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Executive Summary

Objectives of the study

=  The present study is intended to provide an overview of the supply of apprenticeship-
type schemes in the EU Member States. For this purpose, the study discusses the effec-
tiveness of these schemes in raising employability and facilitating labour market transi-
tions of apprentices in the EU. Also, the study provides a number of recommendations
for improving the functioning and performance of this type of VET schemes.

Concept of apprenticeship used in the context of this study

= “Apprenticeship-type schemes” are understood in the context of this study as those
forms of Initial Vocational Education and Training (IVET) that formally combine and al-
ternate company based training (periods of practical work experience at a workplace)
with school based education (periods of theoretical/practical education followed in a
school or training centre), and whose successful completion leads to nationally recog-
nised initial VET certification degrees. This definition makes no explicit reference to the
existence of a contractual direct relationship between the employer and the apprentice.

Overview of apprenticeship-type schemes in the EU

= Apprenticeship-type schemes are well spread all over the European Member States. 24
EU Member States have VET schemes which can be labelled as mainly company based,
in the sense that more than half of the training activities take place in a company. How-
ever, in a wide majority of these countries, company-based apprenticeships coexist with
other mainly school-based training schemes, where tuition takes place at school most of
the time, but there are significant components imparted at companies in a real work set-
ting.

= In the whole EU-27, approximately 3.7 million pupils follow apprenticeship studies in a
strict sense (2009 data). However, another 5.7 million students attend other apprentice-
ship-type schemes, mainly school-based VET training with some compulsory work-based
training in companies. All in all, European enterprises supplied company training posi-
tions for a total of about 9.4 million students in total. Apprenticeship-type students rep-
resent approximately an 85% of total secondary VET students and 40.5% of total sec-
ondary students in the EU-27. These figures descend to a 33% and a 16% respectively
if only strict apprenticeships are considered. The countries with the highest numbers of
VET students following apprenticeship-type schemes are the largest countries, e.g. Ger-
many, Italy or France.

= This study has also elaborated an in-depth analysis of nine specific case studies of con-
crete relevant apprenticeship-type schemes in an array of selected EU Member States
(i.e. Denmark, Estonia, France, Germany, Poland, Slovakia, Spain, The Netherlands and
the United Kingdom).

= This in-depth analysis shows the existence of important differences amongst schemes
and countries in terms of the main actors involved in the design of these schemes, the
role that enterprises play in the provision of vocational skills and professional qualifica-
tions, the uneven distribution of work-based training and school training, the existing
requisites for enterprises and students to participate in the schemes, the different crite-
ria used to select students who access to apprenticeship places, the presence of work
contracts versus agreements between enterprises and students or, finally, the different
available financing and quality assurance mechanisms.
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Lessons learnt from apprenticeship-type schemes

=  Both at European and national level, public authorities and social partners are aware of
the importance of strengthening the workplace learning/apprenticeship dimension within
VET studies as a key option for promoting this type of studies.

= Apprenticeship-type schemes facilitate rapid school-work transitions for students in
comparison to exclusively school-based VET schemes: the combination of theoretical
and practical skills acquired in enterprises is regarded as useful both for enterprises and
for VET students, considering that training contents are closer to enterprises’ needs,
students get in direct contact with companies and many of them remain after the ap-
prenticeship period. Also, apprenticeship-type schemes provide a very strong signal for
detecting skills shortages identified by enterprises.

=  However, apprenticeship-type schemes are subject to a number of criticisms and chal-
lenges. First, advantages of rapid school-work transitions seem to be transitory in time,
so apprenticeships’ long run employment prospects are less clear. Second, it is not clear
that skills acquired in workplace training within concrete enterprises are equally “trans-
ferable” to other enterprises (either in the same or in other sector). Thirdly, not all suit-
able employers participate in apprenticeship-type schemes, although all of them (di-
rectly or indirectly) benefit (“free rider” issue). Fourthly, the access to apprenticeship-
type studies is subject to significant biases in terms of gender, ethnic origin or ability
considerations. Finally, there is a risk of apprentices being used as a source of cheap la-
bour by some companies.

= As a consequence of the global economic crisis initiated in 2008, the number of students
interested in pursuing VET has experienced a remarkable increase whereas the amount
of apprenticeships and in-company training placements offered by enterprises has ex-
perienced an opposite downward trend in many Member States, since employers are
hard pressed by the uncertain business climate.

= The current international geographical mobility of apprenticeship-type students is still
low, despite of the interest of having a practical training placement in a foreign com-
pany. Existing barriers (in terms of costs, information, recognition of studies, language
difficulties, etc.) still seem to outweigh the clear advantages that international mobility
has for students, enterprises and VET centres.

= This report has shown that Member States are very aware of these challenges, so they
are very active in the setting up of policy measures and initiatives (often in close col-
laboration with social partners) to counteract these difficulties and make their national
apprenticeship-type VET schemes more responsive to the requirements identified at na-
tional level; additional incentives for companies, administrative simplification, informa-
tion systems matching supply and demand, increased modularisation and flexibility, etc.
Amongst these changes, Member States are paying special attention to the establish-
ment of initiatives to facilitate progression of VET/apprenticeship-type students into ter-
tiary level education.

=  These policy actions at national level are being supported by public authorities at EU
level. The recent Youth Opportunities Initiative, officially launched 20th December 2011
is a good example of this, where special attention is paid to support apprenticeship-type
schemes and the increase in the number of apprenticeship places in Europe.

Recommendations

This report also contains a number of recommendations for further policy action in the con-
text of apprenticeship-type VET studies. The most important suggestions can be summa-
rised as follows:

= Improve the general image of VET, especially in some EU Member States where this im-
age is poorer.
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= Increase the importance and use of the workplace training dimension in VET.

= Ensure a correct balance in the provision of both occupational skills and generals skills
and competences to students.

= Adapt apprenticeship-type VET contents and systems to enterprises’ real needs.

= Ensure homogeneous quality standards of apprenticeship-type VET studies, specially the
work-based training dimension.

= Promote horizontal and vertical links between Apprenticeship-type VET studies and other
adjacent types of education. Ensure lifelong leaning possibilities of apprenticeship-type
VET students.

= Assure a sufficient provision of apprenticeship-type places, especially in the current con-
text of economic crisis.

= Facilitate access of students to apprenticeship-type VET studies.
= Reinforce continuous training activities of VET school teachers and company trainers.
= Foster internationalisation of apprenticeship-type VET studies.

=  Take into account social-related considerations in apprenticeship-VET studies, including
the access of all types of students and the “cheap labour” and “early drop-out” issues.

= Reinforce early career guidance and counselling activities.

