institution rather than another, on one course rather than another, indeed in the decision
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toenrol at all. Such demand is of course heavily influenced by pressures (from parents, peers
or employers), constraints (entrance requirements) and may be “distorted” by student
support policies; but most post-compulsory institutions have to keep at least one eye on
recruitment. The monopoly provision of the compulsory school gives way to increasing
competition among suppliers of education, including some outside the formal education
system. And since thesystem is no longer continuous and consecutive, its output is also subject
to “consumer” pressures, not only from employers, but from other parts of the system. In the
latter sense, higher education is one “consumer” of post-compulsory education, and its
preferences can have a significant influence on curriculum policies. Qualifications provide the
main currency for this internal education market, and also link education with the external
labour market.

There is still considerable scope for policy-makers to plan and regulate this education
market, through legislation (for example granting legal rights to access in certain cases),
administrative regulation (limiting places in certain subjects), financial strategies, accredi-
tation of courses or institutions, and policy statements designed to influence institutional and
individual choices. The extent to which governments attempt to plan this stage of ed=. ation,
or leave it tc market forces, varies from country to country, usually in line with their broader,
ideological commitment to planned or market strategies. But in general, it may be more
accurate at the post-compulsory stage to regard government policy as a major, rather than
determining, influence on provision; there are many policy actors involved, more than in other
sectors of education.

The market metaphor should, however, be treated with sume caution. To begin with,
post-compulsory education and its associated employment outlets constitute not a single
market, but a complex set of segmented, overlapping markets, delimited by stage, level,
subject type, occupational categories, age, type of qualification, domicile and other less
obvious factors such as perceived access and cultural distance. Sccondly, as the Scottish case
study makes clear, the pre-employment market may differ from the in-employment market.
In the former, cmployers may be more concerned with qualifications as an indirect measure of
general ability and potential (i.e. as screening devices) than as direct measures of relevant
knowledge and skills (which can be instilled on the job). In the latter, however, immediate
competence and low training costs may oe the key criteria. The Swedish case study draws
attention to the difference between low-level local labour markets, operating often on the basis
of personal knowledge and contacts, and middle- and high-level nztional labour markets,
operating on the basis of formal qualifications.

In general terms, there are problems in applying market concepts to education.
Education involves many intangibles. Itis difficult for students to make rational choices about
courses, for teachers to make rational choices about students, and for employers to make
rational choices about either. Qualifications may act as the currency of the market, but it
takes a long time for employers (especially small employers) to get used to new qualifications.
The benefits of education, either to the individual or society, are difficult to assess. The
economic concept of equilibrium implies feedback, but the feedback mechanisms in education
are tortuous and often very long-term, for example, the consequences of under-tr.ining may
not appear for years or even decades (for example in construction work). The classical
arguments in favour of market mechanisms cite ¢heir capacity to reconcile private good with
public good. Contemporary arguments are couched more in terms of information and
decision-making. markets generate more information than planners can ever have$. Since
post-compulsory education is often described as being a jungle or a maze, this information
argument deserves serious consideration and, at the very least, suggests that planners look
carefully at the flow of information (in all directions) at this stage. Who knows what? How do
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they find out? How can the flow and quality of information be improved? Can the system be
simplified without losing information? Such pragmatic advances can perhaps be made within
either a planning or market orientation to general policy issues.

Post-compulsory education is a complex and confusing area of education, and the aim of
this section of the report has been to try to bring about some degree of clarification. The model
presented here is intended to be used as an analytic tool, not as a representation of any given
system. The distinctions between different stages, sectors and levels are rarely clear-cut in
practice, and operate differently in different countries. For example, the pattern in the United
States is much less linear than the notion of stages would imply. As the U.S. casc study notes:
“Few decisions are irreversible. Pcople may leave education and return later, not once, but
several times over a lifetime, to complete “unfinished business” such as toreceive a high school
diploma orits equivalent™. Some European systems, by contrast, are more clearly organised in
stages. The concepts of economic sector and cognitive level are cqually problematic.
Increasingly, labour market analysis is directed less at broad employment sector groupings,
than at occupational categories, or at problems and developments which cut across the
traditional sector boundaries. As regards the notion of level, it should be pointed out that in
some countries, such as Germany and Switzerland, vocational education and training have
their own kind of status, which is widely regarded as being different from, rather than lower
than, general courses, and which attracts many very able students. Indeed, the idea of a
plurality of types, rather than levels of ability, will emerge as an important theme in the
report. ~

Despite these caveats, the analysis in this section should help to place the case studies in
perspective, in two ways. First, it permits a clearer understanding of terms and labels. The case
studies took as their point of departure the division of post-compulsory education into
“general”, “technical”, and “vocational” types or streams, which had cmerged from previous
OECD studies. One of the main aims of this study was to discover how far these demarcations
still existed. Figure 2 relates this tripartite division to the model in Figure 1, defining each type
orstream in terms of stage, sector and level. “General” programmes or streams refer mainly to
the general or foundation stage of long-cycle education, leading to high-level employment in
all sectors, usually through higher education. Such streams tend to be dominated by the need
to lay a foundation for access to higher education, and typically lead to a well-cstabushed
upper secondary certificate. (In the United States, such streams are called academic or
pre-academic; the “general” streams are relatively less prestigious.) “Technical” streams exist
more clearly in some countries thcn others; where they do, they typically comprise the
foundation stage of a middle-length educational cycle leading to intermediate occupations in
allsectors. Technical streams_':xe general ones, tend to be fuil-time, though they may involve
practical placements, and historically were associated mainly with the secondary (manufac-
turing) sector. “Vocational” streams typically refer to the foundation or even specific stage of
a short educational cycle, leading to ready competence in some craft or skilled occupation.
Suchstreams may be mainly school-based or work-based, or involve a combination of each in
a “dual” system; and they are sometimes therefore classified (misleadingly in terms of the
leaming process) as part-time. More recently, “vocational” streams have become much more
heterogeneous and therefore more difficult to characterise in terms of stage, scctor cr level.
Some of them represent a broad foundation for a family of occupations, whiie others are
geared to a specific and well-defined type of work; many of them are now oriented towards
service sector occupations, rather than their traditional outlets in manufacturing industries.
The range of abilities has also become wider, driven up on the one hand by labour market
competition and the increasing cognitive and theoretical demands of technology, and lowered
on the other by the inclusion of remedial courses for those who are regarded as being at risk in

Q

~ 31
30




E

Figure2. THE OECD TYPOLOGY
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educational, employment or broader social terms. The form or format of vocational
programmes has grown correspondingly diverse, with the introduction of innovative methods
for those who would reject more traditional forms of teaching and training.

Two problems with Figure 2 should be noted. The first is the potential confusion between
“general” used to describe the first stage inan educational cycle,and “general” used torefer to
aparticular stream (pre-academic in Europe, but not in the United States, and rather broader
in Japan). The second, and more important, is the existence of courses which cut across the
categories in the diagram. Examples of “grey areas” between streams appear in a number of
the studies, for example the Italian and Swedish. In some countries, some programmes are
described as “all-ability”, the cssential differentiation being in the sector orientation rather
than level or stage of work. It is difficult to distinguish between the “technical” and the
“yocational” in the Swiss system. This is also partly the case with the Yugoslav system, and
with the Technical and Vocat'onal Education Initiative (TVEI) in the United Kingdom.
Whether such programmes do in fact recruit right across the ability spectrum can only be
established by a detailed analysis of enrolments and destinations, and where such programmes
are recent, such data are not yet available. However, it is worth making the point that some
systems are not as segmented or stratified, in intention or reality, as Figure 2 suggests.

Figures | and 2 provide only a point of departure for the report. The analysis that follows
will show how each of the three dimensions in the diagrams has to be modified in the light of
current developments, and the pattern that eventually emerges will be more complex and
more fluid. First, however, it is necessary to give a brief descriptive and quantitative picture of
structures and trends in the eleven systems.
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II1

STRUCTURES AND TRENDS

Before describing the findings of the case studies in the eleven countries, it is necessary to
place them in some kind of quantitative and structural perspective. This chapter will therefore
attempt to set out the broad similarities and differences between countries as regards
structures and trends in post-compulsory education and training, drawing mainly on OECD
data. More detailed information, in particular that related to the main theme of this study is
available in some of the country reports. This chapter is divided into three sections: The first
presents some of the.contextual variables in demography and employment which affect
policies in this sector of education; the second describes the education and training structures
in each country; the third presents available data within OECD which reflect different forms
of provision at the post-compulsory level.

1. Contextual trends

Post-compulsory education is affected by a number of contextual factors which lie
outside the education system itself. Three of these are of particular importance to this study:
demographic trends; trends in the distribution of employment bstween economic sectors, and
trends in unemployment, especially youth unemployment. These will be examined bricfly in
turn.

The crude birth rates for ten countries are displayed in Figure 3. In all cases the general
trend from 1965 to 1970 is downward, though the steepness of the descent varies and in some
cases there is some indication of a levelling out. Assuming that, in most cases, the
post-compulsory stage begins at about the age of sixteen, it is clear that the size of the cohorts
typically enrolling at this level is decreasing and will continue to do so in the foreseeable
future. One cannot simply translate demographic trends into enrolment trends, becausc of the
factors which affect demand at the post-compulsory stage, but in general it would appear that
systems are facing either contraction or at best stabilisation at a lower level than previously.
This might have several effects. It could begin to ease problems of youth unemployment, as
smaller cohorts begin to arrive on the labour market; indeed in the medium term it could pose
problems of labour shortages in countries such as Germany where the demographic decline is
marked. It could lead to the rationalisation of existing provision, with closure or merging of
institutions, and conflation of previously distinct lines or streams of study. It could lead to
increased competition among providers for students in a contracting market. It could result in
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Figure 3.
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post-compulsory education institutions in some countries becoming less age-specific in an
attempt to tap alternative, and in some cases, growing adult markets, bringing a shift of
empbhasis from “tertiary” to “community”. Aggregate birth rate trends, however, may conceal
considerable variations in component trends, for example in the birth rate in different social
classes, or among different ethnic groups. To the extent that particular streams or types of
post-compulsory education are linked to particuiar types of intake, such variations matter. Itis
possible for shortages in particular types of courses, and their related “levels” of occupation, to
coexist with adequate or surplus intakes in others.

The second main contextual variable is the distribution of employment among the three
main economic sectors, and in particular the trend towards the tertiary sector mentioned in
the previous chapter. Table 1 gives the employment trends in the three sectors in relevant
countrics over the last 20 years; a long time series here is necessary in order to observe
structural changes. While the figures vary from country to country, the general trend is clear.
For all OECD countries, the proportion of the civilian labour force employed in the primary
sector has fallen from over 17 per cent in 1965 to 9 in 1984; the proportion einployed in the
secondary scctor has decreased less sharply from just over a third of the workforce to just
under (with a countervailing trend in Japan helping to mask larger falls in North American
and European countries); and the percentage employed in the tertiary sector has grown from
46 per cent in 1965 to about 60 per cent in 1984. Indeed the service sector accounts for over
two-thirds of all civilian ecmployment in Sout of the 24 ountriss, with several others
approaching that proportion. The importance of the long-term trend towards the tertiary
sector thus seems clear. It may be that this will continue, though the consequences for the
balance of paymentsof a continuing decline in manufacturing may affect it in some countries.
It should also be remembered that, from the point of view of education and training, the
service sector is by no means a homogeneous category, and the implications for education are
far from straightforward.

Table |
CIVILIAN EMPLOYMENT BY SECTOR
In percentages (rounded)

1965 1975 1984
Primary S;::;,' Tertiary | Primary S;:‘:;,' Tertiary | Primary S;::;,' Tertiary
Canada 10 33 57 6 29 65 5 26 69
United States 6 36 58 4 k]| 65 3 29 68
Japan 24 32 44 13 36 52 9 35 56
France 18 39 43 10 39 51 8 33 59
Germany 1 48 41 7 45 48 6 41 53
ltaly 26 37 37 17 39 44 12 35 54
Netherlands 8 41 51 6 35 59 5 27 68
Sweden 1 43 46 6 37 57 5 30 65
Switzerland [} 48 41 8 42 50 7 38 56
United Kingdom 4 47 50 3 41 57 3 33 65
OECD average 17 37 46 12 35 54 9 31 60

Source: OECD. Labour Force Statistics 1964-1984, Paris, Suiy 1985.
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The third contextual variable which affects post-compulsory education is youth
unemployment. It is important here not only to consider actual unemployment among the
post-compulsory age group, but the prospect of unemployment in the years that immediately
follow, since this may affect both students’ perception of the problem and the education
systems’ response. Table 2 gives unemployment trends for the under 24 age group in ten of the
case study countries over the decade 1975-1985, together with the peak year. With the
exception of the United States, the trend has been up in all countries, doubling or trebling in
France, Italy, Netherlands and the United Kingdom. However, all the countries, except two,
experienced their peak year between 1982 and 1984, indicating that the worst may be over,
although such trends are contingent upon general economic variables, and arc also in some
cases affected by the introduction of special employment or training measures for the age
group. The general implication of the figures is however clear. In the great majority of OECD
countries, this stage of education which has traditionally used prospective cmployment as a
basis for curriculum planning has had that basis partly removed.

Table 2
YOUTH UNEMPLOYMENT 1975-1985
Males and females under age 24 (percentages)

1975 1980 1985 Peak year
Canada 12.0 13.2 16.5 1983
United States 15.2 13.3 13.0 1982
Japan 31 34 4.8 1984
France 7.9 15.0 25.6 1985
Germany 5.2 3.9 9.5 1985
Ttaly 12.8 25.2 334 1985
Netherlands 5.2 7.2 23.5 1984
Sweden 3.8 5.1 58 1983
Switzerland 0.7 0.2 0.9 1984
United Kingdom 8.6 14.1 21.7 1983

Sources:  OECD. Labour Force Statistics 1964-1984, July 1986, except Swatzerland (OFIAMT, Bern).

2. Structures

The structure of education and training at the post-compulsory stage is often complex
and difficult to grasp in one country, let alone cleven. Indeed it has been referred to in some
countricsasa “jungle” or a “maze”. It may be uscful therefore to show the structure in cach of
the countrics in a standardized, diagrammatic form, both in order to illustrate the differences
between the various structures, and to provide ai aid to interpreting the case studies in the
nextsection. Diagrams 1 to 12 give the structures for twelve countries between approximately
the ages of 12 and 21, so that the post-compulsory stage can be seen in relation to what goes
before it and what comes after. In each case, the “theoretical” age of the student is given in the
left margin, “theoretical” because it can vary according to the exact date of the student's
birthday, and theextent to which he or she repeats years of study. Clear boxes in the diagrams
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indicate “gencral” type courses, while shaded boxes indicate technical /vocational. Lined
boxes indicate part-time study, often in conjunction with work-based training or apprentice-
ship. The arrows indicate the main, though not only, routes of progression through the system.
The labels given to the various institutions and types of coursc have been to some extent
standardised to facilitate comparison. The diagrams are incvitably simplified, and cannot
hope to indicate all the precise divisions and relationships between the various clements in the
system. They show only the main pattern for cach country, a point that should be remembered
particularly in the case of countries with federal or regional variations, such as Canada,
Germany, Switzerland and Yugoslavia, and in this respect, the United Kingdom. In many
countries, changes in the main pattern are cither being implemented or contemplated.

Detailed comments on the structures are given in some of the case studics, and in some of
the more recent OECD reviews of national policy. Here there is only room to make a few
general points. First, itis clear that major differences exist at the preceding, lower-secondary
stage, with comprehensive systems in the majority of the countries contrasting with the more
differentiated ones in France, Germany and the Netherlands. However, the lower compulsory
limit in Italy and Yugoslavia mean that those systems are in some ways similar to the more
differentiated ones, and even in comprehensive systems, there may be well-defined curricular
streams or tracks within the common institution. At the post-compulsory stage itsclf, some
systems appear to e more complex than others, but it should be remembered that systems
which are institutionally homogeneous may nevertheless be complex and heterogencous in
terms of curricula and qualifications — dimensions that do not appear in the diagrams.
Nevertheless, a great diversity of patterns is cvident: in some involving a strong emphasis on
part-time or even correspondence education, in others showing many horizontal routes for
progression as well as the more obvious vertical ones. There is less diversity at the higher
education level, reflecting the key role of the university.

Two general observations about these diagrams can be made. First, they induce caution
about making cross-national comparisons. If the post-compulsory stage is the most complex
stage in each system, that complexity is compounded once one begins to compare, and the
diagrams only begin toillustrate the complexity. Comparative studies of this particular stage
are thus perhaps uniquely difficuic to make, and probably to read. But there may be a more
positive point. The diversity of structures suggests the need to concentrate on Junctions. What
cach system does may be more important than the exact way it does it; after all, there may be
various educational means of attaining the same educational end. The means will reflect the
contingencies of history, society and policy. The ends are likely to be similar in all countries
which have reached a similar stage of cconomic development; although that should not be
taken to imply a simple economic determinism. The emphasis on functions rather than
structures should, however, allow a more fruitful interpretation of the case studies, and point
the way towards some more general conclusions.
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3. Educational and training trends

In order to understand how different post-compulsory education systems actuaily work
it would greatly help if one could relate statistical tyends to the structures shown in the
preceding diagrams of cach system. Actual numbers or percentages within each box in the
diagram would have allowed to see the relative importance of each clement in the structure
and flows of students between them. The notional 100 per cent enrolnients of the compulsory
sector could thus be traced, through the various pathways of the post-compulsory stage, to_
their first destinations in the labour market and perhaps even beyond. However, since sach’
data are not generally available, anJd even when they ar:, they cannot easily form the hasis for
cross national comparisons, only aggregate, and more static measures can be presented
here.

Table 3

DISTRIBUTION OF PUPILS IN UPPER
SECONDARY EDUCATION 1984/85

Percentage
Full-time
General T:;:::f::ll Total Part-time
Canada - - 100 -
France 31 55.0 86.1 139
Germany 19.6 17.2 368 63.2
Htaly 222 77.8 100 -
Japan 66.0 304 96.4 3.6
Nectherlands 45.0 55.0 100 -
Sweden 227 713 100 -
Switzerland 17.9 6.6 24.5 75.5
United Kingdom 56.5 9.2 65.7 343
United States - - 100 -
Yugoslavia 40.7 56.3 100 ~

Source:  OECD Educational Data Bank,

Table 3 shows :he structural ciiteiences among education systems at the upper
secondary jevel. Unfor.unately the classifis -tiun adopted in the VECD statistics does not
exactly correspond to *.ic one used in this study. general, technical, vocational. In the OECD
classification, no distinction is made between differen: lines of stidy within genera! education,
although it is kr.>wn that these ofter lead to differeit types and leve!s of occupations. The
large proportions of students in generas ~ducation both i1 Quebec (fa! le 3a) and the United
States (Table 3b) do not reflect the varie , 5 hosces ¢ 2t.ally available t0 yung people in
these systems. Enr~Iments in full-time techmcal and vocationa! education zre gronged
together since in some countries i. is not possible to make sucl, a distiaction. Part-time
education refers mainly to vocational iraining and apprenticeship whi.a provides a combincd
school-enterprise training. It could therefore be classified in the present study as “voua-
tional”.
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Table 3a

QUEBEC - EVOLUTION OF THE DISTRIBUTION OF
REGULAR STUDENTS ENROLLED
IN THE CEGEPs BY TYPE OF STUDY

Percentage
197172 1985/86
Genceral (pre-univessity) 56.3 51.7
Technical 43.7 48.3

Note:  Giventhe large number of adults carolled in the CEGEPs it can be assumed
that the proportion of carolricnts in gencral pre-university courscs would be
lacger if only the 16-19 year group were taken into acount.

Source:  Case study: Quebee (OECD Educational Monographs. 1987).

Table 3 &
UNITED STATES - PERCENT OF HIGH SCHOOL SENIORS
IN ACADEMIC GENERAL AND
VOCATIONAL PROGRAMMES BY SEX, 1972-1980
P Al Seniors Malc Female

rogram 1972 1980 | 1972 1980 | 1972 1980
Total 100.0 100.0 100.0 100.0 100.0 190.0
Academic 46.1 380 48.7 39.0 43.5 384
General 317 37.2 33.0 38.0 30.4 359
Vocational 222 24.8 18.3 23.0 26.1 25.7

Source:  Fellers ¢t al. (1984), Table 2.1 (included in the Country study: United Staics, p. 93, 1987).

Bearing in mind these problems of taxonomy, it is possible to classify Member countries
- whether or not they have been included in this study - in three broad categories. The first
includes those countries where the majority of enrolled young people are in full-tiine general
education. Table 3 shows that this is clearly the case in Japan and the United Kingdom.
Figures included in the Quebec study on the CEGEPs (Table 3a) and in the United States
report (Table 3b) also allow for their inclusion in this category. The second category includes
those countries where full-time technical/vocational programmes reciuit a relatively high
proportion of the student body: France, Italy, the Netherlands, Sweden and Yugoslavia. In the
third group of countries, typically those with dual systems such as Germany and Switzerland,
part-time schooling - mnatnly vocational - is the predominant pattern of studies. It should be
stressed however that these tables do not include a range of full-time and part-time
programmes for young people that in many countries are provided outside the formal school
system and are not included in the OECD statistics from which these tables are drawn.
Nevertheless, the analysis in the next chapter will show that the curriculum map of
post-compulsory education varies less from country to country than the institutional map.

Gender differences in the choice of post-compulsory studies are shown in Table 4, giving
the percentage of female students in each broad type of programme. Yo.ng women =rc
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Table 4
PERCENTAGE OF GIRLS
IN DIFFERENT TYPES OF UPPER
SECONDARY EDUCATION, 1984/85

Full-time
General waﬁ:{ Total Part-time
Canada - - 44.8 -
France 58.5 479 523 26.3
Germany 50.1 549 524 41,1
Italy 53.2 48.5 49.7 -
Japan 51.0 45.2 49.3 323
Netherlands 514 46.1 48.6 -
Sweden 63.7 52.2 554 -
Switzerland 50.9 66.9 56.6 37.2
United Kingdom 49.2 54.7 50.1 5.1
Uinited States - - 48.9 -
Yugoslavia 47.7 45.9 46.7 -

Swree; OECD Educational Data Bank,

over-represented in full-time cducation in five of the cleven countries listed, particularly in the
case of Sweden and Switzerland. In seven out of the nine countries where it was possible to
distinguish between full-time general and full-time technical/vocational education, female
students rcpresent more than half of the student body in general lines of study; in four, they
exceed 50 per cent in the technical/vocational sector. In most countrics the highest
concentration of women is found in general education; the exceptions are Germany,
Switzerland and the United Kingdom, all countries where part-time studies are strongly
developed. Finally, with the exception of the United Kingdom, female students are
under-represented in part-time, mainly vocational programmes, reflecting perhaps the male
traditions of apprenticeship.

Differences among countrics both in terms of the structure of their post-compulsory
systems and student participation by sex are also illustrated in Figure 4 showing the
distribuiion of 17 year-old male and female students in the different types of programmes.
Theadvantage of focusing on the 17 year-olds is that it allows one to control certain structural
differences; indeed it is the only age group which in practically all Mzmber countrics is
typically enrolled at the upper secondary level; in some countries 16 year-clds are still in
compulsory schooling whereas in others, a relatively high percentage of 18 year-olds are in
post-secondary education. Available data only zllow the inclusion of figures for cight
countries and even for some of them the information is incomplete. 21 to 42 per cent of young
male students and 29 to 48 per cent of young female students at this age enrol in general
education. The proportion exceeds 50 per cent only in the United Kingdom and, again, only in
the case of girls. Far greater differences among countries are found in the area of full-time
technical /vocational education: from 13 to 52 per cent of young women and an even wider
range of young men, ranging from 5 to 57 per cent. France and the Netherlands have the
highest concentration of 17 year-old students in full-time technical/vocational education.
Part-time study programmes recruit from 20 to 74 per cent of 17 ycar-old boys and from S to
58 per cent of girls of the same age. For both cexes this is by far the dominant sector in
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DISTRIBUTION OF 17 YEAR-OLD MALE AND FEMALE STUDENTS

AT THE UPPER SECONDARY LEVEL BY TYPES OF PROGRAMMES, 1984/85

Figure 4,
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Germany and Switzerland and also, although toa lesser extent, for young male students in the
United Kingdom. Finally, although in general only a very small proportion of this age group is
already envolled in post-secondary education, in the casc of Canada (~.g. CEGEPs) and the
United States, the percentage is far from negligible. Except for Switzerlend and the United
Kingdom 17 year-old girls are better represented at the post second ary level than their male
counterparts. Since young women most often enrol in full-time studics, particularly in general
education courses which do not prepare dircctly for a job, it is not surpiising that they proceed
to higher education at a relatively younger age than young men.

Alsoof interest in the context of this study are the actual participation rates in education
and training (including all levels of education) of the 16-19 year age group. Table 5 provides
this global information for a few countries in 1984/85. Figures should be interpreted with
caution since they do not include all types of training provided outside the formal education
sector. Nevertheless, what the table docs indicate is that even though this stage of education is
no longer compulsory in most countrics, it generally enrois about two-thirds of the age group,
and in some case-study countri¢s, around three-quarters. It is interesting to note the high
figures registered in Germany and in Switzerland which are above those of the United States.
Althoughit may be claimed that the high participation rates in these two countries are largely
due to the large proportion of young people who attend vocational schools on a part-time basis,
itshould be noted that they do, in fact, receive a full-time training, partof which takes place at
school and part within the enterprise.

