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Editorial

Aiming to increase the visibility and impact of VET research within the research community
and towards different stakeholders, VETNET has successfully started to publish a series of
proceedings at ECER 2018, which is available online and as a printed version. The 2019 edition
is the second volume on Trends in vocational education and training research. It includes more
than 50 papers that illustrate and discuss planned, ongoing and finalised research, undertaken
by early career to experienced researchers from Europe and overseas. It links up to other
VETNET publications, such as the proceedings of the Crossing Boundaries conference in
Valencia (edited by Fernando Marhuenda and Maria José¢ Chisvert-Tarazon) and its
predecessors in Rostock and Bremen, as well as the publications series Emergent Issues in
Research on Vocational Education and Training from the Stockholm International conference
(edited by Lazaro Moreno Herrera and Marianne Teras).

VETNET is a network of researchers interested in exploring societal, policy, governance,
organisational, institutional and individual factors that shape and explain vocational education,
learning and training across the lifespan. It is an open network, which welcomes members and
contributions from all over the world. With its publications VETNET aims to foster knowledge
sharing and mutual learning among researchers and between research, practice and policy. The
publications help to keep up with current projects and emerging topics in VET, encourage
discussion and cooperation and support the establishment of a European landscape of VET
research.

Papers included in the 2019 VETNET proceedings are based on double-blind peer-reviewed
abstracts that were accepted for presentation at the European Conference on Educational
Research ECER in Hamburg.

We thank the Bern University of Teacher Education for the financial support. A special thanks
goes to Sabine Lehmann for her great support in checking all the references and preparing the

online version of the book.

VETNET builds on the expertise and the commitment of its members — we appreciate their
valuable contribution to the proceedings and other VETNET activities.

Hamburg, 2 September 2019
Professor Dr Barbara E. Stalder Dr Christof Nagele
Bern University of Teacher Education University of Applied Sciences and Arts

Northwestern Switzerland, School of Education

Chair and Link Convenors of VETNET
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Teacher Training Through Research Circles'

Aarkrog, Vibe”
Danish school of Education, Aarhus University, viaa@edu.au.dk

Wahlgren, Bjarne
Danish school of Education, Aarhus University, wahlgren@edu.au.dk

Abstract

The paper addresses training and competence development based on participation in action
research in a current project about dropout among young adults in VET. The paper deals with
a particular kind of action research, called ‘research circle’. The paper concerns the way the
method of research circles has been used in the project in which researchers and practitioners
in VET cooperate, the advantages of employing research circles, and the interrelation of
practice-based knowledge and research based knowledge. The results show that the
practitioners’ outcome of participating in the research circles is mainly experienced-based.
They learn from reflecting on their activities in practice and from exchanging experiences with
practitioners from other schools. The practitioners mostly use the research-based knowledge
for conceptualizing or reflecting on their practice, however also to some extent to change their
actions in practice. The study points to a need for further developing practice in research circles
and more generally in action research focusing on not only transmitting research-based
knowledge, but also transforming the knowledge into directions for action.

Keywords

research circle; practice-based knowledge; research-based knowledge; transfer of knowledge

1 Introduction

Action research has been regarded as a way of bridging the gap between research and practice
(Coleman, 2015). The gap between researchers and practitioner, between research-based
knowledge and practice-based knowledge, has been discussed in a number of academic articles.
Some have argued that the gap is fruitful and must be maintained, the two positions (research
and practice) adding different perspectives to action, a pragmatic and a critical perspective
(Kvernbekk, 2012). Some regard the gap as a serious problem, which must be bridged, in order
that teachers gain access to research-based knowledge (Ulvik, Riese, & Roness, 2018). A
precondition for filling the gap is an equality between researchers and teachers in the social
interaction (Reason & Bradbury, 2008).

We have chosen to keep the title as it corresponds to the previously delivered abstract. However, a more
suitable term is ‘practitioner’ that in the study includes teachers, supervisors and managers.
Corresponding author
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A criterion for qualified action research is that the research must produce new knowledge
or new theory. The research process must produce results with significance (Bradbury, 2015).
Through reflection on practical experiences and by integrating research-based knowledge the
teachers become more qualified (Luttenberg, Meijer, & Oolbekkink-Marchand, 2017).

In a current project about dropout among young adults in VET and basic general adult
education (2017-2019), the method of research circle has been employed. The research circle
is a specific way of organizing the meeting between practitioners and researchers, the aim being
to develop practice as well as creating new knowledge for both practitioners and researchers.
The work in research circles is organized as alternations between scheduled meetings (circle
meetings) and the practitioners’ developmental work at the schools. The researchers and the
practitioners mainly meet at the meetings, where the practitioners will present their experiences
and the researchers the results of their research. Between the meetings the researchers have
occasionally visited the schools, mainly for discussions of the schools’ local developmental
plans; however this these visits have been rather infrequent.

The activities in the research circles qualify the practitioners as well as the researchers.
Thus, the research circle facilitates a learning process as well as a research process. The research
circle can be characterized as ’participatory action learning and action research’ (Zuber-
Skerritt, 2018). The research circle shares similarities with ‘learning circles’ in the way that
both kinds of research activities aim to close the gap between practice and theory (Johansson,
2017). A learning circle focuses on how an object of learning is constituted and how it can be
taught (Thorsten, 2017). However, the aim in a research circle is to improve practice by
integrating practical and research-based activities. In relation to this, the paper deals with two
research questions:

*  How do the practitioners develop practice based on participating in the research circles?
* How does the research-based knowledge qualify the practitioners’ performance in
practice?

2  Method

2.1 Research circles in the project about drop out

In the study of research circles used in a project about drop out, the practitioners included
teachers, supervisors, and managers from six VET colleges and seven adult education centers.
The practitioners were organized in three research circles. 2-3 practitioners from each
institution have participated in the research circles, i.e. all together 35 practitioners. Four
researchers are involved in the project, two researchers participating at each meeting. At the
time of the data collection, five research circle meetings had been accomplished out of all
together seven meetings.

The research circle meetings have a duration of four hours and are conducted according to
the following agenda: 1. The practitioners present their experiences from their activities related
to the project since the last meeting. 2. The researchers introduce to theoretical knowledge that
can qualify the practitioners’ activities. 3. Eventually, the practitioners discuss in groups across
the participating institutions how they will use the theoretical knowledge in practice. E.g. at the
third meeting, 1. the practitioners presented their experiences and reflections on various types
of drop outs (based on research-based knowledge presented at the second research circle
meeting); 2. the researchers presented results from a study of how initiatives at the participating
institutions influence the students’ drop out processes, and 3. The practitioners discussed how
the results inform guidance activities at the institutions.
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2.2 Two sets of data

The study includes two sets of data. At the end of the third and the fifth meetings in the research
circles, the practitioners were asked to reflect on their learning outcome from participating in
the research circles, focusing on what they had learnt and how they had learnt. Firstly, the
practitioners should each write down the answers to the two questions. Secondly, they should
discuss their answers with the colleague from their own school, the aim being to elaborate their
perceptions. Thirdly, the various perceptions were presented in a plenary session and summed
up by the researchers. The data includes five summaries.

The second set of data consists of interviews with the practitioners; five individual
interviews and seven group interviews were conducted, the groups consisting of 2-3
practitioners. The practitioners were asked to describe their outcome from participating in the
research circles. Hereafter, the practitioners were systematically asked about specific possible
types of outcome. The interviews had a duration of half an hour to one hour, were recorded,
and summarised, central passages in quotation.

The two sets of data were analysed and thematised in relation to the two research questions.
This included categorizing the statements into statements about practice-based knowledge,
respectively research-based knowledge. The theoretical framework includes Gilbert Ryle
distinction between knowing that and knowing how (Ryle, 1949) and theory about transfer
focusing on ways of applying knowledge in practice (Eraut, 1994; Wahlgren & Aarkrog, 2012).

3 Results

The presentation of the results is structured according to the two research questions.

3.1 How do the practitioners develop practice based on participating in the research
circles?

According to the practitioners, participating in the research circles has an impact on practice in
several ways.

Participating in the research circles and being part of a research project motivates and
legitimates that time is spent on improving practice at the educational institutions. The
practitioners perceive it to be important to participate in a research project. The advantage of
participating is that they perceive a coherence between the work being done in the research
circles and the work at the educational institutions.

Secondly, the research circles strengthen the focus in practice; the practitioners have to
choose a specific focus for their activities in practice; they have to report experiences from
conducting the specific activities at the research circle meetings and they have to — together
with the other participants at the meetings — to reflect on and in that way systematize their
experiences. We mostly learn ... when we prepare the presentation of our actions and
experiences (V3).

Thirdly, the practitioners learn from each other: We learn a lot on the way back to our
school when we talk about what the others have done (V3). The exchange of experiences among
the practitioners inspires developing practice: You are inspired by the others... We have stolen
the concept of ‘can — will’ (a concept that one of the institutions presented at a research circle
meeting), because we think this concept clarifies to others at our school, what we are doing
(E2).

However, does participating in the research circles actually have an impact on practice in
the participating institutions? Participating in the research circles has an impact on the way the
practitioners perceive their practice: We have started to think more about what is going on in
the students’ brains (V4). Some of the practitioners have also changed their actions: We have
changed practice so the guidance counselor at the school visit the class in the beginning of the
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classes, meaning that guidance counselling is not only initiated in cases of too much absence.
Now, we have contact with all the students from day one (V1). Some of the practitioners have
also started to reflect more on their own performance.

Summing up, the experience-based part of the research circles is particularly important for
the practitioners and for developing practice; the practitioners learn from reflecting and making
experiences based on their drop out activities at their own institutions, and they are inspired by
exchanging experiences with practitioners from other institutions.

3.2 How does the research-based knowledge qualify the practitioners’ performance in
practice?

The general impression from the interviews is that the practitioners think that they learn a lot
from participating in the research circles and that the research-based knowledge play a
significant role in the project.

Through participating in the research circles, the practitioners are introduced to two kinds
of research-based knowledge. The one is research-based knowledge that has been developed in
previous research, e.g. knowledge about dropout (Rumberger & Lim, 2008) or theory that deal
with factors that have an impact on the students’ decision to stay in or drop out of an educational
program, e.g. the concept of self-efficacy (Bandura, 1997), self-determination theory (Deci &
Ryan, 2000), theory about goal setting (Lunenburg, 2011) or the teetering theory, which
describes students’ vacillating between staying in or dropping out of school (Lessard et al.,
2008).

The other kind of knowledge is knowledge produced in the project, i.e. knowledge based
on empirical data that the researchers —sometimes together with the practitioners - have
collected. This research-based knowledge concerns types of decision-making processes among
the students (Aarkrog, Wahlgren, Larsen, Mariager-Anderson, & Gottlieb, 2018; Wahlgren,
Aarkrog, Mariager-Anderson, Gottlieb, & Larsen, 2018).

Based on the data, another categorization research-based knowledge can be made, defining
four categories:

The first category is ‘categorization of knowledge’; in the project we have developed a
categorization of decision-making processes, where four types of processes have been
categorized. The practitioners can recognize these categories from their practice; they have just
never used these categories before. However, the research-based knowledge can be used to
label the different students and to differentiate actions in relation to the students: The four types
of students are important,; a new tool in relation to supporting the students, the knowledge can
be transformed, because we can recognize the knowledge in practice (E1). The practitioners
can use the research-based knowledge in practice because they perceive identical elements
between theory and practice (Thorndike & Woodsworth, 1901).

The second category of research-based knowledge can be conceptualized as a ‘frame for
understanding’. E.g. the practitioners are introduced to the teetering theory including a
visualization of the students vacillating like a rope walker: The article about teetering launched
new ideas. You understand better the various ways of behavior among the students (E3). The
frame of understanding is a frame for mutual understanding, because the practitioners can share
the concept: The more we meet the better the shared language... the teetering concept is good:
we need a common language to talk about what it is all about (V1).

The third category of research-based knowledge is ‘scientific theory’ that can be used as
direction for actions or as explanation for actions. The concept of self-efficacy (Bandura, 1997)
is used in this way: We try to base our dialogues with the students on positive matters in order
to strengthen their autonomy or self-efficacy (V1).

The three first categories can be conceptualized as ‘knowing that’. The fourth category of
research-based knowledge is ‘knowing how’. Knowing how has been developed in the data
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collection and data analysis. The practitioners learn a research-based method that some of them
continue to use in interviews with the students, e.g. when the guidance counselor have
interviews with the students about their plans, problems etc.

The data show that the practitioners apply the knowledge differently and to different
degrees; some do not apply the knowledge at all, and relatively few apply the knowledge to
change actions in practice. Some kinds of knowledge is easier to apply that other kinds. While
expressing satisfaction with learning the scientific theories e.g. about self-efficacy, this
category of knowledge is used rather seldom. The practitioners use the first two and the fourth
category of knowledge more. Thus, the practitioners use the categorization of decision-making
processes, the teetering theory and the methods for conducting interviews.

The data shows that the practitioners use the research-based knowledge that they have
contributed to develop more than results from other empirical studies of e.g. dropout.

4 Discussion

The analysis shows that the practitioners learn from participating in research circles. They enjoy
being introduced to theories; they feel inspired, they are able to talk about their practice in a
new way, and some of them even adopt the method for conducting interviews.

Does that mean that the practitioners have been trained? From a transfer point of view,
training has not succeeded if the practitioners have not developed their competences,
competence meaning the ability to perform adequately in current contexts. If the practitioners
have developed their competences, they are supposed to perform in new ways.

Do you perform in a new way when you are able to label your practice, e.g. by using the
categories of decision-making processes or by using the concept of teetering in talks with
colleagues? It is a recurrent result in studies of transfer - not least transfer in academic education
- that the students report that they have learned new concepts or understandings; however often
they have not changed their actions in practice (Aarkrog, 2008; Stegeager, 2014).

In relation to research circles and generally in relation to action research, the aim is
research-informed development of practice. However, some research-based knowledge is too
general to directly transfer into a development of practice. A translation is needed (Hermansen
& Mausethagen, 2016). Research into transfer shows that the more specific the research-based
knowledge is the easier it is to apply in practice (Dreer, Dietrich, & Kracke, 2017; Lancaster,
Milia, & Cameron, 2012). Specific knowledge is e.g. models, principles, rules or procedures.

Difficulties in applying research-based knowledge is apparent in research about action
research (Ulvik, Riese, & Roness, 2018). The results of our research point to having a greater
focus in the research circles on translating the general theory into specific knowledge that can
guide the practitioners in developing practice.

5 Conclusion

The study shows that the practitioners’ main outcome from participating in research circles
concerns experience-based learning. Being forced constantly and systematically to reflect on
their practical experiences and sharing these experiences with practitioners from other colleges
the practitioners develop their competences in relation to reducing drop out.

The results also show that the practitioners are keen on obtaining research-based
knowledge. However, while the practitioners mostly use this knowledge as a conceptual
framework and a way of talking about practice, the research-based knowledge has less impact
on the practitioners’ actions in practice and consequently on developing practice.

The study confirms results from other studies of transfer showing an interrelation between
on the one hand proximity, specificity, and first hand experiences and on the other hand the
degree of impact on the practitioners’ actions. The research-based knowledge shares more
identical elements with the practitioners’ own experiences, the more useful they perceive the
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knowledge is for their practice. This mean that the practitioners learn most from reflecting on
own or other practitioners’ experiences. The more specific the knowledge, the more useful: the
four types of decision-making processes are relatively specific and therefore useful, and the
same goes for the teetering concept not least because this concept has been visualized in
drawings of ropewalkers. When the practitioners participate in developing the research-based
knowledge, they are more likely to apply the knowledge in practice than when the knowledge
has been developed by others: when the participants participated in the interviews, they
developed a confidence with the method that enabled them to try out the method themselves.

The study points to a need for developing practice in research circles and more generally
in action research, focusing on not only transmitting research-based knowledge, but also
transforming the knowledge into directions for action.
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Abstract

In the context of digitalization numerous initiatives and projects have been started, most of
them focus on technical competences. The question of social skills is only marginally discussed,
although interaction, communication, cooperation and team skills in increasingly networked
work processes are a central prerequisite. Social competence is more than an add-on and has
functional relevance for apprenticeship and the development of vocational competence.
Following on from first results of a research project in the funding guideline "Promotion of
social competence in dual training, in particular for the integration of refugees of the Federal
Ministry for Economic Affairs and Energy", the article discusses the promotion of social
competence in apprenticeship. The article deals with the social skills of apprentices in the first
year of apprenticeship in industrial technical training occupations, in the context of a learning
project.

Keywords

social competence; apprenticeship; future of work; vocational education training

1 Introduction: The importance of social competence

Research on recruiting apprentices shows that companies have increased expectations and
expectations of social skills and interpersonal relationships with young people (Protsch,
Gerhards, & Mohr, 2017). This requires apprentices to make an effort that is not to be
underestimated to build up previously social skills. Part of this effort can already be
significantly reduced by apprenticeship if this expectation is included right from the start as an
integral part of the content and methodology vocational training process. Until the 1880s,
vocational education training relied mainly on craftsmanship (for example, in dealing with
complex machine tools) and an understanding of existing processes (Brater, 2010). The
question of social skills is, if at all, addressed only marginally so far, although interaction,
communication, cooperation and team skills are an essential prerequisite for increasingly
networked work-processes. In addition, the provision of social competence in apprenticeship
makes a significant contribution to prevent contract solutions and increases the chances of
taking over after the end of the apprenticeship. Therefore, social skills are more than only an
add-on and have functional relevance for the development of occupational skills. Data from the
IAB ZEW company survey on "Workplace 4.0" shows that the promotion of interdisciplinary
qualifications in the context of company-based training is increasingly playing a role, especially
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for companies with Workplace 4.0 investments (Janssen, Leber, Arntz, Gregory, & Zierahn,
2018; Warning & Weber, 2018). In view of increasing interdisciplinary work, structures of
vocationally are losing importance in future VET in favour of an interdisciplinary approach that
requires social skills. So far, we assume that, the more knowledge-intensive the work the higher
the demands on social skills.

In many cases, there is a shift to social skills only in the event of disruptions and conflicts.
Instead of this problem-oriented discourse, we assume that social competence functions equally
as a prerequisite and as the goal of vocational learning processes. There is no universally
accepted definition of social competences (Reiflig, 2006). Difficulties with the construct "social
competence" lie in particular in its blurring and the different theoretical and disciplinary
references from the psychological, sociological or pedagogical research. While some well-
established procedures exist for the collection and promotion of general social competence
(Kanning, 2003, p. 31), the promotion of social competences in the vocational context is
neglected. Although in the course of the reform of the Vocational Training Act (BBiG) in 2005,
the vocational competence was anchored as a model of vocational training and the competence
dimensions methodical, personal and social competence in itself, the social competence nests a
niche in favour of investigations for modelling and measuring vocational competencies. The
concept of competence is used in the project in a pedagogical understanding. According to
vocational education research, we define social competences as "dispositions for purposeful
interaction with other people about factual, social or personal issues in specific types of
situations" (Euler & Bauer-Klebl, 2009). Based on theories of action theory and constructivism,
learning social competences shape vocational competencies. According to psychological and
vocational educational approaches, the construct of social competence is not understood
exclusively as a personality trait, but always includes an environmental or situational reference
(Euler & Bauer-Klebl, 2009; ReiBig, 2006).

Based on first results of a research project in the funding guideline "Promotion of social
competence in dual training, especially for the integration of refugees* - funded by the Federal
Ministry for Economic Affairs and Energy - the paper discusses the promotion of social
competence in apprenticeships. The paper deals with the social skills of apprentices in the first
year of apprenticeship in industrial technical training occupations, in the context of a learning
project. While social skills are indisputable in training occupations with interactive
requirements - such as commercial occupations and nursing professions - social skills in the
technical field have long been neglected.

The aim of the paper is to clarify that social competence cannot be reduced to a personal
trait, which has to be "teased out" by the training staff, but rather the interaction between
operational, personal and vocational aspects between the poles of assertiveness and adaptability
concretized.

2 The learning project 3D-printer - methodical approach

To enhance the social competences of apprentices, the research project focusses the
implementation of the learning project "Development and Construction of a 3D Printer". It is
about how the apprentices work together in the learning project, plan the next steps and support
each other. For the concretisation of the construct "social competence" workshops and semi-
structured interviews with the apprentices were carried out. In addition, semi-structured
interviews were conducted with vocational trainers to find out what expectations are made of
young people. The implementation of the project was also boosted by the high relevance of
vocational education training in the company. At the beginning of the new vocational training
year, a multi-day workshop takes place regularly together with trainers and all new apprentices
in a seminar hotel outside the company's location. A goal of this workshop is to promote the
social coexistence between the apprentices and the staff.
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As a heuristic model for the development of social competences, we refer to the topic-
centred triangle (Euler & Bauer-Klebl, 2009) in order to make the interactions between subject,
individual competencies and teamwork visible (Figure 1).

Learning Project 3D-Printer

Apprentice Competences of the apprentice for the group Team

Competences of the team

Figure I = Heuristic Model: The topic-centered triangle

The focus lies on the action regulation (interaction partner as subject with own interests,
experiences to perceive and accept values) and perspective coordination (ability to relate the
different perspectives to each other). The implementation was carried out by semi-structured
interviews and workshops with the apprentices and the vocational trainers. Sixteen apprentices
from the first year of apprenticeship participated in the project. The age range was between 18
and 28 years. Three quarters of the apprentices had a migration background (especially Turkish
background). The committed and motivated participation of the apprentices in the project also
results from the fact that for two-thirds of the apprentices the apprenticeship is the desired
occupation.