=  Foster cooperation of different stakeholders in the design/management of apprentice-
ship-type schemes

= Facilitate exchange of information and good practices amongst stakeholders of all EU
Member States.
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Résume

Objectifs de I'étude

» Le travail présent vise a fournir un apercu général de I'offre des régimes du type ap-
prentissage dans les Etats-membres de I'UE. A cet effet, I'étude examine I'efficacité de
ces programmes visant a augmenter I'employabilité et faciliter les transitions sur le mar-
ché du travail des apprentis dans I'UE. En outre, |'étude fournit un certain nombre de re-
commandations pour améliorer le fonctionnement et les performances de ce type de ré-
gime.

Concept d'apprentissage utilisé dans le cadre de cette étude

= «lLes régimes du type apprentissage" sont considérés dans le cadre de cette étude
comme I’éducation et la formation professionnelle initiale qui correspond a une forma-
tion qui combine en alternance le milieu de travail (périodes de stage dans le lieu de
travail) et le milieu scolaire (périodes de formation théorique / pratique, suivies dans un
centre scolaire ou un centre de formation). Quand celui-ci s’accomplit avec succes il sera
sanctionné par un diplome d’éducation et formation professionnelle initiale reconnu par
I’Etat. Cette définition ne fait aucune référence explicite a l'existence d'une relation
contractuelle directe entre I'employeur et I'apprenti.

Vue d'ensemble des régimes du type apprentissage dans I'UE

= Les ,<<régimes du type apprentissage» sont bien répandus entre les Etats membres. Les
24 Etats membres de I'UE disposent de programmes d’éducation et formation profes-
sionnelle (EFP) qui peuvent étre considérés comme étant principalement basés dans
I’entreprise, dans le sens que plus de la moitié des activités de formation ont lieu sur le
site de travail. Cependant, dans la majorité de ces pays, cet apprentissage basé dans
I’'entreprise coexiste avec d'autres modeles d’apprentissage basés principalement dans le
cadre scolaire ou la plupart du temps, la formation se déroule dans les établissements
scolaires, avec quand méme une composante importante de formation dispensée dans
les entreprises dans un contexte de travail réel.

= Dans I'ensemble de I'UE-27, environ 3,7 millions d'éléves suivent des études d'appren-
tissage dans un sens strict (données de 2009). Cependant, 5,7 millions d'étudiants de
plus fréguentent d'autres programmes d’apprentissage, principalement d’éducation et
formation professionnelle basé principalement dans les centres scolaires qui exigent,
toute fois, une formation obligatoire dans les entreprises. L'ensemble des entreprises
européennes fournissent des postes de formation pour environ un total de 9,4 millions
d'étudiants. Les étudiants sous modele d’apprentissage représentent environ 85% du to-
tal des étudiants d’éducation et formation professionnelle secondaire et 40,5% du total
des éléves d’enseignement secondaire dans I'UE-27. Ces chiffres se réduisent a 33% et
16% respectivement si I'on considére |'apprentissage seulement dans un sens strict. Les
pays avec le plus grand nombre d'étudiants ayant des régimes du type apprentissage
s’averent étre les plus grands comme, par exemple, I’Allemagne, I'Italie ou la France.

= Cette étude contient également une analyse en profondeur de neuf études de cas
concernant des regimes du type apprentissage qui se distinguent dans un tableau
d’Etats-membres sélectionnés (Danemark, Estonie, France, Allemagne, Pologne, Slova-
quie, Espagne, Pays-Bas et le Royaume-Uni).

= Cette analyse en profondeur montre I'existence de différences importantes entre les ré-
gimes appliqués et les pays en ce qui concerne les principaux acteurs intervenant dans
la conception de ces régimes, ainsi que le réle que les entreprises jouent dans la presta-
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tion des compétences et qualifications professionnelles, la répartition inégale de la for-
mation acquise dans I'entreprise et dans le milieu scolaire, les conditions de participation
existantes requises, tant aux entreprises comme aux étudiants, les différences de crite-
res utilisés pour sélectionner les étudiants qui accédent aux places d'apprentissage,
I’'existence de contrats de travail versus accords conclus entre les entreprises et les étu-
diants ou, enfin, les différents mécanismes disponibles en matiere de financement et
d'assurance de qualité.

Enseignements tirés des régimes du type apprentissage

= Tant au niveau européen comme au niveau national, les pouvoirs publics et les partenai-
res sociaux sont conscients de l'importance de renforcer la formation/apprentissage sur
le lieu de travail dans I’éducation et formation professionnelles comme une option clé
pour la promotion de ce type d'études.

= Les régimes du type apprentissage facilitent une rapide transition école-travail pour les
étudiants en comparaison avec les régimes d'EFP exclusivement basés dans le milieu
scolaire: la combinaison de compétences théoriques et pratiques acquises dans les en-
treprises sont considérées étant utiles, autant par les entreprises que par les étudiants
de I'EFP, considérant que le contenu de la formation s’ajustent plus aux besoins des en-
treprises, les étudiants entrent en contact direct avec les entreprises et beaucoup d'en-
tre eux y demeurent apres la période d'apprentissage. En outre, les régimes du type ap-
prentissage s’avérent comme un instrument trés puissant pour détecter les manques de
compétences identifiées par les entreprises.

= Toutefois, les régimes du type apprentissage sont soumis a un certain nombre de criti-
gues ainsi que de défis. Tout d'abord, les avantages percus de la rapide transition école-
travail semble étre temporaire, puisque I'apprentissage considéré comme une passerelle
efficace pour I'emploi durable n’est pas si claire. Deuxiemement, il n'est pas évident que
les compétences acquises dans le milieu de travail au sein d’entreprises concrétes soient
«transférables» a d'autres entreprises (soit dans le méme secteur ou dans d’autres).
Troisiemement, tous les employeurs ne sont pas susceptibles de participer des régimes
du type apprentissage n'y participant pas tous, méme si tous en tire des bénéfices (di-
rectement ou indirectement) (« Free Rider»). Quatriemement, l'accés aux études
d’apprentissage est soumis a des déséquilibres significatifs en raison du sexe, de
I'origine ethnique ou des capacités. Enfin, il existe le risque dans certaines entreprises
que l'apprenti soit considéré comme une source de main-d'ceuvre bon marché.

= Suite a la crise économique mondiale initiée en 2008, le nombre d'étudiants intéressé a
suivre une EDF a connu une importante augmentation. Par contre le nombre d'apprentis
et les stages de formation offerts dans les entreprises a subi une tendance inverse dans
de nombreux Etats membres, étant donné que les employeurs subissent l'influence de
I'incertitude du systéme économique.

= |’actuelle mobilité géographique des étudiants du type apprentissage au niveau interna-
tional est encore faible, en dépit de l'intérét d'avoir un stage au sein d’une entreprise
étrangére. Les barriéres existantes (en termes de frais, information, reconnaissance des
études, difficultés linguistiques, etc.) semblent I'emporter sur les avantages évidents
que la mobilité internationale présente pour les étudiants, les entreprises et les centres
d’éducation et de formation professionnelle.