Table 5

ENROLMENT RATES IN FORMAL EDUCATION
OF THE 16-19 YEAR AGE GROUP,

1984/85
Canada 63
France 62
Germany 82 ‘
Netherlands 66
Switzerland 74
Uniled Kingdom 38
United States n

Sources OECD Educational Data Bank,

Figure 5 showing enrolment rates by level and modes cof attendance (full-time and
part-tims in the case of upper secondary cducation) provides a octter basis for a comparative
analysis in that it reflects more clearly how different systems of provision affect participation
ratesin cach country. With the exception of the United Kingdom, the participation rates of the
16 year-olds are in general very high - above 85 per cent. In Germany one quarter and in
Switzerland more than a third of 16 year-olds are in part-time schooling. The participation
rates of the 17 year-olds fall by 10 points or more in four of the seven countrics considered
(Japan is not included due to lack of data on enrolments in higher education by age). Sill
around or above 75 per cent of this age group remain in formal - jucation with « growing
proportion of part-time students in Germany and, above all, i:, Switzerland. Far wigur
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Figure 5. ENROLMENT RATES BY SINGLE YEAR OF AGE AND
LEVEL OF EDUCATION, 1984/85

20d level futi-time

2nd lavel part-time

D 3rd fevel fuilstime and pari-time
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variations among countries are observed in the case of 18 year-olds where the structural
differences between the educational systems seem tc play a key role. The first factor is the
even stronger dominance of part-time studies in countries like Switzerland and Germany
where the duai system enrols more than 75 per cent of the 18 year-old student body. The
second variable relates to the differences in the modal age at which young people complete
their secondary school, and as a consequence are confronted with the alternative of continuing
on to higher education or lzaving the formal system. In countries where this break is at a
relatively early age, as in the United States, the overall participation rates of the 18 year-olds
witness a far sharper decline than in those where it takes place at a later stage, as is the case of
Germany and Switzerland. The following figures on which Figure 5 has been based may serve
to highlight this point.

ENROLMENT RATES
(all levels)
of 17, 18 and 19 year-olds
in Germany, Switzerland and the United States

1984/85
17 years 18 years 19 years
Germany 96.1 81.5 52.8
Switzerland 82.8 74.6 53.8
United States 88.0 58.7 44.5

Finally, the above table, taken together with Figure 5, reflects also the influence of different
structural arrangements on the participation rates of 19 year-olds. In Germany and
Switzerland more than half of this age group is still in formal education, the majority in the
dual system (part-tiine schooling) and relatively few :n higher education. The opposite
situation is found in the other countries where, with the exception of the Netherlands,
enrolmentrates are far higher at the post-secondary level, nearly ten times soin the case of the
United States.

Two further observations can be made on the basis of the preceding figures. First, it is
clear that one, and in some cases more than o%e, year of post-compulsory education is now the
norn in most of the countries. This modifies the conceptior. of the “voluntary™ nature of the
participation, and indeed tends to blur the compulsory/post-compulsory demarcation.
Sccondly, the figures suggest that, contrary to what .ume advocates of recurrent education
have expected, the recent trend has been towards the gradual extension of initial education,
and an increasing “front-end-loading” of the system. An upturn in economic growth mighi
suck some of these enrclinents back into the youth labour market in some countries,
particularly among the lower-level and more alienated groups, but it is also possible that
governments which started new traini  schemes primarily to cope with youth unemploy ment
will continue them for a different  _an, namely to upgrace their workforce. Likewise,
employers who have grown accustomed to having at least the first year of training subsidised
may be loath to revert to a situation where they have to select and train from scratch
again.
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This chapter has attempted to paint a general picture of structures and trends in
post-compulsory education in the eleven countries in terms of contextual factors, educational
and training structures and current trends. More detailed information, including some on
wastage or drop-out rates, is given in the case studies, where it can be related more
meaningfully to the structures and policies in cach country. Having established a broad
conceptual and descriptive framework, the report will now turn to the analysis of the case
studies themselves. -
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IV

THE TRIPARTITE DIVISION

1. The relationship between the three tracks

The first, broad set of questions which the authors of the case studics were asked to
address related to the existence of the three main tracks or types of post-compulsory
education, and the relationship between them. The questions were as follows:

— Towhatextent can the current system be classified in terms of general, technical and
vocational streams? To what extent are these categories merging or changing? Are
new forms of differentiation emerging? What are the main factors accounting for
changing patterns of differentiation?

- Has there been any significant shift of emphasis on the three in recent years, in terms
of numbers, resources or the composition of the student body (i.e. age, social origin,
gender)? To what are these changes due: student preferences and demand?
Government policy? Employer influence?

— To what extent do current policies encourage the integration or separation of
different streams? Do they encourage progression from lower to higher streams? Do
they facilitate transfer between different streams?

The questions thus addressed one of the basic issues of the study. Did the tripartite
classification still hold? If so, why? If not, why not?

The conceptual analysis in Chapter II implied that the tripartite typology was not simply
one of “content” but involved three dimensions: educational stage, cognitive level and
employment sector. What also became clear from the siudies was that the typology reflects
twokinds of variables, those to do with the labour market, and those to do with the educational
system, and the interaction between them.

A number of recent OECD reports have explored the implications for education and
training of changes in work patterns in both the secondary and tertiary employment sectors?.
There is no roomin this report to describe their conclusions in any detail, but they complement
this study very usefully. In general, they point to a greater fluidity in the organisation and
content of work in many occupations. While the traditional vertical distinctions (e.g. between
operative, supervisor, line manager) and horizontal demarcations (e.g. between tasks, jobs
and occupations) have not suddenly disappeared, they are becoming less clear-cut, not only in
the newer service occupations but also in some forms of traditional manufacturing. Such
distinctions are social as well a> occupational, and their permanence or transience refiect
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cultural factors which differ from one society to another. But in general the world of
employment is less stable not only technologically but organisationally than it used to be and
work, learning and. innovation are becoming increasingly intertwined’.

While the au.hors of the case studies were asked to concentrate on the education system
rather than the labour market, changes such as those described above were frequently
referred to, most explicitly in the Swedish study:

“Technical and organisational changes at work have made a great difference to the
organisation and content of vocational education in the 1970s and 1980s. The modular
principle can be seen as a reflection of new production concepts in industry. In contrast to
the far-reaching job fragmentation and specialisation of the 1960s, the automated
production of the 1980s is accompanied by broad-based skills. The vocational lines of the
upper secondary school are too rigid and narrow to fit in with the demands of the 1980s
for diversizy and preparedness for change in the skills context. This is not only true of
industrial employment. Skills requirements in nursing and care are undergoing similar
changes. The skills requirements of the 1980s also mean less emphasis on manual skills
and more on systematic understanding and capacity for learning. The demands made on
the skilled worker are approachin_ those traditionally made on production engineers.
Similarly, caring skills are evolving towards greater emphasis on theoretical schooling
and understanding.” (Country study: Sweden, page 20).

While such arguments may apply with varying force to various occupations and levels of
work within them, they point towards a post-compulsory system which, while continuing to be
differentiated in terms of occupations and levels, is more fluid than past systems both in terms

+ of vertical progression and la*sral movement.

However, the typology of post-compulsory curricula reflects not only the labour market
but the education system itself. Post-compulsory education builds on tk_ final years of
compulsory education, and changes at that stage obviously affect its structure and content.
However, the case studies suggest that it is above all changes in higher and continuing
education which have affected the post-compulsory stage in recent years, with the growth and
diversification of access to higher educa.ion, and the widespread development of buth formel
and non-formal continuing education.

Whereas the traditional structure of the labour market tends to result in a tr:partite
sub-division at the post-compulsory stage, reflecting occupational and social stratification, the
education system tends to impose a binary sub <ivision between those streams which normally
lead on to higher education, and those which do not. The structure of post-compulsory
education in any one country thus combines these two kinds of division, each of which is
changing. This creates a complex and shifting pattern, with particular ambiguities about the
“middle” (technical) stream, which may fall either side of the binary division. The underlying
tripartite structure was discernible in almost all the case studies, but was most overt in a
number of Eurcpean countries. it is in fact a constant of French society and the education
system that it has produced to thiak of studies in three sectors of preparation. general,
technical and vocational.

“The upper secondary school comprises: the lyceum (classical, scientific, artistic), the
technical institutes (for industry, commerce, etc.) and teachers’ institutes. and the
vocational institutes (for industry, commerce, etc.) craft institutes and pre-primary
teachers’ colleges. This sub-division can be reconciled with the proposed division into
general. technical and vocational education, with some caveats about intermediate or
‘grey’ areas.” (Country study: Italy, p. 4.)
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In the Netherlands, after at least 4 years in the first stage of secondary education pupils
effectively have three options from which to choose.

“Even in the last three years of compulsory schooling, one finds mostly and in most
cantons the three principal lines of study which feed the three main sectors of education
and training for 15/16 to 18/19 year-olds. In precise terms, one finds:

— the line which makes the most theoretical and abstract demands which essentially
feeds into long 2nd cycle general education and, partly, short general education, or
high-level professional education;

— the line which makes moderate theoretical demands which feeds above all into short
2nd cycle education and the vocational sector (full-time or apprenticeship);

— the line which makes elementary theoretical demands which feeds almost exclusively
into the sector of practical apprenticzships or basic vocational training.” (Country
study: Switzerland, p. 3.)

However, these and other case studies go on to describe a variety of ways in which the
basic tripartite structure is being modified and loos.ned: alternative routes, bridging courses
and opportunitizs for progression; attempts to upgrade the status of the lower level vocational
courses (for example by giving them the prestigious title of Baccalauréat in France and
Maturitain Italy); and the introduction of some common content in all courses, as in Sweden.
Some of these changes seem to refiect labour market pressures to *de-regulate’ the system and
make it more flexible; others seem to stem from the social pressures for greater equality of
opportunity which infuenced policies in many countries in the 1970s and still have some force
today. Despiteall these changes, however, the underlying tripartite division seems to persistin
many cases, even in a country as strongly committed to ¢salitarian policies as Sweden:

“In summary, general studies, technical studies and vocational studies are still quite
separate entities in upper secondary school. The structure remains, but with somewhat
altered status relationships, and a closer affinity between the subsystems as regards the
subject content of their study programmes.” (Country study: Sweden, p. 14)

Even in the above countries, the binary division between those streams or lines which give
access to higher education and those that do not is always present. However, it seems to be
more marked in some of the case study countries than others. For example, both the United
Kingdom case studies point to the relative isolation of “general” streams from technical and
vocational ones.

“The prime aim of the general A-level stream is still regarded as gaining entry to degree
courses, or equivalent. The degree for English and Welsh universitics is normally three
years, one of the shortest in Europe, and the A-level curriculum remains essentially
specialist in order to underpin this. Recent initiatives to introduce AS levels are the latest
in a long succession of suggestions on how to broaden the traditional A-level system. AS
levels may be more successful than the other initiatives, but it is too early to say at the
time of writing. This tradition of specialism tends to isolate the general stream from the
others.” (Country study: England and Wales, pp. 17-18.)

A greater emphasis on giving students from technical streams access to higher education,
partly in order to flatten out the demographic downturn and partly to counteract potential
shortages of technical and scientific manpower, may in time reduce this isolation, but it seems
clear thatin England and Wales atleast, the essential distinction is between generalon the one
hand, and technical /vocational on the other. The distinction between technical and vocational
has never been as clear in the United Kingdom as in some continental European countries,
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reflecting a historically less well regulated pattern of apprenticeship and perhaps a more

pragmatic approach to such distinctions both in education and in the workplace.

Despite the fact that the pattern of technical /vocational education in Scotland is now
markedly different from that south of the border, the essential division there too is between
general and technical/vecational, the former having been ! rgely left out of the recent
reforms. The Scottish study analyses the distinction between the three types along five
dimensions: certification, curriculum, institution, expected progression and relation to
employment, and concludes that while the distinction between the general type and the others
has become a little less distinct (with some school students taking vocational modules in
addition to general courses) the technical and vocational types are now indistinguishable.

In Germany too, the essential distinction seems to be a binary one between general
streams on the one hand, and technical /vocational ones on the other. The reasons are partly
historical:

“The ‘gen.al’ and ‘vocational’ sections have developed in clear separation from each
other. Due to the educational philosophy conceived by Wilhelm von Humboldt and
implemented by his associate (and successor as reformer and administrator Johann
Wilhelm von Sitvern), the Gymnasium has been defined as an academic institution which
should expressly refrair from imparting any form of ‘vocatioral’ education toits pupils. It
will be shown later than it is the fundamental affiliation with this traditional philosophy
which confronts the current Gymnasivm with substantial problems, because its position
within the education system is primarily and distinctly defined as university-bound.”
(Country study: Germany, p. 7.)

On the other hand, the distinction between “technical” and “vocational™ is largely a matter of
mode of study:

«_.it does not make any sense to draw a demarcation Iinc between ‘technical’ and
‘vocational’ components in the current education system in Germany as far as the
age-group between 15(16) and 18(19) is concerned. This argument can be reinforced by
the official arrangement applied in today’s policy-making and administration which
treats all ‘vocational’ institutions as part of one section. It is true that one must make a
distinction between full-time vocational schcols and the ‘dual’ system. This distinction,
however, does not congrue with the parallelism of technical and vocational schools in
other national systems, because the relationship between their internal qualification
structures and the occupational hierarchy overlaps the co-existence of both ‘vocational’
school types.” (Country study: Germany, pp. 7-8.)

It was noted earlier that tne current pattern in Italy can be interpreted broadly in terms of
the tripartite division into gereral, technical and vocational. However, proposals for the
reform of the upper-secondary stage, which have been under discussion for some years,
envisage some rapprochement of the general and technical streams:

“The basic aim of this reform is to go beyond the existing dichotomy between ‘general’
education and ‘technical’ education in order to succeed in creating a kind of secondary
institution which would offer, within a single mould, diffcrent orientations based on
differing professional foundations (between the ages of 15 and 17, according to the
proposal). In simple terms, one could say that the future orientation of the upper
secondary school would be a bit less ‘general’ and a bit less ‘tcohnical’, but the issue is far
from straightforward, because it is not only a matter of the level of professionalism, but
also the means by which it is acquired”. {Country study: Italy, p. 6.)
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However, as the Italian study goes on to point out, it is not at all certain that such changes will
be implemented, since the general package of reforms has been the subject of considerable
disagreement and controversy. In fact, many changes are already taking place in a more
experimental or pragmatic way: the introduction of skills into general education; the constant
modernization of technical programmes; and reforms in the vocational courses organised both
by the State (which tend to be rather general) and the regions (which tead to be more specific
and tecunical). All in all, such changes point towards a mixing of the three streams, rather
than a definite shift of emphasis towards one or the other. In Greece also, there are some
examples of mixing and convergence between the otherwise distinct streams.

An interesting historical perspective on binary divisions at this stage of education is
provided by the Yugoslav case study, which traces the evolution of upper secondary education
in that country through four decades and four sets of reforms. One of the key aims of the more
recent reforms has been the eliminatior of one of the main characteristics of the earlier
systems: what is referred to as “dualism™: “the difference between streams leading to
university studies and those leading directly to employment™. The 1974 reforms abolished a
tripartite institutional structure, and put in place a comprehensive system of vocationally-
directed education, involving two years of common studies, followed by two years of
specialised studies, any stream of which could, in theory, lead cither to employment or higher
education. This 2+2 pattern has given way in the 1980s, in most parts of the country, to a
4-year specialist pattern, involving a major choice at the age of 14/15. The specialist lines are
classified in terms of 8 levels and 21-25 fields of employment. While all of them notionally
give access to higher education, there appear to be stronger links between some lines and
university entcy than others, although it seems unlikely that a distinct general line, leading
exclusively to higher education, will re-emerge.

In some respects, the system in Quebec appears to be more like that in continental Europe
thanthatin therest of Canada or North America. As the study explains, the original tripartite
structure “was designed to match the social stratification of occupations: craft to secondary,
technical to college, and professional to university™. The distribution of students among the
three streams was based on the theoretical normal distribution of performance on intelligence
tests. In fact, the current system comprises a tripartite structure (short vocational, long
vocational, and general) at the lower secondary stage, of which the last two lines lead to a
binary structure (proissional, general) at the post compulsory (CEGEP) stage, the last of
which gives access to higher education. The Colléges d'enseignement général et professionne!
provide, as their name implies, a ccmprehensive range of general and professional courses for
young people between the ages of 17 and 20 (not to mention ..n increasing number of adults),
and comprise a distinct stage and unique route between lower secondary and higher
education. The system in Quebec is now being changed, mainly to upgrade the short
vocational streams, and encourage greater vertical progression generally. It should be noted
that students can change programme during their studies at the CEGEP, and some 30 per
cent do. This suggests a greater degree of flexibility within the system than its structure would
imply, and also a certain attenuation of the binary divide. Indeed, the Quebec study speaks of
the “warming-up” of the aspirations of those in the professional streams, in contrast to the
more familiar “cooling-out” of those in general ones, an aspect or at least aspiration which is
characteristic of all comprehensive systems at this stage.

The system of post-compulsory education for 16 to 19 year-olds in the United States is
extremely diverse and flexible:

“Institutions that provide education and training offer a wide range of entry and exit
points, and most evidence a considerable capacity to adapt to change. Their operations,
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as well as their financing, vary greatly from state to state, even within states. Some
experts fault the system for its redundancy and lack of linkages among sectors, while

others feel that such complexity contributes to its strength.” (Country study: United
States, p. iii.)

Two points in particular distinguish it from some of the systems described already. The
first is the fact that the main choice-point for young people comes not at the formal end of
compulsory education (usually 16) when the great majority (92 per cent in 1985) remain at
school, but on the conpletion of high school at the age of 18, when approximately 56 per cent
continue their studies in some form cf post-secondary education - two-ycar or four-year
colleges, or vocational-technical programmes of various kinds. A sccond distinguishing
characteristic of post-compulsory eduzation in the !'nited States is the ubiquity of credit
transfer arrangements which aflow students to accumulate course cradits across a range of
courses, institutions, and on either a consecutive or intermittent basis. Such arrangements are
incrsasingly being widened to cover various kinds of non-traditional institutions, non-formal
education, and experiential learning.

While there are three main tracks of study within the U.S. high school, and in that sensc it
conforms to the basic tripartite pattern, each of those tracks gives not merely formal access,
but real accessibility, to higher education:

“In 1980, 38.2 per cent of the high school students were in an academic track, 24.4 per
cent were in a vocational-technical wrack, and 36.4 per cent were in a general education
track. Students in different tra :ks usually have different plans for activities after high
school. Those who expect to attend college are more likely to follow the academic track.
However, the curriculum taken by students in high school does not seem to prevent them
from going to college. A 1982 follow-up survey of the 1980 school seniors indicated that
37.8 per cent of the students who followed a vocational track in high school and 50.6 per
cent of the gencral education track students had enrolled in post-secondary education
(compared to 80.7 per cent of the academic track students).” (Country study: United
States, p. 22.)

It is worth pointing out that the system of post-secondary education in the United St 'tes is
large, and particularly in the :ommunity colleges, very flexible in terms of adn:i.sions
requirements. Perhaps as a consequence the binary distinction between those streams which
lead on tohigher education, and those which do not, which is sharp in some countries, is much
less clear-cut in the United States, and the progression of students from one stage or level to
another is less predictably linear.

At first sight, the Japanese upper secondary school has a binary structure, with 72 per
cent of students in the general stream, and 28 per cent in the vocational stream (1985 figures).
However, both streams are subdivided into different curriculum types which in the case of the
general stream include more academic and less academic variants. An analysis of the
destinations of school-leavers points to considerable differences within the general stream, of
whom about 30 per ceat enter higher education, 40 per cent take jobs and nearly 25 per cent
goon to further vocational training. (Three-quarters of all students on vocational courses take
jobs on graduation). The pattern is thus morc complex, and less dissimilar from thatin some of
the other countrics in this study, than might at first be thought.

The analysis so far suggests two main policy issues. First, if the labour market is moving
away from traditional forms of occupativnal differentiation, is the tripartite educational
structure that stili exists in most of the countries becoming dysfuncti. 11? Does post-
compulsory education embody a type and degree of differentiation which is anachronistic? Is
it now over-regulated by comparison with employment? At the very least, is there a time-lag
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between the structures and percepiions in the education system, and those that exist in the
labour market? The Japanese study aiiudes to this:

“In view of the fact that large companies usually do offer better benefits, it is natural that

people seek to enter those upper secondary schools whose graduates had excellent results

in the entrance examinations of the most prestigious universities and those witn the best
records in placing their graduates in large private enterprises. The paradox here is that
people have come to be influenced more by the hierarchical orders of schools in inverse
proportion to the decreased value of university diplomas. In postwar Japanese socicty,
which has witnessed great cconomic and political equalisation, the possession of
university diplomas or even diplomas from clite universities does not fiecessarily ensure
placement in a big company or of being promioted to its higher echelons. It is against this
background that the elaborately differentiated system of upper secondary schools has

developed.” (Country study: Japan, . 26.)

Secondly, the analysis has highlighted the importance of the educational division
betwsen courses which lead on to higher educ..tion and those which do not, a division stronger
in some countries than others, but present to some degree in all the ones in this study. (This
division is not only 1 2 of courses, but often of institutions and professional cadres as well).
The cducationa: reasons for that binary division are fairly obvious: higher cducation
constitutes the apex of the educational system, and as such exercises a powerful gravitational
pull, structurally and normatively, on the rest. It is not for nothing that it is called “higher™.
But it may be that this duality between what does and does not lead on to higher education, so
important to those in the system and many outside it including students and pareats, is
actually dysfunctional for the labour market, because it erects a major educational
demarcation which no longer corresponds to anything in the structure of employment.
Increasingly, the labour market seems to be characterised by relative gradations rather than
absolute distinctions, and if the education system were to mirror this, it would have to develop
a more “gradvated” and less rigid structure of courses and qualifications at both the
post-compulsory and post-secondary levels.

The paradox is that while higher educz .ion in many countries has in fact developed in just
such ways, partic.larly with the creation of non-university institutions®, the streams that lead
to it have often remained conservative in form {though not necessarily in content). As the
following chapter will show, they and the qualihcations to which they traditionally lead
appear to have changed less than any other aspect of post-compulsory education. This
suggests that it is the structure of qualifications, rather than the content of courses or pattern
of institutions, which is the key modality of education at this stage, a point which will be
explored further in the report. In this respect, the existence of a widespread system of credit
transfer in the United States, and the developments in that direction in some other countries,
such as Scotland and the Netherlands, are of particular interest, and it is worth emphasizing
the distinction between formal access and real accessibility, which is demunsirated only by
substantial flows of students into higher education from the relevant stream, and their relative
success when they get there.

The second question about the general relationship between the three types or streams
had to do with the balance between them. Had there been any significant shift of emphasis on
the three in recent years, in terms of numbers, resources or the composition of the student
body? If so, was the change due to government policy, market demand, or anything else? The
reponses to this question are difficult to collate, because one cannot generate comparative
data from non-comparable structures. However, some gencral observations can be made.

The implicit hypothesis here was that there would be a general shift in both numbers and
policy emphasis from lower-level to higher-level types of courses, i.c. from vocational to
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technical, and technical to general. This would be consistent both with the displacement
hypothesis and the need to upgrade the economy and workforce generally. It would also refiect
the general “inflation” in educational and professional qualifications which has occurred in all
countries, whereby better and better qualifications 2re needed for entry to the same job?. Such
was the hypothesis; the reality is more compiex, and reficcts the employment value rather than
educational status of the different strcams.

There has been a general, upward shift in some countries, particularly if one takes the
long view. -For example, in Germany, between 1960 and 1985, the percentage of total
enrolments increased for both the general streams (9 to 19 per cent) and full-time technical
streams (12 to 21 per cent) but decreased for vocational (dual) streams, from 79 to 61 per
cent. In France too, general and technical streams have increased substantially in the last
decade. In Japan, between 1955 and 1985, the percentage in general upper secondary streams
rose from 60 to 72 per cent, with a corresponding decline in vocational ones (there is now alsoa
very small but growing technical sector which in Japan is given post-sccondary status). By
contrast, the percentage of students enrolled in the academic track in the United States fell
from 46 in 1972 to 38 per cent in 1980, with a corresponding increasc in the less demanding
general track. In Italy, general streams showed a slight decline of about 1 per cent between
1976 and 1986, and technical and vocational streams a small increase (1.4 and 3.1 per cent).
InSweden, general streams declined substantially between 1970 and 1985 while enrolments
in technical and vocational ones increased markedly. The proportions in Switzerland have
remained relatively stable.

Morec detailed data on each co.utry are given in the various case studies. While the
figures cited here do not appear to support the “upgrading™ hypothesis unequivocally in terms
of general streams, the studies do point to the disappearance of vocational streams at the lower
secondary level. Historically, such streams provided for those students who would leave
education carliest and enter the labour market soonest. Now, the general increase in and
prolongation of initial education means that such carly leavers are at a general disadvantage
in the labour market, and the specific and often practical skills they could offer are orientated
towards precisely those kinds of employment which have suffer=d most in the recent economic
recession. This situation seems to have affected the status of the relevant vocational courses in
several countrics; for example, the LBO courses in the Netherlands, the CAP ia France and
short vocational courses in Quebec. We are witnessing a gereral tendency to delay vocational
education and training to the post-compulsory stage, although this does not preclude a
pre-vocational element in compulsory education.

However, any overall shift towards general streams seems to have been modificd .r
checked in some countries b} .ncreased graduate unemployment, government restrictions on
access to higher education, or both. For example, in Italy, where the general streams have
declined slightly in the last decade, this may refiect fears among some sts dents that there
would be little benefit to them in the end from proceeding tc higher education. Concurrently,
thei. has been a slight growth in technical and vocational streams. In Sweden too, where the
balance has shifted against gencral streams, as the case study makes clear, this is linked to
internal subject differentiation within higher education, which is in many countries linked to
differential graduate unemployment rates:

“General study programmes in upper secondary school comprise the three year natural
science, social science and liberal arts lines and the two-year social and artistic and
practical lines, together with the music line, which is also of two years’ duration. Betr.een
them these lines represent a quarter of first-time upper secondary school students, which
is a good deal less than in the 1960s. The heavy expansion of vocational and technical
studies has been matched by a steep decline in the popularity of general studies. It is
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above all the three-year economics line which has come to figure as an alternative to the
three-year liberal arts and social science lines, while the four-year technology line has
become an alternative to the three-year natural science line. This pattern of choice forms
partof a long-term shift which has been in progress since the beginnings of the preseat
century from humanitics to technical and scientific skills as the foremost concern of
generay upper secondary schooling. Thus the aspirations of the Upper Secondary Schools
Commission to give all upper secondary schow! study programmes a vocational reference
have been realised through changed pupil preferences rather than through reforms of
organisation and content.” (Country study: Sweden, p. 22.)