Building on the activity model of social competences (Runde, 2001), according to which
social competence is acquired and applied not in general but in specific situations, the learning
project is differentiated into 5 learning situations (Figure 2), which address technical as well as
social skills. In this way, it is possible to concretize the four overarching social skills of
teamwork, conflict resolution, communication skills and organizational skills and relate them
to the working-process.
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Figure 2 Model of situational social competences in the learning project 3D-Printer

The aim of the project was to promote social competencies in vocational education not
only "en passant”" or through unique experiential educational events, but to integrate them into
the vocational educational training practice. Advantages of the learning project 3D printers are:

*  occupation-typical practical and current task by building a 3D printer,

* complex task processing oriented to the complete action,

* processing the learning project is only possible through the coordination of individual
competences and social interaction and communication,

*  joint planning and coordination.

The apprentices get technical support in the implementation of the learning project
primarily by the vocational trainees, but also states a good half of the apprentices to turn to
second year or third year apprentices in case of problems and uncertainties. It clearly shows
that the learning project can only be successfully mastered together and across all vocational
fields, that the apprentices depend on each other to complete the learning-project successfully.

In addition to the vocational trainers, apprentices from the second and third years of
apprenticeship can make a significant contribution to promoting a constructive working
atmosphere as well as a learning and error culture. In many cases, contact persons for new
apprentices are shaped on an informal level. In the project, these informal contacts from the
second and third year of apprenticeship were explicitly designated as mentors. It is often already
apparent at the informal level which apprentices from the second or third year of apprenticeship
are suitable as mentors for the new apprentices. They are apprentices who are open in
communication, show an interest in the operational work-processes and contexts and are
characterized by helpfulness. This also means not only responding to questions which are
directly addressed to them, but also hearing and seeing if a trainee needs support. For
apprentices in the first year of apprenticeship, the mentors are important contact persons,
because they are like-minded people in "small short questions". Through their explicit choice
as mentors, the sense of responsibility for the support of the apprentices in the first year of
apprenticeship increased. The mentors "help" the apprentice with "any questions". This is done
not only on direct questions, but also adaptively, for example, by the mentors hearing from the
sounds of the machine whether the tuning parameters are correct.
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3 Challenges for the trainers in vocational education

Trainers in vocational education play a key role in providing the necessary occupational
competences as well as in the socialization of apprentices. The competence profile of trainers
can be derived from the four fields of action of Ordinance on Trainer Aptitude (AEVO):
examining and planning training, preparing, executing and completing training, and assisting
with the recruitment of apprentices. In general, these tasks can be divided into organizational
and administrative tasks, didactic-methodological tasks (planning and implementation),
educational tasks and socio-pedagogical tasks. In view of the changing socio-structural
composition of apprentices and changed work processes, trainers are confronted with new
demands and tasks. In addition to their traditional training activities, they act as moderators,
learning process facilitators or coaches.

The task of the vocational trainers is to shape the occupational socialization process of the
apprentices. The trainers move in the field of tension, on the one hand to prepare for the
operational structure and the operational control system, on the other hand they have to be open
to the interests and values of the young people (Diettrich & Harm, 2018). In view of the
changing socio-structural composition of apprentices and changing work-processes, vocational
trainers are confronted with new demands and tasks. In addition to their traditional training
activities, they have to act as moderators, learning process facilitators or coaches.

4 Form a soloist to a teamplayer

When it comes to the question of social competence, the demand for group work is almost
reflexive. The occupational socialization space requires an orientation towards others, such as
colleagues and trainers, as well as the group ("not only for me, but learning for the team"),
while in school by the subject orientation individual learning is in the foreground (“soloist").

The quote from an interview with an apprentice in the third year of training illustrates the
challenges of the transition process and the "arrival" in the workplace:

“At school, I preferred to do things on my own, because I was also a step ahead of many
scholars, and group work is always a bit difficult, because some people lag behind, they do not
do that much and I was much further away. This has changed the most here in the company,
because you had no choice, so you were confronted with it directly. You have to do some project
together now. You do not do the projects alone, but different occupations together or you just
do not know some things and you have to explain them to yourself or do it together with
somebody.”

Requirements for social competence become equally virulent in project work at the content
and relationship level. The overwhelming majority of the surveyed apprentices confirms the
fact that group work promotes the technical exchange. However, the apprentices attribute a
higher meaning to the social exchange than to the technical and professional one (Figures 3
and 4).
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Group work promotes technical exchange
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Figure 3 Group work and technical exchange

Group work promotes social exchange
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Figure 4  Group work and social exchange

Furthermore, one third of the apprentices agree that group work takes too much time, and
they could do it faster on their own (Figure 5).

Group work takes too much time.
| would do it faster on my own.

-

ORNWHBUVON®OO

fully agree rather agree rather disagree disagree

Figure 5 Group work and time

The apprentices pay close attention to whether the work in the group is equally distributed.
This shows a dilemma that young people have to overcome: on the one hand, they must and
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want to distinguish themselves from the trainers; on the other hand, they must and should
behave cooperatively.

5 Promotion of social skills through regular

Almost all apprentices asked for feedback on technical and vocational questions. One third of
the apprentices also want feedback from the vocational trainers in case of problems with other
employees and apprentices. Only four apprentices also want a feedback from the vocational
trainers in case of private problems. In addition, the apprentices want regular feedback
(Figure 6).

How often do you want feedback from your
trainers/ educators?

2
1 — 1

Regularly (once a Only for specialized Only for social Only at my request
week) problems problems

Figure 6 Regular Feedback

The desire for regular feedback from the trainees is of key importance to the apprentices in
their first year of apprenticeship. The transition from school to work-based education is
accompanied by uncertainties that have to be taken into account by the trainer. The apprentices
want to know what they are looking for and wish to embedding their work tasks in the
workplace. The apprentices are not only concerned with subject-specific feedback - for
example, if a component has been processed correctly - but also with feedback on the behaviour
in the workshop, the communication with the trainers and the other apprentices. Interesting in
this context is that in particular the trainees who spend a longer period in the apprenticeship
workshop, the care of the vocational trainers rate is higher.

The following questions sensitize for social competences without evaluating them:

*  How is information obtained? (for example: independently, via third parties)

*  What is the significance of the individual and the group?

*  What role do rules and regulations play for the apprentices?

*  What role do age and gender play in communication between apprentices and vocational
trainees?

6 Conclusion

The study shows that the integration of project work in vocational training increases the
sensitivity for social skills. A particular challenge lies in the communication across the different
vocational profiles. In future it will be necessary to combine vocational occupational content
more closely than before with inter-occupational projects.

Three results should be emphasized: First, the study showed that for the apprentices the social
exchange in group work is in the foreground and cross-occupational group work as a didactic
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method for dealing with complex problems plays a subordinate role, so far. This, as well as the
results of the surveys that the apprentices expressed scepticism regarding a fair assessment of
group work, indicate that the primacy of the subject matter as an individual competence has
priority. At this point further learning projects are also desirable between the learning venues
company and vocational school in order to promote the simultaneity of occupational and social
competences through learning projects.

Secondly, the sceptical attitude of the apprentices towards group work. The apprentices
pay close attention to whether the work in the group is equally distributed. This points to the
social preconditioning of group work. Vocational trainers face the challenge of not only taking
into account technical aspects of group affiliation, but also social ones.

Social competencies concretize between the poles adaptation and assertiveness. The
apprentices are challenged to position themselves in the social structure in the company with
their rules and hierarchies between individual profiling and social integration. Two attitudes
can be distinguished: On the one hand, apprentices who try to distinguish themselves at an
occupational and technical level by highlighting their vocational skills, on the other hand,
apprentices who emphasize their reliability, seriousness and commitment. In this context,
sometimes the various demands on the apprentices’ conflict: on the one hand, self-employed
personalities are sought, but at the same time, the hierarchically structured corporate social
structure demands conformity and subordination rather than a self-confident appearance and
individual action. The simultaneity between networked inter-occupational work processes and
still existing hierarchical company structures represents a special challenge for the apprentices.
On the one hand, the operational demands regarding self-responsibility and independent work
increase, on the other hand, the micro-enterprise structures require "suitable" employees.
Furthermore, the hierarchically structured company demands rather conformity and
subordination instead of a self-confident appearance and cooperative action at eye level.
Therefore, vocational trainers are challenged to act as moderators and coaches in addition to
their traditional educational work, given the changing social structure of apprentices and
changing values and attitudes to work.

Thirdly, in many cases, in everyday vocational training, certain apprentices are repeatedly
asked as contact persons for problems and questions. Recognizing these informally acquired
competences through mentoring activities arouses great interest in the apprentices. Here, the
apprentices would be willing to take additional lessons on the subject of feedback methods and
communication models in their spare time. The goal would be to list this mentoring activity in
the work certificate.
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Abstract

In this paper, I explore how work-based learning is enabled and constrained in retail stores
using cloud-based platforms integrating the point of sale system with retail management
systems. The context of the study is an adult retail apprenticeships program focusing work-
based learning at the checkout. Among the results is that work-based learning in the digitalised
checkout involves two supervisors — a personal and a digital — using different languages. The
results of the study give some implications for the design of adult and vocational education
increasingly situated in a world of internet networks, websites and mobile devices.

Keywords

work-based learning; mPOS; retail; personal supervisor; digital supervisor

1 Introduction

Learning has been influenced and enabled by technology for millennia. What separates digital
information systems from previous technologies, for example pen, paper and video, are that
they are interactive, enabling forms of communication and collaboration undreamt of in the
past. Education and work increasingly situated in a world of internet networks, websites and
mobile devices challenge our conceptions of professions, working and learning (Duval,
Sharples, & Sutherland, 2017). Retail checkouts in physical stores are one example where the
implementation of digital mobile technology, information systems and e-commerce are
intertwined in cloud-based platforms, transforming work and work-based learning. Meeting the
new demands, a more holistic view on technological innovations, work and education are
emerging, recognising the complex relationships between technology, society and the
individual (Lang, Siemens, Wise, & Gasevi¢, 2017; Littlejohn, 2017; Manceau & Morand,
2014). Aiming at a holistic view, I take a practice-theoretical approach to exploring work-based
learning in digitalised checkout practices. A digitalised checkout practice refers to a checkout
where the work activities are based on and involve interaction with a point of sale (POS)
platform integrated with the store’s retail management system (RMS), other stores and
platforms.

For a long time, technologically deterministic arguments have prevailed in research, as
well as in work and policy documents, that assumes that when people have access to technology
in the workplace, in school or at home, then other benefits will automatically follow (Grant &
Eynon, 2017). In a previous study of math containing activities in a Swedish adult retail
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apprenticeships (Arkenback-Sundstrom, 2017), I found that: a) supervisors, apprentices and
store managers mainly associate mathematics with the checkout practice b) Math activities
involve interaction with digital technology and ¢) Learning to use the technology in work may
be associated with problems. Drawing on a reanalysis of the data, I further the role of digital
devices and information technology in work-based learning at the checkout. Using the theory
of practice architectures (Kemmis & Grootenboer, 2008; Mahon, Francisco, & Kemmis, 2017),
I aim to answer the following research questions:

1. What role does a mobile point of sale (POS) system have in the learning practice?
2. What enables and constrains the development of vocational competencies for work in
(mobile) digitalised checkout practices?

In supermarkets and grocery stores, the education time for cashier work at the checkout
has decreased as technology has evolved and automatized work activities at the checkout. After
one or two hours of training with the POS system, the new employee is expected to work
independently at the checkout (Andrews, 2014). Technology developers and vendors, on the
other hand, describe the opposite; more time is needed to learn modern POS software. Vend
(Wood, 2018), for example, suggest that an employer investing in a POS platform should set
aside around 40 hours for an employee to get up and running on easy-to-use software.

2 Theoretical framework

Practice theoretical approaches are increasingly used in studies of socio-technological changes
in organisations and education, for example, activity theory (Engestrém, Miettinen, &
Punamiki, 1999), actor-network theory (Latour, 2005), CHAT (Engestrém, 2001), and in
recent years the theory of practice architectures (Kemmis & Grootenboer, 2008; Kemmis et al.,
2014). The theory of practice architectures, theoretical standpoint and analysis tool for the
study, enables both a theoretical, an analytical and a transformative approach when studying
work-based learning. Theory of practice architectures was first articulated by Kemmis and
Grootenboer (2008), building on Schatzki's (2001) concepts of practice and the critical insights
of Habermas (1974). The theory assumes that social reality consists of a variety of practices
that we daily, without further reflection, engage in and take for granted. These practices are
constituted in the human practitioners' activities of ‘sayings’, ‘doings’ and ‘relatings’ that ‘hang
together’ in characteristic ways in a distinctive project.
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Material-economic
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arrangements

In the medium
of activity & work

In the medwum
of language

Sayings :

Project:
Learning the
Checkout

Relatings

In the medium of
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Social-political
arrangements

, . Intersubjective . .
Learning Practice dimension Practice architectures
'Sayings’ Cultural-discursive arrangements
“The cash register Is just a computer Semantic space Retail language; Swedish; English,
and everyone knows that” Interface language of mPOS
‘Doings’ Physical Material-economic arrangements
S demonstrate how to do, A observe . mPOS system: checkout counter
= space-time

and listen
'Relatings’ Social Social-political arrangements
Master-apprentice roles space The store's values, rules and goals

Figure 1 =~ Work-based learning at the checkout through the lens of theory of practice
architectures (authors interpretation, Mahon et al., 2017, p.11).

A learning practice at the checkout is, analytically speaking (Figure 1), interactionally
secured in apprentices’, supervisors’ and customers’ characteristic ‘sayings' and thinking in
semantic space, realised in the medium of language; ‘doings' in physical space-time, realised
in the medium of activity and work; and ‘relatings' in social space, realised in the medium of
power and solidarity. The project of the learning practice is Learning the Checkout. The practice
architectures are the particular resources or arrangements found or brought to the checkout that
together make possible and constrain action and interaction in the learning practice.
Analytically (but not in empirical reality), the practice architectures can be separated into three
dimensions (Mahon et al., 2017). Exploring the practice architectures of learning practices at
the checkout can thus help to analyze, understand from different perspectives, and thus develop
learning situations.

Cultural-discursive arrangements encompass what appears in semantic space registered in
our minds, in language. The ‘cultural-discursive’ prefigure and make possible particular
sayings, enabling and/or constraining what it is relevant and appropriate to say (and think) in
performing, describing, interpreting, or justifying the practice. Material-economic
arrangements encompass what appears in the physical space-time of the practice. They are what
we encounter as bodies, moving around in the materiality of things in the physical world in
which we encounter one another. The 'material-economic” prefigure and make possible
particular doings in the learning practice and the checkout practice enabling and/or constraining
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how to move about in the learning practice. Social-political arrangements encompass what
appears in social space. They are how we will form (or not) bonds of belonging and solidarity
with one another or be in relations of power with or over or under one another. The 'social-
political' prefigure and make possible particular relatings between the apprentice, the
supervisor, the customer and the digital technology in the learning practice.

3 Method

In this paper, I reanalyse data from empirical research of an adult retail apprenticeships
education conducted between 2014-2015 (Arkenback-Sundstrom, 2017). The research was
conducted by using a combination of qualitative methods found in ethnographic research:
participatory observation, shadowing, interview, photo, audio- and video recording, field notes
and apprentice logbook. The focus of the study was a Sales Assistant apprenticeship program
offered by North School and South School, two adult education providers in a larger
municipality in southern Sweden. The program consisted of eight selected retail courses from
the corresponding upper secondary vocational program and the vocational teachers were
responsible for assessment and grading. Every fifth week 3-20 students started the program,
structured with work-based learning four days/week and school-based learning one day/week.
The goal with the education was to become employable sales assistants. Six apprentices from
each school, two teachers and supervisors from 15 workplaces within sports, fashion, shoes,
home electronics, jewelry & accessories, design, supermarket and home furnishing participated
in the study.

This paper, focusing on work-based learning at the checkout, builds on data material from
eight of the twelve apprentices and nine supervisors. It consists of field notes, logbook notes,
photos, video recordings, interview and Group Supervision transcripts. The central part of the
data was produced through action research in collaboration with the six students from South
School. In the dual roles as researcher and mentor, I met the students at South school throughout
the program for 'Group Supervision' on the theme "Learning to Learn at Work" (90 min/week).
Four sessions were audio recorded. According to the methodology of action research, the
dialogues were based on the students' and the researcher's logbook notes. The structure of the
apprentice logbook was developed continuously in collaboration with the students. Four
sessions were audio recorded.

I conducted 1-3 observations/apprentice (30-60 min) of work-based learning in checkout
practices, followed by interviews with the apprentice and the supervisor. Three apprentices
switched workplace twice, one finished the program within 36 weeks instead of 40, and three
were hindered from continuing at the workplace. Between 2016 and 2019, I conducted six
complementary observations of checkout practices and follow-up interviews with two of the
supervisors and one of the apprentices.
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Table 1 Study participants and data collection methods
Study participants Work-based learning School-based learning
Apprentice | Super- Workplace 2014-2015 2016-2019 2014-2015 | 2014-2015
visor 4 days/week Observation + | Observation Group- Apprentice
interview. S +field Inter. | supervision Logbook
North School | (S) (weeks at workplace) | (no.) (no.)
Learning to | Structured:
Dilba 2 (sales floor) Learn at Describe
40 weeks S1 Sports (16) 1 (S1:checkout/ Work Reflect
(quit program) sales floor) Evaluate
90 min/week Plan
1 (storage)
Dominic . 1 (checkout) 3(checkout/sales
(quit program) e SHaoRle) 1 (checkout/ floor/storage)
sales floor)
South School (S) (weeks at workplace) | (no.) (no.) (no.) (no.)
Dahlia S3 Furniture (24 ) 2 (checkout)
40 weeks S4 Fashion (16) 2 (cl}cckoul/ 3 (cl}cckoul/ 6 6
sales floor) sales floor)
Diana S5 Jewelry & Accessories | 3 (checkout/ 1 (Diana: 6 6
36 weeks (36) sales floor) follow-up)
Disa - Fashion (10) -
. Jewelry & Accessories | 2 (checkout/ 6 4
Bitdicon 86 (30) sales floor)
David - Grocery (10) -
) Home electronics 2 (mPOS/sales 6 4
b 57 (30) floor)
Dai
2; ifficks S8 Clothes (16) 1 (checkout) 3 1
Daniella - Health food (10) -
40 weeks S9 Fashion (20) 6 3
(auit workol) 2 (checkout)

The analysis was made in three steps: 1) Analysis of the sayings, doings and relatings in
the activities at the checkout to gain knowledge of what is happening in the learning practice.
2) Analysis of the cultural-discursive, material-economic and social-political arrangements
shaping the learning practice 3) Analysis of the role of mPOS in the checkout and learning
practices.

4 Results

The supervisor’s and apprentice’s knowledge and understanding of checkout work, what to
learn and in what way are, analytically speaking, cultural-discursive arrangements that will
shape the learning practice evolving (Table 2). The mPOS system, the checkout counter, and
the supervisor’s time for engaging in the learning practice, meanwhile working at the checkout
are examples of material-economic arrangements composing the learning practice. The store
managers and supervisors described that besides Swedish literacy, personal qualities such as
social, initiative taking and having the right attitude and accuracy in work are essential for
succeeding at the workplace. They can be understood as social-political arrangements shaping
the relationship that the store wants to establish with its customers. When perceived, the
apprentice was not showing these qualities in work, as for Daniella, Dilba and Dominic, the
apprenticeship at the workplace were ended.
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Table 2  Practice architectures composing the ‘sayings’, ‘doings’, and ‘relatings’ in learning

practice.
Leam_mg practice Intgrsubj ective Practice architectures
apprentice, supervisor dimension
Sayings Cultural-discursive arrangements
All S: The cash register is quite easy to handle, you Retail language; Swedish; English, Interface
can always learn it. It's just a computer and everyone language of mPOS (buttons, symbols
knows that. S3: If you don’t know the computer nor abbreviations pictures, diagrams, tables,
the language, then it will be difficult to work here. numbers, textboxes; spatial words &
There is no time for learning it in work. S9: We do concepts); Ideas and thoughts of sales
not fold like this, I'll show you how to fold correctly. assistants work & apprenticeships.
Daniella: Does it matter? The others folds in another | Semantic space | Internal c-d arrangements:
way. S2, S3, S8: Now you forgot to scan the label; apprentices (and supervisors) literacy,
All S: Remember to say hello, smile and make eye numeracy, spatial thinking & digital
contact with the customer. Dahlia: I just clean up knowledge

and pick goods, I learn nothing. I want to show I
know the checkout” S1: She did not take any
initiatives; it was like working with a child and that
doesn 't work here. I'm not a Swedish teacher

Doings Material-economic arrangements
S demonstrate how to do, A observe and listen; mPOS system (computer, iPad, touch screen,
Example sales closure: greet customer, smile, eye keyboard, cash drawer, mouse, iPad,
contact, compliment purchase, scan barcode , scanner, alarm device, card reader, receipt
compare information, remove hanger and alarm, ask Physical printer, software); counter; bags; calculator;
for membership, enter item, fold garment on the space-time working methods; routines; time; schedule;
counter, ask about the week's item, ask for payment education of supervisors

form, verify information, put garment bag, alert the
customer that receipt is put in bag, smile and wish
welcome back.