» Ce rapport montre que les Etats membres sont trés conscients de ces défis, et se mon-
trent trés actifs dans |'application de mesures politiques et initiatives (souvent en étroite
collaboration avec les partenaires sociaux) pour neutraliser ces difficultés et pour que
ces régimes de type apprentissage soient plus réceptifs aux besoins identifiés au niveau
national, motivations supplémentaires pour les entreprises, simplification administrative,
systéemes d'information ciblant a caser I'offre et la demande, augmentation de modula-
tion et flexibilité, etc. Parmi ces changements, les Etats membres soulignent de facon
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particuliere la mise en place d'initiatives visant a faciliter la progression des étudiants de
I'EFP et du type apprentissage dans I'enseignement de niveau tertiaire.

Ces initiatives politiques au niveau national sont prises en charge par les pouvoirs pu-
blics au niveau de I'UE. La récente initiative «Youth Opportunities Initiative» lancée offi-
ciellement le 20 Décembre 2011 en est un bon exemple et d’ou une attention particu-
liere a été accordée au soutien des régimes du type apprentissage et a l'accroissement
du nombre de places d'apprentissage en Europe.

Recommendations

Ce rapport contient également un certain nombre de recommandations pour une action poli-
tique future dans le cadre de I'éducation et la formation professionnelle du type apprentis-
sage. Les suggestions principales peuvent se résumer comme suit:

Améliorer I'image générale de la formation professionnelle et en particulier dans certains
Etats membres de I'UE ou celle-ci est moins bonne.

Augmenter l'importance et I'utilisation de la formation en milieu de travail dans I'EFP.

Assurer un juste équilibre dans le développement des compétences professionnelles et
les compétences générales des étudiants.

Ajuster les contenus et les systémes aux besoins réels des entreprises.

Assurer des standards de qualité homogénes dans le cadre de I’éducation et formation
professionnelle du type apprentissage, spécialement dans la formation obtenue en milieu
de travail.

Promouvoir les liens horizontaux et verticaux entre les études d'EFP du type apprentis-
sage et d'autres types d’éducation adjacente. Assurer la possibilité d’accéder a un ap-
prentissage tout au long de la vie, aux étudiants d’EFP du type apprentissage.

Assurer une offre suffisante d’espaces pour I'EFP du type apprentissage, spécialement
dans le contexte actuel de crise économique.

Faciliter I'accés des étudiants aux études d'EFP du type apprentissage.

Renforcer les activités de formation continue des enseignants des centres scolaires ainsi
que des formateurs dans les entreprises.

Favoriser l'internationalisation des études d'EFP du type apprentissage.

Prendre en compte les considérations sociales liées a I'EFP du type apprentissage y
compris l'accés de tout type d'étudiants ainsi que la considération de «travail pas cher»
et «d’abandon précoce»

Renforcer la fourniture de service de conseil et orientation professionnelle précoce.

Favoriser la coopération des différentes personnes concernées dans la conception / ges-
tion des régimes du type apprentissage.

Faciliter I'échange d'informations et de bonnes pratiques entre toutes les personnes
concernées dans tous les Etats membres de I'UE.
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Zusammenfassung

Ziele der Studie

Die vorliegende Studie gibt einen Uberblick (iber das Angebot an Formen der dualen
Berufsausbildung in den Mitgliedstaaten der EU. In diesem Zusammenhang diskutiert die
Studie die Effektivitat dieser Ausbildungsformen in Bezug auf die Sicherstellung der
Beschaftigungsfahigkeit und des Arbeitsmarktiibergangs von Auszubildenden in der EU.
Zudem zeigt die Studie eine Reihe von Empfehlungen zur Verbesserung der
Funktionsweise und Leistungsfahigkeit dieser Art der Berufsausbildung auf.

Begriff der dualen Berufsausbildung im Rahmen der Studie

“Duale Berufsausbildung” ist im Rahmen dieser Studie definiert als jene Formen der
beruflichen Erstausbildung, die betriebliche Ausbildung (Gewinnung praktischer
Arbeitserfahrung am Arbeitsplatz) und schulische Ausbildung (theoretische oder
praktische Ausbildung in einer Schule oder Bildungseinrichtung) kombinieren und deren
erfolgreiche Absolvierung zu einem national anerkannten Berufsbildungsabschluss flhrt.
Die Definition setzt hingegen nicht voraus, dass eine direkte vertragliche Beziehung
zwischen dem Arbeitgeber und dem Auszubildenden besteht.

Uberblick iiber Formen der dualen Berufsausbildung in der EU

Formen der dualen Ausbildung sind in den Mitgliedstaaten der EU weit verbreitet. 24
Mitgliedstaaten haben Arten der Berufsausbildung, die als vorwiegend betrieblich
bezeichnet werden kénnen in dem Sinn, dass mehr als die Halfte der Ausbildungszeit in
Betrieben absolviert wird. In den meisten dieser Lander stehen neben der betrieblich
orientierten dualen Ausbildung (im engeren Sinn) allerdings auch andere, starker schul-
basierte Ausbildungen zur Verfligung, bei denen der Unterricht groBtenteils in Schulen
stattfindet, wenngleich es auch hier oft Ausbildungskomponenten in der realen
Arbeitsumgebung in Unternehmen gibt.

In der EU-27 insgesamt befinden sich ca. 3,7 Mio. Auszubildende in einer dualen
Berufsausbildung im engeren Sinn (Daten 2009). Weitere 5,7 Mio. Auszubildende
befinden sich in anderen Formen der dualen Ausbildung - insbesondere schulische
Berufsausbildung mit gewissen verpflichtenden Arbeitspraktika in Betrieben. In Summe
stellten europdische Unternehmen betriebliche Ausbildungsplatze fir etwa 9,4 Mio.
Auszubildende zur Verfiigung. Die duale Berufsausbildung im weiteren Sinn hat einen
Anteil von ca. 85% an allen Schilern in der sekundaren Berufsausbildung und einen
Anteil von 40,5% an allen Schilern der Sekundarstufe in der EU-27. Diese Anteile
sinken jedoch auf 33% bzw. 16%, wenn nur die duale Ausbildung im engeren Sinn
betrachtet wird. Die groBen EU-Lander, insbesondere Deutschland, Italien und
Frankreich, haben auch die héchste Zahl an Schilern in einer dualen Berufsausbildung.

Im Rahmen der vorliegenden Studie wurden neun konkrete Formen dualer
Berufsausbildung in ausgewahlten EU-Mitgliedstaaten (Danemark, Deutschland, Estland,
Frankreich, die Niederlande, Polen, Slowakei, Spanien und Vereinigtes Kdnigreich) im
Sinne von Fallstudien im Detail analysiert.