It is worth emphasizing that students at this stage, rather than simply choosing or being
allocated to a particular sector or course. can sometimes use the system to exercise their
cducational and employment preferences. As the Scottish case study points out, “snapshot”
statistics do not show how students move throagh the system, sometimes crossing the main
demarcations of our typology. In Germany, for example, an increasing number of students
take a degree and then do an apprenticeship, or vice versa.

Government policics may also modify any generalised shift of emphasis from lower-level
courses to higher-level ones. In the United Kingdom, for example, the major change which has
occurred in the last decade has been the sharp decline in traditional apprenticeships, and the
rapid growth of the Youth Training Scheme, originally onc and now two years long. This now
provides for some young people who would previously have done an apprenticeship; indeed in
some fields, such as construction, electrical trades and hairdressing, the change has becn more
oncof format than content. However, the YTS also provides ...:tial training for large numbers
of young people who in previous decades would have gone straight into work from school,
usually in unskilled or semi-skilled jobs. Thus the YTS can be perceived both as a shor.-term
response to youth unemployment, and a longer term response to the need to upgrade the
workforce; a duzlity of perception which may change with time.

It is worth notiag finally that some case studies, in answer to this question, stressed the
need not to shift the emphasis between streams, but to improve each one in its own way. This
point was made about France and in the Swiss study, and may reflect a relative stability in the
cmphasis on the three main sectors of post-compulsory education in those countries. But the
search for better quality was a theme which surfaced in a number of the studies. Perhaps it
signals a transition from a period .here the main posicy concern was with quantitative
changes in this stage of education, toone when the emphasis will be more on qualitative ones.
content, teaching, processes, retention rates, achievement, and outputs.

The third question concerned the relationships bewween the three main streams, and the
issues to do with integrauon and separation, progression or “blind alleys”, lateral and vertical
transfer between lines, stieams oc sectors. These issues have already been touched on in the
analysis of the other two questions. There is a general trend in most countries towards a
“looser™ tripartite structure where such a structure exists, a trend which reflects various
factors. a social concern with access and equality, a need to rationalise and simplify the system
for demographic or economic reasons, a growing tendency to look at this stage of education “as
a whole”, and an attempt to overcome cducational rigidities in relation to the labour
market.

Overand above these general trends, there is a particular zmphasis on making the system
more flexible in several countries. Modularity is seen to be a key element in doing this in both
the Netherlands, where more is planned, and Scotland, where it is now the standard format for
two of the three main types of course (technical and +. :ational. indeed the modular Action
Plan has helped to erode the technical/vocational distinction). In Japan, currcnt debate is
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much concerned with the need for greater diversity and individuality in what has been recently
criticised there as a rather rigid and competitive though in many ways very effecti-¢ system.
This had led to proposals for the reform both of curricula and examinations. The
rationalisation and simplification of qualifications, particularly the plethora of vccational
qualifications, is a currer* policy concern in the United Kingdom. In Sweden, the emphasis on
flexibility is directed more at the structure of courscs, and the advantages and disadvantages
of having relatively distinct and self-contained lincs of study.

The responses to the three initial case study questions can now be summarised as
follows:

— The divisions between the three streat. s are still evident in many countries, but they
are becoming less clear-cut and more {2 1id. In particular, it is becoming increasingly
difficult to distinguish between technical and vocational streams, and differentiation
is ncreasingly opening up within each .tream. The main reasons for these changes are
increased fluidity of the labour market and fiexibility of access to higher
education.

~ There is no consistent shift of emphasis among the three streams. The key factor
seems to be student demand based on employment prospects rather than government
policy. Where general streams continue to offer good employment prospects, they
have continued to grow; where they do not, one finds differential emphasis within
such streams, or the relative growth of technical streams, or certain forms of
vocational education. The main burden of coping with youth unemployment and
disadvantage has fallen on vocational streams, which have become diversified as a
result.

- Current policies scem to encourage flexibility rather than integration. They
encourage progression and mobility between courses and streams rather than a
common base o framework for all students. The situation varics from country to
country, but «c gencral trend seems to be towards differentiated but open systems,
rather than comprehensive ones based on core or common curricula.

These issues will be explored in more detail in the following sections of the report.

2. General education -

Of the three main types of post-compulsory ecucation analysed in the casc studies,
“general™ courses seem to have changed ieast. Reference has oiready been made to the
relative stability and indeed isolation of “A levels™ in England and Wales. A similar point is
made about the somewhat different Scottish system:

“...compared tothe rapid and radical changes clsewhere at the post-compulsory level the
general sector iS resistant to change. There are symbolic as well as sectivnal interests
attached to the present structure, and especially to the Higher grade examination,

‘ traditionally the holy of holies of Scottish education’.” (Country study. Scotland,
p. 24)

This view of the traditional upper secondary general qualification and the courses that
lead o it is mirrored in some continental European countries. The Italian case study speuaks of
the fear of “contaminauon” of traditional general education, and in France the vrientation
towards general education remains a constant in the education system. Some 75 per cent of
parents and pupils want to have access to the lung-cycle upper secundary courses, and even if
one notes the remarkable increase in long-cycle technical enroiments in the last decade, these
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are still well below the level of those in general education. The role of the baccalauréat général
in French society partly explains *his constancy. Any attempt to alter access to it, or the
content of it, meets with suspicion and an anxiety that is sometimes expressed with some
vehemence,

In Germany and in the Netherlands also, though less so in Switzerland, there appears to
be a relative stability about the general stream or sector which contrasts with the more
substantial changes which are occurring in technical and vocational cducation, and the
radicalinitiatives whichare being taken to meet the needs of the “risk groups” in each country.
Other studics refer to the status and importance of this stream, and i*s privileged connection
with higher education. The Yugoslav study discusses the possible re-emergence of traditional
general streams, despite a policy firmly committed to comprehensive principles. In Sweden,
the connection between such streams and higher education has become stronger in the 1980s,
reversing the trend towards more pluralistic access to higher education. The Quebec study
notes the “gradual drift of college teaching towards university waters”. And the Japanese
study refers to the process whereby general streams regained their traditional elite status after
a bricf attempt at comprehensive reform immediately after World War 11.

Why is general education at this level relatively stable? One answer must be historical;
the qualifications to which it leads are often relatively old, by educational standards, and
therefore well established. In the past, when much smaller proportions of the age group
attained them, their status was even higher, and that historical glow continues tobathe today's
much larger cohorts. Insome countries too, in continental Europe achievement of the relevant
qualification (baccalauréat, Abitur, matura, maturita) gives constitutional rights of access to
higher education which governments tamper with at their peril.

However, the situation revealed by the case studies is both morc complex and mure
interesting *an this. The statistics from scme of the countries show a long .erm trend towards
increased snrolments in gencral courses. Whercas in the past, thesc catered for the often small
minority of students who aspired to enter higher education, in the last decade the; have grown
toencumpass 20 per cent, 30 per cent and even more of the age group. One could hypothesize,
on the basis of this quantitative trend, that such expansion would lead to greater
differentiation within general streams, simply because they are larger. And to the extent that
either access to, or demand for, higher education does not keep pa. . with this expansion, one
might exper t to sce an emerging distinction between higher-educaton orientated variants and
more employment-orientated variants of general education. Morcover, such a distinction
might not only affect the content of courses, but their cthos and style, n>t only the overt
curriculum, but the “hidden curriculum”. These hypotheses were implicit in the three
questions about general streams:

- Have there been or are there any major plans for change: in general upper secondary
streams, or their related qualifications?

- Arc there any attempts to make general streams morce ¢ ..loyment-oriented? If so,
how?

- Towhat extent is there a conflict of purposc or ethos between preparing students for
higher education, and preparing them for employment?

The first thing that becams apparent from the case stud.cs was that despite the
appearance of stability in general education at this stage, there was a goud deal of movement,
or attempted movement, going on in the detail of courses. Some of this seems to reflect a
concern to updaie and modernise curricula, for cxample by incorpurating sume element of
information technology. Other reforms, or propused reforms, reflected problems or issues
which seemed to be of particular national importance. the emphasis on academic standards
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and quality in the United States; on greater flexibility in both content and teaching in Japan;
on technological studies and greater breadth in the United Kingdom; on the balance of
requirements and options in both the Netherlands and Germany, and on the balance between
“classical” and “modern”, disciplinary and interdisciplinary studies in the latter, on the right
mix of “normal” and “intensive” courses in Switzerland; and on “process” rather than
“content” in a number of countries.

As regards the general questions put to the authors, the responses fall into two broad
categories. In a few countries, the expansion of general education has led to a formal division
between two streams, usually short-cycle and long-cycle general education. However, in the
majority of the case-study cruntries, expansion has led to change, either planned or
unplanned, within the single general education streams. The clearest examples cf the former
- the emergence of “dual” streams - are in Switzerland, the Netherlands and the United
Kingdom.

In Switzerland, there are in fact three distinct forms of “general” education: 3.5/4-year
long-cycle courses leading to 5 different types of maturité (= baccalauréat), which enrol
12.6 per cent of the age-group; 2 to 3-year short-cycle streams leadi:.g to a general diploma,
enrolling 2.7 per cent of the age group; and a one-year general, transitional, pre-vocational
course which enrols 9 per cent of the age group. Howsver, the term general education is
typically applied only to the first two, which together enrol 15.3 per cent of the age group. This
is not a high percentage relative to the other countries in the study, so why has it been
necessary to sub-divide general education at all? The answer seems (o be that the current
sub-divisions at the post-compulsory stage correspond well to both the interests of students
and the needs of the Swiss labour market. The short-cycle general line suits students “who do
not want to follow studies which are too remote from their centre of interest”. The structure of
the line combines a general foundation (tronc) which covers languages, mathematics, natural
and socia! sciences, and artistic and physical education, with one of three pre-vocational
options: para-medical, socio-educational, or administrative. Certain changes are being
introduced into these short-cycle general courses (notably an extension from 2 to 3 years) but
the evidence suggests that they are bnth attracting a growing number of students and finding a
niche in the labour market, especially the service sector.

In the Netherlards, there is an institutional distinction between pre-university courses
and general courses which may lead on to other forms of higher education, notably higher
vocational education and teacher education. As the diagram of the Dutch system shovs (see
Figure 6), thesecondary grammarschools (VWOQO) typically lead on to universiiy, whereas the
senior general secondary schools (HAVO) lead on to cther forms of higher education. (The
system allows for progression frorr HAVO to YWO as well, and likewisc from junior general
(MAVO to HAVO). Thus the sub-division of general education at the upper secondary level
in the Netheriand. reflects a dual system of higher education which has been well established
for some deca Jes. Zince higher education is the main point of reference for general streams at
this level, sucn a sub-division is therefore logical, and the balance of emphasis on the two
sub-types is likely to reflect the balance of emphasis on the two forms of higher education. Itis
worth noting, in passing, that major reforms are in fact underway in the Dutcn university
system.

The fact that, dcspite the long-term increase in the enrolments in general streams, only
two out of the 2leven countries have developed distinct non-academic variants of these streams
suggests a problem, and one that was identified in the Scottish study. The belief that the
expansion Jf general education necessitates the development of pre-academic and pre-
employment variants is based on the assumption that employers recruit vn the basis of
relevant knowledge and skills. However, this is not always the case.
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Figure 6. DIAGRAM OF THE DUTCH EDUCAT!ON SYSTEM
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basisonderwijs = primary education

lager beroepsondervijs = junior vocational (pre-vocational) education
middelbaar algemeen voortgezet onderwijs = junior seconc'ary education
hoger algemeen voortgezet onderwijs = senior general sezondary education
voorbereidend wetenschappefijk onderwijs = pre-university education
apprenticeships; full-time vocational education

middelbaar beroepsonderwijs = technical education

hoger beroepsonderwijs = higher professional educaticn

wetenschappeliik onderwijs = university education
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“Employers’ recruitment and selection criteria tend to reinforce establisked academic
hierarchies with respect to pre-employment and especi.lly school courses. In other words
employers tend to prefer young people with the qualifications and subjects that carry
highest academic status, largely on the grounds that they are seeking general potential
rather than spesific skills or knowledge and that the 'best’ students will have entered and
succeeded in the high-status academic courses. Thus, when employers recruit students
from school courses their selection criteria may not conflict with those of higher
education.” (Country study: Scotland, p. 27.)

The dilemma facing non-academic general courses can be analysed in terms of Figure 7
below. Employers may recruit either on the basis of ready-to-use knowledge and skills
(competence, or at a higher level, expertise) or on the basis of inferred general ability, or both.
The empbhasis varies from one occupation and one level of work to another. The highest status
courses should therefore be those which guarantee both high levels of expertise/competence,
and high levels of general ability, as measured indirectly by norm-refcrenced access and
achievement. At the upper secondary stage, no streams or subjects meet both these criteria
(A), since those students of high ability have not yet developed high competence (as many will
by the end of their first degree, for exampie) and those students who have developed high
competence (e.g. in craft skills) are usually dzawn from the lower (cognitive) ability quartiles.
What general streams at this stage seem to offer is (B). the guarantee of high ability (and with
it trainability in both cognitive and affective terms) at the expense of low competence. This is
what higher education is looking for, and what many employeis are looking for too, since they
reckon that the training costs involved are more than compensated for by the pote...ial returns
on having an able employee. By contrast, specific vocational courses and apprenticeship: offer

Figure 7. ABILITY AND COMPETENCE

Ability
High Low
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ready competence orskills (C), without any pretensionsto high-level general ability, and these
again have their place and value in the labour market.

The nroblem for non-academic general courses is that they risk slipping from (B) to (D),
which guarantees neither ability nor competence. Indeed, one can now understand why the
term “general” can refer to the highest streams in some cases and lower ones in others. It
would-seem that non-academic general courses are only likely to succeed if they manage to
guarantec moderate levels of both ability and competence, through a relatively rigorous
general education, and a reasonably thorough vocational prepar...ion in certain, well-targeted
occupations. That description appears ‘to fit the Swiss short cycle general course, and may
indeed account for its evident success. The new Certificate of Pre-Vocational Educationin t’.e
United Kingdom also has this general+vocational course framework, but although it is
described as an all-ability option, it appears at present to be recruiting inainly from among the
moderately or less able students in the age group, and may therefore risk the kind of slippage
described above.

If most countries have not formally divided general education into academic and
employment variants, how have the enlarged general streams become differentiated ? In miost
cases, through subjects. Several studies report a growing divergence, within general streams,
betweer. mathematics and scicnce lines on the ore hand, and humanities,/social science lines
on the other. This is the case in Sweden:

“The natural science line has set a standard for the qualifications required of
post-secondary students. The character of this line as a royal road to higher education has
been further accentuated in the 1980s by a series of measures favouriag direct transition
from upper secondary school to higher education, at the same time loading the dice
against mature students and ‘supplementary students’. Today, ten years after the higher
education reform, the ratural science line has consolidated its position as a university
entrance programme, at the same time as the status of the social line has been further
weakened in terms of both credential value for admission to attractive post-secondary
programmes and popularity with students.” (Country study: Sweden, p. 23.)

The Quebec study was also concerned with this kind of internal differentiation within
general education, and even within social science lines:

“The science line is tending to become the royal road to access to universit; studies,
whatever the subsequent direction chosen. By contrast, the socisl science line without
mathematics is tending to become the dead end for those who do aot know where to go,
and ihe completion rates in it are very low.” (Country study. Qu bec, Canad-,
p-32.)

The difference between the natural and social science lines in the CEGEPs also results :n
different course structures, largely prescribed and centripetal in the sciences, but much more
optional and centrifugal in the social sciences.

While the contrasts between science and social scien = rogrammes may not b. quite so
strong in other countries, there is often nevertheless a4 pecns.  order among different lines of
study or subjects which is related to the relative difficulty of aumission to differeat facultic. or
departments in higher education institutions. This 1> the case with the difterent types of
French baccalauréat, with the prestigious Bac C keeping all options open. In countries where
medical or natural science faculties have restricted aceess (through a formal or de facto
nnverus “lausus) and arts and social scienwes ones are relatively open, the difference in status
“1as bzcome more marked in recent years, through gruwing disparitics in staff student ratios
and uLits of resource. Such trends have meant that the arts and sou1al scien<es have become
associatzd not only with easy access, but poor conditions, high drop out aud graduate
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unemployment. The implicit two-class structure of higher education reproduces itself at the
post-compulsory stage in the .nternal differentiation of the general stream and it, related
qualifications.

If large general education streams tend to be differentiated, then Japan which has the
largest, should also have the most differentiated. In Japan, 93 per cent of the age group are
enrolled in upper secondary schools, and of these, 72 per cent were following “academic/gen-
eral” courses in 1985. Tiius for the great majority of Japanese young people, post-compulsory
education means general education, a fact which contrasts with the situation in European
countries, where the proportion is likely to be less than a third or even a quarter, and in Japan
the trend has been towards general education and away from vocational,'special education for
the last ten years. In fact, the Japanese system is more differentiated than these aggregate
figures might suggest. To begin with, many general subjects have a practica: variant (A) and
ar academic variant (B). These are combined in various ways in four major curriculum
cacegories, with the emphasis respectively on (I) humanities, (II) science, (11I) humanities
and science and (IV) vocational/specialised. While the first three give access to higher
education, the fourth tends to lead on to employment and further vocational training in a
special training school. In 1985, whereas 39 per cent of upper secondary graduates entered
higher education, and 25 per cent took jobs, 30 per cent went on to further training. Thus the
general education stream in Japan shows a conziderable degree of internal differentiation both
in terms of curriculum and subsequent activity, not to mention institutional status. Current
policies seem to be aimed at more variety, both in the curriculum (some reduction in core
requirements and increase in options) and teaching (u.e of a wider range of methods) as the
system attempts to cope with an intake that is increasingly diverse in terms of abilities,
attitudes and motivation.

Why does such differentiation take the form that it does? Why, in particular, do
mathematics and the natural sciences seem to come out top in the pecking-order of subjects in
somany countries? Historical factors may give a particular status to classical studies in some
countries, such as Italy, and English language has a status equal to mathematics and natural
science in Japan. The answer seems to involve a mixture of cultural and educational factors.
Culturally, science and technology are central to late twentieth century society. They provide
much of the basis of our way of life. They are still linked, Jdespite misgivings, to the idea of
progress. They form: the core expertise of many high-level jobs and research. However, the
educational status of such subjects seems to rest on something different. the fact that, in the
eyes of many educators, employers and of the generzl public, they are demanding, and thus a
good test of cognitive ability. Their reputation for difficulty seems to rest on several things.
First, they involve specialised, h.eratic codes which are quite different from natural language.
Secondly, they appear to be quite remote from ordinary experience and common sense
knc ledge, and to test logic and abstract reasoning. Thiidly, they seem to demand a long,
linear initiatiun. One can see how, in theoe terms, the arts and social sciences, which are
couched more in natural language and draw on common perceptions and expericnee, and are
accessible at many points and in manv ways, may be thought (however mistakenly) to be less
cognitively demanding an-’ thus a poorer indicator of general intellectual ability. It is worth
remembering, too, that i, the past, some of the most prestigious subjects (such as classical
languages) shared some of these characteristics of “difficulty”.

However stmplistic such ideas seem, especially to thuse in the humanities and social
sciences, the fact remains that these perceptions of relative difficulty seeni 1o be w.despread.
One measure of then: is the lack of re.iprocity in transfers between science and non-science
lines of study. science to non-science is easy, non-scieace to science is difficult. However, what
is probably more important is Jhe different value of different subjects as measures of inferied
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general ability (see Figure 7). In this respect, mathematics and the natural sciences have an
indirect, and even symbolic, importance in current systems as indirect measures of ability
which is distinct from their “real” relevance to higher education or employment.

What has emerged from this analysis of “general” streams at the post secondary stage?
The basic issue seems to be as follows. Historically, such streams came into being primarily to

repare students for university: in terms of Figure 1, they constituted the general or
foundasion stage of what can be regarded as a long-cycle academic ox professional education
which reaches its conclusion only with the completion of undergraduate or even post-graduate
studies. As such they had a clear and unambiguous function. Of coursc there were still issaes
to be debated and resolved within those parameters. H. . broad should the foundation be?
Should certain subjects be required of all students? Should the structure of studies be aligned
with the structure of faculties and disciplines in higher education, or would an interdiscipli-
nary approach provide a better foundation? Should completion of the stage give access to all
faculties or should there be a more precise relationship between he subjects studied and
faculty entered? Different countries answered these questions in different ways, and still dv,
but there was a fundamental consensus about the purpose of general education at the upper
secondary level, a consensus embodied as much in the process and ethos of such courses as in
their content: the special “feel” of the upper lycée, licei, Gymnasium, ur sixth form, which
anticipated and socialised students in preparation for the academic world.

Where both post-compulsory education and higher education have expanded in parallel,
each appears to have become more differentiated. This is perhaps clearest in those countries
with the largest proportions of the age group enrolled in each sector. But nearly all OECD
countries expanded their higher education systems dramatically in the 1960s and 1970s,
leading to the expansion of general streams at the post-compulsory stage. However, at risk of
oversimplifying, one can now draw a contrast between, on the one hand, some Europcan
countries, in which general streams are criticised for remaining too tightly geared to higher
education, andon the other hand, the United States, where they are currently criticised fur not
being geared tightly enougn, and thus not providing an adequate academic foundation. [his
has led to the recommendation, in the report entitled .4 Nation at Risk'®, that all students
seeking a high school diploma should be required to lay the foundations in the “five new
basics™: English, mathematics, science, social studies, computer science, and (for the
college-bound) a foreign language. Such proposals raise the question of the curr.cular
relationship between upper secondary general strear.” and higher education. Currently,
students in such streams may study anything from two or three subjects at “Advanced level”
in the United Kingdom to six or seven in some continental European countries. As noted
above, the patterns and requirements vary greatly; can anything general be said?

In principle, the sti.. .ture of pre-academic general streams is governed by thrce main
considerations. First, they need to include subjects which provide not merely a foundauon for
the advanced study of the same subject in higher education, but which underpin a whole range
of subjects. This suggests that such .treams should include mathematics which is essential tv
the study of the sciences and to a lesser extent the social sciences, and a first and possibly
second language to give an entrée into the humausies and social sciences in one or more
cultures. (Language is sometimes seen merely as a matter of enabling students to express
themselves and communicate clearly, but this is a narrow view. Just as there are various
branches of mathematics, so there are various uses and registers of language, and linguistic
competence s a prerequisite not ruerely of communication but of conceptualisation, abstract
thought and cultural understanding.) Computing can also lay increasing cl.im to bc added to
this small list of subjects which “unlock™ a range of other subjects, particularly in relation to
technology.
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Beyond these three or four key subjects, much depends on the curricular patter-. in higher
education itself. Where the student enters a partic ular faculty in higher education - science,
social science, or humanities, for .xample - the pre-academic stream may nzed to offer some
foundation studies for that faculty, in the form cf two or three subjecis or some kind of
interdisciplinary course. Where however the first vear or two of higher education is broader,
and faculty or subject specialisation is delayed, a . the case in the United States, there are
arguments for continuing pre-academic studies in all the rain faculty areas - science, social
science, humanities, etc.

However, all such patterns come up against the problem that by this relatively advanced
stage of education mary students display differential abilities for and interest in different
subjects. Some find it extremely difficu’t if not impossible to cope with the study of
mathematics, science, literature or a foreign language at an advanced levei. This suggests that
of the range of subjects studied, students should be allowed to take some at a higher level, and
others at a less advancec . rel which nevertheless aims at a reasonable level of competence
and ensures continuing contact with that subject.

In general terms, these considerations point towards a typical pre-academic stream
consisting of around six subjects, half of which might be taken at a higher level, and half at a
lower level. However, in practice, the main determinant of the pattern of the pre-academic
stream in each country is the pattern of the higher education in that country. As long as t. .ese
patterns remain as various as they are, there seems little likelihood t.iat national pre-acade.ic
curricula will converge, despite initiatives such as the Internationa: Baccalauréat.

Where the expansion of upper sccondar; education and higher ¢_..ation have not
matched each other, a more overt form of differentiation emerges. that between preparation
for higher education and preparation fc: employment. This can come about cither because
upper secondary education produces an “oversupply” of applicants for entry to higher
edncation, or because the demand for higher education from qualified applicants falls, n
response to graduate unemployment. In either case, the relationship between gencral streams
and higher education becomes less clear-cut.

This means that the previously single-minded general stream has to become dual
rurpose, creating problems which were identified in both the French and Gerinan systems,
among others.

In France, given the character of the baccalauréat général and its almost exclusive
objective of preparation for entry to higler education, any orientation of the general streams
towards preparation for employment seems largely excluded. Jr fact, the objective of a
fundamental general education which preparation for higher education implics is difficult to
reconcile with the specific objectives required by preparation for employ ment. Besides, it
would be very difficult to maintain, side by side, general streams which prepared students for
employment (which could only be tertiary employment) and the vocational streams which
aiready exist, or even the technical streams which, for some, provide a preparaaon for
professional life, either immediately after the technical baccalauréat, or after fui.ir training
in courses for high-level technicians or at the IUT (Institut umversitaire de technolugie).

A similar tension is described in the German system:

“Itis true that the upper stage, even in its reformed shape, has definitely rest.med the
traditional concept of the German G mnasium which defines this school type «s purely
pre-academic and preparatory with regard to university requirements. On the other hand
it has been increasingly exposed to the immediate expectation. and requirement., of the
employment system which are caused by changing attitudes among youngsters and their
parents who have begun to regard it as having an alternative function > a *prevocational’
institution, though within the general education secijon. Therefore one can conclude Jhat
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below the official maintenance of the traditional philosophy the ‘reformed upper stage’ of
the Gymnasiun is about to be reshaped into an institution which in fact becomes more
and more considered as an avenue to (advanced) vocational training or even to direct
transition into a job or work besides continuing its pre-academic function. Recent
developments even signal an increasing orientation of Gymnasium leaving certificate
holders to training schemes in the ‘dual’ (apprenticeship) system. They constituted
25 per cent of certificate holders in 1985, whereas in 1971 approximately 90 per cent
aspired to enter university directly.” (Country study: Germany, p-9.)