Relatings Social-political arrangements
Master-apprentice roles -> Power relationship. E.g. The store's values, rules and goals (satisfied
Daniella: /t would be 100 times easier if no one customers, profitable and effective sales
constantly talked about how I shall go on. It makes closures); workplace curriculum (Billett,
me feel pressed, stressed and confused. Apparently, it 2006); curriculum of the vocational
is essential to fold “right” even though the clothes program;
still roll around in the bag!? Social Integrated digital cloud-based systems
Behaviour, e.g. customer are to be treated as guests (mPOS, Members club, Inventory, Stock,
(and presumptive thieves). S4: Don't forget that you Space Marketing Management) for organising
have to keep track of the exits as well. You must store, control and register production and
always keep an eye on the store, preventing employees
customers from stealing;
S2, 83, S5, S9: If you find the checkout and the cash Apprentices not allowed to use iPad cashiers
register difficult, I think it is really about the person. for financial transactions

Apprentices with a lack of Swedish literacy and digital knowledge were, to a greater extent,
prevented access to the checkout. They described difficulties with understanding the language
spoken in the workplace and said that it was different from the Swedish they had learnt at SFI
(Swedish for Immigrants). As a consequence, they had difficulties in interpreting and
understanding social-political arrangements composing the learning practices at the workplace.
For example, the workplace’s organisation of work and apprenticeship training, expectations
on apprentices and requirements for working at the checkout.

The supervisors, on the other hand, experienced it as challenging to supervise apprentices
not being able to communicate in Swedish. One supervisor explained why her apprentice after
three months in the sports store had to quit: “She did not take any initiatives; it was like working
with a child, and that doesn’t work here. I'm not a Swedish teacher”. All but one supervisor
described that the supervisor role was on top of their everyday work. They were not aware of
if there were any material-economic arrangements (e.g. time, financial compensation)
associated with becoming a supervisor for apprentices.

The supervisors emphasised the work on the sales floor and customer service as the most
important of the sales assistant’s tasks. The majority of the apprentices, however, considered
cashier service as a confirmation of being a skilled sales assistant, while at the same time unsure
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whether they would be able to do the job because of math difficulties. When starting the
apprenticeship, they associated checkout work with calculating change, percent and discount,
and all but one were afraid of making errors in front of customers.

4.1 The personal supervisor in the learning practice

At first, the learning practice focus on the working methods and routines characterising the
checkout. The supervisors demonstrate and instruct how to perform a sales closure, while the
apprentice is to listen and observe (Billett, 2001; Gherardi & Nicolini, 2002; Nicolini, 2012).
Then the work is divided, and they work alongside. The supervisor focuses on the activities
demanding interaction with the customers and the mPOS. The apprentice scans barcodes,
control items (e.g. size, colour), remove alarms, sort and fold items while observing the
supervisors' doings', listening to the 'sayings'. Work-based learning at the checkout is unique in
the way that it always happens in the presence of an outsider. The supervisors give instructions,
correct and confirm the apprentice’s work continuously in front of the customers. For example,
“We do not fold like this”.

When satisfyingly performing the methods, the supervisor introduces the mPOS. After a
brief demonstration of the cashier window, how to make a sales closure in mPOS, the apprentice
is to perform the whole process. Store managers and supervisors describe that since the cashier
is a computer and everyone knows that, no problems are learning it: “You learn mPOS by
exploring yourself, and if it doesn’t work you can always ask a colleague.” Initially, the
supervisor monitors the interaction with mPOS:

You should press that button, then the card payment/.../no, no, further up to the right, on the right.
Then you enter the price/.../ in the box, there. Good.

Gestures accompany the verbal instructions and sometimes if it takes too long to
accomplish a moment, the supervisor takes over the work. The reasons for why doing an activity
in a specific way, however, is not part of the learning practice. It emerges that it is up to the
apprentice to learn how to interact with mPOS efficiently, and without errors in work.

The learning practice is now focusing on customer service and add-on sales, apprentices
developing the right behaviour, methods and correct and efficient sales closures. Some
apprentices found it challenging to accept the reprimands in front of customers. They gave rise
to insecurity and a feeling of not being accepted as a coworker. Daniella, whose supervisor has
decided that she needs to spend more time on the sales floor before working at the checkout,
says:

It would be 100 times easier if no one constantly talked about how I shall go on. It makes me feel

pressed, stressed and confused. Apparently, it is essential to fold “Right” even though the clothes
still roll around in the bag!?

If apprentices and newbies have difficulties learning the checkout the majority of the
supervisors address this to the individual: “If you find the checkout and the cash register
difficult, I think it is really about the person.” It emerges that there is no time for learning
Swedish, the computer, or how to interacting with different systems at the checkout.

4.2 The digital supervisor in the learning practice

Analytically, mPOS can be understood as digital practice architectures enabling and
constraining the activities at the checkout and in the learning practice. The mPOS register is no
longer merely a machine adding up sums and calculating discounts and change, nor a machine
automating financial transactions at the checkout. mPOS is interactive, run on computers and
mobile devices and intertwined with the store’s management systems. The new functions added
are transforming the checkout work (Table 3). In the analysis, it emerged that mPOS has several
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roles. It is @) An instructor in the learning practice b) A math assistant performing the financial
transactions c) A search assistant retrieving information in the customer meeting and d) A
controller monitoring and documenting sales assistants’ (and customers’) activities involving
mPOS. As a consequence, learning the mPOS is not limited to memorizing the cashier interface,
PLU codes and automating scanning and ring-up sale.

Table 3  The role of mPOS in learning practice at the checkout

The role of mPOS at the checkout & in the learmning practice
Apprentices” and Supervisors” ‘Sayings’ Digital "sayings”

S2, S5, S6: I leamed POS through video training and | Retail language: Swedish, English
then I shadowed a colleague at the checkout. Math language: e.g. price, discount, budget, VAT

S1-S4, S6, S8: You learn mPOS by exploring
yourself, and if it doesn’t work you can always ask a
colleague.

David: Something I have noticed is that I have a lot
easier now than when I started to search for

Data language — Determined by the store's language settings on
a) Products b) Attributes & Values c) Printed or emailed
transaction receipts d) Category names e¢) Payment method names
f) Line display messages

User interface language: labels, menus, lists, textboxes, colours,

products. I quickly learned how to enter an item
number on the screen to find a product in the storage
room. But now, I can find almost anything by just
knowing some numbers.

buttons (Esc, Pay cash, Pay others, Ctrl, Sub, Tot, Login, CI, C,
Barcode)

Instructor language: shift, scroll, tap, swipe “choose press here
or on the letter C or scan”, “you use POS to clock in and out”

Apprentices” and Supervisors” ’Doings’

e sales closures, returns, reclaims, insurance sales,
stock ordering, information search (inventory,
members club, reports, price lists, product
catalogues, e-store, social media)

e Charge 2 items at the checkout — Interaction with
12-15 windows in mPOS.

e Charge 2 items on iPad — Interaction with 20-30

Digital Doings’
Administrator: convert reports to orders; manage employees’
working time;
Search Assistant — search for information in stock, other stores,
e-store, Social Media
Math Assistant — calculate amount, change, price & discount.
Sales reporting on different levels (budget, result, statistics,
compare)

windows in mPOS Instructor - written instructions popping up on the screen: “scan
e Search for an item — Interaction with 5-10 or enter Item”; “search”; “clear”; “attach to Transaction”; “Save
windows. order”; “Turn Printer Off”.

Educational videos produce by vendors -verbal instructions in
combination with cursor on the screen: “Your name will show up
here (point with finger on screen)”, “choose which section you
are in”; “the invoice tap is always ready to process sales”; “For
cash payments simply touch take cash and enter the payment

amount”

Apprentices” and Supervisors” Relatings’
S2: If you are afraid of working at the checkout, then
it can become an obstacle, and you cannot think

Digital ’relatings’
Controller — monitor and document all financial transactions
with mPOS (time, sales assistants ID, amount, item etc.). Verify

properly Dahlia: My supervisor said that my cash customers ID & credit card.
register was short four days ago, but how does she Register and document employees” working time, statistics of
know it was me? The new apprentice and the hour performance.

employees share the same login. I am always Intertwine members club, social media with cashier function.
thorough, so why does she accuse me? She doesn't
like me Diana: I feel safer now making ordinary
sales; it's only the percentage calculations I struggle
with. I still feel insecure, though I shouldn't. For
example, if it’s a 25% discount on these earrings,
what will the customer then pay? Now I can usually
figure it out, but it’s hard to think when the checkout
line is long.

The Instructor - There are several ways of performing an activity and mPOS gives
instructions on the screen on how to go on. For example, “scan or enter Item” or “save order”,
some of the apprentices and supervisors also described that they had watched an educational
POS video before starting at the checkout. Learning mPOS requires partly that the apprentice
has experience of using computers, mobile devices and learning through a computerized
educational program. Partly to be familiar with the structure of software programs and the
interface language of computers and mobile devises to learn the interface of mPOS.
Analytically these competencies are internal cultural-discursive and material-economic
arrangements enabling or preventing work-based learning at the checkout.
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The Assistant - Cash registers and POS systems have since the beginning in the1880s
(Crandall, 1997), been designed to assist sales assistants doing the financial calculations at the
checkout. Modern POS systems do all financial transactions and also function as a library and
search assistant during the customer meeting (Basker, 2016). Since computers make correct
and efficient calculations, the intention is that sales assistants will be able to focus on customer
service and sales work. Though, the results showed that during a sales closure of two items with
mPOS, the supervisor interacted with 12-15 windows on the touch screen while interacting with
the customer. The same process on the iPad register, having a smaller screen, demanded

interaction with 20-30 windows depending on the sales assistant’s knowledge of products and
item numbers.

W THL Rt Rene  Petsw  Levhed 'l

wum 7 e
L e

T St rmgraré & XK on
© Sag Habpapp 11000 Audey
n® « (1
“@w @ o
wo © 000
we o 0
wn @ el
wm e 2%
_e - B
1w 8 om
we w om

€ Kokdale 11108
© oot -4 11500
© Buom 2235 11509
© UNVERSAL W DRFROOK AX000
© 29090 it b bbnas
© Fomdea 11700
O Sty YYVRS
€% Vi VOREO NY FORPMACIOING
C Pama ‘e NG

soncooODROee

nio @ cm © Frmeh o ngyny VIO
e W om _ © O WO ROSA GNT |
W 0w am 1 a0 ey !
19000 © 0 2MDM e ®
LS

e 1w © 1800

" VIOOU PAEA

- s o BiAams 10 e

Figure 2 mPOS at the checkout

mPOS role as math assistant in the learning practice is a social-political arrangement
enabling apprentices a feeling of security when not forced to make calculations in front of
customers. Both supervisors and apprentices appreciated the “fast buttons” on the cashier
window, relying on mPOS doing right. Though, when prices and discounts were not in the
system, the math insecurity rapidly arouse. Diana, with apprentice practice in a Jewelry &
Accessories store, has low mathematical self-esteem. She describes:

I feel safer now making ordinary sales; it’s only the percentage calculations I struggle with. I still
feel insecure, though I shouldn’t. For example, if it’s a 25% discount on these earrings, what will

the customer then pay? Now I can usually figure it out, but it’s hard to think when the checkout
line is long
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Learning the checkout involves developing the ability to switch between analogue and
digital conversations and function as a translator during the customer meeting. Learning to
interpret, act and communicate the information in mPOS is a process that takes time. David,
being at the end of his apprenticeship in a home electronics store, describe:

Something I have noticed is that I have a lot easier now than when I started to search for products.
I quickly learned how to enter an item number on the screen to find a product in the storage room.
Now, I can find almost anything by just knowing some numbers.”

The Controller - mPOS is also a digital social-material arrangement shaping the
relationships between the apprentice, supervisor, customers, coworkers and store manager in
the learning practice. mPOS monitor and document apprentices and sales assistants (and
customers) interaction with the system. The store management then uses the data to plan,
organise and develop the production and the store's organisation. The data include information
on the performance of each employee and apprentice working with mPOS. For some
apprentices, it was difficult to understand on what grounds the supervisor or the store manager
could claim that they had made errors in work. First, it could be difficult to understand how
someone not participated in the work could say that you had made an error. Secondly, one did
not trust mPOS being correct, or the supervisor's and stores manager's interpretation of the data.
During a group-supervision session at South School, Dahlia brought a situation from her
workplace to discussion:

My supervisor said that my cash register was short four days ago, but how does she know it was
me? The new apprentice and the hour employees share the same login. I am always thorough, so
why does she accuse me? She doesn't like me, that's why I'm not allowed to work by myself at the
checkout.

Problem-solving is part of the work and the learning practice and the participants'
knowledge, and understanding of mathematics and the mPOS system are cultural-discursive
arrangements enabling or constraining how to go in the practice when a problem arises. Whose
fault is it and what to do if a discount turns out to be wrong after the closure of the sale?

5 Conclusion

The theory of practice architectures has contributed to making visible how knowledge, ideas
and thinking of sales assistants work shape work-based learning in digitalised checkout
practices. It has made visible the role of mPOS as an instructor, controller, search assistant and
math assistant. It has emerged that digital and analogue conversations in parallel characterise
sales assistants' work. When transactions are automated instead, other math skills are required
of the sales assistant.

The results conclude that there are two supervisors in the learning practice; a personal -
focusing on working methods, customer service and behaviour; a digital, mPOS — focusing on
financial transactions and information searching. Learning the checkout requires being able to
communicate and interact with both, which has implications for the design of vocational and
adult education. However, it is essential to point out that the image of mPOS systems role in
checkout practices and work-based learning emerging in the results is not static. The technology
development and interest of the industry indicate both a future with cashier-less stores and a
future where technology enhances sales assistants performance.
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Abstract

Evidence shows that the level 1 (L1)! curriculum is impoverished, with minimal exchange
value in the labour market (Keep & James, 2012; Wolf, 2011), & that lower-attaining youth
experience significant social & educational exclusion, lacking access to valorised capitals
(Atkins, 2017), issues which are contrary to notions of social justice. Curriculum changes in
response to policy initiatives addressing these issues have not been research-based or rigorously
evaluated. This paper reports the impact of a new L1 curriculum model designed to confer
greater social & cultural capital & awareness of the world of work. Key results include
improved retention, especially amongst the most socially excluded students, with a much
smaller proportion becoming NEET (7/39 (18%) of the cohort, compared to >30% in previous
years) & positive employment outcomes, including progression to apprenticeships. We
conclude that in addition to positive educational outcomes, the young people have accrued
significant personal & social benefits from engaging with the programme in its revised form,
and that the curriculum offers a model with potential to be adapted to local need and
implemented nationally. Final outcomes of this study will be reported in 2020.

Keywords

curriculum; social capital; cultural capital; NEET

1 Introduction

Whilst the number of young people engaging with higher level vocational education is rising
across Europe (CEDEFOP, 2018), there remains an imperative across all nations to cater for
lower-attaining young people, who might previously have accessed low-pay, low-skill,
routinised occupations which are now in decline across Europe as a whole, limiting the
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opportunities available to this group of young people (CEDEFOP, 2018; Keep & James, 2012,
see also Billett et al., 2010). Typically, these young people exhibit characteristics of significant
social & educational exclusion, and lack access to valorised capitals: most also have negative
previous educational experience (Atkins, 2009). Despite this, there is evidence to suggest that
these young people have occupational aspirations broadly similar to those of higher-achieving
peers, but lack the support, knowledge and cultural capital to pursue those aspirations, so they
are, effectively, unrealistic (see Bathmaker, 2001; Atkins, 2009, 2010, 2017).

This has not been acknowledged by policy makers however, and lower-attaining youth are
commonly conceptualised in policy as having low aspirations, are problematized as being
‘disaffected’ and ‘disengaged’ (e.g. Atkins, 2017; Billett et al., 2010) and have few options but
to engage with a limited range of low-level vocational programmes. In the UK, research has
found that the vocational curriculum at its lowest levels is impoverished, with minimal
exchange value in the labour market (Keep & James, 2012; Wolf, 2011). Recent curriculum
changes in response to policy initiatives which attempt to address these issues in the UK have
not been research-based or rigorously evaluated.

This paper reports on an ongoing project evaluating the medium term impact of a new
curriculum model designed to address some of these issues, which offers important insights for
researchers internationally who are concerned with these issues. The project is being conducted
in a further education college in Guernsey, an independent Crown Dependency, which does not
form part of the United Kingdom. However, its post-16 education is modelled on the English
system, although it is subject to different and more flexible funding arrangements and there is
no inspection body. This gives the college autonomy to develop the curriculum according to
local need.

2  Method, methodology and theoretical framework

This project utilised a participatory, action-research model of curriculum development. All
students enrolled on Level 1 at Guernsey College in the academic year 2017/18 (n=39)
participated in this aspect of the programme which drew on a broad range of student activities,
staff evaluation and internal college data. A smaller sub-sample (n=12) consented to
longitudinal follow-up (two interviews in each academic year) over the academic years
2018/2019 and 2019/2020 to establish the extent to which their transitions into the work-place
were sustainable and supported their career aims. This sample reflected an equal gender balance
and represented each of the four vocational areas offered at level 1 (vocational studies,
incorporating health and social care and childcare; IT; construction; and art and design).
Individual case studies of each young person were developed using a multiple case-study design
(Yin, 2003) which allowed comparisons to be made between, and identify commonalities
amongst the individual cases, whilst also generating over-arching themes which may be
relatable to other contexts.

We position this study as research for social justice, rather than socially just research
(Atkins & Duckworth, 2019), but have drawn on theoretical concepts of social justice to inform
the conduct of the study (e.g. Lincoln & Denzin, 2013). Ethical approval was obtained from the
University of Derby, and the research design was consistent both with BERA Ethical
Guidelines (2018) and the notions of respect inherent in concepts of social justice. The most
significant ethical issue has been effective anonymization of young people who are easily
identifiable in a small community. For this reason, identifying characteristics are not mentioned,
and all student participants are referred to in gender neutral terms.

Theoretically, we have drawn upon work by, amongst others, Bourdieu and Passeron
(1990) in order to conceptualise the young people’s agency and social positioning, and on work
by Hodkinson and Sparkes (1997) and Hodkinson (e.g. 1996, 1998, 2008) as a means of
understanding the young peoples’ transitions and social an educational positioning. We draw
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on work by Bloomer (1996, 1997), Carr (1991), Stenhouse (1975), and Kelly (2009) as a
theoretical framework for the curriculum development. The project is driven by a shared
commitment to social justice. This is a ‘slippery’ term, which can be open to interpretation. For
the purpose of this project we understand social justice as being concerned with oppression,
inequalities, and hegemony and implying action. This means that it is “a form of politics, as
well as a form of critical inquiry, and also a guiding philosophy” (Atkins & Duckworth, 2019,
p- 40), an understanding of social justice which draws on ancient and contemporary philosophy,
including Aristotle’s Nichomachean Ethics (1997) and Plato’s Republic (as cited in Lee,
1955/1987), enlightenment work such as that by Hume (e.g. 1740/2015), and more recently,
work by philosophers such as Rawls (1971) and Griffiths (1998, 2003).

3 Method: curriculum developments

“The existing state of educational provision will not do. It does not serve even one of the varied
interests which bear upon post-16 education effectively or efficiently. Most importantly, it
disenfranchises young people as citizens and as workers through the ‘dependency culture” which it
engenders by its institutional discourse, contributing to the perpetuation of hegemonic relations and
the maintenance of a low-skill, low-trust society in the process” (Bloomer, 1996, pp. 161-162).

In developing this curriculum, we adopted Bloomer’s (1996, 1997) critiques of the post-16
curriculum as a starting point. Whilst made a generation ago, they remain relevant to the largely
unchanged curriculum model used in the UK and Guernsey post-16. Further, the extensive
study which provided the empirical basis for these critiques remains the only work to have
explored these issues in significant depth. We have also sought to develop a curriculum which
has the facility to empower the young people to make active and critical decisions about their
future lives. In doing so, we acknowledge Bloomer’s (1996) argument that empowerment is a
term (like democracy and citizenship) that has never been “satisfactorily articulated in
curriculum planning” (p. 155) and means different things to ideologues from both the Left and
the Right. As educators concerned with social justice, and again drawing on Bloomer we see
empowerment as “encouraging young people to exercise their studentship [agency within and
over the curriculum] within the context of a ‘moral democracy’” (Bloomer, 1996, p. 156; Carr,
1991, p. 374). Notions of education for studentship are closely related to early philosophical
debates around education for citizenship. Whilst as Bloomer argued, Citizenship is another term
which “has never been successfully articulated in curriculum planning”, it does have
philosophical definitions, including that by Marshall (as cited in Carr, 1991) who refers to
citizenship relating to full membership of a community, where all are “equal with respect to the
rights and duties with which the status is endowed”. Achieving these philosophical goals
required whole-scale changes in the mind-set of teachers whose only experience of vocational
education has been associated with the competency based approach which is now ubiquitous
internationally. Rather than a product or qualification outcome, we were seeking to adopt
curricula and pedagogical approaches which were “participatory rather than instructional
teaching methods in order to cultivate the skills and attitudes which democratic deliberation
and participation [as citizens] require” (Carr, 1991, p. 374).

Taking cognisance of these ideas, we adopted a form of “integrated curriculum research”
(Stenhouse, 1975, p. 121) which involved the participation of teaching staff, local employers,
and students as we sought to apply theory to practice. In terms of the literature we have drawn
on here, and the concepts of social justice which have also driven this development, we
acknowledge that we have developed a curriculum model which is “overtly value-laden and
ideological” (Kelly, 2009, p. 90). However, we would argue that the practice of education is
inherently value-laden, and that by adopting this stance we are better positioned to develop
approaches which have the potential to enhance the opportunities available to low-attaining
youth and promote more positive transitions and improved life chances.
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The over-arching aim of the project was to:

Develop, implement and evaluate an evidence based, research informed curriculum for
level 1 students which confers cultural capital and meaningful knowledge

To achieve this, the project sought to offer effective Careers Education and Guidance
(CEQ), clearly articulate with the needs of the local labour market and/or further education, and
promote more secure, less precarious transitions from school to work. The revised curriculum
(Figure 1) has adopted five key pillars: a project-based approach to core, competency-based,
applied vocational qualifications, continuous and embedded CEG, English and maths at levels
consistent with each individual’s level of attainment, work experience, and a broad range of
enrichment activities, which are designed to provide the young people with opportunities,
knowledge, and experiences to which they had not previously been exposed.