Diese Analyse brachte deutliche Unterschiede zwischen den Ausbildungsformen bzw.
Landern zutage, und zwar in Bezug auf die bei der Konzeption der Ausbildung
involvierten Akteure, die Rolle der Unternehmen in der Vermittlung der beruflichen
Fahigkeiten und Kenntnisse, die Anteile praktischer betrieblicher gegeniber schulischer
Ausbildung, die notwendigen Voraussetzungen fir die teilnehmenden Unternehmen und
Auszubildenden, die bei der Besetzung von Ausbildungsstellen angewendeten Kriterien
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zur Auswahl von Kandidaten, die erforderlichen Arbeitsvertrage oder Arten von
Vereinbarungen zwischen Unternehmen und Auszubildenden sowie die Finanzierungs-
und Qualitatssicherungsmechanismen.

Wesentliche Studienergebnisse zur dualen Berufsausbildung

» Offentliche Institutionen und Sozialpartner sowohl auf europdischer als auch nationaler
Ebene sehen es als wichtig an, die Komponente des Lernens am Arbeitsplatz bzw. im
Betrieb innerhalb berufsbezogener Ausbildungsformen zu starken, um diese
Ausbildungsform zu fordern und attraktiv zu machen.

= Eine duale berufliche Ausbildung beglnstigt - im Vergleich zu ausschlieBlich schulischen
Formen der Berufsausbildung - einen raschen Ubergang von der Ausbildung in den
Arbeitsmarkt. Die Kombination von theoretischen und (in den Betrieben gewonnenen)
praktischen Kenntnissen und Fdhigkeiten wird in dieser Hinsicht sowohl von den
Unternehmen als auch von den Auszubildenden als nitzlich betrachtet, da sich die
Ausbildungsinhalte starker am Bedarf der Betriebe orientieren, die Auszubildenden in
direkten Kontakt mit Unternehmen kommen und nach der betrieblichen Ausbildung
oftmals weiterbeschéftigt werden. Eine duale Berufsausbildung ermdéglicht es auch,
allfalligen Fachkraftemangel in den Unternehmen frihzeitig zu erkennen.

=  Dennoch stehen duale Ausbildungsformen einer Reihe von Herausforderungen
gegeniiber und sind auch Kritik ausgesetzt. Wahrend der rasche Ubergang in den
Arbeitsmarkt einen Vorteil darstellt, sind die Befunde beziiglich der langfristigen
Beschaftigungsaussichten bei dualen Berufsausbildungen schon weniger eindeutig.
Zweitens sind die im Rahmen der betrieblichen Ausbildung in einem bestimmten
Unternehmen gewonnen Kenntnisse und Fahigkeiten nicht notwendigerweise in einem
anderen Unternehmen (sei es innerhalb derselben oder in einer anderen Branche)
gleichermaBen anwendbar. Drittens bieten nicht alle Arbeitgeber Ausbildungsplatze an,
obwohl grundsatzlich alle (direkt oder indirekt) davon profitieren (Trittbrettfahrer-
Problematik). Viertens bestehen beim Zugang zu Formen der dualen Berufsausbildung
haufig starke Ungleichheiten nach Geschlecht, ethnischer Abstammung oder
Behinderung. SchlieBlich besteht das Risiko, dass Auszubildende lediglich als billige
Arbeitskrafte angesehen und eingesetzt werden.

= Infolge der Wirtschaftskrise, die 2008 ihren Ausgang genommen hat, ist die Zahl der
Personen, die eine Berufsausbildung aufnehmen wollen, deutlich gestiegen.
Demgegeniiber ist die von den Unternehmen angebotene Zahl der Ausbildungs- und
Praktikumspldtze in vielen Mitgliedstaaten zuriickgegangen, da die Unternehmen auf
Grund der unsicheren Wirtschaftslage sehr unter Druck stehen.

= Gegenwartig ist die internationale grenziiberschreitende Mobilitat von Auszubildenden in
dualen Systemen nach wie vor gering, wenngleich grundsatzlich durchaus Interesse an
Praktikums- und Ausbildungsplatzen in ausléndischen Unternehmen besteht. Barrieren
wie die Kosten, mangelnde Information, fehlende Anerkennung von Abschllssen,
Sprachschwierigkeiten etc. scheinen nach wie vor mehr Gewicht zu haben als die
Vorteile, die internationale Mobilitat fir die Auszubildenden, Unternehmen und
Bildungseinrichtungen hat.

= Der vorliegende Bericht zeigt, dass sich die Mitgliedstaaten der genannten
Herausforderungen bewusst sind. Entsprechend werden vielfdltige MaBnahmen und
Initiativen ergriffen (oftmals in Kooperation mit den Sozialpartnern), um den Problemen
entgegenzuwirken und die nationalen Systeme der dualen Berufsausbildung auf die
aktuellen Anforderungen auszurichten: zusatzliche Anreize fir Unternehmen,
administrative Vereinfachungen, Informationssysteme flir die Zusammenfihrung von
Angebot und Nachfrage, verstarkte Modularisierung und Flexibilitét etc. Ein besonderer
Schwerpunkt wird dabei von den Mitgliedstaaten auf die Erhéhung der Durchlassigkeit
von der dualen Berufsausbildung zu tertiaren Ausbildungsformen gelegt.
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Die MaBnahmen auf nationaler Ebene werden durch Initiativen und Instrumente auf EU-
Ebene unterstiitzt. Die jingste Youth Opportunities Initiative, am 20. Dezember 2011
offiziell eingeflihrt, ist daflir ein gutes Beispiel. Sie legt besonderes Augenmerk auf die
Férderung von Formen der dualen Ausbildung und die Erhéhung der Zahl betrieblicher
Ausbildungsplatze in Europa.

Empfehlungen

Der vorliegende Bericht enthdlt auch eine Reihe von Empfehlungen flir weitere politische
MaBnahmen im Bereich der dualen Berufsausbildung. Die wichtigsten Handlungsfelder kén-
nen wie folgt zusammengefasst werden:

Verbesserung des allgemeinen Images der Berufsausbildung - insbesondere in jenen
Mitgliedstaaten wo dieses Image besonders schlecht ist.

Erhéhung der Bedeutung und Nutzung der betrieblichen Ausbildungskomponente in der
Berufsausbildung.

Sicherstellung eines angemessenen Gleichgewichts zwischen der Vermittlung
berufsbezogener und allgemeiner Kenntnisse, Fahigkeiten und Kompetenzen.

Ausrichtung der Inhalte und Systeme der dualen Berufsausbildung auf den tatsachlichen
Bedarf der Unternehmen.