Thus the straightforward historical link between gencral upper secondary streams and
higher education is no longer straightforward. Another complicating trend is already evident
in some countries: the diversification of higher education intake tv include “non-traditional”
students of various kinds. Non-traditional in this context usually mean. adult students,
“unqualified” students or both; the definition is loose, but the essential point is that such
students do not enter higher education from the normal secondary school screams. Such
policies have been advocated for some years, particularly under the rubric of “recurrent
education”, but what policy failed to achieve in some countries. demographic necessity is now
bringing about. This trend is even affecting the post-compulsory sector in some countries, with
increased adult enrolments in the CEGEPs in Quebec and Further Lducaticn Colleges 1n the
United Kingdom. As mentioned earlier, this signals a sh.™ of emphasis fiom “tertiary” to
“community” institutions insome countries, and indeed the community colleges in the United
States are perhaps the prime example of institutions which cater for both scheol leavers and
older adults. Such : ./end also points to a more intermittent pattern of attendance at the
post-compulsory stage, which may have implications for the structure of courses and
qualifications.

This report has concentrated on the problems posed for general streams by their changing
relationship with higher education. It has analysed briefly the two main responses to the
problem: sub-divide the general stream into two, or increasc the differentiation within the
single academic-type stream. It may be, however, that the solution to the problem lies not at
thislevel at all, but in higher education. Since higher education is the main point of reference
for general strcams, it is logical to supposc that only changes in it can .esolve problems at the
post-compulsory stage. The fact that the binary distinction between streams which lead on to
higher education and those which do not is still so strong in many sysiems saggests that higher
education is itself an all-or-nothing matter in som: countries. Compared to the complex
grada*ions and movements of the employment market, it still often appears monolithic and
unilinear.

In fact, many developments in recent years have made it much less so. The develupment
of shor-cycle institutions in variou, countries provides an alternative to the full-length
traditional pattern. Entrance requirements have become more flexible. The spread of modular
credit schemes has made transfer and alternation of studies ea.ier. But sumehow, in the
European countries at least, the distinction between what is and is not higher education
continues to permeate education systems, at the post-cumpulsury stage. By contrast, the
systzm which has developed over a long period of time in the United States appears more
flexible There, as the case study notes, few student decisions at the pust-compulsory stage are
irreversible. The reason for this seems to lie not so much in the pattern of institutions (some
European countries have as wide au array) but in the structure of cou -ses, entrance
requirements and qualifications. In the U.S. svstem the course, not the subject, is the
fundamental curriculum unit.

While it would be simplistic to merelx contrast subject-based ¢ arricula with course-based
ones, the difference is significant. Curri.ula which are conceived in terms of subjects tend to
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be conceptualised in terms of educational or academic logic, and ultimately in terms of the
structure of disciplines and facuities which forms the traditional basis for higher education By
contrast, the concept of the “course” is open to multiple frames of reference. not only the
academic frame, whicn continues to be important, but also considerations related to society,
employment, individual needs and personal development. A course-based system is less likely
to erect a sharp distinction between what is or is not higher education. As the German case
study makes clear, this tension between subjects and courses as the fundamental curricular
unit has underlain much of the debate about the Gymnasiuni in the last decade and more, with
recent trends seeming to re-establish the more traditional subject-based approach.

The distinction between subjects and courses bears on the final question put to the
authors of the case stuw..s. To what extent is the.. a conflict of purpose or cthos between
preparing students for higher education, and preparing them i employment? It is worth
noting, first of all, that this question seemed to make more sensc to the European authors than
the non-European ones. The fact that large Japancse employers automatically recruit their
high-level staff from the most prestigious universities, and the fact that over a quarter of all
entrants to U.S. higher education in 1985 intended to major in business studies suggests that
the question about cthos was perhaps unwonsciously a Euro-centric one. In some European
coantries, igher education has historically had closer affinitie- witn the fertiar, employment
se.tor, and in particular with the civil service and the professions, than with manufacturing
industry. Indeed, 1t has been argued t* at higher education in some wuuntries has contributed
to an eati-industrial cthos!!.

The question of the “ethos” or “culture” of general education is best left tc *he chapter on
content and process, where it can be treatea as an aspect of the “hidden curriculum”. Here,
suffice to say that the whole drift of education policy in the 1980s has been ‘o link education,
employmeut and the ecconomy more closely, and that this shift has shown itself not only 1n
policy imtiatives but 1n the pattern of student demar.d, which has vecred gererally towards
employment relevance.

3. ‘Technical education

Although the links between general streams and higher education are becoming more
complex and less exclusive on both sides, higher education still provides suzh streams with a
doranant point of reference. It suggests what they should be about. The situation of technical
streams, however, has never been quite as clear, perhaps because their poin. of reference is not
higher education but the labour market, a labour market in which roles, functions,
accupations and shills are subject to continual and often ungredictable change. It may be
useful, therefore, to begin this section with some gcneral comments about the nature of
technical education at the post-compulsory stage.

As the very term “technical” implies, this stream developed historically in relation to the
secondary (manufactu,ing) sector. Although the Greek roots of the term (connoting arts and
skills) are of course very old, the modern educational and economic use of the word dates from
the industiial revolution. Befure the industrial revolution, there was general education
(typrcally of a scholastic or classical kind) and there was vocalional education, especially *that
orgamsed by the craft and commercial guilds in European countries. But “technical” implies
the application of science to production, a development which did not become generalised
unul the nineteenth century, despite carlier more random attempts. This fact helps to explain
one of the key charactenistics, and problems, of technical courses. the relationship between
theory and practice. In general ed. ation, the.c may be theory, but there is tsually little
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concept of practice, since the relationship between what is studied and the wor.. that people
eventually do is indirect and clastic. Conversely, in vocational courses leading to semi-skilied
orskilled jobs, there is little reference to theory, though perhaps more now than in the past, as
operations come to depend more on cognition and less on manipulation. But it is in technical or
f technician-level courses that the characteristic relationship and tznsion between theory and
practice is found. Indeed, if one comes across complaints from practitioners that cousses are
tooabstract and remote from the real world, or from teachers that employars are short-sighted
and na.row-minded, it is a sure sign that one has found a technical course.

Perhaps because there is a substantial theoretical clement in such courses, they tend to be
full-time rather ihan part-time; indeed the statistics given in Chapter I use this simple
criterion rather than the problematic one of “level” in distinguishing between different types
of technical/vocational education. Such full-time courses wili of course include practical
sessions in workshops or laboratories as well as classrooni teaching, and may involve
placements or field studies outside the institution. Nevertheless, the fact that they are
full-time means that in terms of format at least, they are closer to general courses than
part-time vocational training or apprenticeship.

The affinity is rot only one of form: technical courses typically include some general
education content as well, though the proportion of this varics from country to country. Wheie
there is a long and well-established tradition of technical education, the general education
element is often substantial. This allows such streams to claim that : sy are .ot “merely”
technical i.c. that they cover wider issucs and perspectives as well. It also facilitates
progression to higher education, at leasi on paper.

One further point should be made. The term “technical” which has its origins in
manufacturing, has over the years become broadened to cover all kinds of jobs that involve
some application of theory to practice, whether it be ia officc administration, hea'*h care,
commerce, agriculture, or other fields. In some cases, the label scems odd and unuatural,
perhaps because the process of “~pplication” of organised knowledge to practical problems is
lessclear-cut than it is in the manufacturing field. Indeed, there may L pressure on such fields
todevelop their own “theory”, and a counter-reaction among practitioners against what is scen
as a form of “academic drift”. This tension is observable in traditional ficlds as different as
nursing, commerce and catering, but it is also difficult to define the role or nature of the
technical in new and we Il-less formed fields, such as information technology. The concept of
technician, is, after all, both an epistemological and an occupational one, connuting aot unly a
body of knowl.dge but a body of people.

Such comments suggest that there might be particular probiems in both formiulating and
responding to questions about technical education at the pust-cumpulsury stage, and this was
i~deed the case. The questions were as follows:

- Towhatextent is there a convergence between the concepts of general education and
technical education?

- Is there a clear distinction between technical and vocational sireams?

- Have changesin the structure of employment or in the nature of technology itself led
to major changes in the organisation or content of technical courses?

The first thing to be said is that although the concept of technical education is famuliar
enough in ail countries, dis.inct technical streams or 1y, pes only exist in sume. Such streams are
clearly defined in France, Italy and Sweden, wnere they enrol substantial percentages of the
age group. There are identifiable technical sectors in other continental European countries
(Germany, the Netherlands, Switzerland) but the distinction there between technical and
vocationalis primarily one of the mode of study (full-time vs. “dual”). In the United Kingdom
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it is more difficult to identify a technical stream, though one can point to technician-level
courses at both the post-compulsory and post-secondary stages. In Yugoslavia, all streams at
this stage notionally have a labour-market outlet, but some strcams lead typically to the
middle levels (111, 1V, V) of employment and hence could be regarded as technical. In Quebec,
the cours professionnels in the CEGEPs are at a higher level than the compulsory vocational
streams, but distinct from the pre-university general ones, and could therefore count as
“technical”. In the United States, most courses of this level or type occur at the post-secondary
stage, in community colleges, proprietary colleges, or other forms of public and private
training; it is not possible to identify a distinct and humogeneous technical sector. In Japan the
great bulk of technica! education takes place in higher education or on the job.

There is thus a good deal of structural diversity in technical education amnng the case
study countries. However, there does seem to be some consensus that whereas technical
courses are distinguished from general courses mainly by their cunient, they are distinguished
from vocational coursss mainly by their Jevel. Thus the first two questions about the
distinctions between technical streams and the other two required different kinds of answers,
involving different criteria. This point has interesting implications for the cor.verger~c of
streams. Any coavergence between technical and general streams involves reconciling
differences of content, which may be done by including a larger element of general studics in
technical education, or by making general education more technologi-ally orientated. By
contrast, any convergence of technical and vocational streams involves changes in cognitive or
theoretical levels — either downgrading the demands made in technical education, or, more
likely, upgrading vocational streams by making them more theoretically demanding. This
perhaps helps to explain why the first kind of convergence has taken place in some systems
(with techniv . education effectively being upgraded to the post-secondary stage) and the
second (merg..g of the technical and vocational) in others. Indeed, one may find both within
one system. In Sweden, whereas middle-level conrses in the caring occupations have been
upgraded to higher education, those in industrial occupations are still found primarily at the
upper t.ondary stage, while comiuercial and adminisirative courses are found at both. As
was n. :ed out in Chapte; 11, the analysis of streams involves not only “levels” but “scctors™
and * stages”, and the pattern may be differentiated along all three dimensions. And where
new occupations and fields develop rapidly, as for example in information technology or some
personal service fields, they devise their training wherever and iowever they can, rather than
according to some rational master plan - and if the education system does not or cannot
provide, private provision miy grow up to do so. Whercas gencral streams at the
post-compulsory stage are dominated by the influence of higher education, and vocational
streams are often influenced by guvernment empluyment and sodial pulicies, it is the technica,
streams which are most directly and purely influence” by the labour market. Since thatisina
state of flux, it is h.rdly surprising that technical education is too.

Two broad themes did, however, emerge from the case studies, and the remainder of this
section will deal briefly with them. The first has to do with the process of innovation in
technical education, a..4 the second with the structure of studics. It was argued above that this
stream of post-compulsory education needs to respond directly to the needs of tiw 2onnemy
and the labour inarket, and that the ;=fluences of w.c latter arc often strong and direct Several
studies commep *d on the need for, and rapidity of, chaage in technical education In France,
while the merr .inouncement of future changes in the cuntents of general education arouses
public disquiet, this never oceurs in the same way with technical and vocational diplomas or
teaching. It is true that technological change, the modification of vocational qua ifications,
thesegmentation of the labvur market, necessitate cunstant revision invrder to match training
and employment. Even in the case of technical educativn, changes in training are censtant in
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each diploma course, and particularly those which lead dircctly into occupations which are
themsclves in a state of constant evolution. :

However, as the Quebec study points out, the intcrnal prozesses of curriculum innovation
can sometimes be involved:

“The mechanism for planning and revising programmes s fairly ponderou. becausc it
involves large numbers of teachers. The co-ordinating committee for cach programme is
composed of delegates of the colleges which offer that programme, the co-ordinator is
elecied from among them. In all technical programmes, these teachers' committees are
supported by industrial committees on which representatives of industry also sit. This
mechanism does have the advantage of also being a means of involving the teachers
themselves in the very process of change. But it can also prove slow when consensus is
difficult to arrive at, and even sterile when the conflicts are irreconcilable. It is less rapid
ifian that which is used in the Ontario CAATS, which is a real problem at a time when
technological change requires profound transformations. But is that really so? Profound
changes cannot be improvised; they imply the replacement of cquipment and the
adaptation, cven the ‘recycling’ of teaching staff." (Country study. Quebec, Canada,
pp- 30-31.)

The need for rapid innovation in technical education is Jeading, in the Netherlands, to a
shift in the source of control:

“Reform of MBO (senior secondary vocational) curricula is progressing a. a relatively
slow pace and with too little involvement of employers. In order to accelerate
modification of the curriculum to reflect new developments in the labour market, :he
number of barriers between education and industry is to be reduced by limiting the
government's influence on the curriculum to determining the admission and examination
requirements. This will allow changes to be made in the subject matter and didactic
arrangements in MBO schools. By stating the exam syllabuses in a modular forn., central
government will cncourage a modular presentation of subject matter, the ratio of
classroom to out-of-school learning will be determined by the school.™ (Cuuntry study.
Netherlands, p. 17.)

This theme of reducing the barriers between cducation and industry was evident 1n a number
of case studies, including those for Germany, the United Kingdom and the United States. In
Sweden, it also involves a shift from cent.ai to local control, and a distinction beowcen the
needs of national and local labour markets.

“The local and regional characteristics of upper secondary schooling and higher
education alike have been strengthened since the end of the 1970s through the greater
liberty allowed for the creation of new study programmes. These can be lucal fullow-uns
from national foundation study programmes, or else they can be alternative fuundation
programmes in their own right. Sometimes study programmes of this kind are also
offered on a chartered basis to companies or administrative authoritics. A ‘twilight zune’
of cducational activities has evolved on the borderline b :ween upper secondary
schooling, higher cducation, prsonnel education and adult education.” (Country study.
Sweden, p. 38.)

The importance of ecucation-industry links was alsv siressed 1 1 the Yugoslay and italian
studies. In Italy, the technical strcams are the largest of the thrce, and the cose study
emphasizes the extent to which experimentation in these streams can take place without the
necessity or support of a central policy, indeed the policy stalemute wver the future
development of post-compulso:; education which has persisted for sume years has not

Q 81 -

ERIC 80°

Aruitoxt provided by Eic:




E

prevented a great deal of innovation in practice, such of which takes place with government
support. Such innovations have been a direct response to cconomic and employment changes.
“the development of new information technology, the rapid growth of the tertiary sector, the
emergence of new models of the organisation of work™. The study gocs on to point out that
such innovations are no longer confined to industrie’ Jelds:

“In the technical education sector, experiments are taking place in almost all technical
and professional ficlds. With the massive diffusiun of new technolsgies, one can say that
the demand for innovation became initially apparent above all in the industrial technical
institutes... It isonly during the last few years that a parallel nced has shown itself in the
commercial technical institutes following the development of the automation of services
and the radical changes undergone by the civil service with the fiscal reforms and the
impact of banking and customs changes on commercial activities.” (Country study. Italy,
pp. 12-13.)

There have also been changes in the structure of technical courses in several countries. In
some cases, these arc a response to the problem of regrouping or rationalising what had
become an overly fragmented pattern. For example, the French Baccalauréat de technicien,
introduced originally in 1969, comprised two series, F and G, which consisted of twelve and
three options respectively. The ,rojected reforms of 1986, which were not in the event
implemented, envisaged regrouping these options in fewer categories, as well as reclassifying a
few of them under “general” education.

The Netherlands study notes that the MBO courses are to be classified into four broad
sectors (technical, commercial, agricultural and social services/health care), a reduction in
the previous statutory number. In England and Wales, employment patterns also point to the
need for a broader-based education in some fields:

“Clearly, the development and increasing use of new technology is affecting the nature of
employment considerably, even if in some industries and areas it is slower to arrive than
was predicted in the 1970s. What is discernible is that where employers take on new staff,
they expect them to be familiar with new technology and not to be limited by the
boundaries of the former craft-base or narrow technical-base. Growth in employment
tends to be in the service sectors, where the advance of new technology is in some cases, as
in the City of London, quite dra.natic. Here, too, cmployees and managers are expected
to accept a wider brief. All this affects their skills and competence and hence their
training and development needs. This is what the advent of the National Council of
Vocational Qualifications (NCVQ) portends, a renewal and reorientation of vocational
cducation to meet the needs of the 21st rather than the 19th century.” (Country study:
England and Wales, pp. 29-30.)

The issue of breadth v sus specialisation in technical and vocational cducation has
preoccupied planners in many countries in the last decade. As Figure 1 implies, traditional
technical and vocational courses tended to end with a specific stage. But specificity implies a
relatively stable and predictable labour market. one has to know what one is training for. In
recent years the !abour market has become much less predictable. As a consequence, some
countries have moved towards the development of “occupational training families”, i.c. broad
groupings of previously disunct lines of study'2 Other countries, notably those with a strong
tradition of apprenticeship have retained a more specific pattern of training, partly because
such training scems (0 equip the young person with general employment skitls and attitudes,
and partly because any “mismatches™ between training output and labour intake seem to be
accommodated by substitution among trained manpower.
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The belief that the structure of em ployment now requires more initial breadth seems to be
based on two arguments: that the organisation of work is changing, and that the very nature of
work is changing. The first relates to job specifications and contracts. Whereas in the past,
many johs were relatively specific and well-defined, there appears to be a trend towards more
open-cnded and flexible contracts, a situation that is characteristic of Japanese cmploy-
ment:

“Lack of clear job demar ‘jon has been another important characteristic of Japanese
corporations. Workers are assigned to broad categories of jobs such as sales, clerical,
manual, or technical positions, but corporations expect their employees to do any kind of
task necessary for the work tcams to accomplish certain prescribed goals. In addition,
companics require their employecs to perform a variety of jobs with differing work teams
and in different places. Such job rotation helps firms maintain the practice of filling
vacancies from within the organization and may even take place beyond the broad
categorics of jobs.” (Country study: Japan, p. 53.)

This system reflects the predominance of internal labour markets among larger Japanese
cemployers, and the tendency to taks su employees for life, a situation which does not pertain in
theless stable half of what the study characterises as a “dual economy ™. But the above system
allows organisations to respond to .apid change:

“. {Japanese] companies diffuse concept of jobs has its own economic rationality. Some
cconomists suggest that smployment contracting on the basis of a loosely defined concept
of position is favourable to the corporations. It is a way of including in any single job an
infinite variation of tasks and a ~ontinuously changing situation.” (Country study. Japan,
p. 56.)

Japanese corporations have traditioaally preferred hiring new graduates from schools
and universities to hiring ‘ready to combat’ workers. New graduates are picferred
because their wages are low and, more importantly, because they are presumed to have
basic knowledge and flexibility which means easy mastery of company training
programmes and, consequentiy, reduced training costs to the employer.” (Country study.
Japan, p. 55.)

The Japanese case study thus exemplifies how the organisation of work can have
implications for the content and structure of studies. However, one must be cautious about
generalising from this example, the pattern of organisation, and the degree of job definition
may vary not only from country to country but from sector to sector. Insofar as modern
economies are moving towards less defined or demarcated work structures, in order to respond
better to change and uncertaiaty, the above quotations may have a more general r ‘evance,
however, there are ¢ * :r important variables, such as the level of entry to the occupation, the
average length of employ ment in a given job, and the degree of mobility among various types
of workers.

The Swedish case study, however, poir.’s to a different source of change in technical
education: not simply changes in the organisation of technical work, but in technology itself,
leading to a veritable “Copernican revolution™ in training. For example, ¢ study cites the
integration of production and maiatenance in the electrical field, and descrides a more general
shift towards organising technical work on the basis of functions rather than weupations or
sectors:

“The pre-existing skills profile for monitoring, controlling and scrviing cyuipment in
power plants and ships is well suited to the modern industrial environment. This li. =,
unlike traditional vocational education, trains students for functions, not industrial
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sectors. A great many of these functional skili> are common to numerous industries and
workplaces, whatever their productive specialities. Students acquire a peripheral
competence which is common to many duties surrounding the specific core skills.
Hitherto the division of latour between vocational training in schools and the
employment sector respectively nas been such thai core skills have formed the basis on
which the lines of upper secondary school were defined, whereas peripheral competence
has been supplied in the form of personnel training for skilled workers... The solution
represe. «ed by the Production and Maintenance Engineering line makes a secondary :
school primarily responsible for peripheral competence, with companies taking over a
larger share of core skills.” (Country study: Sweden, p. 32.)

Another way of interpreting this shift from “core” to ‘peripheral” competence is to

distinguish between four elements in any technology: element, process, control, and l
environment. All techo.  3ies involve elements, usually m..terials such as metais, plastics,
organisms or ‘.. s. “n :echnologics involve the interaction or transformation of such |

ele; =nts, thre v - various processes — physical, chemical, electrical, biological, etc. - or
con rinations 0. .sese. The processing of the elements is subject to control, and takes place in a
certain environment. The multiplicity of clements and processes creates a great diversity of
technologics, and leads to the many often quite separate lines of study in traditional technical
education. What seems to be happening now is that the third and fourth aspects of technology
Iisted above — control and environment — are becoming relativel; more important. Control, in
particular, .as a homogenizing effect on technology, because of the generic nature of
information processing and system design. This does not of course mean that the diversity of
elements and processes disappears, but that it is to some extent subsumed under a more
gencral pattern of control. And with the increasing automation of varicus processes, whether
mechanical, electrical, or other, the technician is now less concerned with the direct
manipulation of elements and processes, and exercises a more indirect role, in monitoring and
modifying the overall control system.

This change has three consequences for technical education. First, as the Swedish study
nots, it may alter the relationship between pre-employment and on-the-job training.
Pre-employment technical education increasingly concentrates cn the generic control
functions, leaving the specific skills related to elements and processes to be acquired as
necessary on the jub. Secondly, because the control and snvironmental aspects of technology
are less hterogeneous and more generalised than elements and processes, it becomes possible
to group technical courses more broadly than in the past, when they were primarily defined in
terms of their specific element,/ process interaction. Thirdly, the balance between manipu'a-
tive and cognitive skills tilts towards the latter, since whereas clements and processes typically
require manipulation (often to a high degree of precision) control involves the processing of
information. It is the equipment itself which now provides the precision. Technicians therefore
need to be competent in sur.eillance, error-tracing, adaptive programmirg, and system
analysis. And with the increasingly powerful and systemic nature of technologies, they need to
be much more aware of environmental impacts and side-effects th., hefore, not only in the
nuclear field, but in agriculture, health, transport and many others. Given all these demands,
it is hardly surprising that technicians are increasingly being trained at the post-secondary
level in some countries.

This kind of argument shouid not be pushed too far. There remain many technologi.s
where the technician s still directly irvolved with specific elements and processes. and as
suggestcd 1n Chapter 11, the analysis needs to go b2yond Lroad generalisations abuut sectors,
tu a more precise investigatiu; of changes in particular occupations. Another question that
needs to be considered is how such an analysis can apply to “non-material” technologies,
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where the “elements™ are people, money, or information, and the “processes” are behavioural
and social rather than physical or chemical. We noted above that the term “technician”
sounds rather odd applied w0 such cases. The elemenis have a life of their own, and the
processes are often ill-defined. Can a hotel or a bank, for example, be described in
technological terms? The whole impact of technological innovation on service sector
occupations has major implications for education and training, which deserve careful analysis
It is not easy to generalise h.-this field, first because the timing of the impact of technology
differs from occupation to occupation (some occupations, such as financial services, seem
closer to the epicentre of innova*ion thanothers, such as publishing), and secondly because the
natuce of that impact may go th. sugh several stages, for example, initially creating jobs, and
then replacing them. In others again, such as health, the interaction between people and
equipment is crucial, and advanced technology can coexist with rel. ively primitive forms of
organisation and communication.

Finally, it should be noted that these changes in the nature of technology iiself affect the
relationship between different types or streams of post-compulsory education. In the past, it
was often the emphasis on theory that distinguishea technical from vucational streams. Thus
itis possible for someone with a “vocationzal” training to be more skilled in terms of craft and
manipulation than a technician in the same field; what the latter had, however, was a better
understanding of the theoretical principles involved in the processing of the clements. Any
change in the technology itself is bound to affect this distinction. A shift of emphasis towards
“control” could lead to a greater emphasis on “theory” in vocational courses than hitherto,
thus weakening the dist:...tion between “craft” and “technician”. On the other hand, the shift
towards “control” cou... lead to a quantum jump in the theoretical requirements of technician
occupations, as they deal less with discrete processes, and more with total systems. This would
tend to elevate technician courses to the level of higher or post secondary education. The
evidence from the case studies seems to be that both these trends exist in various countries. It
should also be remembered that the definition of technician (and those who teach them) is
partly a social definition. Indeed, in France there are clear differences in title and status
among the various types of post-compulsory teachers, and moves have bcen made over a
period of years to bring these closer together.

Unlike genera! streams, technical education does not kave a fixed external point o.
reference in higher education. Unlike vocational education, the subject of the next section, it
has not typically been the object of major policy initiatives in recent years. Indeed, in some
cases it has been difficult to define at all, squeezed between tnc more palpable entities of
“general” and “vocational”. Whatever the impertance of technical streams, nhowever, there
can be no doubt about the importance of technical education, and its close links with
technological innovation. The.c are indeed reasons for thinking that it niay bece me more, not
less, central to post-compulsory education in the future, reasons which will bz spelled out
towards the end of the report. Next, however, we must turn our atter..ion to the third of the
broad types of euucation that have emerged by th. post-compulsory stage, nariely short-cycle
vocational courses which prepare for skilled or semi-skilled jobs, or, in so.ne case, no job at
all.

4. Vocational education

Vocational education, in the OECD typology, refers broadly to short-cycle post-
compulsory courses v-hich lead tosemi-skilled or skilled jubs in any of the three main sectors of
employment. In terms of educational and employment status vocativual courses often come
lower in the pecking order, though as we shall sce, their status depends on various factors and
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varies not.only from course to course bu from country to country. Three initial points should
be made about vocational education.