‘An overtly value-laden and ideological
[curriculum] model’ (Kelly, 2009:90)

English and maths
Y A

Figure 1  Revised curriculum

Project-based learning has been adopted in response to teachers’ perceptions that students
became disengaged and bored with a competency based approach, and is a pedagogical
approach which is consistent with the effective development of work-related skills (Gessler &
Howe, 2015). English and maths have been included as these are widely regarded by employers
as essential skills in the workplace: however, few students at this level manage to achieve the
GCSE pass grades currently mandated by the UK government. Work experience has been
identified as critical in supporting effective school to work transitions for lower attaining youth
(Wolf, 2011) and has been found to be effective in a study recently conducted in England
(Defeyter, Graham, Atkins, Harvey-Golding, & Crilley, 2017) which helped to inform the
approach taken to work experience in this project. Young people undertook short placements
in a voluntary capacity contributing to initiatives in their local community. A wide range of
Enrichment activities were offered, in some cases tailored to the vocational area the young
people were enrolled in. For example, students undertaking a level 1 in engineering were given
an old go-kart. They stripped this down, rebuilt it, and then took it to a local go-kart track for
testing. In another example, vocational studies students (working towards careers in care and
childcare) planned and implemented an awareness raising day for Liberate, the Guernsey
equivalent of Pride. This won the national award for best educational initiative, and was
featured on the BBC news. In the case of Liberate, the suggestion for the activity came from
the students, reflecting the forms of studentship advocated by Bloomer (1996; 1997).
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CEG also forms a central plank of the new curriculum, responding to the critiques alluded
to above (Atkins, 2009; Atkins & Flint, 2015; Bathmaker, 2001) suggesting that lower-attaining
young people have aspirations similar to their higher-achieving peers, but lack the support,
cultural and social capital to realise those aspirations.

4 Results

We consider the results in relation to the different aspects of the curriculum, before reporting
on the wider outcomes of the project. In relation to English and maths, the students were all
assessed as having very low attainment in these subjects, with many participants functioning at
Entry levels (equivalent to Year 6/8). Whilst only a very small number achieved GCSE passes
(the UK expected level of attainment at 16+), all demonstrated an improved level of attainment,
gaining entry level or level 1 credentials. Perhaps more importantly, by the end of the
programme, they were more highly motivated to achieve in these subjects, recognising their
significance for career progression, and making comments at interview such as:

[I need] maths, English and Digital Design to work at Digital Greenhouse [a States of Guernsey
initiative to promote digital and creative growth] (Phoenix)

‘Actually, you need English. I hope so anyway! To spell!’ (Sage, aspiring Tattoo Artist)

‘I’'m currently at L2 English but only L1 maths cos I’'m just ... but since I came to college I'm
doing really well” and [to be an IT technician] ‘I need my level 3 diploma...as well as maths and
English’ (Dallas)

These quotes also illustrate that at the time of interview (shortly before the programme
concluded) the young people had much clearer ideas about their career paths than they had had
a few months earlier. At the beginning of the programme each young person completed a short
assessment about their aspirations. Many were unclear about their intended career, indicating
‘not sure’ or ‘not very confident’ in relation to statements such as

I know what job I want to do in the future
I know what qualifications I need to do the job I want

None indicated that they were ‘extremely confident’ in these areas. Tailored CEG was
delivered using the project based model adopted across the curriculum, facilitating students to
investigate their chosen careers, exploring potential employment opportunities and training
requirements. This was in addition to existing guidance sessions, and supported by work
experience. Follow-up interviews with students at the end of their programme were indicative
of a much higher level of awareness regarding their idealised careers, implying that the
approach had enjoyed some success. Students demonstrated awareness of the credentials
required to enter their chosen occupation, and of the length of time their transition might take.
Examples include those quotes from Rowan and Dallas (above) as well as Hero, who aspired
to work in Early Years and who noted that ‘I will need level 3 early years [to work in childcare]
and it will take me four years, because I’'m doing level 2 over 2 years’ (Hero).

Similarly positive outcomes were evident from the enrichment activities, which were
designed to introduce the young people to activities and experiences they had not previously
encountered. For example, the most vulnerable students had the opportunity to participate in
Forest school as a means of personal development and acquiring team building skills. Rowan
reported that ‘the woods was good. I didn’t like it at the start because obviously I wasn’t used
to it but then — now I can light a fire and I'm quite proud of myself’ (Rowan, our emphasis).

A significant aspect of the enrichment programme is a residential trip off the island. In year
1 of the project, this was to Herm, a 20 minute ferry ride from Guernsey, but in year 2 of the
project the residential took the form of a PGL trip to the mainland. Leaving the island — even
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to Herm, generated considerable anxiety amongst some students. Despite this, most made the
trip to Herm, and ‘it was a lot of fun!” (Sage). Sage’s comment is supported by a range of visual
data, including photographs and video footage showing the young people participating in a
wide range of physical and team building activities. Similar feedback was received from the
PGL cohort. In both cases, the students gained opportunities to work together in team building
exercises, to develop their communication skills, and to broaden their experiences. Staff
concerns about close proximity exacerbating interpersonal difficulties between students were
not realised on either trip, perhaps reflecting a ‘softer’ benefit to the activities.

In terms of quantitative outcomes, of the 39 young people who commenced the programme,
30 students successfully completed their level 1, whilst 9 students had withdrawn. No students
failed the programme. Table 1 shows outcomes for those students who withdrew, and Table 2
for those who completed.

Table 1 Outcomes for those students who withdrew

Outcome No/9
Further Education 0
Employment 2
Apprenticeship 1
Unemployed 5
Not known 1

Table2 ~ Outcomes for those students who completed

Outcome No/30
Further Education 22
Employment 1
Apprenticeship 5
Unemployed 2

Not known 0

If these figures are combined, in percentage terms, 21% (8/39) have a negative outcome
(unemployed or unknown) whilst 79% (31/39) have positive outcomes in terms of employment
and/or further education. These data demonstrate much improved outcomes for this cohort. It
is also worth noting that more recent data, which is still subject to analysis, shows that an
additional 2 students are now in secure employment. These quantitative data are supportive of
the qualitative outcomes, suggesting that the programme has been successful in supporting the
most marginalised and vulnerable students who might previously have been expected to
withdraw.

5 Conclusions

Tentatively, the outcomes thus far show improvements — teaching staff believe some students
with high degree of challenges who have remained on programme would have withdrawn in
previous years. It is apparent from these outcomes that as well as positive educational outcomes,
the young people have accrued significant personal and social benefits from engaging with the
programme in its revised form. In addition, there have been some very positive employment
outcomes, including progression to apprenticeships. Follow up with employers indicates that
these students — some of whom have significant social and personal difficulties — continue to
progress well, indicating that their transitions are, so far, stable and secure. We continue to
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follow up the core sample of twelve of the original cohort in order to monitor their medium
term outcomes. This involves twice-yearly interviews with the young people, as well as liaison
with others who are involved with them, such as employers, youth workers, education providers
and social services. In addition, we are now also monitoring 8 young people from the second
cohort. The curriculum itself is constantly monitored and evaluated, with developments taking
place in response to the data that emerges from these processes. For example, in 2018/19 this
included introducing a recognised volunteering course to promote employability skills, and
weekly work experience in preference to ‘block’ work experience. We are currently
undertaking a detailed costing comparison between UK funding levels and the actual costs of
implementing a programme of this nature. Our initial findings in relation to this imply that the
difference in costing is minimal, largely because the college team has drawn on local resources
and social enterprises (such as the walled garden) to support the programme. The success of the
curricular approach has been such that the College will begin implementing a similar approach
for all students from 2019/2020.

In summary, we would suggest that our data strongly supports the adoption of this form of
curriculum model for low-attaining students as a means of re-engaging them with education,
and generating learning, experiences and capitals that will support more secure and sustainable
transitions into the world of work. Achieving this, we would argue, is not merely in the
economic interests of governments, but is a move towards a more socially just education system
in which young people are enabled to fulfil their capacity for the forms of citizenship described
by Marshall (1950) and Carr (1991).
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Abstract

This paper is based on the work and emerging results of the Erasmus Plus funded Taccle 5
project: Extend European Framework for the Digital Competence of Educators for VET
teachers and trainers. The paper provides a general overview of the aims of the Taccle 5 project
and expected outcomes. It discusses the need to extend the EU DigiCompEdu Framework to
consider the particular context and needs of Vocational Education and Training teachers and
trainers. The development of digital learning materials and Open Educational Resources is seen
as key in VET, given the large number of different occupational areas and, unlike in Higher
education, the need for these to be available in national languages. The European perspective
is seen as important in allowing the development of models and solutions which will have
applicability in multiple VET contexts including in apprenticeship programmes, VET schools
and in the workplace as well as in programmes for initial and continuing training of VET
teachers and trainers.
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1 Introduction

This paper is based on the work and emerging results of the Erasmus Plus funded Taccle 5
project: Extend European Framework for the Digital Competence of Educators for VET
teachers and trainers. It is to be presented at a workshop at the VETNET network of the
European Conference on Educational Research, held in Hamburg in September 2019 as one of
a series of three interlinked papers This paper provides a general overview of the aims of the
Taccle 5 project and expected outcomes. It also looks at the need to extend the EU
DigiCompEdu Framework to consider the particular context and needs of Vocational Education
and Training teachers and trainers. The second paper by Fernando Marquenda reports on the
interim findings of a qualitative survey and study carried out through the project and examining
the present training and professional development of VET teachers and trainers in five
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countries: Spain, the UK, Greece, Germany and Portugal. The third paper by Ludger Deitmer
looks in more depth at continuing professional development in the use of technology for
teaching and learning for trainers in the construction industry in Germany.

2 The changing work of VET teachers and trainers

The work of teachers in adult and vocational education has undergone considerable change in
recent years. Teachers’ roles have been expanding and the link between the quality of education
in those sectors and the quality of teachers and trainers firmly established (Cedefop, 2004). The
European Commission (2010) says VET should be delivered by highly qualified teachers and
experienced trainers who are supported through initial and continuing professional
development (including digital skills and innovative teaching methods) in view of delivering
high quality learning outcomes. Efforts should be targeted at increasing the attractiveness of
teachers and trainers’ professions to ensure a sufficient number of qualified teachers and
trainers.

The provision should be based on an appropriate/different mix of modern learning
environments, including work-based learning and technology supported learning, pedagogies
and tools as well as access to state of the art infrastructure.

The increasing focus on the use of technology for teaching and learning in VET is being
driven by changing economies and production in different sectors and consequent skill needs,
particularly in the context of digitalization and the introduction of new technologies. The
European Commission’s Advisory Committee on Vocational Training ‘opinion on the future
of vocational education and training post 2020’ (2018) says

“VET systems need to be better adaptable to the rapidly evolving socio-economic environment,
more demand-driven and open in terms of forms of provision, notably through internationalisation
strategies, more transnational mobility experience, new forms of digital learning, blended learning,
modules for re- an up-skilling that are offered and diversity of providers.”

A CEDEFOP (2018) study on the Changing role and nature of VET highlights some trends
paving the way towards VET in the future:

*  VET provisions are becoming increasingly diverse. Countries with school-based VET are
strengthening apprenticeships and vice versa. Work-based elements are given high priority
and visibility in all VET forms. At the same time boundaries between school-workplace
and vocational-general are becoming less clear cut, pointing to hybrid models.
Vocationally-oriented higher education is becoming more visible and gaining in
importance

*  Countries are reducing the number of qualifications they award while broadening their
scope, as they put more emphasis on social and transversal skills and competences.

*  VET’s re-orientation towards learning outcomes and competences potentially allows for a
more learner centred approach.

*  More flexibility in the time and place of learning and increased acceptance of prior learning
opens up VET to broader groups of young and adult learners.

*  Asskills-intelligence systems are becoming stronger, they highlight the need for reviewing
and renewing skills and matching them more effectively to jobs.

* Herd and Mead Richardson (2015) highlight five drivers for the development of ICT in
Vocational Education and Training — “the requirements of a knowledge economy, the
increase of ICT in the workplace, the demand to increase access to initial vocational
education and training, the lack of qualified teachers and the requirement to provide
opportunities for continuing professional development, re-skilling and skills upgrading.”
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* The growing use of robot technologies and of Al is likely to lead to large scale change in
employment and occupations. While many reports have focused on job displacement, the
major impact may be the changing competences required in different occupational profiles.
This in turn will require continuing vocational education and training, as well as updated
curricula in initial VET. In the coming years, VET teachers and trainers will be required to
help shape quick and flexible responses to emerging needs, related both to the integration
of thousands of refugees and migrants into the labour market and to the need to develop
basic, digital and entrepreneurial skills. At the same time the world stands on the brink of
a rapid transition beyond carbon (Mason, 2019), once more requiring new and changing
skills and competences.

CEDEFORP has said that providing teachers and trainers with access to quality professional
development and support is essential to ensuring that both their technical competences and
pedagogical skills are up the highest standards (2018). The EU report ion Developing skills for
the labour Market: the Riga Conclusions (2015) has put renewed emphasis on the issue, calling
for systematic approaches to and opportunities for initial and continuing professional
development (CPD) of VET teachers, trainers and mentors. Cooperation and partnerships
among stakeholders are seen as a way to support this.

Despite the role that technology in playing in reshaping the workplace and leading to new
and changed occupational profiles, and there is at least a perception that VET teachers and
trainers have fallen behind in using technology for teaching and learning. However, this may
be fast changing. A nationally-agreed vision for post-16 digital skills in Wales, up to the year
2030, has been adopted by the Welsh government (2019). This includes clear aims and
objectives relating to key areas such as leadership and management, curriculum delivery,
assessment, and staff development. The initiative, Digital 2030, is an extension of the Digital
Competence Framework already available to schools throughout Wales.

The UK Jisc (Smith, McKean, & Knight, 2017) report that learners now enter vocational
education and training with “increased experience of technology, and have the expectation that
technology will feature in their learning journey in some way.”

Jisc acknowledges, however, that staff and students have different levels of digital literacy
skills and many do not have a clear understanding of how courses could or should use
technology to support learning. They say that

“Embedding digital activities and assessment opportunities as part of the curriculum sets the
expectation that students will use technology throughout their studies. And with responsive support
from the college or provider, such expectations establish a base line of digital literacy and
confidence that can become the norm in learning and teaching practice over time.”

A series of different studies and reports in different European projects have shown that
VET teachers and trainers in general recognise the importance of digitalisation to occupational
learning and competence and the potential of ICT for teaching and learning (see, for example
Attwell, Garcia, & Molina, 2017). Yet they also often feel that they lack modern technology,
especially within vocational schools, and lack opportunities of continuing professional
development. This may be exacerbated by the structure of VET, with many teachers and trainers
working part time, or combining the role of trainer with that of a skilled worker. While there is
a lack of statistical research in the numbers of VET teachers who have received training in the
use of ICT for VET, there have been a number of surveys and reports into those in general
education (and it is probable that in VET there has been less professional development). A
survey, funded by the European Commission Directorate General Information Society and
Media and undertaken by European Schoolnet and the University of Li¢ge, found that only 40%
of pupils in EU member states are taught by teachers who have engaged in any pedagogical
training on the use of ICT (European Commission/EACEA/Eurydice, 2015). The backlog is
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huge - for example, in Italy the MOE Digital School Plan foresaw training for 157,000 teachers
in 2018, France estimated 300,000. The OECD’s Teaching and Learning International Survey
(TALIS) Teachers’ Professional Development in Europe (2013) estimated that 2 million
teachers will have received little or no training in using and teaching digital technologies.

This provides the background to the Taccle 5 project which is both looking at Frameworks
for Teacher development in the use of technology for teaching and learning in VET and
examining different models for the delivery of such profession development. In the next section
fo this paper we will outline the European JSC DigiCompEdu Framework.

3 The DigiCompEdu framework for teachers and trainers in using technology for
learning

Both the European Commission and UNESCO have developed frameworks for teacher
development in the use of technology for teaching and learning. The frameworks are designed
to be flexible, to be capable of adoption in different national policies and for different contexts.
There are considerable similarities between the frameworks, both of which are intended to be
applicable for vocational education and training as well as for general school teachers.

The DigCompEdu Framework aims to capture and describe educator-specific digital
competences by proposing 22 elementary competences organised in 6 areas. Area 1 is directed
at the broader professional environment, i.e. educators’ use of digital technologies in
professional interactions with colleagues, learners, parents and other interested parties, for their
own individual professional development and for the collective good of the organisation. Area
2 looks at the competences needed to effectively and responsibly use, create and share digital
resources for learning. Area 3 is dedicated to managing and orchestrating the use of digital
technologies in teaching and learning. Area 4 addresses the use of digital strategies to enhance
assessment. Area 5 focuses on the potential of digital technologies for learner-centred teaching
and learning strategies. Areas 6 details the specific pedagogic competences required to facilitate
students’ digital competence. For each competence, a title and a short description are provided,
which serve as the main point of reference.

The Framework also proposes a progression model to help educators assess and develop
their digital competence. It outlines six different stages through which an educator’s digital
competence typically develops, so as to help educators identify and decide on the specific steps
to take to boost their competence at the stage they are currently at. At the first two stages,
Newcomer (A1) and Explorer (A2), educators assimilate new information and develop basic
digital practices; at the following two stages, Integrator (B1) and Expert (B2), they apply,
further expand and structure on their digital practices; at the highest stages, Leader (C1) and
Pioneer (C2), they pass on their knowledge, critique existing practice and develop new
practices. As stated earlier the DigiCompEdu Framework is designed to be used in all sector of
education.

A major aim of the project is to extend the framework for the specific context of Vocational
Education and Training. VET takes place in different contexts, in the workplace as well as in
the schools. VET also integrates practice based and often informal learning. Importantly
technology plays a dual role for VET teachers. On the one hand technology forms the subject
of much vocational education and training in its use in different occupational areas. On the
other hand, technology is a means of delivering VET.

The Taccle 5 project is working across different sectors of VET. This reflects the focus on
pedagogy and the development of digital learning materials as key aims for the project. In terms
of the pedagogical focus, the project is looking at occupational and workplace learning as well
as the classroom based learning which predominates in general school education. The
development of digital learning materials and Open Educational Resources is seen as key in
VET, given the large number of different occupational areas and, unlike in Higher education,
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the need for these to be available in national languages. In the next section we will look at the
methodology, ongoing activities and outcomes being developed through the Taccle 5 project.

4 Methodology and outcomes

The research and development work is being carried out over a two year time period,
commencing in autumn 2018, with a major objective of extending the European Reference
Framework in the areas of digital pedagogy and the development of digital Open Educational
Resources for VET teachers and trainers in school and workplace settings.

The first period of activity has focused on undertaking a survey of Vocational Education
and Training practitioners in the five European countries, to explore their present access to
training, support and professional development opportunities and their current use of ICT in
teaching and learning practice. The sectors include Building and Construction, Teaching
Assistants, Tourism, Agriculture and Wellness and Sports. The findings from the survey will
be used to develop learning scenarios for different sectors in VET and create a model using
learning scenarios for training VET teachers in how to develop and use their own digital
resources.

The survey will be used to produce a report on the Extension of the European Reference
Framework in the two key areas of Digital pedagogy and Digital resources. The report will
combine a literature review, desk research and a survey (based on a semi structured
questionnaire and interviews) to identify all the competences and skills needed by a VET
teacher or trainer for sourcing, creating and sharing digital resources and for applying digital
pedagogies in school and workplace settings.

The taxonomy used in DigiCompEdu will be extended in school and workplace settings
and the descriptors of the progression model and the CEFR levels will be harmonized with the
VET context.

The project will produce six learning scenarios for different sectors, and will create a model
for using learning scenarios for training VET teachers and trainers on how to develop and use
their own digital resources. These scenarios will provide trainers with practical guidelines for
learning approaches, activities and content when designing their own lesson plans. The
scenarios will be also used as a model to inspire trainers to develop their own resources for
different contexts, situations and learner groups. The learning scenarios will refer to a given
learning situation, will describe the learning and the support activities, the roles, the target users,
the prerequisites, the objectives, as well as the tools and the resources necessary for the
accomplishment of activities.

Learning Scenarios will be delivered as a publication that will serve as additional
dissemination tool for VET providers and any other related stakeholders. The outputs will also
include a model for the development of new learning scenarios.

A further outcome will be a repository of learning materials and best practice exemplars
The repository of learning materials and best practice exemplars will includes the development
of 12 Open Educational Resources (OERs) with teaching, learning and research materials in
digital format based on the learning scenarios. The main aim is to provide access to quality
learning and teaching material to VET trainers to positively impact in use of technology for
teaching and training in VET in school and workplace settings. The OER development will be
subject to an ongoing Quality Assurance process to be developed for the project and will include
self-assessment procedures and rating systems.

A fourth area of work will be research leading to a report on innovative online and face to
face learning opportunities for professional development for teachers and trainers in the use of
technology in VET. The report will focus on innovative strategies for professional development
for VET teachers and trainers on applying digital pedagogy and develop digital Open
Educational Resources in school and workplace settings. It will develop a methodology for
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empowerment and self-discovery through the expansion of personal learning networks, and the
ability to blend in voices, concepts and tools from different sources. The methodology will
describe and analyse the non-formal activities, working methods and tools that VET teachers
and trainers will be able to use for professional development (including MOOCs, blended
learning and peer based learning) as well as face to face workshops and courses. The project
will research and develop different models for providing access to professional development in
the use of technology for VET teaching and learning for all VET teachers and trainers including
part time teachers and work based trainers. Each project partner will work with a VET
organisation in piloting one of the models and methodologies and report on its use.