Sicherstellung einheitlicher Qualitétsstandards in der dualen Berufsausbildung,
insbesondere bei der betrieblichen Ausbildungskomponente.

Férderung der horizontalen wund vertikalen Durchldssigkeit zwischen dualer
Berufsausbildung und anderen Ausbildungsformen. Sicherstellung von Méglichkeiten des
lebensbegleitenden Lernens flr Personen in der dualen Berufsausbildung.

Sicherstellung eines ausreichenden Angebots an betrieblichen Ausbildungsplatzen,
insbesondere auch in der gegenwartigen Wirtschaftskrise.

Erleichterung des Zugangs zur dualen Berufsausbildung.
Férderung der Weiterbildung von Berufsschullehrern und Ausbildnern in Unternehmen.
Férderung der Internationalisierung der dualen Berufsausbildung.

Berlcksichtigung sozialpolitischer Aspekte in der dualen Berufsausbildung, u.a. der
Frage der Zuganglichkeit fur alle Personengruppen, des Problems der Billigarbeitskrafte
und des vorzeitigen Ausbildungsabbruchs.

Férderung und Angebot frihzeitiger Berufsorientierung und -beratung.

Férderung der Zusammenarbeit der unterschiedlichen Akteure bei der Konzeption und
Verwaltung dualer Berufsausbildung

Férderung des Austausches von Information und bewdahrten Praktiken zwischen den
Akteuren aller EU Mitgliedstaaten.
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1. Introduction

1.1 Setting the scene: rationale of the study and concept of appren-
ticeship

1.1.1 Rationale of the study

The Council of the European Union underlined in June 2011 the fact that young generations
have an essential role in influencing the future of the EU and its social, economic, cultural
and environmental development. However, the financial and economic crisis has had espe-
cially negative effects on young people (European Council, 2011). Amongst other indicators,
the high youth unemployment rate (21.1% in the EU-27 for people less than 25 years in
2010%) shows the seriousness of these effects and calls for attention on the long-term ad-
verse impacts that early unemployment can have on young people.

The Council Conclusions acknowledge that significant numbers of young people face challenges
in transitions from education to work and that skill mismatches between labour demand and
supply often hinder the chances of young people to find adequate employment, especially
when this is due to a lack of appropriate competences. In particular, “the lack of work experi-
ence constitutes a serious obstacle to young people's ability to enter the labour market”.

In this situation, the Council invites Member States to implement reforms to improve the
quality of education and training systems, in order to facilitate and speed up labour market
transitions of young people by further strengthening vocational education and training
(VET), including apprenticeships, as well as other work experience schemes and voluntary
work.

Thus, this is the general framework of the present report on the Apprenticeship Supply in
Member States, which the Directorate-General for Employment, Social Affairs and Inclusion
commissioned to IKEI Research & Consultancy. A situation where young people’s transition
from school into the labour market, even if not a new problem, appears at the present mo-
ment as particularly difficult and in need of additional efforts both from the education and
training stakeholders as from the labour market agents.

This implies the development of a wider range of policies and measures to support young
people to acquire the skills and competences they need to enter the labour market, to prevent
youth unemployment and to support young people financially through social security benefits
(Mutual Learning Programme, 2011). These policies include overall reforms of the school or
vocational training systems, measures focusing on specific sectors, occupations or subjects on
certain professions and skills required by the labour market, youth guarantee measures, spe-
cific active labour market policies, employment subsidies, company-based HR measures or,
last but not least, training schemes to bridge the gap between school education and the labour
market. Amongst these, apprenticeship-type schemes can play a very relevant role.

Generally speaking, existing national systems of vocational education and training are very
diverse amongst EU Member States and even within countries themselves (indeed, in some
countries it makes little sense to refer to it as a single ‘system’). In any case, several EU
Member States have extensive vocational programmes at upper secondary level which at-
tract more than half of overall students.

! Eurostat, Labour Force Survey
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Apprenticeship schemes combine education and training in schools or other VET institutions
with workplace based training, although the role that this workplace based training is also
different in the diverse national experiences. In some countries with a longstanding tradition
in apprenticeship, these schemes are specifically referred to as the “dual system” (e.g. Aus-
tria, Germany), although it is a clear trend that many EU Member States are including
within their vocational programmes some elements of workplace based learning (although
with important differences between and within countries).

This type of schemes are currently viewed as route that facilitates access into the labour
market, where the combination of theoretical and practical skills acquired in enterprises is
usually regarded as useful both for enterprises and for VET students. Also, apprenticeship-
type schemes seem to perform favourably compared to exclusively school-based education
at the same level of training and tends to increase the employment opportunities in early
working life, facilitating therefore the transition into full working life. Apprenticeship type-
schemes also have the capacity to be more responsive to changing skill demand than insti-
tution-based VET.

Considering these advantages and positive outcomes, the extension and strengthening of
apprenticeship-type schemes in the European Union appears as a desirable target, particu-
larly in those countries which lack of a well established tradition on this domain and where
the systems are weaker and less developed.

1.1.2 The concept of apprenticeship

However, there is not a single and commonly accepted definition of apprenticeship. Cede-
fop, the European Centre for the Development of Vocational Training, defines apprenticeship
as “Systematic, long-term training alternating periods at the workplace and in an educa-
tional institution or training centre. The apprentice is contractually linked to the employer
and receives remuneration (wage or allowance). The employer assumes responsibility for
providing the trainee with training leading to a specific occupation” (CEDEFOP, 2008a).
Thus, this definition establishes the existence of a contractual relationship between the em-
ployer and the student (linked to remuneration) as a “sine-qua-non” requirement for defin-
ing an apprenticeship specific scheme.

Nonetheless, recent work by Eurostat discusses a different operational definition (Eurostat,
2010):

Apprenticeships aim at completing a given education and training programme in the formal
education system. Learning time alternates between periods of practical training at the workplace
(inside or outside the employer premises) and general/theoretical education in an educational in-
stitution or training centre (on a weekly, monthly or yearly basis).

An apprenticeship has to fulfil the following criteria:
e The apprenticeship is a component of a formal education programme

e Upon successful completion, as evidenced by a qualification or certificate, apprenticeships
qualify for employment in a specific occupation or group of occupations.

e The characteristics of the apprenticeship (e.g. occupation, duration, skills to be acquired) are
defined in a training contract or formal agreement between the apprentice and the employer
directly or via the educational institution.

e The participant (apprentice) receives remuneration (wage or allowance).

e The duration of the contract or formal agreement is at least six months and at most six
years. (Duration criteria to be discussed in the TF meeting)

e In most cases, the apprenticeship contract or formal agreement involves an employer and a
person not having any other formal arrangement with the latter before the apprenticeship
starts.
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This definition can be considered more open than the one by Cedefop, in the sense that the
requirement of a contract between the company and the apprentice is less strict and can be
substituted by a “formal agreement” via the training centre to which the student belongs.
On the other hand, the existence of a remuneration or allowance is kept, while a temporal
requisite is introduced (at least six months), though this is still subject to discussion?.