First, whereas general and technical streams are typically characterised by a single mode
of study (s<hool /college-based, full-time) there are two main modes of study in vorztior al
education: full-time and part-time, and as the statistics in Chapter 111 show, (iie balance of
these varies from country to country. In fact, the essen.iai curricular difference lies r.ot in the
time, but the locus of studies. In some countries, all or nearly all the training is carried vut 1z
schools or colleges, off the job, whereas in others, much of it takes place in employmeat, on the
job. Thus the so-called part-umer may be learning just as much, though in a differen: wxy, as
the full-timer; a point which is particularly iraportant in “dual” systems.

Secondly, it is this sector of post-compulsc -y education which has above all been faced
with the problem of youth unemployment. Anthough unemployment hzs affected young
peoplein all educational and occupaticnal categories, the general evidence is that the fewer or
lower the educational qualifications one has, the less likely one is to find a job. The concept of
vecation traditionally implies work, whether in employment or self-employment, the absence
of eniployment therefore zffects the basic rationale of vocational courses.

Thirdly, in some countries vocational strezms are now providing for groups of young
people for whom they never catered before. While all post-coinpulsory streams have
experienced quantitative changes, vocational streams have perhaps experienced a gre..ter
qualitative change in the kind of student they provide for than the other streams. To the
“traditional” vocational student must now be added young people who in previous years would
perhaps have gune directly into the labour market. And it is worth pointing out that if there is a
high drop-out .ate among such students, the labour markets that used to absorb them were
also chara terised by instability and discontinuity. Perhaps those secondary labour markets
have now been replaced by a secondary “education market”, which has some similarities.

As with the other main sub-divisions of post-compulsory education, the authors
responded to three main questions. Since in this case the questions related to quite different
aspects of vocalional education, they will be taken onc by one. However, before doing so, there
is one important issue which although not pinpoin.cd by a question. was nevertneless of
commgi concern: the educational and employment status of vocativnal education.

It is striking that several studies mentioned the creation, or planned creation, of new
vocational qualifications. In France, in addition to the v.i.ang Certificot d'aptitude
prafessionnelle (CAP) and Brevet d'études professionnelles (PEP), a new Baccalauréat
professionnel was created in 1985. This involves two years further study on top of the BEP. To
date, it has enrolled just over 8 000 students, and its role i the system is too new to comment
on. In Italy 2 higher vocational qualification (the Maturita professionale) which builds on
existing vocational qualifications has been established. In both countries, the chuice of the title
seems to imply a certain parity with general qualifications at this st.ge, and such
qualifications o give formal access to higher education. In the United Kingdom, the new
two-year Youth Training Scheme will lead to a formal qualification, in .ddition, the new
Certificate of Pre-Vocational Education has been established in England and Wales, and in
Scotland a new National Certificate has now replaced most pre-existing non-advanced
vocational qualifications, though equivalences with older qualifications stili exist. (it should
however be said that the main emphasis in the United Kir.gdom at present is on ationalising
exisiing vocational qualificattors rather than creating new ones). In Quebec, there is a
proposal to create both 2 new Dipléme and Certificat d' :udes professionrzites (DEP and
CEP), which would normally be completed by the ages of 17 and 18.

There are various reasons k=hind the creation of new vocationa: qualifications, but in
some cases at least, the neec *o raise the perceived status of such streams and courses scems to
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be animportant one. Several studies referred to the status of staff in vocational education, and
described attempts toraise this to the level of the staff in technical and general education. And
the Swedish study noted that the timetabling of vocational courses had bee. altered o 1::ake
them comparable with other lines.

Such measures raise fundamental questions about the status of vocational educatiun
which are ditficult to answer. Are we talking about status in the eyes of employers, educators
or students? Is the perception of status similar among all three? What criteria are implied in
judgements of states? Educational level? Employmant level? Wider social or moral critcria?
And if statusis a relative or positional phenomenon, surely some courses are always going to be
lower in the pecking order than others? Is educational status ultimately a reflection of social
status? Such questions cannot be properly explored here, but perhaps one puint can be made.
As long as there is a single pecking order *- =d .ation or employment, statt s differences are
inevitable, and are not goitg to be altere oy merely cosmetic changes in labels and uitles.
However, where there are mu .iple status hierarchies (i.e. several kinds of pecking order)
involving different kinds of criteria, courses are more likely to be scen as “different™ rather
than “unequal”. The inclusion of all forms of post-compulsor education and trzining in a
single institutional, administrative and certificatory framework may reinforce the single
hierarchy, if suc™ a hierarchy ultimately embodies a single set of values. In the education
system, such values tend to reflect the dominan. values of higher education, as the apex of the
system; hence the empl.asis is placed on theory, abstraction and cognitive-intellectual * ility.
Within such a single hierarchy, vocational education cannot easily raise its status, because it
tends te rate low on such measures.

However, where post-compulsory edu-ation has developed multiple institutiona: . rms,
there may be a greater diversity of values, and a plurality of hierarchies. This seems to be more
the case in the German and Swiss systems, where the apprenticeship-based vocational streams
are well regarded in their own right. Ultimately, their social and employment status may be
lower than tha! of the general and technical streams, but the fact that in Germany one quarter
of all Abiturienten (Gymnasium school-leavers) aimed at getting an apprenticeship place in
1986 speaks for itself. This is not because students see apprenticeship as a means of
progressing to higher education (thoughsome do progress) but because the apprenticeship has
its own status in its own terms, and has a secure social, occupational and indeed educational
role. (Apprenticeship in Germany has long been secn as a means of moral and civic education,
as well as leading to the acquisition of knowledge and skills). The Swiss study describes
measures designed to encourage apprentices to attend higher vocational schools, in order to
deepen their understanding of the theoretical aspects of their work, and progress to higher
qualifications.

The issue of status creates a policy dilemma. Some countries have in recent years
attemapted to create a more comprehensive or at least integrated pattern of post-compulsory
education, partly in orde. {0 v..se the status of vocational course, and give students on them
the opportunity to progress or transfer to higher levels. For exar.  this has been the case in
Norway, where such p~ticies may be judged to have had some success in this respect, and is
clearly one aim of policies in Quebec, Yugoslavia and Greece. The perception of status is
contingent upon not only educational variables (such as the role and breadth of general
streams, and the extent to which they are identified with acce . to higher education), dut
wider social ones, such as wages and salary differentials, and the general attribution of status
inthe culture. Where such variables favour egalitarian policies, a comprehensive or integrated
approachto po..-compulsory education may become well established, and in time form part of
the institutios.al structures which reinforce that perception However, such a policy may
equally reduce the existing plurality of values and criteria at the post-compulsory stage to a
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single hierarchy which is dominated, in the end, by higher cducation. The net effect then is to
lower the status of cou-ses which do not best represent those values, i.c. precisely those
vocational courses the policy was meant to benefit. This assumes, of course, that higher
education dees embody a single set of cognitive-intellectual values, but higher education is
itself more plural and diverse in some countries than others. For example, in .he United States,
the diversity of higher education, and in particul.r the existence of the community colleges,
seems to allow a more plural set of educational criteria to exist, a fact perhaps reflected in the
wider use of the term “post-secondz_y” there. And the U.S. study also describes the rapid
growth of employment-based studies (dubbed “cerporate classrooms” in the book by N. P.
Eurich)'3, which are coming to onstitute a “th.rd leg” of the education system, and which
seem likely to further pluralise educational values and criteria.

The first case study question had to do with the scope and structure of vocaiional
courses:

Has the trend been towards broader vocational courses (occupational training families,
gzneric skills) or more specific courses (sub-skills, modular training)?

The reasoning behind the question has already been spelled ou in the section on technical
education. change and uncertainty in the labour market may require a broader, more
polyvalent training base. Yet again, the reality is not quite so straightforward. It is true that
the two countries which have the largest percentage of the age group in apprenticeshiys at this
stage reported decreases in the number of specific apprenticeship/training lines. Germany
from 600 in 1972 to«.9 in 1985, and Switzerland from 400 to 360 in recent years. {The Swiss
system has retained a more specialised pattern for reasons spelled out in that case study.)
Some of the reduction can be explained hy the virtual disappearance of some traditional,
highly-specialised crafts, but there has also been a definite trend tovards more generic
courses. for example, in Germany, from 42 to 6 industrial metalwork lines. This trend has been
based on the concept of Stufenausbildung (training by stages) in which the first year of
apprenticeship provides a foundatiun for several lines and th.e subscquent years become more
specific. A.s the study notes, this can be done most effectively oy large firms, but small firms
have also established joint workshops in order to provide apprentices with a broader, init.al
base.

In other countries, there were examples of both specific and generic approaches, as for
example in England and Wales:

“TVEI (Technical and Vocational Education Initiative) is a 14-18 programme, aimed
sty at schools and increasingly committed to the princ:ples of Better Schools. Its
ta. et is the attainment of recognised vocational qualifications. CPVE (Certificate of
Pre-Vocational Education) has a complex design involving a compulsory corc, various
modules and additional studies. It is aimed at young, potential school-leavers who are
uncommitted and it offers them a broad-based one-ycar generic course in vccupational
skills blended with general education. This gives young peogle a busis on which to
progress into a range of vocational education provision in which they can refine those
skills into more occupationaliy-speific areas. YTS un the other hand offers young people
the basis of acjuiring over two years significant experience of work, some quite specific
occupational skills which they may then use to gain employmert or (less frequently) in
setting up their own enterprises. (Only approxi.ately 0% of YTS trainees obtiain
..nmediate employment on completion of tra.:ning.) One of the proulems of YTS in
particular is the uncasy balance between the scheme being a political measure to adjust
youth unempioyment on the one hand, and it being a long overduc renewal of the
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country's bad track-record in vocational training on the other. This uneasy coalescence of
origins and interpretations still plagues the scheme. Assuming that the renewal of
training is the key and lasting motive behind YTS, then the medel appears to be to give
young people from 16-17 ar opportuaity to explore, experience and gain gereric skillsina
range of occupational competences. From 17-19 the expectation is that they will focus on
a more specific occupational kill basis. This seers to be an assumption and model that
also underpin the 14-18 TVEI scheme, although so far the output from TVEI has been so
small that generalisations ace difficult.” (Countr’ study: England and Wales,
pp. 31-32))

Two points are worth noting: first the fact that the TVE! scheme crosses the
compulsery/post-compulsory line, and secondly, the reference to self-employm=nt as well a.
employmert, which reflects current United Kingdom government policy, and is an cmphasis
that 1s Joiindin a number of Member countries, particularly in Europe. In the past, the implicit
assumption of most vocational education has been that the young person would “find
employment". It is difficult to know exactly how far this assumption permeated the content
and process of courses. Tie core skills needed for e.ther employment or self-employment in a
given occupation may be much the same. However, whereas the employed person will need te
know about working in and for an organisation, the self-employed person will need different
adjunct skills to do with finance, marketing, legal requirements, and general self-
management. But the difference between employment and sclf-employ ment may affect the
process and ethos of courses more, and more subtly. S._if-employment requires autonomy,
initiative and an accurate perception of risk, and while such qualities are r.ot necessarily
absent-in the employed person, they are likely to be less salient.

The Japanese study, however, links the more recent decline in the status of vocational
courses there to a shift in the perception of self-employment. It should be noted tnat although
such coursescan be regarded as “vocational” in terms of their intake and occupational outlets,
they nevertheless share some of the characteristics of “technical” strearas in terms of their
format (three-year full-t:me) and content (whi<h includes some general education). Indeed,
the separate development of suck. courses out cf the post-World Wai 11 comprehensive system
in the 1950s was motivated not only by the need toreplenish their staff and vquipment but also
by the desire of some people in that field to preserve the independent value or cthos of
vocational/technical education. In the 1960s, the st: tus of vocational courses was relatively
high, and this status was connected with certain employment expectations:

“This career orientation towards self-employed status was an important part of the ethos
which sustained the heydays of upper secondary vocz ional courses. In 1966, ar
American economist administered a quectionnaire survey to approximately 7 000 male
upper secondary students and their fathers, with a view to finging the key to Japan’s rapid
cconomic growth through anaiysing youths’ career choices. She found that vocational
course students’ image of the idear occupational career was achieving self-zmployed
status after accumulating various experiences at small or medium-sized firms.” (Country
study: Japan, p. 51.)

However, expectations have now changed:

“Despite the fuct that the objective chances of achieving the status of self-employed have
remained r..ther stable, upper secondary vocational students and their parents have lost
their taste fo. independent work, as they grew accustomed to working for big firms and
expecting to lead stable careers there. Put it was also clear that in the large corporate
bureaucracies possession of a university diploma was much more favourable than an
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upper secondary certificate. This was one of the reasons why vocational courses have
become less popular than academic/general courses since the mid-60s.” (Country study:
Japan, p. 52.)

Theissueof breadth versus specialisation can 1ot bx left with some analysis of the concept
of polyvalence. The concepts of polyvalence and seneric skills have been widely discussed in
recent years, particularly in the European contexi'4. The current emphasis on “basic skills™ in
the United States seems to be partly of the same kind and for the same reason. the need to
prepare young people for a demanding and fast-changing labour market. If one assumes that
the labour market at this level is indeed more uncertain and unstable than it used to be, does it
follow that broad-based courses are the best preparation for it? The answer depends on two
chings: an analysis of the kinds of behaviours that are neeC * in the current job market, and an
analysis of how know'- " 3e and skills are transferred from one situation to another.

To take the latter first: there are broadly speaking two different models of transfer of
learning. The first, deriving from behavioural psyc.iotogy, s:es transfer as largely dependent
on the situation. If there are identical clements of content or procedure in two situations, what
was learned or applied in the first is likely to be transferred and applied to the second. The
second modei is associated with cognitive or ir formation-processing models of psychology,
and views transfer as largely depern.ent on the person. If a person employs strategic or
generalised habhits of thinking and analysis, trausfer is likely to occur, if, on the other hand, he
orshe tends tv oamnceive of each situation or problem as specific or unique, little transfer will
take place. The implication of the latter view is that the predisposition to transfer can to some
extent be encouraged through for example giving the student tasks which demand transfer,
and also developing a positive a .itude to flexibility and risk-taking. “Teaching for transfer”
therefore involves not only cogrition, but also zttitudes and s :1f-concept. However, it may be
that the very concept of transfer is inappropriate. The idea of transfer implies the existence of
two distinct and specific task situations, but the issuc may be better understood in terms of a
general relati*ising of constructs and approaches of the kind that a general cducation niay
accomplish. It is not so much a question of learning to transfer something from Task A v Task
B as approaching all such tasks from a relativised and analytic perspective, o™ the kind
described for example by Perry in his studies of cognitive development!s.

All models of trarsfer, however, stress a solid initial foundation. Unless :he original
procedure or skill is well learned, indecd “over-learned”, it is not likely to e transferable,
because it will not have been thoroughly irtegrated into the person’s ¢ gnitive and behavioural
repertoire. However, the objective possibilities of transfer depend clso on the nature of the
tasks involved. It was suggested in the scction on technical education thit there are certain
unifying or homogenising trends in technology itself, related to the growing importance of
controi systems. At the vocatiorsal level, this may be less true, since semi-skilled or skilled jobs
are morelikely to involve discrete elements and processes rather than generic control, which is
a higher order function. However, he structure of tasks in employment is also a matter not
only of elements and processes but of economics. In the past, for example, the car worker
might well have been able to carry out a range of related tasks, but would not have been
allowed to do so, because f strict job demarcation. In other words, the modern trend towards
“multi-skilling” at this level of industrial work may be due less to changes in the content of
labour, than its organisation.

_ The above analysis may help to caplain why different countries secem to have adopted
U.ferent vocational strategies in terms of specific or generic skill.. The emphasis on
broad-based courses, occupational trainir.g families, geaeric skills and general education
which one finds in some countries or sectors contrasts with the adhcrence to mnore traditional,
specific patterns of tra.ning in others, notably in those with strong apprenticeshur systems. On
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the face of it, the latter would seem to be dysfunctional in an uapredictable labour m.tket.
However, the evidence seems to be that they continue to function well, and this may be for
several reasons. First, they provide the solid basis in certain skills which are the prerequisite of
any transfer. Secondly, the skills they include are to some extent inherently transferable. after
all, many jobs involve work with machines, money, people or information. But thirdly, they
provide a generic training in the processes of we- ... time-keeping, pianning, searching,
checking, decision-making, co-operation with othe.s, and so forth. So although they may be
relatively specific in terms of work content, they arc generic in terms of wurk process. By
contrast, the broad-based courses may give a wider basis in content, but provide a less
thorough training in the processes of work.

Finally, one must not underestimate the capacity and opportunitics people have to
continue learniag on the job. One of the hazards of concentrating on forir al education and
training is the disregard or non-formal or informal learning. Whatever kind of initial, formal
vocational education people receive, they can usually complement this, or compensate for this,
by on-the-job learning, both individually and collectively. Thus the exact structure and
content of post-compulsory vocational education, though important, may be less irrevocable
than policy-makers somet.es suppose, because working life in many jobs constitutes a
continual correction and adaptation of initial knowledge and skills. Indeed une of the hidden
tragedies of unemployrent is that it withdraws irom people not only the opportunity to work,
but the opportunity to learn.

The second question about vocational streams follows on .aturally from the above
discussion:

Towhat extent do vocational streams emphasize non-cognitive aspects such as attiudes,
social skills or work norms? Has the emphasis on work-based or school/college-based
vocational education changed?

As some of the authors pointed out, the question is itself revealing. Why this emphasis on
attitudes and norms only in vocat.onal education streams? Why not in technical and gencral
educationas w=I1? The pointis wefl taken. It is generally assumed that a:titudes and norms are
less of a problem in the latter; that the problem. of socialisation and alienation are most
prominent in vacational courses. The most obvious, though not only, indi:ator of this problem
is drop-out. This was an issue which was referred to in all the studics, but in particular those
from Italy, Quebec, Sweden, the United States and Yugoslavia. The U.S. study includes a
detailed discussion of drop-out trends, and the state and federal measures which are being
taken to counteract it. While drop-out or wastage is thus obvicusly a matter of co.aron
concern, it is not easy to cunsicer it in isolation from all the other issues in this study. Any
analysis of drop-out quivkly leads back to the 1ain elements of provision - the content and
structure of courses, the teaching style, the institutional ethos, the prospects of employ ment,
and so on — with which this study is concerned, and it therefore seems bette. to consider it asan
aspect of each of these, rather than as a separate topic. But there can be no doubt that the
phenomenon of drop-out relates closely to the issues of student motivation and socialisat. »n.
all-the other issues in this study. Any analysis of drop-out quickly leads back to the main
clements of provision - the content and structure r¢ courses, the teaching style, the
institutional ethos, the prospects of employment, ana so on - with which this study is
concerned, and it therefcre seems better to consider it as an aspect of each of these, rather than
asa separate topic. But ther. can be no doubt that the phenomenoa of drop-out relates closely
to the issues of student motivation and socialisation.

All education involves socialisation i.c. induction into the norms and patterns of -ociety.
However, the nature and process of sucialisation varies from stage to stage and sector to sector.
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Much of the socialisation that takes place in the primary or lower secondary school is cither
gen=ral in nature, or a socialisation into schooling itself. By the post-compulsory stage,
however, the precess of socialisation has become more differentiated and specific, anticipating
the: -ial and occupational destinations of studer* The pre-acadeniic streams anticipate the
culture of higher education, the technical streams may embody a kind of intcrmediate cultvre,
and vocational streams prepare young pec )le, affectively as well as cognitively, for skilled or
semi-skilled work!S. There are of course complexities, tensions ana ambiguities within cach of
these. The fact that socialisation 1s a more overt theme in vocational streams than the others
does not mean that it does not occur in pre-academic and technical education merely that it
often is less effective. students are less willing toicentify with their anticipated role. And as the
Scottichstudy points out, therc is sometimes an unwillingness even to recognise this dimension
of educaiion:

“With respect to wvork norms and (especially) «_.itudes the explicit philosophy is more
anbivalent, partly because of doubts about the ability of the forma' curriculum to
w1tiuence them, but mainly because attempts to iufluence attitudes are widely regarded
as incompatible with educational principles. The hidden curriculum of vocational
education, and especially YTS, is a subject of vigorous debate. Critics of the ‘new
vocationalism’ represent it as an illiberal attempt to preparc young people ideologically
for a world of unemployment and unfulfilling work, and to inhibit their development of a
critical understanding of this world. Others question whether this teadene, isin fact new,
and suggest that because the objectives and outcomes of both YTS and modules are more
tightly specified the, are, by the same token, more clearly delimited. One consequence of
modularisation may be to inhibit the part play .. by colleges in occupational secialisation,
since students are less itkely to belong to a stable student group and are more likely to be
taught alongside studerts preparing for different occupations.” (Country study:
Scotland, pp. 31-32.)

The Japanese study comments on what appears to be an overt. rather than hidden,
affective aspect of the curriculum for all strecms at the post-compulsory stage.

“Parents, children and teachers believe that it is not innate ability (cxoressed by 1Q
ssores), but the amount of eflort invested that determines academic results. Teachers
seize every opportutaty to emphasize the importance o) cffort, and parents co-operate
with schools in urging their children to study. This ethic of effortism, Js it were, seems
closely related to the fact that school curricula and test problems have historically been
organized so that averaze pupils can keep up only if thcy make great efforts (for cxample,
spend much time in rote memorizing).” (Country study: Japan, p. 27.)

This emphasis on effort occurs not only at entry to the lower secondary and vpper sceondary
levels, 1t can also be seen in relation to recuiiment into private companies or government
agenc:cs. In particwar, studeats in the post-compulsory vocational streams arc strongly
encou-aged to make every effort to acquire various occupational certificates. This is not to
help such students get the relevant jobs, bui in urder that they should lead diligent lives and
add to their chances of being emnployed through having a record of, or at least giving the
impression of, diligence.

Itis important tor cgmise that the “non-cognitive™ aspects of education can alsorefer to
personal qualities and personal mu.ivation, as well as general or .pecific socialisation, and
several studies mentioned these. But the sjuestion implicitly linked the issuc of socialisation
with the location or setting of education in either the educational institution or the wor'\piace
Thus, in France the development of vocational education has been concerned not only with
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the content of courses, but also non-cognitive competences. That is to say the accent nas becn
placed equally on behaviour and “savoir-étre™ in the world of work and in social lifc. These
new emphases have become apparent particularly in «li¢ increasingly frequent introduction of
training placements or stages in the workplace. This has in fact been a more general tread for
some years in both training establishments and firms. On taking office, 1n the spring of 1986,
the new administration anderlined the need to strengthen the Links tetween education and
industry. The main measures cnvisage the encouragement of reciprucal mobility between
education and industrial personnel. It is interesting that in France, a. in some other countries,
the relationship between institution and workplace is seen not only in terms of students but
also staff.

As was noted carlier, the balance of emphasis on institution-based or work-based
learning reflects history as well as policy. Two countries in particular (Germany and
Switzerland) have strong traditions of appre ~ticeship allied to vocational school provision. the
“dual system”. The Swiss study distin, ..hed further between four different types of
apprenticeship. traditional craft, industunial, modern craft (combtining clements of the first
two); and commercial/technical, which tends to have a larger off-the-job clement. There is
not room here to discuss these four types in detail, but the case study is a valuable reminder
that apprenticeship is not a static, but evolving and fiexible, form of training. Indeed, it is
interesting that both policy and demand have combined in the Netherlands to increase sharply
the number of apprenticeships in recent years, fro.m over 21 000 in 1983 to over 57 000 in
1985. In other countrics, the number of apprenticeships has declined with the decline .7
traditional industries, while in others again, such as the United States, they play a small but
important role in supplying skilled labour.

The gencral arguments in favour of institution-based or work-based vocational training
. ;e well known and need only be noted briefly here. Institution-based tramning in sckools and
colleges should provide coherent and intensive courses which cover both the practical and the
increasingly important theoretical elemenus in either specific jobs or broader job g.oups. Such
courses can be planned and evaluated systematically, and taught by trained tcachers. On the
other hand, work-based training promises a relevant and practical training in a “real” work
cnvironment, under the supervision of skilled workers with whose role the young person can
identify, and often with the benefit of up- .-date equipment. In addition, the main costs are
borne by the employer, who also gets some benefit from having an iacreasingly shilled
employee. Whereus institution-based training is sometimes criticisec for being costly, dated,
theoretical and artificial, work-bused training is sometimes attacked for being narrow,
variable in quaiity, poorly organised and taught, and a source of cheap labour.

The case studies point to some convergence between the two. For example, some of the
institution-based vocational Jines in Swedish upper secondary schouls now incorporate work
placements, often in the se ;ond year, and there are plans t.y add .. third, practical year to sume
two-year lines. In Quebe., which is also firmly wedded to an “institutional” model of training,
the usc of work placements is also being explored and extended. In both countnes, the
motivating effect on students of working in a “real” work envirunment seems to be one factor
in the change, access to modern equipment, often the Achilles neel of schouls and wolleges, 1s
another. Employers also get to know, and may retain, some of the trainees sent to them. By
contrast, some apprentices now spend much of their early training not in the workplace itself,
butin training workshops attached to the company, or to a group of companies. Here the main
considerations seem tv be cost and safety. it is unwise tulet raw apprentices luuse un expensive
and sometimes dangerous modern technology. It may be Jaecefore that over 4 period of years,
the two distinct patterns of vocational training will become less su, a. the advantages and
constraints of each become more widely recognised.
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The final question under the heading of vocational education was as follows:

W hat king of educational or counselling provision is made for young people who have a
high risk of being unemployed, or are disadvantaged in other ways?

It should be noted first of all that the percentage of the age group at risk from uneraployment
varies greatly from country to country (see Table 2, Chapter III) from under 1 per cent to over
33 per cent in 1985. The scale of unemployment has an obvious bearing on policy: onc might
expect that where it is a relatively minor problem, it would be coped with by marginal changes
inexisting provision, and where itis a major problem, entire new programmes would have to be
set in place. But it must also be remembered that youth unemr ployment within the aggregate
figure may be sharply concentrated in certain groups, regions or locations (c.g. inner
city).