The fifth area of work is the development of an online Community of Practice for VET
teachers and trainers in the use of technology for teaching and training in VET. The Community
of Practice will support the needs for communication, resource exchange, collaboration, and
relationship building. The Community of Practice is designed to facilitate the exchange of open
educational resources. Project partners and trainers will be encouraged to share other resources
such as instructional materials, policy documents, videos illustrating techniques, or examples
of their work.

5 The European perspective

We recognise that the project cannot, by itself, resolve the challenges VET faces in this area.
Through the activities of the project we can develop models and exemplars which can be
transferred to a wide range of different actors, including policy makers, planners, school and
workplace providers and establish a community of practitioners as the basis for taking forward
the project post the period of European funding. The European perspective is important in
allowing us to develop models and solutions which will have applicability in multiple VET
contexts including in apprenticeship programmes, VET schools and in the workplace as well
as in programmes for initial and continuing training of VET teachers and trainers.
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Abstract

Industrie 4.0, or the fourth Industrial Revolution (4™ IR) are rhetorical constructs rooted in neo-
liberal or minimally capitalist understandings of the economy. The 4" IR as an ideological and
rhetorical construct has particular implications for vocational education and training across the
life span. This in turn is shaped by conceptualisations of the future of waged labour and by
default the relationship of VET to these processes. The 4" IR’s association with digitalisation
and artificial intelligence (Al) is ambivalent. For some writers this leads to technological
unemployment and the elimination of labour from paid work. Whilst for others there is no
employment crisis that cannot be resolved. The paper examines these arguments drawing out
their implications for VET across the lifespan.

Keywords
Industrie 4.0; the fourth industrial revolution; vocational education and training; lifespan;
waged labour

1 Introduction

The paper engages with a diverse and contradictory literature, employing an analytic stance
rooted in policy scholarship. It discusses rhetorical constructions of Industrie 4.0 and its
equivalent the 4™ industrial Revolution (4" IR) and their implications for VET across the
lifespan.

2 Research questions

The paper addresses the implications of the 4™ IR for VET across the lifespan and as such it
addresses the following questions:

*  What implications does the 4th IR have for VET over the lifespan?
Do we need to re-think VET in the context of the 4th IR?
¢« How should worklessness be addressed in VET?

3 A note on method

The paper is rooted in policy scholarship with its methodology set within a critical engagement
with a relevant literature. In this respect the paper adopts an approach derived from critical
theory. The analysis that the paper develops is thus part of its methodology. Consequently, the
validity of the argument can be judged on the basis of its credibility and plausibility, which in
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turn will be partly shaped by the manner in which readers position themselves in relation to the
paper. Rather than engage in a systematic or definitive review of the literature based upon the
protocols of the former, I seek instead to engage with the relevant debates. Systematic reviews
rest upon a quasi-technicist and positivist approach to empirical research (Avis, 2003, 2018;
Maclure, 2005). In this paper I seek to address the particular and often contradictory stances
that have been taken towards the 41 IR and the resulting debates. Inevitably I am positioned as
a participant in these discussions having selected the particular themes and debates to be
examined. I have not limited my discussion to advanced manufacturing as to have done so
would have restricted the argument and ignored the ideological ramifications of the 4™ IR and
its social imaginary. [ have aimed to mobilise a range of arguments that can rest alongside and
have an affinity with the 4 IR. The 4™ IR encompasses far more than a narrow technical focus
upon advanced manufacturing. Consequently, I engage albeit briefly, with arguments that
address post-work, Marxism as well as Italian Workerism as these provide something of a
counter to more mainstream arguments that address the 4™ IR. These analyses provide a rather
different understanding of the ideological and socio-economic context in which the 4™ IR is
placed than do more conventional and empiricist engagements.

4 Industrie 4.0 and the fourth industrial revolution

The paper locates Industrie 4.0 and the 4™ IR in understandings of the economy rooted in neo-
liberalism which rest upon a capitalist terrain (Avis, 2018; Fuchs, 2018; Harvey, 2014). Whilst
this discussion is focused on the global north it should not be forgotten that these debates have
a significant impact upon the global south. This arises in a number of respects and can be seen
in the rhetorical claims that address the presumed educational and upskilling needs of these
developing and emerging economies but also in the prevalence of the informal economy and
exclusion of workers from the formal economy (Sassen, 2014). The 4™ IR is an ideological and
imaginary construct which reflects specific material interests, having particular implications for
education and training throughout the lifespan (Jasanoff & Kim, 2015; Pfeiffer, 2017). The
association of the 4 " IR with digitalisation and artificial intelligence (Al) is ambivalent. For
some writers this leads to technological unemployment whilst for others, even though there is
labour market disruption, there is no employment crisis that cannot be resolved (Anslow, 2016;
Atkinson & Wu, 2017; Autor, 2015; Ford, 2016; Haldane, 2015). The strong connection
between the 4" IR and labour market requirements are softened by those adopting a qualitative
analysis of advanced manufacturing work. These writers suggest the relationship between
technology and skill is rather more complex than the protagonists of technological
unemployment suggest (Baxter, Rooksby, Wand, & Khajeh-Hosseini, 2012; Pfeiffer, 2016).

Neo-Marxist discussions of the elimination of labour from paid employment, together with
the falling rate of profit, in some senses bypasses the former arguments (Berardi, 2017; Blacker,
2013). Harvey (2014) argues these processes are embedded in capital’s developmental logic.
Such arguments raise questions that address important socio-economic issues concerned with
the expulsion of labour from waged employment — the salience of surplus labour and the wider
political as well as educational responses. In the case of the former a universal basic income is
posed as a way of responding to a restricted labour market. In the case of the latter we encounter
well-rehearsed arguments that stress the salience of lifelong learning in relation to up- and re-
skilling alongside those that emphasise the importance of soft skills (West, 2018).

5 The 4" IR - implications for VET over the lifespan

What would constitute a progressive educational response to socio-economic conditions that
cohere around the 4" IR in the global north and south (Dittrich, 2016; Hajkowicz et al., 2016;
Peters, 2017)? Such a response would need to go beyond those rooted in social democratic
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sensibilities and should acknowledge the interpenetration and dialogic relationship between the
socio-economic and political contexts and VET.

The key question is whether we need to rethink VET in putative new conditions. West’s
(2018) and many other writers concerns with lifelong learning point to the requirement for
continuous up- and re-skilling alongside the development of soft skills. These arguments reflect
discussions that have been frequently rehearsed over the last 30 years. However, there is
nothing really new here other than the urgency within which this argument is set, alongside a
recognition of the salience of digital skills. Nonetheless, is there something qualitatively
different in the current conjuncture that necessitates a fundamental review of what constitutes
VET and its relationship with wider society?

In the current conjuncture, one in which the imaginary of the 4™ IR is all pervasive, we
encounter a number of problems when we explore what a socially just and progressive
vocational curriculum would look like:

*  To what extent would it be socially and institutionally situated?

*  How would it engage with the concerns of distributive justice?

*  How would it provide access to powerful knowledge?

*  How would it articulate the relationship between powerful knowledge and the vernacular
to develop ‘really useful knowledge’?

*  How would it relate to wider society in developing an appreciation of the civic implications
of occupational practice?

*  How would it contribute to the development of an engaged and critical citizenship in the
pursuit of a socially just society?

*  What would VET look like in conditions of worklessness?

How do these concerns map onto VET across the lifespan? At this point, and to reiterate,
we encounter a range of familiar arguments that have been expressed over the last thirty, if not
forty years, that call for lifelong learning, the development of soft skills allied with continual
upskilling. In this context creativity, entrepreneurialism and flexibility are deemed to be
essential for the new conditions we encounter. The VET system is to prepare both young and
old for such a scenario. Both demographics are deemed to carry particular dividends. Older
workers are thought to possess the skills, experience and knowledge of production processes
that are invaluable with the shift away from physically demanding production processes
allowing older works can extend their working life. Younger workers and women in societies
where there has been a limited participation in the labour force, offer demographic dividends
that address labour shortages and provide an important reservoir of labour. Young people as a
result of migration can address labour shortages found in the developed economies.

It will not have been missed by the reader that there is a paradox in the above which arises
in relation to the question of worklessness. There are several issues. Whilst the logic of
capitalism leads towards the expulsion of workers from waged labour, this is mediated by cost
- if waged labour is cheaper it may be used. The distinction between labour and work is often
confused, though the point is that ‘really useful” labour can be distinguished from waged labour.
There is any amount of ‘productive’ labour available in society that could contribute to the well-
being of all and that exists outside of capitalist waged relations. This point also alludes to the
importance of care work which discussions of the 4" IR tend to marginalise as a result of its
concern with industrial processes, the IoT and Al etc.

However, when considering the implication for VET across the lifespan does this merely
lead to more of the same? That is to say, the development of skilled, flexible workers and so
on. If surplus labour is a feature of contemporary capital this then poses questions about social
justice that can only be marginally addressed by a concern with interventions such as universal
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basic income (UBI). Paradoxically whilst this may serve to mitigate and be a palliative for
inequality, it may do little to distribute meaningful or ‘decent’ waged labour. It may be the case
that capitalist social relations are being stripped out by the forces of production presaging the
development of a post-work, post-capitalist society. It is important to view this process as being
one of struggle rather than the result of an inevitable determinist process. Here again we return
to the question of what an appropriate model of VET would look like in the current conditions.

6 Conclusions

It is as well to remember that technology and Al are entwined with social relations, being sites
of class struggle. How this is played out is dependent on the balance of power, not only within
particular social formations but globally. How far the development of the forces of production
are compatible with capitalist relations is a moot point, as it is also a site of struggle. The point
is that the progressive affordances offered by the 4™ IR are constrained by the manner in which
these are enmeshed within capitalist relations. I guess the struggle is to push these progressive
affordances as far as we can.
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Abstract

This paper offers a critical discursive examination of the renewed interest shown by the Israeli
Ministry of Education in recent years in vocational education, after decades of neglect. Through
critical discursive analysis of governmental and organizational texts, and of press articles, this
article proposes to characterize the educational-governmental policy on vocational education
against the backdrop of neo-liberal descriptions that view this education as a great equalizer
(Downey, Von Hippel, & Broh, 2004). A review of governmental documents reveals three main
justifications for expanding and strengthening vocational education in Israel: "Go learn
welding": The need for working hands; "Smart Hands"; In praise of blue-collar jobs. It also
identifies three major forms of rhetoric: Rebranding: From "vocational" to "technological" -
verbal coverage and disclosure; Statistics as government manipulation; Rhetoric of strategic
blindness. Finally, we argue that the VET Israeli policy uses strategic blindness and ambiguity
as a government resource.
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1 Introduction

One of the first things to say about vocational education in Israel is its close connection to
(stigmatic) ethnicity and working class in Israel. These vocational schools began to flourish as
a governmental means of absorbing the Jews of the Arab countries (Mizrahim in Hebrew or
"Orientals") in the second decade of the establishment of the State of Israel (which was
established in 1948; Saporta & Yona, 2004). The significance of this process is that from the
establishment of the State of Israel to the present day, most of the students in vocational schools
are Mizrahim of low economic class.

[This connection between class, ethnicity and vocational education also exists in various
places around the world.]

The main ethnic distinction among the population in Israel is between Jews of European
and North American origin (called Ashkenazim in Hebrew) and Jews of Arab origin (known as
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Mizrahim in Hebrew or Orientals). Like other cultures in the world, the former, the Euro-
American Jews, are considered to have high cultural capital, while the latter, the Orientals, the
Jews of Arab origin, are considered to be culturally inferior (Shohat, 1999). In other words, as
elsewhere in the world, while European ethnicity is transparent, and hence privileged, Oriental
ethnicity is stigmatized, and marked as a problem to be intervened in by way of re-education or
close social control (Shoshana, 2016).

It is also important to note that the vast majority of vocational schools in Israel are located
in what are called "development towns" (in Israel's geographic-social periphery) or
neighborhoods populated by people of low socio-economic class in central cities (such as South
Tel Aviv). Vocational schools, also called second class schools, last-stop schools or "residual"
spaces (populated by children who were expelled from all other educational frameworks) are
therefore closely connected with class and ethnicity in the common public and academic
discourse in Israel.

Against this background, this article offers three main questions:

1. What is the governmental rationale behind the Ministry of Education's renewed interest in
vocational education?

2. What are the justifications and accounts for vocational education in light of the neo-liberal
discourse that encourages equality, meritocracy, and mobility?

3. How does the public education policy relate to issues of ethnicity, class, educational
tracking, and inequality affiliated with vocational education in Israel?

2  Methodology

A critical discursive analysis (Van Dijk, 2001) of various texts since 2012, the year in which
we recognized that a renewed interest in vocational education was initiated by senior
government representatives: protocols of government meetings in various committees; reports
prepared by the Israeli parliament (Knesset) Research Center for various committees; posts
from the Minister of Education via his Facebook page; analysis of interviews with the Minister
of Education; analysis of the Ministry of Education website; letters written to the Minister of
Education by senior officials of the Manufacturers Association of Israel; statements by various
Knesset members about vocational education; and press articles about vocational education.

3 Findings

A review of governmental documents reveals three main justifications for expanding and
strengthening vocational education in Israel:

1. "Go learn welding": The need for working hands
"Smart Hands" or "Not everyone is a genius who can study only academic content in
universities"

3. In praise of blue-collar jobs

3.1 " Go learn welding ": The need for working hands

In a letter sent to the Minister of Education by the President of the Manufacturers Association,
it states:

"As someone who has been watching for years as the small industry in Israel shrinks and suffers
from a severe shortage of professional and skilled manpower, we urge you to examine the
possibilities inherent in technological education and vocational training and to permeate it more
into the various schools throughout the country" (Koren, 2017).
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This petition to strengthen vocational education in light of the industry's distress also arises
from the statements made by the head of Technological Education and Vocational Training in
the Manufacturers Association:

"We lack locksmiths, welders, CNC [computer numerical control] operators, production workers,
electricians, and now at a given moment we have a need for about 9,500 vocational workers in all
industrial professions" (Cohen, 2016).

This distress is presented by representatives of the industry as an acute problem that
requires immediate handling and as a real danger to the Israeli economy. As the president of
the Association of Engineers, Architects and Graduates in Technological Sciences in Israel
says:

"I expect the State to tell a young man who finished elementary school or grade 10, ‘Go learn
welding.' Without any immediate change, factories will close" (Bior, 2012).

3.2 "Smart Hands" or ""Not everyone is a genius who can study only academic content in
universities'

Another justification for the existence of vocational schools lies in the claim that "not everyone
is suited for academic education." This position emerges from the words of the founder of the
Center for Vocational Education from November 2014:

"After all, not everyone is a genius who can study only academic content in the universities. That's
the situation. That is how God created people - one smarter, another less smart. There are many
tens of thousands of students who are not capable of studying academic education."

In addition, vocational education is presented as providing a solution to those whose
qualifications fit the vocational track, and not the theoretical one, or in other words, those who
were blessed with "smart hands," as the head of the Manufacturers Association put it
(21.1.2014, minutes of Committee No. 145):

"We create people who because of our desires we make them be lawyers and all kinds of professions
that they are not good at, and do not let them express themselves in what they are good at. God
created people with all kinds of traits, and some of them with smart hands."

Such statements reflect a situation in which students ostensibly choose the vocational track
following their inclination or strength, and therefore vocational education provides them with
a space in which they can realize their skills and vocational aspirations.

This discourse of choice, which is also evident in various studies around the world, is
questionable in the context of vocational education because, contrary to the governmental and
industrial description that certain young people "choose" vocational education, research shows
that they do so not because they know what they want to do but because they know what they
cannot do while doors are closed to them (Ball, Macrae, & Maguire, 1999).

Finally, the analysis reveals that alongside the claim that not all students are suited to
academic education and that there are those with "good hands," there is a parallel discourse that
describes these students as "dropout youth" or "youth at risk," and vocational education as a
refuge that "rescues" them from unemployment or from lapsing into crime. This approach
emerges in the words of the representative of the Forum for the Advancement of Technological
Education from July 2016:

"What's better for a young man like this when he leaves school? He gets examples in the factory
that he can emulate, and not mimic the street bully, but rather the foreman."

These statements are consistent with the claim that students do not choose the vocational
tracks out of interest or future ambition, but from the understanding that this is the only option
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available to them. This steadfast connection between vocational education students and youth
at risk should trouble us.

3.3 In praise of blue-collar jobs

In 2013, the then Minister of Economics and current Minister of Education, Naftali Bennett,
posted the following status on his Facebook page:

"Do not study law, work in construction, they have good salaries."

When he entered the Ministry of Education as a minister in 2015, he posted another status
following his visit to a vocational school in Ashdod, a city in southern Israel:

"What jobs are in demand in Israel? Answer: Vocational manual workers — for example, welders,
electricians, chefs, carpenters, car mechanics. And after that: engineers... Young people, parents:
take this into account."”

The statements made by the former Minister of Economics and the current Minister of
Education express the claim that in the current reality in the Israeli economy, vocational
industrial workers enjoy jobs that are in high demand in the market and that their wages
sometimes even surpass those with higher education.

The Head of the Vocational Training Division of the Ministry of Economy said:

"In the past, a lawyer or a beginning academic would earn 3 or 4 times more. Today, your salary
as a CNC operator exceeds the salary of the beginning accountant and the starting lawyer... Today
you have plumbers and electricians who are tycoons, and even for beginners, the salaries are very
respectable" (Taversky, 2016).

This argument regarding the advantage of graduates of vocational education in the job
market in terms of wages recurs as part of the justifications given for vocational education.
However, studies conducted in Israel (see for example: Zusman & Tsur 2010) and around the
world (Brunello & Rocco, 2017; Golsteyn & Stenberg, 2017; Stenberg & Westerlund, 2015)
cast this claim in doubt and describe that from a long-term perspective, the wages of academic
education graduates are higher than those who studied in vocational schools in tracks such as
welding, framing, automotive mechanics, and metalworking.

4 Rhetoric and strategies to promote vocational education

The discursive analysis identifies three major forms of rhetoric:

1. Rebranding: From "vocational" to "technological" - verbal coverage and disclosure
2. Statistics as government manipulation
3. Rhetoric of strategic blindness

4.1 Rebranding: From "vocational" to '"technological" — verbal coverage and disclosure

"There is a confusion of concepts - what is technological education?" thus member of Israeli
parliament Yaakov Margi, chairman of the Knesset Education Committee, opened the meeting
marking vocational training day in November 2016:

"When I talk to people in the Knesset, everyone sees something else in his mind. There are those
who see the technological trends, and there are those who see the vocational schools."

This statement by the Knesset Member largely reflects the ambiguity that characterizes the
current policy of the Ministry of Education with regard to vocational education.

As part of the Ministry of Education's policy to expand vocational education and its re-
branding, more “exclusive” tracks have been added to traditional tracks and a tactical choice to
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relate to all tracks and to present them as a single field under the overall name "Technological
Education."

In a document written by the Knesset Information and Research Center in 2008, vocational
education is presented as divided into three main branches: the prestigious practical engineering
courses (such as practical engineering, electronics and biotechnology); the technological track
(architecture and industrial design); and the vocational track (mechanics, beauty professions).

These differences between the various tracks within technological education are also
evident in the percentage of entitlement to matriculation, ethno-class profile of students in the
various tracks, and future wages.

Despite the Ministry of Education's attitude towards all tracks as a single field and referring
to them all by the prestigious name "technological education," some of these tracks are
perceived as suitable for outstanding students and direct their graduates towards higher
education and full matriculation, and some direct towards the world of work and do not set
expectations for top quality matriculation, which is an entrance ticket to university. This is
expressed in the Ministry of Education's official publications. For example, the department's
website under the biotechnology track states that the program is intended for "students with
motivation and scientific curiosity who have proven ability in scientific subjects and
mathematics" and that "graduates of the program who are entitled to a matriculation certificate
will be able to continue their studies in institutions of higher education." On the other hand,
under the track of hair styling and grooming, it is written that "after acquiring the necessary
skills, students can formulate a unique professional language that will ensure their vocational
and economic future." No reference is made to a matriculation certificate.

The words of Member of Israeli Parliament, Amram Mitzna, in the Knesset Committee
(7.7.2014, Minutes 223) also indicate the differences between "technological" and "vocational":

"Technological education is ostensibly a more beautiful name, for education in physics,
mathematics, and high-level computers. Vocational education - as its name suggests — is as it was
since the establishment of the State and before the establishment of the State, actually is an
education in which a vocation is obtained, but it is also education for professional values and
integration into society.”

The choice to refer to all tracks, from automotive mechanics to robotics and cyber under
the term "technological education" therefore creates ambiguity and often confusion. This
ambiguity creates a misrepresentation, which presents "technological education" as a
springboard for academia and "future-oriented" professions, when in practice these "promises"”
refer mainly to the higher "technological" tracks. These promises do not reliably represent
employment tracks that still serve students from low socio-economic class, guide them to
working-class jobs, and do not direct them to a high-quality matriculation certificate that
enables continued academic studies.

5 Statistics as government manipulation

The headline of a recently published article (Detel, 2019) declared that "Tracking, but for the
First Time - Vocational Education Passed academic Education." Two years earlier, a similar
article was published under the title: "Graduates of Practical Engineering Education Earn More
than Graduates of Academic Education" (Margalit, 2017). These newspaper headlines present
a situation in which vocational education, with all its various tracks, provides an advantage to
its graduates over graduates of academic education. A thorough study of the data reveals a
completely different picture. Claims against the "misrepresentation" presented by the Ministry
of Education were raised, inter alia, at a meeting held in the Knesset called, "When you grow
up you will be blacksmiths and secretaries: half of the youth in the periphery are in vocational
education" (25.10.2017, minutes of Committee 95), within the framework of the special
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committee for distributive justice and for social equality. It was argued that there is a great
difference between the different tracks, especially between technological-practical engineering
education and vocational education, and therefore an attempt to relate to them as one "field"
creates a "delusion" that does not reflect the educational reality.