Considering the inexistence of a single and clear-cut definition of apprenticeship and given
the aforementioned diversity of vocational training systems in the European countries,
within the context of this research Apprenticeship-type schemes will be defined as those
forms of Initial Vocational Education and Training (IVET) that formally combine and alter-
nate company based training (periods of practical work experience at a workplace) with
school based education (periods of theoretical/practical education followed in a school or
training centre), and whose successful completion leads to well and nationally recognised
initial VET certification degrees.

In this sense, the research will also consider those situations where no contractual linkage
exists between the employer and the apprentice, for instance, those schemes where the
relationship is established between the company and the training centre (although the ap-
prentice develops part of his/her learning activities in a working place).

This approach is close to Cedefop’s definition of alternance training as “education or train-
ing combining periods in an educational institution or training centre and in the workplace.
The alternance scheme can take place on a weekly, monthly or yearly basis. Depending on
the country and applicable status, participants may be contractually linked to the employer
and/or receive a remuneration”.

Some additional clarifications are needed:

= As part of initial VET, apprenticeship-type schemes are primarily aimed at young people,
although they may also include aged workers who, for instance, want to obtain a formal
qualification.

=  The scope of the research will be aimed solely at apprenticeship-type schemes that lead
to nation-wide recognised Vocational Education and Training (VET) degrees, either in
Upper secondary (ISCED 3B)3 or in tertiary levels (ISCED 5B)*.

By way of contrast, the definition adopted in the scope of this research does not include the
following elements:

= Those VET degrees where work based training is not formally required as an inseparable
part of the curricula required for obtaining the degree.

= Special apprenticeship-type schemes aimed at those students who have not completed
lower secondary school are not the central focus of the research. These schemes are a
form of compensatory education for combating school failure (typically pre-vocational
IVET), although they may also combine workplace and school based training.

2 The same document by Eurostat defines traineeship as “another form of vocational training offering practical experience
at the workplace (inside or outside the employer premises)...The traineeship corresponds either to a component of a formal
education programme or to a non-formal training activity organised by an education, training or employment institution...
A traineeship offers paid or unpaid vocational training to students but also to unemployed or inactive persons for a limited
period of time..The borderline between apprenticeship and traineeship within a formal educational programme can be
difficult.”

3 Upper secondary education (ISCED 3) corresponds to the final stage of secondary education in most OECD countries.
ISCED 3B specifically corresponds to Vocational or technical programmes. Usually, these ISCED 3B degrees programmes
provide direct access to ISCED 5B.

4 Tertiary-type B programmes (ISCED 5B) are typically shorter than those of tertiary-type A (ISCED 5A) and focus on
practical, technical or occupational skills for direct entry into the labour market, although some theoretical foundations
may be covered in the respective programmes. They have a minimum duration of two years full-time equivalent at the
tertiary level.
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» Apprenticeship-type or in-company practices linked to University degrees (ISCED 5A)°
will neither be considered as far as, again, they constitute a completely different area
from apprenticeship-type IVET.

The adoption of this wide definition of “"Apprenticeship-type schemes”, allows for the inclu-
sion in the research of a range of existing or new developments of combined workplace and
school based training that some Member States are implementing and that do not strictly fit
in the traditional definition of apprenticeship. To gain knowledge on these new develop-
ments is precisely one of the main objectives of the research project.

1.2 European Policy context on VET and Apprenticeship

During the past decade, European policy with regards to employment and education was
narrowly linked to the Lisbon Strategy adopted in 2000. As it is well known, this Strategy
aimed at preparing the transition to a knowledge-based European economy and society by
better policies for the information society and R&D, as well as by stepping up the process of
structural reform for competitiveness and innovation and by completing the internal market.
The strategy also included the modernisation of the European social model, investing in
people and combating social exclusion, as well as sustaining the healthy economic outlook
and favourable growth prospects by applying an appropriate macro-economic policy mix.

Education and training policies are central to the creation and transmission of knowledge
and are a determining factor in the society's potential for innovation. Thus, these policies were
central to the Lisbon Strategy, complementing and acting in synergy with other areas of Com-
munity action, including employment, social inclusion, research and innovation, culture and
youth policy, etc. Accordingly, the strategy's goals were largely dependent on a review and
modernization of the education and training systems of European member states.

The role of initial education and vocational training (IVET) in meeting the goals initially set
out in the Lisbon strategy can be seen in the targets laid down by the European Union for
2010:

= countries should reduce the share of early school-leavers (aged 18 to 24) to 10%;

= a minimum of 85% of young people (aged 20-24) should have completed at least upper
secondary education;

= at least 12.5% of adults (aged 25-64) should participate in lifelong learning.

Following the Lisbon strategy, education policy in the EU has been shaped by a series of
statements conforming what has been named as the Copenhagen Process, with enhanced
national cooperation in vocational education and training. Participating countries agreed
priorities to improve VET and worked on them together, with support from the European
Commission and involvement of the social partners. Participating countries are the members
of the European Economic Area (EEA - the 27 EU Member States, Iceland, Norway and
Liechtenstein) and the EU candidate countries Croatia, the former Yugoslav Republic of Ma-
cedonia (FYROM) and Turkey. The most relevant policy statements involved were the fol-
lowing ones:

=  The Copenhagen declaration (2002) which established the European dimension to voca-
tional education and training (VET) including recognition of qualifications and compe-
tences. Priorities agreed in the Copenhagen declaration were to make qualifications

5 Tertiary-type A programmes (ISCED 5A) are largely theory-based and are designed to provide sufficient qualifications
for entry to advanced research programmes and professions with high skill requirements, such as medicine, dentistry or
architecture
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more easily understood, improve VET quality and information and guidance. Common
reference levels and principles were recognised as central to achieving these priorities.

The Maastricht communiqué (2004) which established action plans at national level to
increase investment in VET, increasing flexibility in VET systems so they are capable of
meeting the needs of employers and assisting those most vulnerable to changes in the
labour market At Maastricht, countries agreed to work together on shared national pri-
orities, including promoting the attractiveness of VET.

The Helsinki communiqué (2006), which drew attention to the need for IVET to be a
more attractive option for young people. Focusing on the question of parity of esteem
between VET and general education, the Helsinki communiqué underlined VET’s dual
challenge, namely to deliver excellence to attract the best and brightest students and to
support inclusion by helping integrate those at risk into the labour market.

The Bordeaux communiqué (2008) reinforced the importance of implementing common
European instruments and principles. It concluded that, up to that point, the Copenha-
gen process had proved effective and that a European VET area is being built based on
transparency and mutual trust.