Almost all the studies made some reference to special provision for “risk™ groups, znd the
Jnited States study discusses this problem and the related one of illiteracy in some detail. The
nature of provision described by the case studies varies greatly. In some countries, the
measures are aimed at modifying and extending existing provision to cope with such groups,
rather than creating separate or special programmes. this seem to be the general strategy in
Japan, Quebec, Switzerland, Yugoslavia and Germany, although the “foundation-year”
schemes (BGJ and BVJ) in the last country seem partly to fulfill a recuperative role. This is
also the case in the United Kingdem in the sense that the Youth Training Scheme has grown
rapidly to cater for a large percentage of the age group (about 50 per cent of s..wol-icavers),
including ..10se who in previous years might have directly entered employment, and recently
announced policies are likely to increase this to include virtually all young people who are not
in employment or full-time education. A number of counts,es have, huwever, created special
measures or programmes to cope with the problem:. Here, one should mention the
development of non-formal education in the Netherlands in which “activitics are geared to
helping young people to cope with the problems of everyday life™, various measures in France,
including short (3 to 6-month) modular programmes involving work experience, training and
counselling, and various measures ir. .he United States targeted pariicularly at disadvantaged
ethnic groeps. The U.S. study describes a wide range of ooth state and federal programmes
designed to help those who are deecmed to be at risk. The main issues in Federal programmes
arc how to “generate the skills and motivation necessary for success in education bzyond high
school and how to overcome the financial pressures of continuing in high school and
progres.ing to post-secondary education”, and there appears to be a greater emphasis than
before on preventing drop-out before it happens, rather than attempting to remedy it .fter it
has. This leads to a search for indicators which will help to predict drop-out, such as pcor
academic performance, discipline problems or family difficulties, factors which tend to
interact rather than operate in isolation from one another.

While the policies auned at risk groups vary from country to country, certain conmca
themes emerged from the case studies. There seems to an increasing involvement on the part
of government ministries beyond education, perhaps reflecting a less purely “educational”
-view of such risks, in particular labour and welfare ministries seen: to be playing a greater role.
This is a recognition that motivation and socialisation at the post-compulsory stage involve a
mixture of educational, occupational and social factors. There is also a greater involvement of
the private sector in some countries, with government funds being -hannelled indirectly
through employers or community agencies, rather being used directly to set up guvernment
education or training programmes. This reflects a more general trend towards a public-private
mix of provision at the post-compulsory stage insome countries. Thirdly, there is a tendency in
some Memuer coun*..es to tackle these problems at the level of the region (e.g. state, locality)
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rather than on a national scale. The United States study emphasizes the role of the states in
such provision, and it is perhaps to be expected in countries which have federal or regional
structures, such as Germany, Italy, Switzerland and Yugoslavia. But it is worth noting that in
Sweden, a country with strong traditions of central provision, municipal programmes have
grown up to form what is virtually a parallel system:

“Different measures to meet youth unemployment materialised in municipal youth
centres, which took over responsibility for the ‘marginal groups’. Two different upper
secondary systems with different organisation, scope and content have thus emerged.
The municipal youth centres have a kind of ‘rchabilitation cthos’, where the individual
pupil’s interests always have priority. Integrated upper secondary school represents a mix
of academic/school/working-life ethos, where credential goals are balanced against
pupil aptitudes. In order to bring closer together upper secondary schools and municipal
programmes to combat youth unemployment, the National Board of Education
recommended that, as frum the 1986/87 school year, individual contracts should be
drawn up with all participants in these programmes. A principle of this kind is currently
being applied.” (Country study: Sweden, pp. 7-8.)

The examples cited above serve toraise three questions adout the “risk groups™. First, are
the needs of such groups better met by extending existing programmes or creating special
ones? Special programmes may meet their needs more flexibly, but their very distinctness can
stigmatise the young pcopic they enrol. Secondly, what is the optimum balance between direct
state provision, and indirect government suppas t for private sector developments? Clearly the
answer to this question will reflect more generals. Zial and economic policies, but there scems
to be more emphasis on the potertial role of the private sector in several countries, even to the
point of the “privatisation™ of some provision. Thirdly, what is the optimum balance between
central and loce! provision? Underlying this question is the distinction between national and
local labour markets, an aspect explored in the Swed:sh study. Semi-skilled employment is
associated with local labour markets, in which conncctions, references and self-prescntation
may be as important as formal qualifications. Should training schemes for the risk groups
therefore o2 planned in terms of local labour markets? This might make sense, and seenss to be
atrend in several countries. But trairing policy will in this respect mirror general employ uont
policies, and there is a danger of locking young people into declining industries and even
regions.

The final point to be made about the “risk groups™ is more abstract but nonetheless
important, and it has to do with attribution. Phrases like “risk group™, or “marginal group”
appear to attribute the risk or marginality to ths group. Their situation seems to be a
consequenceof their attributes. However, one can just as well argue . “.at their attributes are a
consequence of their situation. it is not they who have created their marginality, but the
employment situation which has imposrd marginality upon them. It is easy to move from
concepts such as “marginal group” ‘o policies which are built on the assumption that the
problem or deficit lies in the person, not the situatioa. Twenty years ago, when youth
unemployment was miriiia' in most OECD countries, there was of course talk of “youth
culture™ and the “gencration gap”, but that is not the same as marginality. The prime change
has been not in .he young people themselves (despite arguments about standards of
achievement and atitudes) but in the economic and cmployment situation. Despite the
current emphasis in many countrics on the need for basic skills, the U.S. study cited one piece
of research which suggests that employers do not in fact screen job applicants carefully for
basic skills, and rely more on standard educational qualifications. Thesc are, in their use if not
always their design, norm-referenced. they function to sort people ia situations of scaruity. In

Q 95 94

RIC




E

RIC 4

fact, much screening for employment relies on such indirect or surrogate measures, mainly for
reasons of cust and convenience. The assumption that young people cannot get jobs because
they lack basic skills needs to be empirically tested, because “lack of skills™ can simply be a
rationalisation of lack of jobs.

The last question about vocational streams also referred to counselling. Again, one may
ask why this issuc was raised specifically in relation to the risk groups, and not for examplc in
technical or general education, and again, the point is well taken. As was stressed ir a previous
report on Education and Training after Basic Schooling, the post-compulsory stage, for all
young people, is a stage of allocation and choice, and hence requires a particular emphasis on
guidance and counselling. Guidance and counselling is a specialist field, and this study did not
attempt to deal with it in any detail. The responses to the question varied. Several were critical
of the provision of counselling in their system, in other countries (c.g. Switzerland) it appeared
to function effectively. It is difficult to generalise, but one can at least point to the importance
of this topic not only for professional counsellors, but for teachers. Teachers and work
supervisors often provide the first or front line of guidance at the post-compulsory stage, as a
natural extension of their teaching or supervisory role, and students often gravitatc towards
those who can advise them informally in this way. However, the help they give is vsually based
more on natural aptitude and inclination than systematic knowledge or training. As the
England/Wales and other studies imply, the training of post-compulsory teachers, and uthers
who have comparable responsibilitics, nceds to take this adjunct or extended role into
account”:

“Alongside and within the pre-vocational provision in cvery case is the requirement for
educational, personal and carcer counselling. It is interesting to note that the cmphasis is
stronger in this sector than in aimost any other. Clearly one of the reasons for this is that
young people who, say, ten years ago would have expected to obtain employ ment are now
expected to be enthused to continue learning. Thus counselling can be uscd to ‘cool out’
and deal with the antagonism that many will feel towards more cducation or traini.
Clearly some of the growth in counselling provision has been due to this reason. A less
cynical and more optimistic view is that pre-vocational cducation is about transition. to
motivate young people tolearn through building on the sense of purpuse they can achieve
through work. In this casc counselling skills are likely to be necessary for all the adults,
teachers and supervisors involved in such schemes. Also, if the potential of the changing
system is to provide more links and routes through which the young persun may progress,
perhaps via a variety of different modules at different levels, then access to good quality
mediated information is vital. Thus the process of 2ducativnal and vocational guidance
becomes an essential clement of the provision, not just for pre-vocational but for
vocational and gencral education as well.” (Country study. England and Wales,
pp. 34-35.)

There was . ume, unfortunately, to explorc the issues of information, guidance and

counselling turther in this siudy, but their importance for the pust-compulsury stage canaot be

doubted.

96

Ot

Aruitoxt provided by Eic:




o

v

CONTENT, PROCESS AND STRUCT'URE

1. The content of courses

The main focus of this report is the organisation wnd content of studies at the
post-compulsory stage: the curriculum. And yet much of the tin.z has beecn spent.
unavoidably, discussing everything that surrounds the curricalum - institutional structures,
access, qualifications, employment and so on - rather than *he topic itself. This chapter will
therefore directly address some issues to do with what is taught, how, and in what form. the
content, process and structure of studics.

Ascurriculum theorists point out, these three as,.ects of studies are intimztely linked, and
one cannot be analysed without reference to the others. In particular, it is pot enough simply 0
analyse content. Content has to be covered. But what do we mean by “covered™? It is all very
well to say that the siudent must learn or know something, but what kind of learning or
knowing? Being able to reproduce something is not the same as being able to apply or analyse
it: and thesc distinctions are linked to concsp*s of “level” and “progression™ in education.
Level is not only a matter of the scope but of the type of learning, and the higher the level, the
more complex the types of knowing and learning, until one is asking the student toen_ 3¢ in
sophisticated behaviours such as interpretation, problem-solving or cven problem-posing'™.

All this takes place not on paper, not in some abstract educational void, but in actual
institutions with real timetables, teachers, students and facilities. The content of courses is
medioted through processes; indeed, one can say, paradoxically, that the teachers and
«*aching methods, and the general environment of the course also constitute a kind of
“content”: they are part of the totality experienced vy the student. Likewise, the content of a
course exists within a certain format or structure, which reflects the structures of formal
education, and in particular the structure of assessment and qualifications. Such stiuv.ures
“frame” the content in both Jbvious and subtle ways, and indeed the concept of “non-formal”
education refr less to differences in content, than to differences in the style, form and
content of educ .on'9,

What issues relate to the content of post-compulsory education and traiming? Clearly,
there are many and the .annat all be discissed here. There is the cuntrol of content, and the
relative responsitiliti_s uf governments, regions, institutions, teachers and other interest
groups in the planaing and accreditation of courses. Curricula at this stage may be more

‘accurately regarded as the outcome of political bargaining than of r.tivnal planning.

Perceptible shifts in the balance of respousibility and power are occurrisg in many countries,
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but not always in the same direction: somc are decentralising control while others are
centralising. The only general trend is towards the closer involvement of employers in
curriculum planning, but even here the form that this takes varies. In countries with a strong
tradition of corporate planning involving the “social partners” and formal repre..entation of
interest groups, the increasad influence of employers flows through the normal channels and,
tends to affect existing courses. However, where such channels do not cxist, or are being
bypassed, there is a growth of “customised™ courses which lic outside the normal range of
provision, and are set up as a resuli of direct negotiation between employer and provider.
Another theme that surfaced in several case-studies was the modermsation of content. This
was chiefly in relation to technical and vocatio.al education, although it did sometimes refer
to information technology or scientific elements in general education. The interest here lics
perhaps not so much in what modernisation takes place, as how. There is an obvious need for
courses to keep pace with changes in science or technology, but the mechanisms for doing so
range from regular consultation leading to evolutionary change, to crash programmes which
attempt to revolutionise existing practice.

A different issue is the relationship between content and gender, and the pattern of
enrolments of young men and women on different types of courses. This is a common concern,
reinforced in some countries by projected shortages in certain types of manpower (sic)
particularly in science and technology. It is difficult to generalise from the studies, but they
give the impression that the dissociation between gender and content has gone further in
general streams than technical or vocational ones, which still often have strong gender
stereotypes, perhaps because of their more direct occupational links. Even in the latter,
kowever, changes are taking place.

Three issues only can be discussed. The first is the concept of “general™ :ducation; the
second the growing dissociation between the “technical™ and “technulogy ™, and the third the
development of interpersonal and social skills, particularly in relation to service sector
employment.

The emphasis on the need for a solid, basic education for all young peuple appeared in a
numoer of studies, and was also articulated at the meetings of the authors. The Qucbec study
pointed to the key role of the lower secondary level as an écule de base, the emphasis on the
“new basics” in the United States has already been mentioned, and current policies for a
natvnal curriculum in the United Kingdom appear to be moving in the same direction. The
Italian study referred to the importance of a solid educational base several times, aut only in
terms of knowledge, but cognitive and social skills:

“The considerations which have governed the launch of these projects relate to the
socio-cultura: changes of recent years which have made people aware of the necessity of a
solid basic education which will allow the individual to develop in an advanced society.
The main characteristics of a technical education should involve a range of knowledge
which would give confidence and familiarity in science and technology. and aun
understanding of historical, social and economic processes, enable the individual to live in
a constructive and interactive way in the surrounding society, make him capabie of using
and applying logical processes, and initiate him into the process of persunal guidance and
app.enticeship. Beyond that, the fundamental objectives of a basic education consist of
the capacity to analyse problems, identify solutions, use knowledge in an operational way
and acquire new knowledge.” (Country study: Italy, p. 13.)

This is in fact written in the context of the development of technical education in Italy,
and specifically in :elation to experimental curriculum projects which are assisted and
recognused by central government. What i» striking, about the list of aims given above 1s their
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broad similarity te those spelled out in some other countries in relation to basic or general
cducation. Does this suggest that Member countries are in fact moving towards the
ideutificaiion of a broadly common core of general education, or do there remain major
differences between countries in this respect? Here one encounters again the ambiguitics of
the term “general” in this field. In Europe, the word general connotes high-level, pre-academic
studies, at the top of the pecking order. By contrast, in the United States general streams are
lower in the pecking order; in Japan there are variations within the general stream, and to
confuse matters further, this report has used the word general to refer not to a type, but a stage
of education which precedes the foundation ana specific stages.

The issue may be clarified by a conceptual, rather than comparative, analysis. Figure 8
suggests an analytic mode! of general education. This 2ttempts to answe: the questions. basic
to what? general in what sense? It identifies three kinds of answers to such questions. An
education czn be basic/general in terms of knowledge (the organised knowledge of disciplincs,
ficlds or forms of knowledge); in terms of the cultural or social system of which it is a part,
which comprises the various sub-systems listed; or in terms of the types of ai:lities ur putential
which people have and can develop. These three dimensions provide the three main frames of
reference for the concept of generality. [The precise headings within each dimension are not
important here and are given caly as examples?20]. )

Like all models, this one is open to question, and theorists can debate, for example,
whether one dimension can be reduced to another {is knowledge merely a social construct?) or
how far each dimension can be inte. nally diferentiated (should we talk of ability or abilities?)
However, the model dc.s seem to clarify the various meanings of the word general. It could be
argued, for example, that a truly general education, at the lower secondary stage, should be
general in terms of all three dimensions. not only should it provide a basis for more advanced
studies, butit should equip young people to live as adults in their culture/society, and it should
develop them in an all-round way. The scope of general education at this stage will of course
reflect the scope of education itself, and responsibilities which in one country will be assigned
to the school will in others be the preserve of the family or the task of youth organisations. A
three-dimensional concept of general education may be difficult to realise in practice, without
overioading the curriculum and students, but at a minimum it clarifies in which ways, if any, a
curriculum can claim to be general.

At the upper secondary or post-compulsory stage, the model allows one to identify
national differences. The traditional pre-academic “general™ streams in continental Europe
reflect a strong orientation to the knowledge d...iension, and indeed the headings within thusz
streams are often congruent with the main subject or faculties headings in higher education.
By contrast, the concept of general education in the United States reflects both the demands
of knowledge and a socio-cultural orientation which derives from Dewey and the pragmatists.
The balance or tension changes over time, and the current emphasis on “standards” signals a
shift back towards organised knowledge as the dominant frame of reference. The United
K:ingdom pre-academic stream has typically combined specialisation :n terms of knowledge,
with an espoused comnmitment to the development of individual abilities, in and outside the
classroom. General education in Yugoslavia and to a lesser extent Sweden reflects a
polytechnical model which reinforces the social frame of reference. The academic, general
stream in Japan is internally differentiated by curriculum type, with organised knowledge
providing the doininant frame of reference in the more “academic™ variants, and the “general”
variants having a stronger social or developmental emphasis.

All forms of general education involve all three dimensions, it is impossible to concerve of
one without the others. All knowledge involves a knower and is situated in a sucial context, all
societies depend on the cognitive representations of their members, and all abilities and skills
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Figure 8. A MODEL OF GENERAL EDUCATIONM
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have a content and context. But there are important differences of emphasis both among and
within the three dimensions, and these underlie policy alternatives and policy tensions. In a
comparative study, one tends to contrast country with country, but as the German study
showed, such tensions can exist within one national (albeit federal) system. The upper stages
of the German Gymnasium were reformed in 1977/78. The reforms gave students greater,
though by no means unrestricted, choice of subjects, and allowed them to specialize if they
wished todo so, in contrast to the traditional philosophy of a “broad core”. A distinction was
made between basic and intensive courses, and there were also changes in assessment and
teaching. Since then the reforms have come in for a good deal of criticism, and the main
political parties have taken up opposing positions on the issue.

In terms of Figure 8, the debate seems to be between those who adhere to a
knowledge-oriented concept of general education, and those who believe that general
education should also reflect individual needs and/or social relevance. However, as the study
explains, the issue is not quite so straightforward. To begin with, the 1977/78 reforms of the
upper secondary curriculum were not accompanied by any change in the entrance
requirements for higher education. These give Abitur holders general access to virtually any
faculty in higher education: a situation which presupposes that upper secondary studies
provide a general foundation for all faculties. However, University Rectors now argue that
premature specialisation has weakened that foundation, they believe that German, mathe-
matics, two foreign languages, two science subjects and history should be compulsory
throughout the upper secondary stage. (Sports, art subjects and religion are also thought to be
necessary components of the core curriculum).

The debate also concerns the content and conception of subjects. The view that the
curriculum should impart the “classics™ challenges the argument that the choice of texts and
work should be “derived from the issues and problems that affect pupils’ minds and
perspectives in our days”. There are conflicting views about the very structure and boundaries
of subjects, for exampie the place of history within social studies:

“Should it maintain its autonomous place or be integrated into a cross-disciplinary,
sociolog.cally-oriented course? Since the beginning of the cightics the trend towards
‘re-stabilizing’ the subject of history in the core curriculum has gradually increased in
strength. A first landmark in this counter-movement was thc decision of the State
Supreme Court of Hesse in December 1981. It obliged education authoritics to retain
German and history as mandztory subjects up to the «bitur. This decision, though
binding orly on the Hessian Ministry of Education, exerted considerable influence on
revision-oriented policies all over the Federal Republic.” (Country study: Germany,
p- 12)

The argument is thus partly about the structure of disciplines and fields, with the more
traditional discipline-based view conflicting with newer problem-oriented, interdisciplinary
perspectives. But how traditional is the discipline-based view ? The case study argues that the
pre-academic model of general education has itself moved away from von Humboldt's original
ideal of an “educated citizen™. Indeed, it might be more accurate, although certainly more
controversial, to see pre-academic general education now as a stage in a long-cycle, high-level
vocational education, reflecting the requirements of the academic and other professions. (The
German professorial model of higher education, which has in fact become the dominant one in
modern times, has affinities with the process of apprenticeship, which, given the cultural
importance of the latter in Germany, is hardly surprising.) The current situation raises several
questions. How far can an aggregation of subject specialisms constitute a “general”
education? Is knowledge at this stage better organised in terms of subjects/disciplines or
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interdisciplinary fields of study? Which “newcomers” to the list of possible studies (e.g.
information technology, environmental sciences, health studies) should be added to the core?
And can one cover such a wide range of content without resorting to purely didactic or
mechanistic teaching methods?

The balance of core and electives in general or pre-academic streams featured in several
other case studies. The Japanese study describec how the largely “elective™ curriculum set up
in Japanese comprehensive schools after the war soon gave way to one with a largely
prescribed core, partly because of the consequences it would have had for higher
education:

“This system would have been all the more unfavourable for universities, because it
would have forced them to establish a host of remedial classes for students entering with
different levels of preparation. Clearly, it was more efficient to have upper secondary
schools equip students with the necessary foundations upon which they could advance to
high-level lectures.” (Country study: Japan, p. 28.)

In Japan currently, broadening the scope of students’ and schools’ choice has become a major
policy issue, and the revived attempts to create comprehensive upper secondary schools are
attracting widespread attention in thi> context. But the above historical expcrience suggests
that the success of this or any other attempt to individualise upper secondary studies hinges
largely upon how far university entrance requirements and curricula can tolerate them. The
balance of core and elective/optional courses is also an issue in the United States, where
higher education institutions do in fact provide large numbers of remedial courses (although
partly because of a long historical tradition of “access” in some cases). The general point,
however, is that it may be more accurate toregard pre-academic courses at the 16-19 siage in
many countries not as “general” at all, but as long-cycle foundation courses.

A second major issue in the content of courses is the introduction of technological studics
for all or some streams at the post-compulsory stage. This was sometimes subsumed under the
general theme of “modernisation™ in the case studies, but in other countries it constitutes a
major and distinct development. For example, the Technical and Vocational Education
Initiative (TVEI) in the United Kingdom:

*... is focussed on the 14-18 age range of full-time students at schools and colleges and

aims to equip those young neople to be fully equipped to enter the world of work, to

appreciate the practical applications of the qualifications they are attaining, and to
develop personal qualities of use to them as employees. This initiative is aimed at an
all-ability clicntele, and is not simply focussed on the vocational or pre-vocational areas...

The cmphasis is on learning through doing. The curriculum is outlined in general terms as

follows. it should lead towards recognised vocational qualifications; it should not be

restricted to one sex; it should contain computer literacy, science and techrology,
economic awareness, personal and social development, and have some relationship to
local factors. TVEL is an all-ability scheme and as such it impinges on the more academic
general education. For example its core usually includes English, maths, science,
humanities and physical education.” (Country study: England and Wales, pp. 14
and 23.)

Two points are worth noting. First, TVEI aims to break the gender-typing which, in the pass,
has meant that technology was largely a boy’s preserve, and it is in fact paralleled by other
initiatives aimed at attracting more girls into science and technology in higher education in
the United Kingdom, and in other countries. Secondly, the conception of the “technical™ here
is a broad one, it goes beyond particular subjects or content to embody a general orientation to
learning and work.
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Comparable developments are taking place in other countries. The Datch study, for
example, notes that from 1988/89, technology will be introduced gradually as part of a new
system of basic education for 12-15 year olds. The Curriculum Development Foundation has
devised a model curriculum for technology at the lower-secondary stage. In addition, the aims
of the NIVO project (New Information Technology in Secondary Schools) are to install fully
equipped computer rooms in schools, to provide in-service training for teachers, and to develop
“courseware” {software and teaching materials) in schools involved in development projects.
Again, one notes that while inforniation technology (IT) plays a key role in such
developments, the conception of technology is not restricted to it. There are similar
developments in Greece. :

In this connection, the Japanese study makes an important distinction between
information technology education and info:mation technology training. The former aims to
give students a general understanding of computers and their operation and use, wiile the
latter concentrates on programming:

“... the Science and Vocational Education Council (which is in charge of setting up the
main framework of vocational curricula) was cautious not to let upper secondary
information education decline into mere computer programme training... In the opinion
of this Council, information-processing education should not be pursued by itself but be
based on sound technological knowledge about the jobs to which information techniques
are applied. This contrasts with the policy of special training schools which aim at the
training of computer programmers.” (Country study: Japan, p. 64.)

This difference in approach to the promotion of information education can be seen more
dramatically in the contrast between the policies of the Ministry of Education and that of the
Ministry of International Trade and Industry which proposed a comprehensive plan to
introduce computer education into the entire school system (from elementary to upper
secondary) on the basis of a projected shortfall of 600 000 software engineers by 1990,
Clearly, there are issues within the development of technology education and IT in
particular which deserve more analysis than can be given here. However, the main point that
seems to emerge from these and other case studies is that the concept of technology is
gradually being widened. In the past, technical educatior referred to a particular stream
which studied particular subjects at a particular level; now technolagy is acquiring some of the
scope and generality that we associate with terms like language, humaniuics and science. In
other words, it is coming to be scen less as a subject and more as a genre of study. Why? One
reason may be the shift of emphasis within technology itseif, from elements and processes, to
control and environment, which was described earlier in this report. It is not that the specific
technologies disappear, but that they become subsumed under, and cross-cut by, the newer
generic systems technologies. Beyond that, one can only speculate. It may be that we ar¢
undergoing one of those long-tcrm shifts in the centre of gravity of our culture which become
clear onlv with hindsight. It is interesting, for example, that some recent work on the
1elationship between “theory™ and “practice” in various fields has come to revalue practice,
and see it not simply as the application of theory, but as an activity which has its own
characteristics and heuristics; indeed some writers speak of “theories of practice”. Such
notions are applicd not only to the “hard™ technologies associated with the natural sciences,
but the “softer™ behavioural and sccial technologies, to do with: organisation and manage-
ment, or combinations of the two?!. The Swedish study referred to the influence of C.P.
Snow’s?? notion of the “two cultuies” (arts and science) on curriculum planning in the 1960s.
But in the 1980s, other dichotomies are emerging, which relate less to the arts/science
distinction, than to the pure/applied or natural/ar.ificial one?*. Concepts such as system,
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strategy, adaptation, interaction and feedback seem to be gaining a general hold on thinking,
and permeating a wide range of fields. © far as such concepts are truly generic, they
underpin technology’s claim to be an essential part of any modern general education, on a par
with the established categories of arts and science.

However, the advance of technology into the post-compulsory curriculum still meets
some major obstacles. Technology is still widely viewed as the derivation o. application of
science, so in longer-cycle streams, it tends to be postponed to the post-secondary stage; the
argument is that students should concentrate on acquiring a firm scientific foundation at the
upper-secondary stage and leave the study of technology until after that. Thus in some
countries, technological education has “disappeared up” to tertiary education. But it is a
matterof status as well assequence. As both the United Kingdom studies point out, the impact
of technology on the pre-academic streams has so far been relatively limited:

“There is so far little evidence as to the extent to which TVEI programmes in schools and
colleges have actually affected the curriculum undertaken by ‘ndividual students
following A-level courses. In most cases it appears fairly minimal, although new A-level
subjects such as Craft, Design and Technology, or Electronic Systems, which have been
designed with industrial applications i mind, have appeared. These new A levels do not
appear to have the same status, as far as university entrance is required, as the more
conventional subjects and hence this reinforces the split in 16-18 work, in schools
especially, between the academic stream and the non-academic stream.” (Country study:
England and Wales, pp. 23-24.)