Evidence of this can be found in a report written by the Knesset's Information and Research
Center in December 2018, which reveals a great deal of variance among the students studying
the various tracks in vocational-technological education: The rate of entitlement to a
matriculation certificate among graduates of practical engineering tracks in technological
education is 89.2%, significantly higher than the rate of entitlement among students in
technological trends (52%) and vocations (45.4%). In addition, there is a disparity among the
different tracks according to the socio-economic class of the students - most of the students in
technological education with a high socio-economic background study in the prestigious
practical engineering tracks. Most students from a low socio-economic background study in
vocational tracks.

It was also found that the practical engineering track contributes significantly to the wages
of its graduates, while the vocational track even damages the salaries of its graduates. Moreover,
in contrast to studies from other countries in the world (see for example Brunello & Rocco,
2017; Golsteyn & Stenberg, 2017; Stenberg & Westerlund, 2015), the disadvantage in the
wages of the graduates of the vocational track is already noted in the first years after graduation.

Finally, an in-depth examination of the educational institution reveals significant
differences in this aspect: Among students who applied for higher education, more than half
from the biotechnology, software engineering and technological science tracks continued their
studies at various universities. In contrast, most of the graduates of the education, tourism and
leisure, and business management programs who applied for higher education did so in the
various colleges, and only less than 20% of them studied at university. These findings, which
testify to inequality, are "hidden" under statistical data that present a false representation of the
success of vocational education and the reduction of gaps with respect to vocational education.

5.1 "Soon you will go far'" - Rhetoric of strategic blindness

The Minister of Education, Naftali Bennett, during his tenure as Minister of Education, actively
encouraged vocational education (or, more accurately, "technological" education as noted
above), by publishing his slogan "Soon you will go far." He stated the following at a summit
meeting of dozens of CEOs and senior executives from prominent Israeli companies (People
and Computers, 2018):

"Until a few years ago, Israeli schools were the same as those of 120-130 years ago - a teacher who
stands and lectures to bored children. At that time, obedient, disciplined adults had to be raised to
do what they were told. This was what was needed in the era of large factories and production lines.
Today we need the exact opposite... The graduate of the future will be a creative person, a smart
man with good tools in mathematics and English."

The Education Minister added.

“If there is no increase in the number of examinees in five matriculation units in mathematics, there
will be no one to develop high-tech, there will be no one to build iron domes, and we will not obtain
any more Nobel Prizes."

These words resonate with the findings in the literature about the disparities in the
socialization of students from different socio-economic classes (also known as the “hidden
curriculum”) (see Anyon, 1980; Bowles & Gintis, 1976). These studies report how low socio-
economic schools emphasize values of obedience and discipline that prepare them for working-
class jobs. Upper socio-economic schools, on the other hand, emphasize values of creativity,
independence, and leadership that prepare their students for elitist professions.
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The Minister of Education completely ignores the case (as well as in other interviews with
him or his descriptions on his Facebook page) of the public and research criticism of vocational
education in Israel. This emphasizes that the Minister of Education's remarks are not relevant
for vocational education students, the vast majority of whom come from families of low socio-
economic class and stigmatic ethnicity (Mizrahim), who are directed to educational tracks that
guide them to the professions of the working class (or the low-tech industry).

It is interesting to note that the Chairman of the Education Committee of the Manufacturers
Association, at a meeting in November 2016, noted this disregard on the part of the Minister of
Education by "cooling down" this class-oriented future orientation and indicating "modest"
aspirations for members of the lower socio-economic classes that emphasize the "occupational
security" that characterizes the traditional work world:

"A production worker is not a high-tech worker. That’s just the way things are. Conditions are
different on the one hand, but on the other hand he has long-term employment security, he can work
in the same workplace 10, 20 and 30 years.”

This disregard and strategic blindness was also proposed by the Director General of the
Science and Technology Administration in the Knesset Committee in July 2014:

"We are talking about a system that enables each student to continue advancing, a system that does
not track, does not create a 'glass ceiling' and 'a dead end."

In his attempt to deal with the tracking claim of discrimination against vocational
education, the Ministry of Education presents an educational system that is not dependent on
class or ethnicity, one that does not have a hierarchy between the tracks, and one that allows
each student in each track to reach what he chooses. As expressed by the Director of the
Education Division in February 2012:

“Technological education is integrated vertically and not horizontally, and some of the students in
it get an excellent scientific matriculation certificate, with 5 units of mathematics and 5 units of
physics, just like in the theoretical education system."

Another example of distortion, deception, and even a governmental lie can be found in the
words of the Director of the Science and Technology Administration of the Ministry of
Education of November 2016:

"We want to emphasize that the system does not track. Anyone studying automotive mechanics is
in the matriculation track. Anyone who studies hotels and tourism is in the matriculation track. It's
part of our worldview.”

6 Discussion: Strategic blindness, ambiguity as a resource, and educational policy

An in-depth examination of the vocational education system in Israel reveals that for the
students who study in the vocational tracks there is no "opportunity" for a promising
employment horizon, and this is not a "choice." The claim that vocational track students can, if
they desire, complete their studies with a matriculation certificate and that the matriculation
track is open to them, is refuted by the data, which reveals that most of the students in the
vocation tracks finish their studies with a poor matriculation certificate or no matriculation
certificate at all.

The use of the term 'opportunity' in an unequal society is often a manipulative educational
rhetoric because it legitimizes the existing policy that does not undermine existing relations of
control. In addition, the Ministry of Education utilizes class and ethnic blindness in relation to
vocational education by refusing to address the hierarchy between the different tracks and
declining to relate to ethnicity or class or to present data on the matter. This class and ethnic
blindness is consistent with the neo-liberal discourse, which gives an interpretation to the social

and educational reality in terms of "ability," "interest," "self-efficacy," or “talent,” and thus
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ignores class issues and legitimizes inequality (Nylund, 2012). The neo-liberal and the
psychological discourse, and the alliance between them (Shoshana, 2014), in turn promote
practices that encourage silencing and ignoring issues of race and ethnicity.

Moreover, the analysis of the discourse conducted by the Ministry of Education with regard
to vocational education reveals a great deal of ambiguity, which is expressed in various
contexts: the use of the term "technological education" to describe study tracks that differ
significantly from each other; presenting data in a way that hides the actual situation more than
it reveals it; using false slogans and promises that do not meet the test of reality, at least not
equally to all students in all tracks; inconsistency, and even concealment, of wage gaps between
graduates of vocational and theoretical education; and promises for admission to higher
education and lucrative positions.

This ambiguity is in fact a strategic resource for policymakers, enabling them to "allow"
specific policies and governmental rationales that suit the current neoliberal agenda
(Jarzabkowski, Sillince, & Shaw, 2010). This ambiguity, which is exacerbated by social
inequality, creates deception aimed at meeting the demands of the labor market for available
and cheap labor (Atkins, 2010), and is actually a tool for population regulation, or
governmentality according to Foucault (1991).

We suggest that we try to understand the Ministry of Education's refusal to deal with issues
of class and ethnicity, to relate to the hierarchy between tracks and the tracking that this
education generates, as related to the "discursive volatility" of vocational education and its
historical and social contexts in Israeli society. Vocational education in Israel is closely linked
to inequality and ethnicity, ethnic discrimination, and long-standing tracking. This link was
even dubbed "Productivication of Mizrahi Jews" (Zameret, 2005). The public criticism of
vocational education in Israel, which links class and ethnicity, is even known as an "ethnic
demon," which in turn can teach us about the fear of discursive volatility.

The term "ethnic demon" also appears in relation to other case studies on the class of
Mizrahim in Israel (with regard to wage gaps between Mizrahim and Ashkenazim,
discrimination in employment, and lack of representation of Mizrahim in prestigious positions)
and assumes "hacking" or "eruption." Moreover, this is a metaphor that includes associations
to dark worlds, panic about the [negative] demonic eruption, lack of control, lack of rationality,
and instability. These characteristics, which threaten the social order, encourage
delegitimization of critical claims, or at least attempts to imprison the critical demon in the
imaginary space from which it erupted and caused a commotion.

The use of these strategies of strategic blindness and vagueness may prevent the public
discursive commotion or immolation of criticisms about the connection between ethnicity, low
socio-economic class, and vocational education, or the [hidden] privilege of distancing upper-
class children from vocational schools.

We would like to argue that these strategies reinforce inequality and obtrusively deepen it.
Moreover, I suggest that explicit reference to ethnization of vocational education may challenge
the durability inequality and encourage creative thinking about educational alternatives.
Conscious rhetoric of structural tracking, a connection between prestigious study tracks and
specific ethnicities, and the populating of other study tracks by members of stigmatic ethnic
groups, may, as poetically worded by Foucault (1988, p. 265), "question over and over again
what is postulated as self-evident, disturb people’s mental habits and the way they do and think
things, dissipate what is familiar and accepted, and reexamine rules and institutions."
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Abstract

Recurrently, dual vocational education and training systems are said to be unable to adapt to
rapid changes of labour market requirements because of their large number of specialised
occupations. To reduce the number of occupations and create broader profiles is one proposal
for increasing flexibility, for example, by combining similar occupations in so-called
occupational fields. However, little is known about the actual practices of establishing
occupational fields. Based on the case study of piano makers in Switzerland, we shed light on
an occupational associations’ institutional work. Regulatory changes disrupted the piano
makers’ occupation. Yet, the occupational association reinstitutionalised it as part of the
musical instrument makers’ occupational field together with other occupations. More than a
decade later, the piano makers are reintroducing their former occupational title, which is deeply
connected to their occupational identity. Therefore, this case study illustrates the resilience of
occupations within occupational fields.

Keywords

occupational field; institutional work; deinstitutionalisation; reinstitutionalisation; occupational
identity

1 Introduction

Dual vocational education and training (VET) systems are characterised by the occupational
principle (Berufsprinzip), which is a social identification and allocation instrument that implies
a close relationship between certified occupational qualification and employment activity
(Hellwig, 2008; Severing, 2014). Recurrently, dual VET systems have been attributed to a lack
of flexibility when requirements in the labour market change rapidly—for example, in times of
fast socio-technological change like the current digital transformation. A repeatedly proposed
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measure is to increase the systems’ flexibility by reducing the number of occupations, for
example, by concentrating on core occupations or combining related occupations into so-called
occupational families or occupational fields. This should broaden occupational profiles to
improve individual mobility in the labour market and increase the efficiency of training (Hafeli
& Gasche, 2002; Maurer & Pieneck, 2013; Seufert, 2018).

Already at the beginning of 2000, the reduction of the number of occupations was
discussed. In Switzerland, a VET policy reform provided the opportunity to reorganise
occupations in 2004. All occupations were to be adapted to the reformed national VET act,
which prescribed new training standards. Then, around 300 different occupations on the VET
track at the post-secondary level existed (Berner, 2013)—among them were 130 occupations
with less than 100 apprenticeships per year (Héfeli & Gasche, 2002).

In Switzerland, occupational associations are the main actors when it comes to defining
occupational training content and creating apprenticeship positions. This task is delegated to
them based on the assumption that they know best what the labour market needs and can ensure
a continuous adaption of VET. Occupational associations are, therefore, important educational
actors (Baumeler, Engelage, & Strebel, 2018; Strebel, Engelage, & Baumeler, 2019). In
addition, the federal state and the cantons are involved in VET governance and training takes
place in firms and VET schools.

During the implementation of the 2004 reform, public authorities urged some of the smaller
occupations to merge. This pressure provoked substantial institutional work from occupational
associations. Institutional work is the purposive action of individual and collective actors aimed
at creating, maintaining, or disrupting institutions (Lawrence & Suddaby, 2006). The
institutional work perspective states that institutions—or, in our case, occupations—do not only
need to be purposefully and actively created and maintained, but their disruption also implies
effort (Lawrence & Suddaby, 2006).

Against this backdrop, we investigate the case of the piano makers’ occupation as an
example of one of the smaller occupations that had to merge into an occupational field and as
an example of institutional disruption. The long-established traditional handicraft could not
uphold the legitimacy of retaining its individual apprenticeship and lost its occupational title.
We address the following research question: Which institutional work practices did the piano
makers’ association develop to deal with the deinstitutionalisation of their occupation?

Based on this in-depth case study, we contribute to the understanding of occupational fields
and institutional work in two ways. First, we detail processes of occupational field construction
and identify challenges. Here, we pay special attention to the importance of the occupational
identity of the affected occupational association. Second, we shed light on institutional work in
deinstitutionalization processes, because there is little research that investigates the practices
through which actors aim to disrupt institutions (Clemente & Roulet, 2015; Lawrence &
Suddaby, 2006; Maguire & Hardy, 2009).

2  Theoretical framework

2.1 Occupations and occupational fields

Institutions are enduring elements of social life that provide templates for action, cognition, and
emotion (Lawrence, Suddaby, & Leca, 2011). An occupation (Beruf) can be conceived of an
institution (Bechky, 2011; Lawrence, 2004). It is defined as “a formally recognized social
category, with regulative structure concerning VET, qualifications, promotion and the range of
knowledge, both practical and theoretical, that is required to undertake the activities that fall
within it” (Clarke, 2011, p. 103). It represents a division of labour, also referring to particular
wage relations, social position, and social status.
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Occupations are based on collective governance where consensus-oriented and time-
consuming decision-making involves key sectoral stakeholders (Clarke, Winch, & Brockmann,
2013). Because they are the result of negotiation processes, occupations are social constructs
rather than mere reproductions of activities found in the labour market (Dehnborstel, 2005;
Schwarz & Bretschneider, 2014). Further, occupations are not only legally, but also
normatively and cultural-cognitively defined (Nicklich & Fortwengel, 2017).

In the last century, economic and technological development has led to an increasing
number of specialised occupations as a result of the differentiation and specialisation of work
(Pahl, 2001). The increasing differentiation of occupational profiles has repeatedly been a topic
of VET policy (Maurer & Pieneck, 2013). While employers are usually interested in VET that
is closely tailored to their needs and allows apprentices to work productively as quickly as
possible, narrow occupational profiles can restrict individual mobility on the labour market.
Further, it is argued that constant technological change requires broader competencies. In
addition, a larger number of occupations raises costs for the public sector, as occupation-
specific offers at VET schools are mostly publicly financed. The discussions, therefore, revolve
around the fundamental question of how narrow or broad occupational profiles should be
designed.

The construction of an occupational field is one attempt to reduce complexity. It comprises
of a group of occupations that have certain similarities in terms of activity, training path, and
requirements (Héfeli & Gasche, 2002). The construction of occupational fields should provide
apprentices with broader skills, improve the mobility of workers within the field, and increase
efficiency in training and regulation. It should also improve transparency by reducing the
amount of information for young people who are about to choose an occupation. In occupational
fields, training of different occupations can be combined, but there also remains specialised
content to account for the peculiarities of individual occupations (Schwarz & Bretschneider,
2014).

2.2 Institutional work and disruption

The institutional work perspective (Lawrence & Suddaby, 2006; Lawrence, Leca, & Zilber,
2013; Lawrence, Suddaby, & Leca, 2009; 2011) deals with various forms of institutional
change and focuses on the role of actors in these processes. It states that institutions need to be
purposefully and actively created, maintained, and disrupted, and highlights the knowledgeable,
creative, and practical work of individuals and collective actors attempting to shape institutions.
Institutional work involves reflexive awareness and effort and addresses cultural-cognitive,
normative, and regulative pillars of institutions (Scott, 2008). This theoretical stream is
especially interested in studying institutional work that is “nearly invisible and often mundane,
as in the day-to-day adjustments, adaptations and compromises of actors” (Lawrence et al.,
2009, p. 1).

The institutional work of disruption refers to deinstitutionalisation, which is a “process by
which the legitimacy of an established or institutionalized organizational practice erodes or
discontinues” (Oliver, 1992, p. 564). Here, organisations fail to continually reproduce
previously taken-for-granted actions. This might be the case when changes in the political field,
in laws and societal values, or functional economic considerations call the legitimacy of a
traditional practice into question. Then, organisations might respond to changing circumstances
either by proactively and consciously deinstitutionalising a practice or they might exert little
control over environmental change and react passively or subconsciously. Consequently, the
delegitimation of an institution might also foster institutional replacement (Oliver, 1992) or
“repair work”, which is institutional work carried out to undo disruption (Micelotta &
Washington, 2013).
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For example, outsider-driven deinstitutionalisation, such as regulatory change, might
destabilise established practices (Greenwood, Suddaby, & Hinings, 2002; Maguire & Hardy,
2009). Organisations may react by innovating and seeking solutions. These innovations need
to be justified to gain broader acceptance and legitimacy. The innovation is only fully
reinstitutionalised when the new ideas and practices become taken-for-granted as a natural and
appropriate arrangement. If the reinstitutionalisation process is successful, new ideas and
practices become embedded and routinised, which allows their reproduction over time.

3 Method: Qualitative case study

We explore our research question by using a qualitative case study (Merriam, 2009; Patton,
2015). The aim of case study research is to conduct in-depth analysis, focussing on the
participants’ perspective (Mills, Harrison, Franklink, & Birks, 2017). It intends to provide a
comprehensive holistic account that helps in understanding the phenomenon.

The case selected here is the piano makers’ occupation. After the Swiss VET reform of
2004, public authorities aimed at reducing the number of occupations by merging small
occupations. This led to the disruption of the piano maker occupation. The piano makers’
apprenticeship merged with organ builders and wind instrument makers to become the musical
instrument makers’ apprenticeship.

Typically, case studies use various data sources (Mills et al., 2017). First, we analysed
official documents concerning the VET reform to set the ground for our empirical study.
Second, our case study was based on theory-generating, semi-structured expert interviews with
a key representative of the occupational association and two pedagogical consultants in the
reform process for the smallest occupations (Bogner, Littig, & Menz, 2009). Third, we used
document analysis. Data sources were official communications, such as the magazines of the
occupational association, websites, newspaper articles, and government documents, as well as
statistical information. The analysis of the different sources served to reconstruct the
occupational reform process (Langley, 1999) and to identify the occupational associations’
institutional work.

4 Results: Disruption and Reinstitutionalisation of the Occupation “Piano Makers”

Piano making and tuning have always been a niche occupation with low numbers of
apprentices. Yet, while in the 20th century a piano still belonged in every good room, in the
1960s the Swiss had to compete with imports from the Far East. At the same time, modern
residential construction meant that larger pianos hardly found any room. Today, ten times more
digital than acoustic pianos are imported into Switzerland and musical instrument makers
specializing in the piano are mainly concerned with maintaining, repairing, and tuning these
instruments (Grossrieder, 2018).

The association of the piano makers, founded in 1947, brings together around 240 piano
makers and tuners from all Swiss language regions. It defines the content of vocational training,
arranges expertise, and organises events and further training. The management of the
association works on a voluntary basis without payment. Piano makers were among the first to
implement the 2004 reform in their occupation and the apprenticeships in the newly created
occupational field started in 2007 with an average of 12 apprentices per year.

During the VET reform in the early 2000s, public authorities identified piano makers as
one of the small occupations that should be merged into an occupational field. They received a
letter from the public authorities saying this occupation could no longer exist if it was not
integrated into an occupational field and they were urged to join forces with other small craft
occupations in the woodworking sector. This started the outsider-driven deinstitutionalisation
process and provoked substantial institutional work of the piano makers and tuners association.
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Fearing their occupation would lose its recognition as an apprenticeship, they first
examined alternatives. One possibility was to stop training in Switzerland and send apprentices
to a German training centre. However, this idea was rejected with the argument that training in
Germany lasted only three years instead of four and thus would not offer the same quality.
Another argument was that training was not offered in French and, therefore, French-speaking
Swiss were left behind. Finally, the association took part in the meetings of the smallest
occupations organised by the public administration to find out if the suggested merger with
other wood occupations was possible. These first meetings, however, did not bring any
agreement because of large differences in the individual occupational activities. However, the
occupations that built and maintained musical instruments showed more commonalities than
other woodworking occupations. Consequently, as one of the first small occupations, the piano
makers joined forces with the wind instrument makers and the organ builders to found the
umbrella occupational association of musical instrument makers. Thus, they became pioneers
in establishing a so-called occupational field, which also meant they started reinstitutionalising
their apprenticeship.

The public administration supported the occupational reforms financially, which allowed
for developing educational plans and teaching materials. The first challenge was identifying
common educational content for the three occupations and determining the areas in which
occupation-specific education was required. Moreover, all educational plans were to be
formulated and elaborated in accordance with the new competence orientation at the time. An
educational consultant was commissioned to provide support and the process was initiated in
accordance with the legal requirements. A reform commission, including representatives of the
Confederation and the cantons, the presidents and examination experts of the associations, as
well as some teachers and the Swiss trade association, was formed. They discussed the issues
associated with merging occupations in detail because the novelty of the procedure for musical
instrument makers served as an exemplary case for subsequent mergers. Musical instrument
makers managed to assert their interests because their president was a member of the Swiss
National Council and was thus able to negotiate with federal and cantonal representatives and
make use of a well-developed network.

At the same time, it became clear that professional management of the umbrella
organisation of the musical instrument makers was indispensable because the members of the
organisation, who had previously worked voluntarily, were no longer able to cope with the
additional workload and the loss of income while doing institutional work. This meant that paid
staff was hired for the administrative work. However, the membership fees of the associations
were not sufficient to finance the staff of the umbrella association. To raise additional funds, an
obligatory training fund was set up, into which all firms had to pay. This led to some
contestations and, finally, a firm who did not want to pay was sued. In addition, the association
argued that importers of musical instruments also benefitted from the good education in
Switzerland. Because they had an interest in skilled workers able to maintain the instruments,
it was fair to demand a levy from these firms.