Finally, the Bruges communiqué (2010) including a package of objectives and actions to
increase the quality of vocational training in Europe by making it more accessible and
relevant to the needs of the labour market. The Bruges Communiqué includes a mid-
term plan aimed at encouraging concrete measures at national level and support at
European level. European associations of training institutions also supported the plans in
a declaration at the Ministerial meeting.

Table 1.1 European priorities for VET under the Copenhagen process

2002: Copenhagen declaration

Strengthen the European dimension

Improve transparency, information and guidance systems
Recognise competences and qualifications

Promote quality assurance

2004: Maastricht communiqué

Put Copenhagen tools into practice

Improve public/private investments

Address the needs of groups at risk

Develop progression and individualised paths

Strengthen planning and partnerships; identify skill needs
Develop learning methods and environments

Expand teachers’ and trainers’ competences

Improve VET statistics

2006: Helsinki communiqué

Improve image, status, attractiveness of VET; good governance
Develop further, test and implement common tools by 2010
More systematic mutual learning; more and better VET statistics
Take all stakeholders on board

2008: Bordeaux communiqué

Implement tools and mechanisms

Raise quality and attractiveness

Improve the links between VET and the labour market
Strengthen cooperation arrangements

2010: Bruges communiqué

= Review the use of incentives, rights and obligations to encourage more people to take up training

= Implement the 2009 recommendation on quality assurance in vocational training.

= Encourage the development of vocational schools, with the support of local and regional authorities

= Introduce internationalisation strategies to boost international mobility

= Increase cooperation with business to ensure training is relevant, for instance by giving teachers the possi-
bility of practical training in companies.

= Launch communication strategies to highlight the benefits of vocational training

Source: Cedefop and DG Employment, Social Affairs and Equal Opportunities
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The Bruges Communiqué is part of the new ‘Europe 2020: a European strategy for smart,
sustainable and inclusive growth’, which replaces the Lisbon strategy as the EU's growth
strategy for the coming decade. The three mutually reinforcing priorities for growth should
help the EU and the Member States deliver high levels of employment, productivity and so-
cial cohesion.

Concretely, the Union has set five ambitious objectives - on employment, innovation, edu-
cation, social inclusion and climate/energy - to be reached by 2020 (see table). Each Mem-
ber State will adopt its own national targets in each of these areas. Concrete actions at EU
and national levels will underpin the strategy.

Table 1.2 Europe 2020 targets and flagship initiatives The 5 targets for the EU in 2020

TARGETS AND BENCHMARKS

1. Employment

= 75% of the 20-64 year-olds to be employed

2. R&D / innovation

= 3% of the EU's GDP (public and private combined) to be invested in R&D/innovation
3. Climate change / energy

= greenhouse gas emissions 20% (or even 30%, if the conditions are right) lower than 1990
= 20% of energy from renewables

= 20% increase in energy efficiency

4. Education

= Reducing school drop-out rates below 10%

= at least 40% of 30-34-year-olds completing third level education

5. Poverty / social exclusion

= at least 20 million fewer people in or at risk of poverty and social exclusion
FLAGSHIP INITIATIVES

= ‘Innovation union’ to improve conditions and access to finance for research and innovation to turn ideas
into products and services that create growth and jobs.

= ‘Youth on the move’ to improve the performance of education systems and ease the entry of young people
into the labour market

= ‘A digital agenda for Europe’ to speed up the roll-out of high-speed Internet and reap the benefits of a
digital single market for households and firms

= ‘Resource efficient Europe’ to help decouple economic growth from use of resources, support the shift to a
low-carbon economy, increase use of renewable energy sources, modernise transport and promote energy ef-
ficiency

= ‘An industrial policy for the globalisation era’ to improve the business environment, notably for small-
and medium-sized enterprises, and to support development of a strong, sustainable and globally competitive
industrial base

= ‘An agenda for new skills and jobs’ to modernise labour markets and empower people by developing their
skills throughout life to increase labour participation and match labour supply and demand better, including
through labour mobility

= ‘European platform against poverty’ to ensure social and territorial cohesion that shares the benefits of
growth and jobs widely so people experiencing poverty and social exclusion can live in dignity and take an
active part in society

Source: http://ec.europa.eu/europe2020/index_en.htm

Education and training have a fundamental role to play in achieving the ‘Europe 2020’ ob-
jectives, notably by equipping citizens with the skills and competences which the European
economy and European society need in order to remain competitive and innovative, but also
by helping to promote social cohesion and inclusion. Within this framework, the importance
of VET is also recognised in Europe 2020, combining strategic long-term objectives with
short-term priorities on four pillars:

= lifelong learning and mobility;
= quality and efficiency of education and training;
= equity and social cohesion; and

= creativity and innovation.
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Coming down to apprenticeship-type schemes, it is important to underline that the Bruges
communiqué mentions that “work-based learning is a way for people to develop their poten-
tial. The work-based component contributes substantially to developing a professional iden-
tity and can boost the self-esteem of those who might otherwise see themselves as failures.
Learning on the job enables those in employment to develop their potential while maintain-
ing their earnings. A well performing VET, which enables learning on and off-the-job on a
part-time or full-time basis, can thereby also strongly contribute to social cohesion in our
societies” (Bruges Comuniqué, 2010) .

The communiqué emphasises the labour market relevance of VET, stressing that the em-
ployability of VET graduates should be enhanced through cooperation and partnerships be-
tween social partners, enterprises, education and training providers, employment services,
public authorities, research organisations and other relevant stakeholders, in order to en-
sure a better match between labour market needs and the development of knowledge, skills
and competences. The communiqué explicitly states that:

=  Work-based learning carried out in partnership with businesses and non-profit organisa-
tions should become a feature of all initial VET courses;

= Participating countries should support the development of apprenticeship-type training
and raise awareness of this.

Also, the mid-term plan for 2011-2014 includes actions at national level so that Govern-
ments, social partners and VET providers should make the necessary arrangements to:

= maximise work-based learning, including apprenticeships, in order to contribute to in-
creasing the number of apprentices in Europe by 2012;

= create opportunities for enhanced cooperation between VET institutions and enterprises
(profit and non-profit), for example through traineeships for teachers in enterprises;

= provide VET institutions with feedback on the employability of VET graduates;
= pursue work on setting-up monitoring systems on transitions from learning to work.

= address legal and administrative obstacles related to the transnational mobility of ap-
prentices and trainees;

= encourage professional chambers, business organisations and other relevant organisa-
tions to support the host and sending enterprises in providing appropriate conditions for
apprentices and trainees in transnational mobility.

The above mentioned EU 2020 objectives are to be pursued following a series of flagship
initiatives (see previous table) amongst which two are worth being highlighted in the
framework of the present research.