This status perception may of course change; universities are not wholly above the laws of
supply and demand. But it is interesting that the Scottish case study also identifies the
problem, although in slightly different terms:

“The difficulties experienced by TVEI partly reflect teething problems, and we may
expect improvement in the future; but the scheme is still likely to be squeezed between
two stronger attractions. On the one hand. young people aspiring to higher education may
be reluctant to dilute their academic :urriculum, and possibly their prospecis of
qualifying for higher education, by taking TVEI On the other hand, those seeking
employment may find their prospects reduced if they stay in full-time education beyond
16. Not only do many jobs recruit at 16, but YTS schemes fand especially two-year
schemes entered at 16) may offer a better chance of subsequent employment.” (Country
study: Scotland, p. 33.)

This points to the somewhat ambiguous status of TVEI at the present. It could ir: time acquire
a more clearly identified intermediate status, as a middle stream in the system, associated for
cxample with the new City Technology Colleges, and comparable to the full-time technical
streams which have existed for many decades in some other European countries.
However, TVEI raises a point of more comparative interest. That is the extent to which
both education and employment stages are age-based rather than achievement-based.
Despite the variations in student progress, due to repeating and transfers between streams,
continental European systems of education and training tend to be relatively age-specific, and
the United Kingdom system even more so, although it is worth noting that the Dutch
authorities have rccently removed the upper age limit of 27 for entrance to apprenticeships.
But the major contrast must be with the United States, where as the study notes, “few
decisions are irreversible™, and the system is extremely flexible in terms of age. Stage theories
of education (see Section 2 hereafter) are necessarily age-referenced to some extent, but too
rigid an adherence to age limits makes it difficult for the system to accommodate
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demographic fluctuations. To the extent that courses depend on a cross-sectional demo-
graphic intake, they and their staff and institutions are bound to suffer on the demographic
roller-coaster.

A related question is the extent to which the labour market in cach country is flexible or
rigidin terms of age. That question goes well beyond the remit of this report, but it does have
consequences for the education and training system. It was noted that in some countrics, there
has been a shift from “tertiary™ to “communiiy” as pest-compulsory institutions begin to enrol
and seek out larger numbers of adult students. The prime examples here may be the CEGEPs
in Quebee and the Community Colleges in the United States. (By contrast, the Swedish upper
secondary schools have tended to become more age- specific in recent years, as a consequence
of change in admissions policies in those schools and in higher education, and the growth of
youth unemployment). But educational flexibility in this respect will mean little unless it is
accompanied by flexitility as regards age in the labour market; though no doubt the former
has some impact on the latter. This has become an important issuc in the recent Japanese
reform debate. The Japanese labour market is characterised by rigid age-limits and internal
markets:

“Japanese corporations ... tend to fill vacancies ...not by outside hiring of qualified
persons, but by promoting someone from within the organization. Large-scale recruit-
ment of new employees from outside the organization only takes place in April of every
year,when new graduates from schools and universities are hired. Under this system, new
graduates are assigned to the lowest echelons of the organizations. From there, they are
promoted on the basis of skills and knowledge acquired mainly through on-the-job
training, until they retire in March of the year when they reach the age of sixty. The
massive vacancies brought about by their retirement are filled again by new graduates
from schools and universities.” (Couniry study: Japan, p. 53.)

While this pattern has immunised Japan against youth unemployme.nt problems, it is now
seen as a source of undue competitiveness and rigidity in the Japanese education system, and
the Provisional Council on Educational Reform recently proposed the diversification not unly
of the criteria for, but timing of, recruitment.

One should not leave the subject of technology without one comment of a more general
nature. Therapid growth in power and importance of technolugical systems carries with it the
risk of a certain kind of technological determinism, which sees education as simply responding
to the needs “created™ by new technology. It is worth remembering that nothing is created by
technology itself, only by peopie. The Yugoslav study cites one statement on this which bears
more general repetition:

“Man does not acquire education to serve technological systems which are objectively
given and, in this way, subjugate man by force of his natural necessity, but in order to
subjugate technology to himself...“ (Country study: Yugoslavia, p. 56.)

The third aspect of content change is the place of personal, interpersonal ur social skills in
the curriculum. First, it must be recognised that these have always been an element in
teaching and learning in all courses, and the fact that they are not, or have not been
highlighted as a particular issue does not necessarily mean that they do not exist or are not
thought to be important. They are often regarded as being more clusive than some other
aspects of the curriculum, ard perhaps tor that reason have tended to be cunceptualised in
terms of the teaching process rather than curriculum content. However, they are now
becoming an explicit element of content, particularly in some v cational and professional
programmes, and were mentioned in passing in several case studies.
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Thisissue picks up aguin the dimension of “work with people™, as distinct from v ork with
information or work with things, introduced in Chapter I, and it relates to the growth of
service sector occupations which is clearly indicated by the statistics in Chapter 111, although
not all such occupations make particular demands on interpersonal or social skills. The idea
thateducation should deliberately develop and assess personal and social skills is, as Cross has
pointed out?*, not only unfamiliar, but even repellent to some teachers. It scems to move
education too close to socialisation and manipulation for comfort. However, social skills
training of various kinds has existed for many years outside the schools, in professional
institutes and courses, not least in the management and caring fields, and its importance in
other professions, such as medicine, is increasingly being recognised. This training gocs under
various labels, such as human communications, assertiveness training, leadership, teamwork,
counselling and sccial skills. Besides, relationships with people, whether in the family,
workplace or community, are not merely a matter of skills, but of values and awareness. There
can be no doubt that pupils in school acquire such skills and awareness anyway, as part of the
“hidden curriculum”. At a minimum, something might be gained by bringing this more into
the open, and analysing what skills and values are being transmitted implicitly in this way.
However, any attempt to develop such skills or awareness in a more explicit way depends on
identifying those abilities or capacities which underlie work with people in all its diverse forms,
and this is difficult. The development of tests of cognitive ability and achievement over many
decades has enabled us to ‘dentify reasonably accurately the kinds of abilities and skills which
enable people to work with information in the most complex sense of that word (i.e. symbol
systems and their meanings). Work with information depends on the capacity to conceptual-
ise, abstract, reason and in.erpret, using what might be called the basic “ .ognitive codes™:
natural language, computer language and mathematics. Academic :treams in post-
compulsory education place a heavy emphasis on the development of su:h capacities and
mastery of such codes. The abilities that underpin work with things are less well identificd, but
can be inferred partly from the methods used to teach such skills. The reliance on
demonstration and practice in the teaching of manipulative skills suggests that, for the
learier, the abilities to attend, observe and imitate are crucial. Indeed, min.ctic abilities may
underlic a wide range of skills, from the dramatic to the athletic; anything that involves
movement or manipulation requires the capacity to represent and reproduce such skills.

However, it is not casy to identify those abilities or skills which come into play in direct
interactions between people in a wide range of situations. It may be that the abilities to
empathise (tointernalise the consciousness of another) and to project (to externalise onc’s own
consciousness) areinvolved in many such situations. Relating to others implies understanding
their “world”, and this is central not only in the obvious ficlds of counselling and care, but in
many other kinds of work as well. Likewise, many jobs demand the ability to express, project
or communicate one’s own ideas and priorities in a way that will engage the attention and
interest of others, not only in obvious ficlds such as sales and marketing, but in all situations
where there is some element of leadership or tanagement. Most jobs which involve direct
contuct with people scem to demand a combination of empathy and projection, sometimes
with a varying emphasis (e.g. “soft sell” versus “hard sell” techniques) in sales work. The
nurse, for example, has to strike a delic2te balance between empathy with, and management
of her patients. The whole area of interpersonal and social skills is difficult to analyse, and
demands further research. However, its vocational and piofessional importance seems likely
to grow with the growth of service sector occupations, and its general importance in terms of
other social relations, in the family and the community, can hardly be doubted.

How then do interpersonal skills fit into the general pattern of education and training for
the service sector? As was pointed out earlier, “services” do not constitute a homogeneous
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educational or training category, but a contrast with traditional craft and manufacturing
skills may nevertheless be drawn. Whereas the latter were, and sometimes still are, specific
and distinct, the skills rseded in services are often multiple and overlapping (sce Figure 9).
Each kind of service is likely to involve a core skill or skills which are central to the
performance of that service, whether it be health, tourism, retailing or clerical work. As the
Swedish study noted, such “core skills” are increasingly learned on, and through, the job
rather than in cducational institutions, though that trend varies from occupation to
occupation. However, such core skills need typically to be complemented by other skills which
are intrinsic or at least common to services. These include the interpersonal and social skills
discussed above; the ability to communicate and relate to colleagues and clients. But they also
include organisational skills, not simply in the sense of organising or managing others, but in
being a member of a work team, and in self-organisation — planning and prioritising,
time-budgeting, self-appraisal, and so on. The latter are particularly important for those who
are self-employed. In addition, most people who work in services will necd some competence in
information skills, both in traditional forms such as filing and modern ones such as data- and
word-processing; and some will need financial skills to do with book-keeping, budgeting,
handling cash-flow and overheads, and so on. The emphasis on and relationship between these
four types of skill and the core skills will of course vary widely from o:ae kind of job to another;
but Figure 9 at least exemplifies an alternative training paradigm to the one which historically
developed in relation to crafts and manufacturing.

Figure 9. TRAINING FOR THE SERVICE SECTOR

Information

skilts

o 107




2. The teaching-learning process

Conteat is always mediated by process. the curriculum is not a paper phenomenon, but is
cnacted by and through people, materials and environments. Process in this sense refers
primarily to the role of the teacher in teaching, the kinds of teaching-learning p*~thods used,
the nature of the interaetion between students and the environment, both physical and social,
in which learning takes place. This is a complex aspect of education, and not the central focus
of this report, which is concerned with what is taught rather than how. But in reality the two
are inseparable and some comments must, thercfore, be made on teaching-learning processes
in post-compulsory edueation. The Yugoslav study, in particular, stressed the importance of
what actually goes on in the classroom:

“Many sound ideas presented in programmes and other documents, theuretical papers
and soon, are sometimes realised in a ..ss successful way... For example, the emphasis on
higher eognitive and non-cognitive aspects of instruction, which can often be found in
them (sometimes with a criticism of cxaggerated demands on students’ factual
knowledge) is not always followed in teaching practice. In the everyday classroom
routine the emphasis is often on the knowledge of mere facts. The stress on higher
cognitive aims, the ability to use knowledge, finding needed facts, the afTcetive aims, and
$0 on, arc sometimes present, but never to a satisfactory degree... In the real classroom
setting, because of overloaded programmes, a very small part of teachers’ titae and
strength usually remains for engagements with the higher aims’. A lack of extrinsic
motivation of teachers (neither financial nor moral) is another cause of thus situation.”
(Country study: Yugoslavia, pp. 32 and 34.)

The study goes on to note that changes in educational practice are always relatively slower
than in educational organisation.

The general implication of such vomments is that curricudian development cannot be
dissociated from both staff development and vrganisativn development. Becausce of the highly
contingent nature of the teaching-léarning process (the answer to many pedagogical questions
is “itdepends™) teachers have, and have to have, considerable “discretion™ in the way they
work, even in tightly planr.ed courses. Curricula are therefore always interpreted rather than
simply delivered. Moreover, the teaching-learning process is inextricably bound up with
organisational features, from the munduae issuc. of timetabling up through the complex
questions about professional and institutivnal structures. The curriculum thus gues well
beyond the specification of programmes or the production of educational materials.

The comments in this section will be confined to three main “process™ issues. changes in
teaching styles and methods, the workplace as a learning cnvironment, and the phenuiacnon
of the “working student”™. The Scottish case study notes that changes 1a teaching may be
related to changes in students:

*...The second and related shift is in the composition of the student budy, which now
includes many more young people with few or uo yualifications from cumpulsury
schooling and from unskilled family backgrounds. Many of these "new’ students arc from
backgrounds where post-compulsory education and training would nut normally have
been contemplated, this, together with their frequently poor jub pruspects, csults in
problems of motivation and has provided a stimulus to pedagugical reform.”™ (Country
study: Scotland, p. 19.)

The stimulus for reform is not wholly negative, huwever, it scems that there is o scarchin the
United Kingdom generally, partly led by the Further Education Unit, fuor what might be
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described as a “new pedagogy™ which is more appropriate to the needs of late adolescents and
young adults:

“Addto this (student-centredncss) the processes central to the delivers, of a curriculum to
which a student can feel a sense of personal involvement and ownership, as detailed in
Vocational Preparation (FEU.1981), of negotiation, counsclling, guidance and assess-
ment,and there begins tobe acknowledged a movement emphasizing the centrality of the
student to the process of learning rather than the centrality of the content of that which is
learned. This represents a major shift of emphasis, the consequences of which have yet to
reverberate fully around the rest of the education system.™ (Country study. England and
Wales, p. 17.)

Likewise, the Scottish study identifies an emerging concept of educe.con which

“...while far from consensual, is implied in most current developments. It embraces such
thenies as relevance, activity-based and student-centred learning, problem-solving,
learning to learn, personal effectivencss and personal and social development. The
coneept is organised primarily around pcdagogy and methods of assessment, and the
belief that reforming these will enable more generic skills and competencies to be better
develaped. Since this approach is not defined in terms of content it is applied to a wide
variety of curricula, both academic and technical/vocational, and to all sectors of
education and training.” {Country study: Scotland, p. 28.)

But d¢ such changes affect all streams equally ? Elsewhere, the Scottish study contrasts
the student-centred approaches of some newer developments with the more traditional
tcacher-centred approach of many first-year higher education courses. In other studies, the
implicit contrast is beiween studeni-centred and subjeci-centred, especially where the latter is
dominated by cxaminations. Heavily loaded subject-centred curricula impuse diuactic
teaching methods, and can lead to a superficial, “encyclopaedic™ approach to learaing. This
problem seems to occur mainly in truditional pre-academic streams, and was meationed in the
German, Swiss and Japanese studies. indeed the latter are commonly referred to as an
“examination hell” and carrent policies are designed to mitigate their effects, partiy by
reducing tne required number of credits and hou. s, By cuntrast, some U.S. institutions are
increasing both credit requirements and “time on task™ in a renewed emphasis onquality and
standards. Scveral case studies also aoted the increased use of cuntinucus as.cssment, partly
to modify the effects of formal examinations on curricula and teaching. But several of the
studies leave the general impression that innovations .n teaching and assessinent arc more
lik ' to occur in the lower-status or marginal prog.ammes or courses, than in the
well-established high-status pre-academic streams. This may be unsurprising but it does
mean that such innovations miy become tainted by assuciation, and hence fail to become
more widely adopted.

Despite the problems of innovating in teaching, several studies stressed the importance of
teacher training, both prc service and in service, for maintaming stand.rds . d devcloping
provision. As the Swiss study notes, both the audhorities and the public (Jiere arc very well
aware of the fact that the quality of education depends in large part on the competence of the
cducators. “From this comes the need to give the latter as deep and up-tu-date an initial
preparation s pussible, as well as systemalic continuing cducation.” On a different ssue, the
Dutch study reports that the gevernameat there intends to make more use of the teaching
expertise available within industry by recognising practical capericnee as an adequate
qualification for teaching on <ome technical courses, and iniroducing Gexible rules coneerning
appointments and in-service training.
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The socond aspect of process which was mentioned above was the use of the workplace as
ancnvironment for learning. The extent towhich this happens depends on whether the pattern
of vocational education in a given country follows the “schooling” or “dual” model. The Swiss
study presents the classic argument for the latter:

“...many young people are saturated by the full-time studies they have followed tothe 2ge
of 15/16 and want the more adult mode of training which apprenticeship to an employer
is. We must therefore concentrate on remotivating this type of young people so that they
get an appetite for the work that apprenticeship to their trade involves, as w~il as the
indispensablz studics which go with it. And if these initial objectives are reached, then we
must search for ways to move on to new ones, such as the wish to deepen and complete,
through more theoretical studies, the gencral training they have acquired.” (Country
study: Switzerland, p. 5.)

The emphasis on the workplace as an environment for learning at the post-compulsory
stage is not, however, confined to those countries which have strong apprenticeship systems.
Indeed as opportunities for apr-enticns in the United Kingdom have declined, mainly because
of the decline of the traditional manufacturing industries with which they were associated, the
emphasis on “work-driven” learning, to use the Manpower Services Commission’s phrase, has
grown:

“As the opportunity for jobs has declined for the age group, so the interest in the
workplace as a centre for learning has increased. This in part is due to the inclination of
young people to regard it as having a greater potential for employment. But there is
plenty of evidence to indicate that work experience is valued by young people; it is
invariably ranked as cne of the most interesting components of pre-vocational schemes.
There is little doubt that people learn best when they achieve 4 sense of purpose from
what they are doing. The workplace, as long as such a term is considered in its widest
possible context, provides the opportunity for such a sense of purpose. Hence the interest
in YTS, which is based mainly in the workplace, and in CPVE and TVEI, where work
experience (simulated or real) and work shadowing, are encouraged.” (Country study:
England and Wales, p. 38.)

Clearly such work experience has to be planned and stimulating rather than routine or
haphazard to be useful, and it is always more difficult to regulate the practical side of
vocational education than the educational side. Considerable variations in the quality of work
experience may be expected, some of them due to the limitations of small companies or
difficult economic situations, and others due to the lack of training or aptitude among the
trainers or supervisors. It is worth noting that countries with well-established apprenticeship
systems, such as Germany and Switzerland, also have well-established systems for training
on-the-job trainers; indeed their role may be as pivotal in a “dual” system, not only cognitive.y
but affectively, as the role of the classroom teacher is in a “schooling™ one. In this context, it is
interesting to note the current attempts in the United Kingdom to develop the role of the
“industrial tutor” in a comparable way. Whatever the prublems of work-based training,
huwever, the current emphasis on the workplace as a learning environment provides an
interesting challenge to the “environmental monopoly™ of education institutions, and if
nothing else, forces them to demonstrate that what they do cannot be done, or done as well,
elsewhere.

It isinteresting to speculate also what effect the current emphasis on the workplace as an
cnvironment for initial vocational training at the post-compulsory stage will have on
employers’ and policy-makers’ perception of cor:inuing vocational education. There may be
danger that the current emphasis on continuing education and training for those in
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employment will be interpreted in purely formal or overt terns; continuing education could be
seen largely as a matter of courses, either in-house or external. This may be partly becausc
such courses allow organisers to be seen to be doing something, and fit neatly into standard
bureaucratic procedures. But both adult learning theory, and practice in some countries such
as Japan, sugges hat non-formal continuing education is at least as important as formal
courses, if not me .25, In this perspective, training becomes a normal part of all supervisory
and managerial jc s, and takes place mainly in and through the normal processes of work and
innovation, as for example in the Japanese “quality circles”. Such practices reinforce the
concept of the workplace as a learning environment, and the organisation as a learning
culture.

Itisa short step from the above to the issue of the accreditation of learning that is ntirely
work-based, or purely “experiential”. This has been a significaut development in <he United
States in the last decade, and has made some headway in the United Kingdom. It was referred
toin the Scottish case study, in relation to work-based modules. However, since it is an issue
which relates mainly to higher and continuing adult education, which has been discussed in a
recent OECD report?, it will be left aside here. Students at the post-compulsory stage
typically have not yet accumulated enough experience either in work or outside to be
considered for accreditation, and such experience as they do gain is often already within a
formally accredited training framework. However, this is not to say that they may not be
allowed some credit on an informal and case-by-case basis for their existing work experience
when enrolling in sme courses.

Finally, under the heading of process, one must mention the phenomenon cZthe “working
student”. The work that such students do is not, as above, part of their planned education or
training; it is for their own benefit. The working student has long been associated with the
United States: as the United States study points out, “A large fraction of high school students
hold jobs. Policy-makers have generally applauded this behaviour. The work behaviour of
high school students appears to be a uniquely American phenomenon™. In fact it is not,
although it is more common in the United States than elsewhere. But the Quebec study
notes:

“This phenomenon is becoming as widespread as in the United States. Studies of it are in
progress in several colleges. It is difficult to summarize them:, because they used different
means of collecting data. However, one constant has already emerged. the majority of
those who work do 15 or more hours per week, in restaurant or sales work, and for pocket
money not economic survival.” (Country study: Quebec, Canada, p. 34.)

There is evidence of substantial student working in some European countries too, for
example in France, and Italy. However, since labour regulations in some European countries
forbid such work on pain of withdrawal of student support or status (which may carry
impor*ant financial concessions in travel and other areas) the statistics are unreliable, and
form part of the “grey” economy. But because enrolment fees are low in some countries, it
makes economic sense, even if it is not economically imperative, for sonie students to spin out
their studies over a period of years while they work part-time. Such students are technically
full-time, but in fact part-time or intermittent, and this fact helps to explain the discrepancy
between formal course length and actual completion times.

As to the details and effects of student working, the United States study cites some
interesting research. White students work more than non-white students, higher achievers are
somewhat less likely to work than low achievers, those whose parents have high incomes are
somewhat more likely to work. As to the consequences for educational achievement and future
employment, the picture is less clear. In no studies has working been shown to have a positive
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effect on the student’s grade point average; but negative effects may be limited to those who
work a.lot — say more than 15 or 20 hours per week. The extent to which outside work interferes
with studies depends also on the amount of homework (study) that has to be done, and the
average high-school student spends less than an hour per day on homework. College students
who work earn more when they graduate, and are more likely to graduate.

The case study discusses the research evidence on student working at more length than is
possible here, and the reader is referred to it for further detail. Unfortunately, there are not
comparabile data from other studies which would allow comparisons to be made. It could be
that the pattern of student working reflects differing educational structures and labour
market conditions in different countries. Part of the research problem lies in picking up the
less measurable effects of such work on attitudes, employability and socialisation, which may
again vary from country to country. A lot depends on how educators, employers and others
view such activity, and whether it is considered “normal” or not. Two general points can be
made. First, it is worth remembering that full-time education is a relatively recent
phencmenon in historical terms. Even systems which were formally full-time earlier in this

-century or before were effectively part-time for many students, as the high truancy rates show.

In country schools, children were often taken away at harvest time by their parents to help on
theland. and in urban areas, educators and administrators had to fight a long battle to protect
children from the demands of urban labour in factories, shops and clsewhere; (a situation
which exists in many developing countries today). Much further and higher education was
effectively part-time, with students working during the day and attending classes in the
evening. Cirrent economic and employment trends may or may not reinforce the trend
towards student working. On the one hand, formal policies arc geared mainly to delaying
entry to the labour market, partly in order to reduce youth unemployment, and partly to
upgrade the workforce. On the other hand, part-time and casual jobs are growing faster than
full-time ones in some economies, and some government policies are simed at deregulating the
labour market. The latier trends might make part-time work more attractive for students,
especially if they coincide with a decline in direct financial support for studying. And modular
course structures, which are discussed below, make it easier for students to pursue 2 more
intermittent pattern of studies. The whole question illustrates yet another way in which the
education market and labour market interact at the post-compulsory stage.

3. The structure of courses

The third 2ad final aspect of the curriculum is its structure. The structure of courses
provides the framework within which content and process exist. Structure constitutes the
format of knowledge; and because the pattern of assessment and certification typically maps
onto the structure of the cour.es, structure serves to relate one course to another, and to the
labour market. Course structures raise some complex questions, which can only be touched on
here, but it may be useful initially to see such structures in terms of a continuum going from
the purely linear to the purely modular, as below:

N\ N\ N\ N
7 7 7 7
Lincar Large core Small core Modular

In lincar courses, the student follows a defined line of study which has a pre-determined
sequence, no divergence from this is possible. As one moves along the continuum the structure
becomes less and less linear, and the student has more and more options. Many courses have a
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large core or “trunk™ which may cccupy two-thirds or three-quarters of the student’s time; the
remaining fraction, often towards the end of the course, is left open to choice. The core may
however be smaller than that, constituting only a half or one-third of the total; and when the
core falls below that proportion, people tend to begin talking of “modularity™. A purely
modular course would simply be a set of “building-blocks”, with no predetermined sequence at
all. Because the blocks have to be interchangeable in terms of timetabling anc assessment
weighting, they tend to become standardised in length and size, although it is possible to work
out a standard weighting system for non-standard blocks, sometimes referred to as a tariff
system, and to distinguish between different levels of module. In practice, purely linear and
purely modularstructures are quite rare, since most courses allow for some clement of choice,
even if only within components, and few courses can afford to dispense entirely with linear
requirements and sequence. In practice also, the ideal curriculum is usually modified by
constraints of timetabling, staffing and resources. Many courses which are referred to as
“lines of study” or “modular systems” in fact lie somewhere between the two ends of the
continuum??,

Considerable variations *n course structures are, however possible, and this fact emerged
from the case studies. It is difficult to generalise, because the structures vary not only from
country to country, but from stream to stream and even course to course within a country.
However, bearing in mind this caveat, one cansay that the domirant form of course structure
in most of continental Europe is linear. The term “line of study™ applies to the majority of
courses in Germany, Switzerland. France and Italy. Itis also the standard term in Sweden, but
there current policies suggest a shift towards a more modular pattern. Tne Netherlands also
seem to be moving away from a linear to a more modular pattern. The Yugoslav system
contains both lines of study, and 2+2 general plus vocational patterns, depending on the
region. England and Wales, like Sweden, seem to be moving gradually in a modular direction,
but Scotland has already modularised about two-thirds of all post-compulsory provision. The
Japanese system seems predominantly linear, with little mention of modularity except for
marginal groups. In the United States (where the term module is used in a slightly different
sense to refer to discrete learning packages) the basic structure of the curriculum has been
modular (in this sense) for decades. Students earn qualifications by building up course credits
which are usually transferable. There may be restrictions on choice, in the form of inbuilt
sequences or distribution requirements, but compared to the European or Japanese systems,
“electives” playa large part in the curriculum; indeed, there are pressures in the United States
to reaffirm the importance of core requirements, and reduce the proportion of options. In the
CEGEPs in Quebec, the organisation of courses “obeys the principles of modularity and
combination, “vhich allow various combinations with a limited number of elements. Al the
professional and pre-university programmes have the same structure”. Clearly, the structure
of the post-compulsory curriculum varies from country to country, although it must again be
stressed that these generalisations do not necessarily apply to all streams or courses, also, as
was pointed out above, few courses are wholly linear or wholly modular. Rather than engaging
in straightforward international comparisons therefore, it may be more uscful to examune the
rationale behind each kind of structure.