Besides new training content and the umbrella association, the musical instrument makers
had to find a location for their new vocational school and training centre. Several cantons
rejected an application, only one canton saw the musical instrument makers’ request as an
opportunity to revive an agricultural vocational school. Private patrons of the arts donated a
considerable amount of money to equip this school with training material.

Today, the training consists of a basic study course, organised together with other
instrument makers, and specific learning content within the field of piano making and tuning.
The apprentices are trained in companies, as well as at a training centre, which offers inter-
company courses. During their training, the students build an acoustic piano and thus gain in-
depth knowledge of the structure and interaction of the individual parts of the instrument. The
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lessons in the training centre are held bilingually and the learning material is available in
German and French.

Notwithstanding this successful reinstitutionalisation of the piano making apprenticeship
within an occupational field, merging came at a high price for piano makers. They were not
allowed to keep their occupational title and from then on were called "musical instrument
makers with a specialisation in piano making and tuning". It was difficult and painful to
communicate this loss of identity to the members of the association. Or, as the president of the
piano makers’ association expressed it more than ten years after the founding of the
occupational field: “We are no musical instrument makers; we make pianos!”

5 Conclusion

Dual VET is often praised for its proximity to the labour market because of the involvement of
economic stakeholders. Nevertheless, it is criticised for being too complex and slow in times
of a rapidly changing world of work. The differentiation into many specialised occupations is
regarded as being inert, regulation-intensive, and inflexible. One solution repeatedly proposed
is to increase the efficiency and transparency of training and the mobility of workers is reducing
the number of occupations, for example by concentrating on core occupations or competencies,
constructing occupational families, or merging related occupations into occupational fields.

The case of the piano makers shows how a regulatory reform delegitimised the existence
of a long-standing occupation. This occupation, therefore, needed to merge with other
occupations into an occupational field. Yet, the occupation did not just disappear. By
identifying the piano makers’ associations’ institutional work, we document how they
reconstructed and reinstitutionalised their occupation. Crucially, cultural-cognitive and
normative factors influenced the organisational effort, as well as the high commitment of a
large number of association members to the value of apprenticeships. Over the years, the
identification of piano makers with their own occupation has been a guiding principle. Today,
the piano makers are at the verge of regaining their formerly abandoned occupational title and,
thereby, successfully completing their reinstitutionalisation work. This finding illustrates the
resilience of occupations and occupational associations.

In conclusion, the creation of an occupational field at least partially calls into question the
occupational principle. Thus, such a policy measure cannot be thought about without
considering the governance structure of the respective VET system. If, as in Switzerland,
occupational associations are equipped with far-reaching responsibilities, it is necessary to
consider these collective actors. If their occupational identity is not preserved, occupational
associations may engage in work to reinstitutionalise their occupation or, if they fail to do so,
they might no longer be committed to continually offer apprenticeships and their member
companies might lose their willingness to train. Thus, this case study indicates that policy-
makers might need to strike a balance between searching for training synergies and respecting
occupational identities. Finally, whether reducing the number of occupations actually has the
effect of increasing efficiency and improving labour market mobility remains an open question
for further research.
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Abstract

Although the national VET systems differ in many aspects, the development of the new
technologies and the spread of interactive and collaborative learning environment have brought
about a general intention to launch action researches with innovation objectives. Our four-year
project is aimed at the renewal of educational content and methods, and because it is strongly
connected to schools, it is of empiric nature. The lecture describes the innovation processes
relating to the content-methodological renewal of vocational teacher training. Since 2016, a
network of 12 schools has been established in which teachers and students implement content
development activities. This work aims to reduce the deficits in vocational learning materials
as well as to modernize the slowly changing content. This model, which is aimed at serving this
objective, necessarily requires a modern ICT-based infrastructure that helps online and
collaborative learning.

Keywords

ICT; micro contents; open content development; teacher training; VET

1 Introduction

One field in the development of VET systems that bears serious development risks and
possibilities all over the world is teacher training. In the last decade, the McKinsey report was
an essential factor in recognizing the fact (Barber & Mourshed, 2007) that the future success
and efficiency of educational systems was highly dependent on the teachers’ quality and the
effectiveness of their preparation. In VET, where educational content is permanently changing,
and the learning environment has profoundly transformed during the latest years, the level of
technical education very much depends on the teachers’ methodological skills. Also, the
renewal of the didactics applied in VET has become of exceptional importance during the latest
years (Gessler & Herrera, 2015) mainly because owing to the online and interactive
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technologies (Beetham & Sharpe, 2013) the educational and learning environment has opened
up many new opportunities (Mészaros, 2014).

In 2016, the Hungarian Academy of Sciences launched a four-year program that placed
methodological modernization into the focus of subject pedagogical developments. One of the
core features of our project is that in line with the nature of VET, stepping beyond the
disciplinary frameworks and adjusting to the sectoral characteristics of VET and the structure
of vocational teacher training, it aims to develop the methodological skills of the engineer-
economist teachers in the online environment, with interactive techniques and collaborative
processes (Benedek & Molnar, 2015). It is a specific, future-oriented challenge that the
innovation model we wish to present in our lecture is being formed at a technical university
environment that has a history of almost one and a half century in the field of vocational
teachers' training.

2 History of OCD model

Our starting point is that the traditional curricular structures and the school books objectifying
these for the pupils are somewhat limited in warranting the dynamics and the quality of the
education of vocational subjects. Regarding the school books and handbooks, our surveys made
it clear that the total deficit in learning materials is about 30 per cent while regarding quality,
app. Forty-five per cent of the existing materials does not meet the requirement of being up-to-
date. In the case of VET, this tendency could very clearly, and the challenge is growing tougher
in the future. The essence of our model, which has been proved by our first development results,
is that in the development of vocational educational content, the partnership that is much more
open than traditional content development processes could establish between the teachers and
the students. For all this, the online learning environment and interactive communication offer
a favourable development environment where the partners’ activeness and so their development
attitudes can mutually be improved. Our procedure the target was at establishing a system in
the process of the so-called open content development, from teacher training to the integration
of VET teacher trainees at the schools, that comprehensively develops the teachers’ (students-
pupils’) attitudes and their skills in adopting interactive, collaborative methodological
techniques and also apply them in the school practice.

In a didactical sense, this model theoretically based on the classic student-teacher-content
triangle. However, the development scope is much more complicated (Haege, 2015). Relying
on the attitude surveys, we strived to develop the teachers’ and the students’ activity, as well,
and to compose construction tasks similar to those in community-based content development.
Micro contents that are connected to the creation of the learning results at the elementary level
fulfilled essential functions as construction tasks. On the one hand, relating to the system of
curricula, learning objectives and results in content development indicate a trend of
collaborative creation in which activities may lead to concrete aims, results and successes (Ure,
2015). On the other hand, the role of images, that are permanently required in vocational
didactics, as well, can be much more strongly asserted than in traditional processes. By applying
the BYOND attitude, considerable student activity can be achieved, and at the same time,
learning content can be developed in a differentiated way, deficiencies can be completed and
the existing learning units updated.

The wider didactical environment of our model also offered the opportunity to integrate
essential elements appearing as results in terms of the sustainability and the dissemination of
the model. Thus, for example, new methodological modules were introduced and tested in the
teachers’ training and further training, the adoption of learning framework systems with VET
objectives has become general, which has established up-to-date possibilities in the field of
online collaborative learning, and the creation of cloud technologies intended to provide
infrastructural support for content development and to help the wide range application of micro-
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content (Benedek & Horvath, 2016) with an open-access attitude has also brought about
promising results.

The lecture frames the general description of the model developed in the first half of the
project. The theoretical background of our research is connected to the analyzations the
frameworks of which were set by our research community at several fora (ECER VETNET,
EDULEARN, INTED) along with our international activities aimed at renewing vocational
didactics. Although the national VET systems differ in many aspects, the development of the
new technologies and the spread of interactive and collaborative learning environment have
brought about a general intention to launch action researches with innovation objectives. One
of these initiations was the subject pedagogical research program prepared by the Hungarian
Academy of Sciences between 2015 and 2017 that incorporated our project dealing with the
development of VET methodology in 2016. The four-year project is aimed at the renewal of
educational content and methods, and because it is strongly connected to schools, it is of empiric
nature. Our research offers the possibility to launch concrete innovation processes connecting
to the content-methodological renewal of vocational teacher training. Since 2016, a network of
12 schools has been established in which teachers and students implement content development
activities. This work aims to reduce the deficits in vocational learning materials as well as to
modernize the slowly changing content.

About the possibilities of local innovation, the methodological speciality of our project is
the development of vocational micro-content and the creation of the connecting new
pedagogical practice. The development is open for teachers and pupils, as well, therefore during
the research, surveys examining the teachers’ and students’ attitudes have been made. We also
analyse the new knowledge elements created during the modernization of the contents and also
elaborate a series of methodological proposals that warrant the sustainability of the model.

This lecture primarily aims to describe the whole system relying on the first experiences in
the operation of the OCD model, and so make the adoption available for a broader range of
practice. One of the essential elements of our model is to implement strategic developments in
the higher education phase of vocational teacher training. By doing so, we provide the
possibility of learning the new methodology and the connecting techniques for the career starter
vocational teachers. In the current phase of our project, we are establishing the infrastructural
conditions (Sik, 2018) of the system connecting to content development, which will provide
help for the teachers in the course of content development (creation of micro contents). Within
the frames of the action research, we support collaboration between teachers in the pedagogical
practice as well as the sharing and archiving of the new content in a network system by
providing up-to-date cloud services.

3  Our Research Methods

The conceptional background of our research is connected to the analyzations the frameworks
of which were set by our research community at several fora (ECER VETNET, EDULEARN,
and INTED) along with our international activities aimed at renewing vocational didactics. The
theoretical foundation is also supported by some international research projects (Opening Up
Education), which is also crucial for Hungarian applied research (Pongracz, 2017). Based on
these, the authors can build action research on BYOD / BYOC approach.

Although the national vocational training systems differ in many aspects, the development
of the new technologies and the spread of interactive and collaborative learning environment
have brought about a general intention to launch action researches with innovation objectives.
One of these initiations was the subject pedagogical research program prepared by the
Hungarian Academy of Sciences between 2015 and 2017 that incorporated our project dealing
with the development of VET methodology in 2016. The four-year project pursues at the
renewal of educational content and methods, and because it strongly connected to schools, it is
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of empiric nature. Our research offers the possibility to launch concrete innovation processes
to the content-methodological renewal of vocational teacher training. Since 2016, a network of
12 schools established in which teachers and students implement content development
activities. This work aims to reduce the deficits in vocational learning materials as well as to
modernize the slowly changing content. About the possibilities of local innovation, the
methodological speciality of our project is the development of vocational micro-content and
the creation of the connecting new pedagogical practice. The development is open for teachers
and pupils, as well, therefore during the research, surveys examining the teachers’ and students’
attitudes have been made.

We also analyse the new knowledge elements created during the modernization of the
contents and also elaborate a series of methodological proposals that warrant the sustainability
of the model.

Based on the main trends and tendencies in the universe of industrial revolutions, the new
developmental direction for technological innovations is called Industry 4.0.

The everyday use of new technologies (specifically ICT tools) is marked as digital literacy,
which is already pervasive in our daily lives and our lifestyle. This influence is of great
importance in the specialization phase of teacher education and training.

4 Empirical Survey

In this lecture, the author will address the role of ICT in vocational education, teacher training,
and cloud-based and mobile learning methods. In addition to the theoretical considerations, the
authors support the hypotheses through practice-oriented applications drawn from professional
teacher training and empirical surveys and seek answers to open questions. The basis of the
investigation is based on a simple stratified sampling method regarding a quantitative survey
concluded in 2017, which reflects the results of a target group of N = 157 people. This lecture
primarily aims to describe the whole system relying on the first experiences in the operation of
the OCD model (Benedek & Molnar, 2017), and so make the adoption available for a broader
range of practice. One of the essential elements of our model is to implement strategic
developments in the higher education phase of vocational teacher training. By doing so, we
provide the possibility of learning the new methodology and the connecting techniques for the
career starter VET teachers. In the current phase of our project, we are establishing the
infrastructural conditions of the system connecting to content development, which will provide
help for the teachers in the course of content development (creation of micro contents). Within
the frames of the action research, we support collaboration between teachers in the pedagogical
practice as well as the sharing and archiving of the new content in a network system by
providing modern cloud services.

The empirical test was in autumn 2017, a quantitative questionnaire based survey assessed
the opinion of a sample of (N=177) instructors in vocational training institutions and students
enrolled in vocational teacher training programs. In the case of the empirical test, we used on-
line questionnaire forms, the tested multitude was chosen via simple layered sample taking the
procedure, and the respective answers were processed and analysed with descriptive statistical
methods. The size and wording of the questionnaires reflected the needs and demands of the
given target group. Thus survey forms completed by instructors provided a more detailed and
higher amount of information. Since the respective target groups are independent of each other
and apart from a few exceptions they do not know each other, we can gain a comprehensive
view of the current status of vocational training, and general conclusions can be drawn by the
expansion of the sample. The aim of the testing process is to demonstrate the differences and
similarities of the opinions of pedagogues and students, along with exploring the potential
causes while integrating the respective information in the academic profile of our Department.
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5 The results of the instructor survey

At first we provide a few pieces of characteristic and essential data gained from surveying the
opinions of teachers. We present the given information in a graphic form, in diagrams. Figure 1
shows the age distribution of the respondents representing the X, Y, and Baby Boom
generations.

3%

m20-30
m31-40
m41-50
m51-60
M 65+

Source: author’s own compilation

Figure 1 = The age distribution of the respondents

The next graph shows the distribution and variety of the subjects instructed. Accordingly,
the figure proves that 64,4% of the respondents teach professional or vocational training related
subjects, as most of them work as vocational instructors.

I do not teach
other subject(s)

vocational training subject(s) 114

arts and skill related subject(s). or
sports

science subject(s)

humanities

0 20 40 60 80 100 120

Source: author’s own compilation.

Figure 2 The distribution and variety of subjects taught by the respondents
The figure below illustrates the amount of time people use computers during an average
work day. Accordingly, 51% of the respondents use computers more than 5 hours a day while

approximately 1/3 of the sample work with computers between 3 and 5 hours a day. Such
findings prove that the respondents’ digital culture is dominated by computers.
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Source: author’s own compilation

Figure 3 The distribution and variety of computer use among the respondents

Figure 4 illustrates the extent of ICT device use in the education process with the value of
5 representing the use of such technology in every class. It can be concluded that % of the
respondents use ICT devices virtually on a daily basis.
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Figure 4 The distribution and variety of the extent of the respondents’ computer use

The last figure represents the availability of ICT devices in the respective institutions with
a value of 5 representing full availability. Accordingly, the ICT accessibility at the institutions
surveyed is at average or medium level.
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Figure 5  The distribution and variety of the accessibility of ICT devices at the schools of the
sample

6 Conclusions

According to the activities done during the preparation year (2015) and the currently running
project (2016-2020), the first results of our researches can be summarized as follows:

* we have established the theoretical background that gives the basis for our three-level
model the internal structure of which is as follows:

» the VET didactical analyzation of the micro-content connected to the learning results at the
elementary level

* initiation of methodological innovation in vocational teacher training and the further
education of teachers working in VET

» establishment of a pilot school-network (12 schools) I which we examine the impacts and
the results of the innovation

The starting point of our VET didactical principles is that less and less fixed and stable
learning materials are available in VET. Therefore a new type of partnership must be created
in content development that allows the teachers’ and students’ active participation. The OCD
model, which is aimed at serving this objective, necessarily requires a modern ICT-based
infrastructure that helps online and collaborative learning. The process, that has already been
introduced and tested in school practice, shapes the teachers’ content development culture at
the micro level. The development of micro-content allows cooperation while the size of the task
and the time demanded by the applied process can be adjusted to the teachers’ everyday
activities. An essential condition of this method, which focuses on a training field wider than
the traditional disciplinary - subject based view, is that the teachers get targeted preparation to
use it. The essential phase of this is teacher training. However, the teachers’ further training is
also of great importance as well as the local support of developments.

A new element of the OCD model is that it is open to the students’ activities, which allows
a unique type of cooperation between teachers and students. The most significant added
pedagogical value of this, which is also perceivable in practice, is the increase in the students’
activity.
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The development program initiated at pilot schools is currently stepping towards general
practice. So far, our measurements have strived to determine the attitude levels of the teachers
and the students. Since the micro contents elaborated by the teachers and the students can be
considered essential results of the development, their evaluation and the analysation of their
content and genre may reveal new possibilities of VET educational content development. In the
next phase of our research, we will primarily focus on the analyzation of these impacts and the
operational results of the OCD model.
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Abstract

The Learning Region concepts primarily consider universities as innovation partners and ignore
vocational education and training (VET) and secondary education in general._ My research
attempts to point to the role of VET institutions as potential innovation partners in local
development processes. I explain the reasons which lead to the fact that secondary VET is
mostly ignored in the learning regions concepts. I search the differences in the interpretation of
innovation concepts how they handle VET. The main research question is, what circumstances
support and what block and reduce the chance to build strong partnership with the involvement
of VET institutions. There is still a strong tendency in many cases to interpret secondary VET
as a means of responding quickly to the needs of the economy (particularly short-term). It is a
crucial question if the higher pro-activity level of VET can give a positive shift to become an
innovation partner.

Keywords

learning region; learning community; innovation; partnership; secondary vocational institute
1 The learning region

1.1 Theoretical background

From the 1980s onwards, based on a set of inter-directly or indirectly related disciplines,
numerous conceptual elements had emerged and strengthened which were favourable for the
birth of the multiple disciplines common set of “learning regions” concept. Among others,
regional sciences (Rechnitzer, 1993), innovation theory (Lundvall, 1992), organization theory
(Castells, 1996), management sciences (Bakacsi et al., 2004), direct democracy and bottom-up
theory (Ray, 1999) paved the way for the creation of a new concept, which by adjusting the
emphases of new scholarly approaches led to the birth of a new structure, using the same
building blocks. The appreciation of local knowledge, the function of the local economy,
grassroots initiatives, creativity and a broader interpretation of innovation, the importance of
implicit knowledge in terms of competitiveness, the role of partnership in the development of
a particular area, were already known before the learning region concept has emerged. By
linking these elements and rearranging their emphases, the emerging learning region concept
created a new quality (Benke, 2013, 2015).
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Learning appears as a key building block in the connection system of those organizations
which are capable of learning. In the course of evolving cooperation, learning processes take
place in network relations. Knowledge transfer, knowledge sharing, creation of new knowledge
happen along the strands of networks in the non-formal and informal learning processes.
Connection points in the networks can be considered as birth places of the new knowledge
(Erdei & Teperics, 2014).

Although, the learning region concept has generated several debates among the researchers
for years (Hassink, 2007), however, all the challenges it has faced, both regarding theoretical
debates and empirical experiences (Boekema, Morgan, Bakkers, & Rutten, 2000) it offered very
rich sources of information and knowledge, providing great support and solid basis for further
research. To achieve and maintain the learning region, it is still a most focused target of policies
influencing regional economic adaptability (Benke et al., 2018).

1.2 Common elements and different contexts; the interpretation of innovation

All learning region concepts emphasize the importance of learning within and between
organizations. This process is a learning partnership that will create added value for the
participants. The learning region concepts have some common building blocks, as of dialogue,
partnership, recognizing the importance of local knowledge, innovation processes launch,
bottom-up initiatives, development and co-operation of networks (Asheim, 1996; Florida,
1995; Lundvall, 1996; Morgan, 1997; Putnam, 1993).

The learning region concept represents a serious promise for development policy in support
of lifelong learning. The European Commission supported a number of projects and programs
aimed at the creation of that learning regions (R3L + program, Telson, PENR3L, the Learning
Regions Network in Germany).

Asheim draws attention to the different contexts of the “learning regions” concept (Asheim,
2007). It was introduced by economic geographers in the 1990s in order to illustrate and
examine the importance of cooperation and collective learning in networks for fostering
innovative and competitive regional development strategies in the global learning economy
(Asheim, 1996; Florida, 1995; Morgan, 1997). According to an other approach, “the idea of
learning regions originates from the new evolutionary and institutional economic writings on
the knowledge and learning based economy, where knowledge is considered the most
fundamental resource and learning the most important process”’(Asheim, 2007, p. 219). This
ensures the learning capacity of an economy strategic importance for its innovativeness and
competitiveness. In this context “innovation is understood as interactive learning in contrast to
the previous hegemonic linear model of innovation” (Asheim, 2007, p. 219). The third approach
conceptualizes “learning regions as regionally based development coalitions” (Asheim, 2007,
p. 219) of intra- and inter-firm learning organizations based on broad participation out of the
firm context.

As Hassink points out, ,,most scholars consider learning regions as a regional innovation
strategy in which a wide range of innovation-related regional actors (politicians, policy-makers,
chambers of commerce, trade unions, higher education institutes, public research
establishments and companies) are strongly but flexibly connected with each other” (Hassink,
2010, p. 51). Emphasizing the importance of partnership and cooperation between stakeholders,
the key role of universities as innovation partners, the utilization of local knowledge and the
support of bottom-up activities, the concept of learning region easily became a flagship of the
university-based regional/urban development activities, the lifelong learning movement and
offered an appropriate environment for research projects targeting local development with a
wide range of regional instruments (Benke, 2014).