What are the advantages of structuring the curriculum in “lines of study”? From the
references made earlierto the labour market, it will be clear that lines of study correspunded in
the past, and to some extent still correspond, to the structure cf labour. Jobs were, and often
still are, specific, well-defined and relatively stable in content and process. They were, and
often still are, clearly demarcated horizontally from other jobs, and stratified vert..ally in
terms of the level of job. In such circumstances, the most rational way t) structure
post-compulsory education is to identify distinct lines and levels of study which cerrespond to
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the structures of employment: a plumbing line prepares people to be plumbers, a pharmacy or
catering line to be pharmacists or caterers. A linear structure like this does not prevent
changes taking place within the line; far from it. The very fact that the line is clearly defined
means that it is relatively easy to see what kinds of changes might be needed: there is an
unambiguous point of refereace. Adjunct skills can be included or “bought in” if necessary.
There is nothing to prevent such lines including some element of choice within them,
particularly at the later stages, in order to accommodate individual differences or labour
market diversity (for example, between working for small or large firms). And lines of study
can serve to standardise or “harmonise™ courses in different regions or parts of a country.

Over and above these labour market arguments, however, there are pcdagogical and
psychological reasons for organising studies in lines. Lines of study ensure continuity; teachers
cantake it for granted that B will have been preceded by A; and if A has not been well taught,
the effects will soon become clear, and something can be done. Lines of study also ensure
interaction: they bring together, and keep together, studeuts for a substantial period of time,
which means that they can support and learn from one another. They allow permanent
relationships to be built up between students and staff, and provide role models to imitate or
react against. They offer the student a clearidentity and sense of belonging at a time in his or
her life when the development of identity is important. Lines of study help to bridge the
transitions of early adulthood.

These are powerf.! arguments, and it is little wonder that this pattern of study is so well
established in somany countries. Indeed the criticisms of the distinct and self-contained line of
study often bear not on the principle, but on the way it is put into practice. There is sometimes
an in-built conservatism in such lines which fails to keep up with the times; teachers get out of
touch both with their own field of practice, and with what is happening in other courses. The
monopoly of provision sometimes leads to complacency. New knowledge and requirements are
continually added to courses, but nothing is taken away. The teacher can become remote or
dictatorial, the group ciaustrophobic or conflict-ridden, the identity restrictive rather than
reassuring. There is little room for creative uncertainty; little relativity of perspective. The
whole experience can degrade into something mechanical and superficial.

Such shertcomings can no doubt be remedied by teacher training, especially in-service
training, regular course evaluation, better links with the external world, and other fairly
obvious measuves. However, the shift away from lines of study as a way of organising the
curriculum is for more fundamental reasons, reasons which are spelled out in several of the
case studies. For example, the Dutch study, commenting on the development of modular
structures in technical courses, stresses their potential for innovation:

“Arranging the subject matter in modules will allow the structure and content of
technical courses to be adapted more rapidly to changes in the qualifications required
without having to'reshuffle’ the entire curriculum, as has been the case up to now, Ju. ‘¢
rigid subject divisions. Specific modules can be adapted after consultation between
schools and industry, without close government intervention, the internal assessment and
examination of students per module can be tailored to the wishes of local employers,
within government standards.” (Country study: Netherlands, p. 18.)

As noted earlier, the Swedish study argues that modularity is a reflection of changes in the
actual structure of work. In France, modular courses in vocational education are used to meet
the specific problems of particular groups. young people lacking in motivation, adults who
require greater flexibility. The United States study describes the flexibility that the
transferability of credits gives students and the system:
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“A notable feature of post-secondary education in the United States is the transferahility
of credits to different programs and schools. A longitudinal survey of the 1980 high
school seniers who enrolled in higher education after graduation reveals that about
14.2 per cent of the public 2-year college students transferred to other schools in the first
year and 31.4 per cent transferred in the second ycar. Among the latter, 77.8 per cent
transferred to 4-year colleges. In other words, approximately a quarter of 2-year college
graduates did not quit schooling but advanced to 4-year colleges and universities.
Another study alscindicated that over 60 per cent of those in the high school class of 1972
who received bachelor’s degrees by 1984 had attended two or more institutions, and that
11 per cent had earned Associate’s degrees from 2-year colleges en route to their
bachelor’s degrees.” (Country study: United States, p. 27.)

Credit transfer not only allows students to move from one institution and course to another,
but to move in and out of the system. The United States study cites longitudinal research
which monitored the pattern of enrolment/non-cnrolment of high school seniors over a
five-year period. Using a binary code to indicate enrolled /non-enrolled status, they identified
thirty-two different patterns. e.g. 10101, 11011, 11101. The research found that among those
who had ever enrolled, 22.6 per cent interrupted their studies and moved in and out of formal
schooling.

Modularity (in this definition) is however the norm in the United States, and perhaps one
would not expect a very detailed analysis of it from there. Indeed the United States study was
more concerned with the trends towards reinforcing core requirements in upper-secondary
and post-szcondary curricula, as implied by terms such as “basics”, “excellence” and
“quality™ a shift perhaps towards the other end of the continuum. (It is interesting tonote, in
passing, the role of foreign comparisons in policy debates; whereas current debate in the
United Kingdom often refers to Germany, especially in the vocational field, and European
systems are to some extent compared with one another and witk North America, in the United
States the main point of reference now seems to be Japan. All such comparisons are selective,
and the choice of country reveals something about current national p:iorities and
concerns.)

Not surprisingly however, the most detailed discussion of modularity was with reference
to the country which has moved most recently and most sharply in that direction: Scotland.
There is not space in this report to convey that analysis in its full depth, and only a few aspects
will be treated here. The case study first describes the new structure, which currently covers
(in OECD terms) technical and vocational streams but not general ones:

“... nearly all non-ady anced vocational courses for post-coinpulsory students in Scotland
have been replaced by a system of modules, usually of a notional 40 hours’ duration,
accredited by a single National Certificate. Modules may be taken at college or school or,
for a small but increasing proportion, at centres outside the formal education system;
students may study modules offered in more than one institution; credits are transferable.
Courses are therefore replaced by programmes of modules; the certificate records the
individual modules completed by a student and does not give them ary group title,
although as a transitional measure systems of equivalences have been published which
relatc modules to pre-existing group certificates and to other United Kingdom
qualifications, and certificates may be endorsed with these equivalences. Each module is
specified through a centrally validated module descriptor the must important element of
whichis a list of learning outcomes; the Action Plan provided an opportunity to revise and
update the curriculum, cutting out unnecessary content and increasing the emphasis on
competencies.” (Country study: Scotland, pp. 6 and 8.)
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The case study goes on te describe the reasons for the introduction of the new
structure:

“The rationale for the miodular system concerns, first, the efficient use of resources.
Common elements of different group certificate courses are replaced by single modules;
duplication between courses and between institutions is reduced. Second, the system is
designed to enhance choice and flexibility. Programmes may be assembled flexibly from
the 2000 modules currently available; students changing their career plans, or
undergoing retraining, receive credit for relevant modules already covered; the principle
of credit transfer is thus extended. There is flexibility in pacing; learning may be
extended over differing periods of time. The system has multiple entry and exit points: a
student entering further education is not committed to completing a full course iz: order
to receive credit; conversely, students have an incentive to build on modules they have
picked up at school or on YTS [Youth Training Scheme]. These points illustrate a third
theme, that the modular system is intended to increase participation. Fourth, the
modules provide a convenient ‘curricular currency’ for planning the curriculum,
especially in negotiation between collzges and employers or YTS managing agents.
Finally, and relatedly, the modules provide a flexible framework that can accommodate
further innovations in education and training, for example the need for relevant and
certificated inputs to YTS and TVEI and the dcvelopments in work-based learning.”
(Country study: Scotland, p. 8.)

The Scottish study examines various aspects of the new modular structure, several of
which can be mentioned here. First, as already mentioned, the system covers the “technical”
and “vocational” streams but not the “general” one. Why not? The original plan did hint that
the generai stream (“Highers™) might eventually be included within it, but neither that, nor
the separate modularisation of Highers is currently likely. This has not however prevented
some schools from offering both modular and non-modular (i.e. pre-academic) options, often
on the basis of consortia with other schools and colleges, and some students on general streams
are now “topping up” their pre-academic studies with the odd vocational module. It is worth
noting that the pattern of innovation is similar in the Netherlands: modules have been
introduced first into technical /vocational education, and their incursion into general streams,
although planned, has yet to come.

Two points suggest themselves. First, the “resistance” of general streams to modularity
may be a matter of status, or it may reflect the essentially preparatory, rather than specific,
function which such courses perform. The analysis in Chapter I suggested that different
streams may be at different stages at the same age; a sixteen-year-old on a pre-academic
course may still be at the general stage whereas a comparable student on a technical course
may be at the foundation stage, and one on a short-cycle vocational course already be at the
specific stage. In reality the stages are not quite as clear-cut as this, but the notion of stages
suggests one reason why the acceptability of modularity might decrease with the level of
studies: the concepts of generality and foundation preclude or limit the notion of choice. The
other point that emerges concerns the relationship between institutions and curricula in
educational policy. Much of the description of, and debate about, post-compulsory education,
is couched in terms of institutions. Should they be comprehensive or differentiated? Should
they be colleges or schools? How far should education take place outside educational
institutionsaltogether, for example in the workplace? What the Scottish study suggests is that
the introduction of a modular curriculum structure to some cxtent undercuts this institutional
debate. For the student, the essential element becomes the curriculum module, not the
institution, and he or she can use credit transfer to move between institutions. That shift of
focus, from institutions to curricula and qualifications, is potentially important for policy.
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A second major issue has to do with how modules are validated and controlled, and here
the Scottish study distinguishes between input and output controls.

“In the strong version of the output model, controls would be exercised through outputs
only; modules would be specified only by the learning outcomes and the related
performance criteria; where, when and how the student studied for modules would be at
the discretion of the student and/or teacher; there would be no direct regulation or
control of inputs.” (Country study: Scotland, p. 39.)

However, adequate output control is difficult to achieve. Assessment can only sample
learning, and assessment measures are themselves sometimes invalid or unreliable. Modules
are often assessed by those who provide them, rather than centrally, and this can lead to
variations in standard: Learning ovtcomes in any case do not include the hidden curriculum
and the unintended but possibly important side-effects of teaching. So, in practice, output
measures are supplemented by input measures: where was the module studied? who taught it?
what facilities were available? what kind of-institution was it? Such considerations tend to
modify the principle of credit transfer, and as the study noted, institutions may sometimes
require a student to repeat a module that he or she has studied elsewhere, in the belief that it
was not properly covered, or that adequate equipment was not available. Thus the success of
the system depends heavily on the perceived validity of its output measures:

“Assessment may prove to be the stress point of the modular system, and also of YTS.
The credibility of assessment and certification is central to the modular reform. It is
critical for progression: if modules do not have credit students will come to be judged on
the basis of where, when or in what status they took the modules, or of their previous
attainments in compulsory education. The problem becomes more serious as restrictions
on access to modules are relaxed; it becomes particularly acute with the projected use of
modules to accredit work-based and even experiential learning.” (Country study:
Scotland, p. 38.)

The final issue raised by the Scottish study relates to the concept of an “education
market” broached in Chapter 11 of this report. The study suggests that there are, not one, but
two kinds of market. There is a pre-employment market in which the immediate consumers
are the students themselves. However, students’ pre-employment choices anticipate the future
demands on them of employers and higher education. These demands tend to reinforce
“academic” values; not only higher education institutions, but many employers tend to prize
potential rather than competence, general ability rather than specific skills. By contrast, in the
in-employment market, the employers are the direct consumers. They are interested aow in
courses which promise direct relevance and immediate competence, rather than general
preparation or development. The function of certification is different in the two markets. In
the pre-employment market, it is primarily used as a means of screening or selecting possible
employees, rot only in terms of ability and potential, but with an eye to attitudes and
socialisation as well. In the in-employment market, employers use certification mainly as an
accountingdeviceand a guarantee that they are getting what they have paid for. Both markets
havedistortions, and one can identify segmented markets within each. So the whole concept of
an education market itself becomes much more complex.

The modular system attempts to serve these two rather dissimilar education markets,
withdifferent degrees of success. The system has difficulties in relation to the pre-employment
market, not only because universities are reluctant to recognise the modules, but because the
absence of levels or grades means that they cannot be used to differentiate students in the
normal educational way. they are criterion-referenced in a sector of the system which in fact
requires norm-referencing. By contrast, the system appears to work well in the in-employment
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education market, because it provides an overt and yet flexible basis for planning and
negotiating in-service education and training with employers and employees.

However, it is not just a question of trying to serve two masters; the policy emphasis has
itself shifted since the system was first mooted, from the pre-employment market to the
in-employment one.

“Initially, much of the rhetoric emphasized the increased choice, flexibility and
opportunities for progression that the modular system offered the individual student. It
identified the reform with an extension of comprehensive education and appeared to
point towards the sociological concept of ‘contest’ mobility, in which educational
selection decisions are postponed and a chance of mobility remains open for longer. This
rhetoric is consonant with the perspactive of the pre-employment rarket. More recently
a different emphasis has predominated: flexibility and progression are still key themes
but they are related to the training needs of employers and the demands of work and of
labour markets (internal as well as external). The switch in rhetorical style may partly
reflect current preoccupations, notably with work-based learning, but it may also reflect
the greater success ¢f modules in relation to the in-service market.” (Country study:
Scotland, p. 43.)

This shift in policy emphasis and style has occurred more generally over the last two decades,
not only in Scotland but in many OECD countries.

4. Final remarks

The main policy issues which arise out of this study are summarised at the beginning of
the report, and no attempt will therefore be made here to draw any general conclusions. As the
Secretariat’s summary points out, the aim of the report is as much to clarify the questions and
issues, as tosuggest solutions. The analysis in the body of the report will hopefully have served
to warn of the dangers of simplistic generalisation. It may be useful finally, however, to
indicate some of the aspects of post-compulsory education which the report was not able to
explore, because of limitations of time or data, but which scem nevertheless to be
important.

One aspect of post-compulsory education which causes concern is that of wastage rates,
through drop-out or failure. This was addressed in several studies, in particular the United
States one, and was voiced at the meetings of authors. Unfortunately, the comparative data
which would haveallowed a more thorough discussion of the problem could not be gathered in
the time available. However, the issuc does point up the distinction between formal access and
real accessibility to education. Systems having in many cases established the first may now
nced to move to monitor the second, in terms of the extent to which students and institutions
really are adapted to onc another; otherwise the open door may prove to be a revolving
door.

A second obvious issue is that of guidance and counselling, which was the subject of
comment in many studies, and in particular the Swiss and the United Kingdom ones. Because
this stage of education concentrates educational choice and selection more than any other, the
role of information and guidance is more central than at any other stage. Two points can be
made. First, because choice and selection are so integral to post-compulsory education, there
is an argument (voiced in the England/Wales case study) for training most “front-line”
teachers, trainers and supervisors to some depth in this aspect of their wurk, partly because
students may find it easier to discuss such problems and choices with people with whom they
already have e teaching-learning relationship, than witk someone whom they have never met
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:before. But the complexity of the system and of students’ choices also point to the nced for a

professional and systemic se-vice, which ranges well beyond the “jocal knowledge™ that
teachers typically have.

This last point raises #acther issue, to do with the local or regional dimension of
nost-compulsory =ducation, an aspect which was discussed in several casc studics, in
particular the Svcdich and Yugosl v ones. This may be important for several reasons. First,
many young adults, rarti. ‘larly from vocational streams, are recruited into local labour
markets rather than national ones, and thel;s secruitment may depend less on formal
qualifications than on the kind of “employabiiity * that comes from contact - either direct or
indirect - with an emiployer. Secondly, the report has suggested that local networks, consortia
or federations of providers may become morec common in the future. And thirdly, rapid
economic change, and especially the decline of traditici...! manufactering industries can lead
quite rapidly to the kinds of regional imbalances which werce sreviously associated caly with
industrialisation rather than de-industrialisation. Such facto:s point to the importance of
regional analyses of post-compulsory education.

The relationship between initial, posi-compulsory education, aud continuing education
for aduits also raises questions which may become increasingly important in the future. The
model presented in this report iraplies that continving adult education belongs mainly to the
“specific” or subsequent “open™ stages of the educational cycle, but in rea;ity the patiern may
be less linear, and som. aduits will need not simply to update or re ® ae thers skills, but to lay a
completely new foundation for their work. She -id such provision be made alongside or
separately from that for 16-19 year-olds? How different should the approaches and methods
for adults be? What are the advantages and d*,advantages of age segregation? What policies
arc Member countries pursuing in this regard? The importance of such questions will in some
countries be increased by a demographic pattern which shifts the emphasis towards older
cohorts in the next decade.

One final point may be made. Purely structural comparison. ., :ducation systems, which
focus on the pattern of institutions, qualificat.ons and courses, may be of Lmited use because
someof the most important effects of education are less visitle. The impor ..nce of this aspect
of education has been sugges‘ed by both educationists and economists. Educationists have
pointed out that the formal curriculum is only part of what is taught, and have explored what
has come to be labelied the “hidden curriculum™ of courses and institutions. :hose implicit
messages which are embodied and transmitted in what is taught and how aad where it is
taught. Economists likewise have pointed out that formal labour contracts zre inherently
incomplete, and that workers alway's have a hidden element of “discretion” in hew they work.
Such discretion is influenced by individual attitudes and group norms. This poinis to the
potential importance of such cultural variables in economic performance, thougu the nature
and impact of these remains rather speculative.

One of the reasons why post-compulsory education is a complex field of policy is that it
brings together the two broad policy themes which have dominated the last two decades:
education and cquality, and education and the economy. Both these presuppose a relatively
direct relationship between education and society. Both themes remain central to any analysis
of the post-compulsory field, and both have run like leitmotivs through this report. But it may
be that some of the most important cffects of post-compulsory education are indirect rather
than direct, influencing the cultural variables which in turn affect both social relations and
economic performance.
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main report.
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M. Pier Luigi Bongiovanni and M. Giorgio Allulli, Centro Studi Investimenti Sociali
(CENSIS), Roma.
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Mr. Hideo Iwaki, Senior Researcher, National Institute for Educational Research, Tokyo.
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Mr. F.J.M. de Rijecke, Deputy Director, Policy Development for Secondary Education,
Ministry of Education and Science, The Hague.
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Mr. Mats Myrberg, National Board of Education, Stockholm.
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M. Emile Blanc, Ancien délégué dc la Conférence Suisse des Directeurs Cantonaux de
Iinstruction publique aux relations internatiorales, Berne/Gendve.

UNITED KINGDOM (ENGLAND AND WALES) (EN)
Mr. Jack Mansell, formerly Chief Officer, Further Education Unit (FEU), London, and
Mr. John Millar, Consultants at Work, Ware.
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Mr. David Raffe and Dr. Nils Tomes, Centre for Educational Sociology, University of
Edinburgh.
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Mrs. Ncvzer Stacey and others, Higher Education and Adult Learning Division, Office of

Educationa! Research and Improvement, Umited States Department of Education, Washing-
ton, D.C.
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« Professor Viadimir Muzi€, Facuity of Philosophy, University of Zagreb, Zagreb.
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12 North Frederick Street. Dublin 1
Tel. 744835.749677

ITALY - ITALIE

Libreria Commissionaria Ssnsonis

Vis Benedetto Fortini 120/10,

Casclla Post. 552

50125 Firenze Tel. 055/645415

Via Bartolini 29, 20155 Milano Tel 365033
La diffusione delie pubblicazioni OCSE vicne
assicurata dalke principali Libreric od anche da
Edutrice ¢ Libreria Herder,

Prazza Moatecitorio 120, 00186 Roma

Tel. 6794628
Libeeria Hapli,
Via Hepli 5, 20121 Milano Tel. 865446
Libreria Scientifica
Dett. Lucio d¢ Biasio “Acion™
Via Meravighi 16,20123 Milano  Tel. 307679

JAPAN - JAPON

OECD Publications and Information Ceztre,
Landic Akesaka Bidg.. 2-3-4 Akasaks.
Minato-ku. Tokyo 107 Tel. 586 2016

KOREA » COREE

Kyobo Book Centre Co. Ltd.

P.0.Box: Kwang Hwa Moon 1658,

Seou) Tel. (REP) 73078 91

LEBANON - LIBAN

Documenta Scicntsfica/Redico,

Edison Building, Bliss St.,

20 B. 5641, Beirut Tel. 354329-344425

MALAYSIA/SINGAPORE -
MALAISIE/SINGAPOUR
Umvcmly Malaya Co-operative Bockshop

7 Lrg 5M/227A. Petaling hya
Tel. 7565000/7565428

lnl‘orma\m Publications Pic Lid

Pei-Fu Industrial Building,

24 New Industrial Rosd No. €2.06

Tel. 2831786, 28317938

Singapore 1953

NETHERLANDS - PAYS-BAS

SDU Uutgevenj

Christoffel Planlumlrul 2

Pestbus 20014

2500 EA's-Giravenhage Tel. 070-789911
Voor bestellingen: Tel. 070-789820
NEW ZEALAND - NOUVELLE-ZELANDE
Goverament Printag Office Bookshops:
Auckland: Retail Bookshop, 25 Rutland Stseet,
Mail Orders, 85 Beach Road

Private Bag C.P.O.

Hamilton: Retail: Werd Strect.

Mail Orders, P.O. Box 857

Wethngton: Rewail, Mulgrave Strect, (Head
Office)

Cubacade World Trade Centre.

Mail Orders, Private Bag

Christchurch: Retail, 159 Hereford Street,
Mail Orders, Private Bag

Dunedin: Retail. Princes Street,

Mail Orders, P.O. Box 1104

NORWAY . NORVEGE
Narvesen [nfo Center = NIC,
Bertrand Narvesens vei 2,
P.0.B 6125 Etterstad, 0602 Oslo 6
Tel. (02) 67.83.10. (02) 68.40 20

PAKISTAN
Mirza Book A
65 Shahrah Q\md E-Azam. Lahore 3 Tel. 66839

PHILIPPINES
1. Sagun Enterprises, Inc.
P.O. Box 4322 CPO Manila
Tel 695-1946, $22.9495

PORTUGAL
Livrana Portugal, Rua do Carmo 70-74,
1117 Lisboa Codex Tel. 360582/3

SINGAPORE/MALAYSIA -
SINGAPOUR/MALAISIE
See “Malaysia/Singapor™ Voir
«Malaisie/Singapour»

SPAIN - ESPAGNE
Mundi-Prensa Libros, S.A.
Castell 37, Apartado 1223. Madrid- 2800,
Tel 4313399

Libreria Bcsch. Ronda Universidad

Barcclona 7 Tel. 3175308/3”5358
SWEDEN - SUEDE
AB CE Fritzes Kungl. Hovbokhandel,
Box 16356, S 103 27 STH,
Regesingsgatan 12,
DS Stockholm
Subscri Agel
Wenncrgren.! lelums AB.
Box 30004, S104 25 Stockholm Tel. (08)54.12.00

SWITZERLAND - SUISSE
OECD Publications snd Informatia Centre,

4 Simrockst
Tel. (0228) 21 60.45

Tel. (08) 23 8900

rasse.
5300 Bonn (Germany)
Libeairic Payot,
6 ruc Grenus, 1211 Gendve 11

Tel. (022) 31 89.50
Maditec S A.
Ch. des Palettes 4
1020 - Rencns/Lausanne  Tel. (021) 635 08 65

Bmled Nations Bockshop/Litairie des Nations-

Palais des Nations, 1211 - Geneva 10
Tel 022-34-60-11 {ext. 48 72)

TAIWAN - FORMOSE
Good Faith Worldwide 1at'l Co., Ltd.
9th floor, No. 118, Sec.2, Chung Hsizo E. Road
Taipei Tel. 391.7396/391.7397
THAILAND - THAILANDE
Suksit Siam Co, Ltd, 1715 Rama IV Rd..
Samyam Bangkok § Tel. 2511630
INDEX Book Promotion & Scrvice Ltd.
$9/6 Soi Lang Suan, Plocnchit Road
Patjumamwan. Bangkok 10500

Tel. 250-1919, 252-1066

TURKEY - TURQUIE
Kittur Yayinlari Is-Tark Ltd. Sti.
Atatdrk Bulvari No: 191/Kat. 21

Kavakidere/Ankara Tel. 25 02.60
Dolmabahee Cad. No: 29

Besiktas/Istanbut Tel. 160.71.88
UNITED KINGDOM - ROYAUME- UNl
H.M. Stationery

Postal orders only: (01)873.5483
P.0.B. 276, London SW8 SDT

Telephone orders: (01) 873-9090, or
Personal callers:
49 High Holborn, London WCIV 6HB
Branches at: Belfast, Birmingham,
Bristol, Ediaburgh. Manchester

UNITED STATES - ETATS-UNIS
OECD Publications and Information Centre.
2001 L Strects N.W., Suite 700,
Washington, D.C. 20036 - 4095
Tel. (202) 7856323

VENEZUELA
Libreria del Este,
Avda F. M:randa 52, Aptdo. 60337,
£Zincio Galipen, Caracas (06

Tel. 951,17 05/951.23 07/951.12.97
YUGOSLAVIA - YOUGOSLAVIE
Jugoslovenska Knjiga. Kncz Mihajlova 2,
P.0 B 36, Beograd Tel. 621992

Orders and inquiries from countries where
Dustnbutors have not yet been appointed should be
sent to:

OECD, Publications Scrvice, 2, rue André-Pascal,
75775 PARIS CEDEX 16.

Les commandes provenant de pays o 'OCDE n'a
pas cncore désigné de distributeur doivent &ire

adressées 3¢
OCDE, Service des Publications, 2, ruc André-

Pascal. 75775 PARIS CEDEX 16.
72380-1-1989
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