There is a discrepancy between the concepts of the learning region on the interpretation of
innovation and the role of universities and research institutes (Lorenz & Lundvall, 2006). In the
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North American approach, in a knowledge-based, high-tech economy, learning regions are
linked to the importance of the quality of the knowledge infrastructure of leading universities
and research institutes, producing, attracting and retaining highly skilled workers (such as the
Silicon Valley) (Florida, 1995). According to the European interpretation, contrary to the
above, the analysis of learning regions focuses on the contribution of social capital and trust in
supporting dense networking between companies and the process of interactive learning
(Wolfe, 2002).

1.3 Appearance of non-market and non-economic factors

Emphasizing interactive learning in the concept of learning region points to the importance of
collaboration, and leads to the importance of non-market and non-economic factors (Putnam,
1993), to the role of social capital (eg. trust) in the economic performance of institutions,
regions and nations. In the "New Economy" learning represents the key, and so it embodies a
qualitatively different requirement compared to simple market transactions and exchanges.

The fundamental difference is that knowledge creation and learning are essentially social
rather than market processes. It includes the development and exchange of tacit, hidden and
underdeveloped knowledge, for which there are no markets (Storper, 1993). Instead of non-
existent markets, networks are places where such learning takes place.

According to the latest approaches, learning regions can only develop in a way that is
compatible with sustainable development. According to this, people and communities in the
learning region learn together how to create economic recovery, social capital and ecological
sustainability.

1.4 Education and training institutions as innovation partners

Concerning education and training institutions, the learning region concepts primarily consider
universities as innovation partners (Goddard & Chatterton, 1999; Lorenz & Lundvall, 2006),
and vocational education and training and secondary education in general are ignored in the
concepts. In this way, there is a contradiction in the concept between 'ignoring' vocational
education and training and so the 'non-inclusion' of a large group of people, and the *advocacy’
of bottom-up initiatives. Secondary VET institutions, as potential collaborating partners, are
present in a much larger proportion of the regions and are available to larger groups of learners
than higher education institutions. With ignoring them, especially in underdeveloped micro-
regions, the power to utilize local knowledge in the development of the area is being reduced
(Benke, 2013).

In the underdeveloped regions, the proportion of people with tertiary education is
insignificant, so the importance of secondary education is relatively highly appreciated there.
If it is important to involve local forces in local innovation processes, the involvement of those
with the highest level of educational attainment at local level and considering them as potential
partners in local innovation processes, can represent a mobilizing force towards the wider local
community (Benke, 2019).

The broader range of training institutions - as potential innovation partners - can be found
in those approaches of the learning region where the term ’learning region’ is interpreted as a
regional-based development coalition (Asheim & Gertler, 2005; Lundvall, 2008). This coalition
includes a wider range of organizations and institutions that influence and support learning and
innovation in a given region (Asheim, 1996; Morgan, 1997). While at the level of theoretical
concepts of the learning regions, secondary education and training do not play a prominent role,
there are examples of development projects where the importance of secondary education
appears. In the OECD Learning Region project, five participating European regions considered
“there and then” the development of secondary education as the key to development (Németh,
2014; OECD, 2001). One of CEDEFOP's publications examined the impact of the learning
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region concept on local development through case studies, highlighting the role of VET and
secondary education and training (Gustavsen, Nyhan, & Ennals, 2007).

2  The learning city

In spite of the fact, that the concept “learning region” was rather flexible since it’s first
appearance, the failure of some large development projects and the changing policy
environment could not ensure a supporting atmosphere for learning region projects any longer,
and required a new, more easily “digestible” and more concentrated spatial approach for the
development works which led to the emergence of the ,learning city” concepts. A very
important policy issue contributed to this shift from the regional level to the city level. As the
concept of regional equalization has lost it’s dominance in the regional development policy,
large cities with strong university links — as regional poles — came into the focus of policy
interests as the new targets of regional development, and as an evidence of this process, learning
cities came in place of learning regions both in terms of policy and project level.

A number of international development projects address cities (Pallace, TELC, PASCAL
Learning City in 2020) (Longworth & Osborne, 2010), which are intended — among other things
— to develop the “learning performance” of cities. (Hungarian participation has been displayed
in the learning city projects, as Pécs has been involved in the development activity of PASCAL
(Németh, 2014).) The prominent role of universities in the learning city projects can be
considered as one of the most important features of these projects (Gal, 2010).

3 The learning community

Along with the continuation of the discourse on learning regions and learning cities, growing
attention is being paid to learning communities, as well (Benke, 2014). According to the 'classic’
vision of the learning community, it implies close co-operation of the local economy, local
schools, colleges, universities, professional associations and local government to ensure that
the community is a pleasant, livable place for members of the community in all aspects
(Longworth, 2012).

Faris offers the interpretation of the generic term “learning communities” as a nested
concept of social/cultural learning with an expanding scale of learning environments. He
identifies the following learning communities: virtual global learning communities, learning
communities of place, learning organisations, academic learning communities, communities of
practice and learning circles, virtually placed them in a nested *Russian Egg’ (Faris & Wheeler,
2006). Another concept, based on a system approach, starting from the controlled systems is
reaching the alive learning systems, deals with the learning communities by considering the
principle of sustainable development essential for the future (Clarke, 2009).

In accordance with one of the latest approaches of the European Union, the learning
communities are evaluated on the basis of how the members of the communities work together
and as they utilize the resources of the communities. Non-traditional, new, innovative
partnerships have an important role in the formation of these learning communities. Regarding
this new approach of the EU, all kinds of learning - from the first steps to the highest standard,
from the formal to non-formal and informal learning - is viewed as valuable and which enriches
the community. Interest and capacity of citizens related to learning are considered the most
valuable resources of the learning community (Gejel, 2012).

4  The target and the method of the research

My research attempts to point to the role of VET institutions as potential innovation partners in
local development processes. I am planning to explain the reasons which lead to the fact that
secondary VET is mostly ignored in the learning regions concepts. I search the differences in
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the interpretation of innovation concepts how they handle VET (Asheim, 1996). The main
research question is, what circumstances support and what block and reduce the chance to build
strong partnership with the involvement of secondary VET institutions. Since despite the fact
that the definition of secondary vocational education and training is in the process of being
transformed (see Cedefop, 2015 and the three new VET scenarios), in practice, there is still a
strong tendency in many cases to interpret and use secondary VET as a means of responding
quickly to the needs of the economy (particularly short-term). Becasue of this I try to find
answer to the question if the higher pro-activity level and capability of VET gives a positive
shift to become an innovation partner. In the first phase of the work the employed research
methods are literature review and secondary processing of research outputs. It will be
complemented by expert interviews in the second phase of the research. The research is
planning to focus mostly on international research sources and on the available national outputs.

5 Preliminary findings

Australian researchers’ outcomes highlight some factors that reduce building partnership with
VET institutions. There are contradictions between centralised VET policy and the regional
view of local learning communities, and between the short term needs of VET market and the
long term needs of trust which serves as a vital force for communities. There is significant
tension between the centralised policy frameworks within which VET has come to operate and
the focus on regional economic development and community building that is more often the
focal point of learning communities. Any meaningful involvement in a community requires
mutual trust. While the building of trust develops in the long-term, it has been damaged by the
high level of uncertainty, change and instability experienced by many VET organisations in
recent years... And, also Kimberley emphasizes the new challange VET meets in relation to the
learning communities. VET can meet the postmodern challenge to satisfy the paradox of
simultaneously working from the bottom up (learning community enterprise) and the top down
(policy imperatives)” (Kimberley, 2003).

At the same time, prestige problems may arise with the management of secondary VET
institutions as partners. On the basis of national experience, the question arises as to how the
process of centralization of VET, the behavior of companies and the "survival strategies" of
VET schools can contribute to the emergence of real, meaningful partner roles. Moreover,
implementation of tasks arising from ad hoc market requirements leaves very little room for
schools to develop meaningful, genuine partner roles (Benke, 2016). In recent developments in
Hungary, the development of practical training has played a key role, ie the most important
objective was to meet the needs of the ad-hoc labor market, quickly. At the same time, support
for theoretical learning and the needs of LLL has been pushed into the background. The need
for a closer partnership arises only in terms of understanding labor market demand and
integrating it into vocational training. However, I assume that under more favorable conditions
the knowledge comes from schools and workshop practices can make a meaningful contribution
to VET schools’ incremental innovation capacity.

I assume that a 'reactive', follow-up institution cannot be a meaningful innovation partner,
only pro-active institutions are suitable for real partnership. The more pro-active the institution
is, the more likely and successfully it is to be a meaningful innovation partner. This means that
it can show alternative training paths, rather than short-term, interested in long-term
development and is able to build a strong trust relationship with local society and the local
economy. The question is whether secondary vocational education and training institutions can
be involved in local participatory planning process. My assumption is that learning regions and
learning communities can work successfully there and then if and when the local innovation
process is actively supported by local education and training institutions. In underdeveloped
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areas, this is a task for secondary schools, especially for secondary vocational schools. Research
is in progress.
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Abstract

The paper discusses the ways in which women aged 50, in two different cultural contexts (Italy
and UK) narrate and portray life relationships and events that have influenced their learning
and self-development. The reference paradigm is adopted from Narrative Learning Theory and
the approach is qualitative and comparative in analysing the participants’ voice. This inquiry
has shown how women’s representations of their life course reveal different propensities to
reflect on and learn from their own lives. The research supports the case for approaches that are
facilitative of biographical learning to become integral to adult education practices and to the
development of adult education practitioners working in areas such as mid-life career change
and work-re-entry.

Keywords
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1 Introduction

This paper discusses the ways in which women aged 50, from contrasting cultural contexts,
narrate their life course, with reference to relationships and events that have enabled and
constrained their learning and self-development. Their representations reflect complex sets of
motivations, beliefs and dispositions towards learning and their own capabilities for taking
action to change their situations (Evans & Waite, 2013). Born in the 1950s, their life
experiences and trajectories are rooted in, and intertwined with, 20" century post-war changes
in both UK and Italy in the social organization of initial schooling, access to vocational and
higher education and the availability of learning opportunities later in life (Rénka, Orvala, &
Pulkkinen, 2003). Furthermore, their biographies are reflective of the frameworks of power and
control that produce gender relations they and have shaped their adult life development over
the same period (Perrig-Chiello & Perren, 2005).

In exploring the narrated experiences of women living in Italy and the United Kingdom,
our research questions are: How do middle-aged women represent their learning lives? What
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are their learning trajectories? What is the role (or the impact) of learning in the transformation
of their life patterns?

The results of this inquiry have supported the case for approaches that facilitate
biographical learning to become integral to adult education practices and to the development of
adult education practitioners working in areas such as mid-life career change and work-re-entry.

2  Research Method

The methodological approach is qualitative; in-depth interviews with a sample of UK and
Italian women are the method for generating descriptions and interpretations on how women in
their 50s learn from their own lives (Tedder & Biesta, 2007), revealing different propensities
to reflect on their life experiences.

The first data source is a selected sample of 220 semi-standardized interviews of the
longitudinal research National Child Development Study that investigate biographies of people
born in UK in one specific week in 1958. For the purposes of this paper, we consider 31
interviews with UK-based women that have drawn a personal diagram representing their life
course. The second data source is a set of 28 interviews with Italian women in their 50s living
in the North East of Italy, in the Veneto area, based on the same items of the UK interview and
requiring an outline of the life course.

The nature of the comparison between UK and Italian narratives and sketches is not
focused on measuring differences between two groups (Ritchie, Lewis, & McNaughton
Nichols, & Ormston, 2014); it aims to explore emergent themes in the accounts of different
groups and contexts. The focus is the way UK and Italian women at the age of fifty represent
their learning trajectories. Diagrams are powerful tools in the research process because they
provide an alternative way to explore the subject of the study, generating potential impulses in
sense-making.

The diversity of the groups is recognized, considering the multiple influences of
macroeconomic conditions, social and institutional structures characterizing the two countries.
The goal is to explore, in the narrative or in the graphical representation of the life course,
different ways in which learning is taken into account as a key event of the life pattern.

In this paper, we have selected some interviews — 2 UK and 2 Italian — that are not
representative but demonstrative as a summary exemplification of the different perception of
the role of learning in respondent’s life trajectories.

Thematic, linguistic and narrative analysis of the transcription with Nvivo enables an
exploration of how and why learning can play a crucial role in transforming women lives. The
validity of the results is verified by a continuous process of discussion and by a comparative
analysis conducted by the two authors both separately and together. The close cross-cultural
collaboration of the researchers facilitates mutual learning and understandings of the socio-
cultural context of the two countries and the elicitation of the meaning of the tellers ‘stories in
the interviews. A shared commitment in the reflection on women’s narratives is sensitivity to
their situatedness in place and time.
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3 Findings: Learning Lives

Different expressions of the role of learning in the women’s life course emerged from the
accounts. There were three main configurations:

Low simply chronological examination of the learning episodes as a part of the life
course

Medium analysis, from a retrospective point of view, of the role of learning experiences in
the life course

High active identification, according to a reflective and critical enquiry, of the impact
of learning as a key event of the life course.

Eight recurrent milestones arose from narratives of UK and Italian women, composing
differently the “life palettes” that shaped their life course. These markers were usually used as
reference points to define the shape of life, even if with some differences in the two countries
(Evans & Biasin, 2017, p. 21): These revolved around relationships (with partner, parents,
family, social life), health, children and family, having or losing faith, work, education - starting
leaving//moving on.

In the accounts, learning is considered as a key event in two different ways: in a narrow
perspective, it is an educational outcomes, a school performance or a qualification achieved or
failed (marker 2); in a broader perspective, it is an outcome of a professional course, a
cultural/personal interest or a form of learning recognized by others or derived from life
experiences (marker 8).

These women have often used the answers to the questions posed as a form of memory of
their past, to focus the attention on themselves, to put in order events of their story, to identify
the meaning of (part of) their lives. Key events have also permitted, in this specific time of the
life course (Stewart, Ostrove, & Helson, 2001), to achieve a form of retrospective self-
evaluation in considering failures, successful experiences, moments of pain, discouragement
and happiness, or in bearing in mind the loss of loved ones and the moments of new beginning.
The explicit questions “What have I learned from my life?” or “How and when have I learned
this?”” do not emerge from the accounts as a definitive form of Narrative Learning (Goodson,
Biesta, Tedder, & Adair, 2010). However, in some participants, a form of reflection on learning
seems to be the natural conclusion of the interview, having its focus on personal/social identity.

Diagrams enable visualisations of life trajectories. Events such as marriage, birth of
children, divorce, death of parents usually find space both in the Italian and UK diagrams, while
learning episodes or school/training experiences are indicated as less important visual markers
in the general life shape.

In this paper we consider some UK and Italian interviews where respondents look at the
role of learning in their lives in two polarized ways. At one pole, learning is a part of the puzzle
of life but it has not generated an active and reflective attitude towards themselves or others,
neither seems to generate specific attitudes towards the living context. At the other pole,
learning introduces a form of consciousness that women develop as a critical reflection on the
specific shape of their lives. There is a specific linkage with self-awareness in interviews where
women are able to manage the connection between learning and self-development. This
correlation is not associated to the level of education attained but it is connected to the ability
to reflect critically and retrospectively on one’s own life, finding meaning or analysing meaning
perspectives through narration.

Therefore, women with a high level of initial education have sometimes not considered
learning as an important marker in their lives; while women with a low or medium level of
instruction have perceived learning as a means to improve their lives or as an emancipative and
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transformative boost. Personality traits, family background, social conditions and gender
regimes in the two countries also play an important role in this awareness.

In the high-level configuration, women talk explicitly of learning experiences and
recognize competences obtained in formal or non-formal contexts; narratives reveal a clear
awareness of the role of learning in life choices and of the impact of it in professional paths.

In one telling UK case (n.27UK), the woman rebuilds her story starting from the
relationships with parents (the divorce, the grandparents’ figure) and from the husband (the first
meeting, the support in family life). She refers to her love of learning and her decisions to take
up continuing adult and professional education courses in early adult life. She also changed
jobs (working in a microbiology lab, as counter clerk in a bank, receptionist in an optician
shop), balancing with great difficulty study, family life and work. She perceived that learning
could improve her life and offer her a search for meaning, not necessarily a potential gain in
earning money. An important turning point is narrated:

The need to enroll at university occurred to her when she was driving back home after
visiting her son, enrolled at university. Learning is associated to a positive enhancement and it
contributes to empower her in taking decisions in crucial transformation of meaning
perspectives through how she looks at her life. The later decision to do a PhD is also based on
the motivation, with support from her partner, to increase her low self-esteem and self-
confidence for a better life.

This case can be compared with a Italian case (n.6IT) that exemplifies the high level
configuration in a different way. The woman starts telling how difficult her infancy was (raised
by an anxious grandmother because parents worked far from home, with a mother very
oppressive and rigid in imposing rules and values, solitude and isolation from classmates).
School experiences were the best and very educational events she remembers, given that they
compensate negative family experiences. Also, her husband is defined as a person that
influenced (harmfully) her life because he was able to impose on her his passions, hobbies,
sports, friends, behaviors. Two learning experiences emerge from the accounts as very
important for her: learning to be a mother, facing her new role with freedom to be, remembering
the passion and the positivity that she knew during her period of schooling; learning at work
and improving her professional career Learning is considered as a form of rescue, a safety that
permits her to find spaces to transform, giving purpose to her life; it appears the way that
provides open possibilities to be detached from her family story and to the educational model
of her “dark childhood” because it permits her to elaborate past experiences with a new meaning
perspective.

Two interviews are selected from the sample as expression of a low-level configuration
where learning is not associated to a form of awareness or self-discovery, but it is considered
as a burden or an obligation to carry out without connections with training, work or personal
identity.

In the UK interview selected (n.54UK), the woman considers learning as a phenomenon
restricted to childhood and to formal instruction. Learning was not appreciated as a way to
achieve her goal and then to empower her but evaluated as an instrumentally. Telling the story
about various jobs, she explains that she sees herself as naturally talented in selling and in
communicating with people. Learning is perceived as an intellectual and nonconcrete way do
to things: “/ am a can-do person”. She’s totally focused on her job: “I spent all my times in my
work, all with people in work™ even though her daughter was extremely ill for a long time. She
is more reactive than reflexive about her life.

The parallel Italian case selected (n.15IT) presents some similarities with the UK one. The
interview is a chronological succession of events (the meeting with her husband, the wedding,
the birth of the daughter and then the son, the sacrifices to build the house, daughter’s illness,
husband retirement, grown-up children, “little” freedom from everyday life); she draws her life
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trajectory as a four-step staircase that synthesizes lifespan: from downs (school, family) to ups
(tranquility, have a kitchen garden, take a walk around). Learning is not a part of her life and is
not a good investment for enhancing her agency; it is associated to the “worst years” of her life
with no sense in her adult life.

4 Discussion

Women’s interviews analyzed show that learning is not strictly embedded to agency in adult
life. Narratives explain that learning experiences can be generative and perceived as a booster
of agency, as a platform where adult development can be shaped. Education can be a structural
advantage because of knowledge, competences, attitudes that develop a transformative power
in life. But Education can be also a disadvantage for future learning where is associated a
negative experience and its impact affect the way adults understand themselves and their acting
possibilities.

Retrospective accounts of lives reveal inner capabilities that are developed reflexively
through experiences, relationships during the life course. The longitudinal perspective of
retrospection can show the potential of learning in shaping the life course and in implementing
a form of power to better achieve self-development. This self-development is not that of self-
propelled autonomous individuals but essentially relational, with action and further learning
potential stimulated through engagement with others. The narratives reveal aspects of the
conditions and relationships through which women come to express their self-development.
Such insights are often missing in assumptions about the self - determination and readiness for
learning projects in adult life. Comparative reflections on these temporally embedded,
retrospective accounts of lives shaped over half a century show how biographical negotiation
confronts pre-given life worlds that are themselves reflective of gender regimes (Connell,
2009).

Exploring women’s lives through the lens of the micro has a macro-causal dimension
(Ragin, 2008) as the macro can be seen in different ways through the lens of the micro. The
micro cases of biographical learning can be analysed and interpreted not only in terms of
possible macro forces in action, but also as reflections of gendered relations that transcend
national boundaries, embedded in the prevalent societal conditions and gender regimes. Some
narratives reflect the gendered relations that transcend national boundaries; the IT-UK
comparison however reveals how particular historically and culturally embedded gender
regimes (O’Connell, 2009) are embedded in expressions of agency, learning and identity
development. Women’s access to resources —personal, relational or material— can further
influence patterns which are part of an existing ‘gender regime’ that can be characterised by
embedding of norms, regulations and principles in social practices Women in this present study
have given their retrospective accounts over periods in which gender regimes have shifted. The
gender gap in both countries has narrowed over the 50 years of their lives. At the same time,
dominant gender regimes and characterisations of ‘gender gaps’ are themselves complicated in
both countries by migration patterns and multi-cultural influences. .

5 Conclusion

A reflexive approach that sees gender regimes as dynamic rather than static emphasises the
compound mix of inner abilities of the person which are not clearly visible. These inner
capabilities are developed reflexively through experiences in a range of life and work
environments. Variations in women’s narrations of how they move their lives forward reveal
the potential for adult education to incorporate practices that can better support people towards
the achievement of critical insight into their experiences, as the construction and narration of
their stories becomes part of the learning process. Adult educators often hold preconceptions
about the starting points for the activation of self-managed learning in adult life. Understanding,
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from the perspective of the women themselves, the role of activating events and relationships
in the life-course indicates the importance, for adult education practitioners, of sensitivity to
these variations and to the cultural embeddedness of the women’s experiences. The research
thus supports the case for approaches that facilitate biographical learning to become integral to
adult education practices and to the development of adult education practitioners in mid-life
career change and work-re-entry. The use of drawings also yields some methodological insights
into tools that can be used, in both research and practice, in facilitating, elucidating and
comparing life course narratives.
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