On the one hand, the initiative Youth on the Move under the Smart growth and Education
dimension of the 2020 Agenda, which is intended to establish a youth employment frame-
work at the EU level outlining policies aimed at reducing youth unemployment rates. This
should promote, with Member States and social partners, young people's entry into the la-
bour market through apprenticeships, stages or other work experience, as well as increas-
ing job opportunities for young people by favouring mobility across the EU.

Youth on the move considers early workplace experience essential for young people to de-
velop the skills and competences required at work. Learning at the workplace in apprentice-
ship-type training is judged a powerful tool for integrating young people gradually into the
labour market (European Commission, 2010). However, the provision and quality of appren-
ticeship-type training greatly varies among Member States. Some countries have recently
started to set up such training schemes. The involvement of Social Partners in their design,
organisation, delivery and funding is important for their efficiency and labour market rele-
vance. These actions should be further pursued in order to increase the skills base in voca-
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tional pathways, so that by the end of 2012 at least 5 million young people in Europe should
be able to enrol in apprenticeship training (currently, the figure is estimated to be 4.2 mil-
lion.

On the other hand, the Agenda for New Skills and Jobs proposes thirteen actions which
will contribute to improving the functioning of Europe's labour market, increase job flexibil-
ity and security, provide incentives to invest in training, ensure decent working conditions
and facilitate job creation. Specifically, the Agenda stresses that employers should be en-
couraged to co-invest and participate in the activities of education and training institutions,
particularly in higher education and vocational education and training; these partnerships
can develop and update skills profiles, multidisciplinary curricula and qualifications, and fa-
cilitate the provision of work-based learning, from apprenticeships to industrial PhDs. These
structured partnerships could offer an efficient and systemic means of developing this inter-
action (European Commission, 2011).

Finally, it is worth stressing the so-called Youth Opportunities Initiative, officially
launched last 20" December 2011. This Initiative, built upon the EU 2020 flagship initiatives
Youth on the Move and New Skills for New Jobs, as well as on the June 2011 Council
Conclusions on youth employment and the Council Recommendations on early school leav-
ers, is intended at speeding up the implementation of the existing youth policy framework,
while focusing even more on young people who are facing the most serious problems on the
labour market. This Initiative explicitly recognises the key role that quality apprenticeships
and traineeship places can have for equipping young people with the skills needed to enter
the labour market, stressing the key role of enterprises in the provision of these places.

For this purpose, the Commission has designed a number of policy measures in the context
of this Youth Opportunities Initiative. Amongst them, the Commission will use €1.3m of
ESF Technical Assistance to support setting up apprenticeship-type schemes through the
ESF so to increase, in cooperation with Member States and social partners, the number of
apprenticeships schemes in Europe by a 10% by the end of 2013 (i.e. 370,000 new appren-
ticeships). Also, the Commission will try to gear funds from the ERASMUS and Leonardo da
Vinci programmes towards placements in enterprises, resulting in a support for at least
130,000 placements in 2012.

1.3 Objectives of the study and structure on the report

The present study, namely “Study on the Apprenticeship Supply in Member States” is in-
tended to provide an overview of apprenticeship-type schemes in the EU Member States,
with a special focus on nine specific EU Member States (i.e. Denmark, Estonia, France,
Germany, Poland, Slovenia, Spain, The Netherlands and United Kingdom) in order to con-
duct more detailed analyses on the characteristics of the main national schemes. The study
discusses the effectiveness of these schemes in raising employability and facilitating labour
market transitions and geographical mobility of apprentices in the EU. The study also pro-
vides recommendations for improving the functioning and performance of this type of VET
schemes and for increasing the availability of apprenticeship places (considering the possi-
ble effects of the economic crisis).

For this purpose, the report is structured around six main chapters, in addition to this intro-
ductory chapter 1. Thus, this chapter has tried to explain the rationale of the study as well
as the concept of apprenticeship-type schemes used in the context of this research, as well
as a brief explanation of the current European Policy context on VET and how Apprentice-
ship fits into it.

Meanwhile, chapter 2 is interested in presenting a general overview of existing apprentice-
ship-type Schemes in the EU-27. For this purpose, the chapter provides a general charac-
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terisation of apprenticeship type schemes in Europe, including information about the main
features of these schemes, ISCED levels covered, the available data on the number of par-
ticipants and, finally, recent/planned changes affecting the apprenticeship schemes. This
information is provided for each one of the EU 27 countries.

Chapter 3 is interested in characterising and providing an in-depth analysis of existing ap-
prenticeship-type schemes in nine selected EU Member States (i.e. Denmark, Estonia,
France, Germany, Poland, Slovakia, Spain, The Netherlands and the United Kingdom) where
a specific case-study has been conducted. For this purpose, and having in mind the wide
array of possible apprentice-ship-type, the chapter focuses its attention on the most impor-
tant apprenticeship-type schemes existing in each country in terms of largest share of stu-
dents. In this respect, a series of different topics will be analysed, such as the main actors
involved in the design of the national apprenticeship-type schemes and the definition of
training curricula and contents, the role of enterprises, schools and students in these ap-
prenticeship-type schemes, the existing contracts and agreements between partners in-
volved, financing and quality assurance related issues and, finally, a discussion on the geo-
graphical mobility of students.

Chapter 4 is interested in analysing the recent or planned changes on the apprenticeship-
type schemes in the nine selected EU Member States, as well as the effects of recent eco-
nomic crisis on the apprenticeship type schemes.

Subsequently, chapter 5 tries to identify the main leassons learned from existing appren-
ticeship-type schemes. In this sense, the chapter is structured around several sections, in-
cluding a general valuation of VET studies, an assessment of the contribution of apprentice-
ship type schemes to school-labour transitions, the capacity of these apprenticeship-type
schemes to adapt to companies/labour market needs or the issue of transferability of ac-
quired skills between enterprises/sectors. Also, the chapter analyses the issue of student
progression to further Education and Training (including Higher level Apprenticeships), an
assessment of financing of apprenticeships and cost-sharing mechanism and, finally, a dis-
cussion about social-related considerations in apprenticeship-type schemes.

Finally, chapter 6 provides a series of conclusions and recommendations stemming from the
report.

In addition to the Bibliography used, the report provides additional information included in 5
annexes. Thus, and within this same document, Annex A provides a note on the methodol-
ogy used for conducting the whole research, whereas Annex B list the names of the inter-
viewed experts in the context of the research. Meanwhile, Annex C includes a table summa-
rizing all existing Apprenticeship-type schemes in the EU-27 Member States and the main
characteristics of these schemes. Subsequently, and in a separate document, Annex D in-
cludes country fiches per EU Member States detailing the identification of general IVET and
Apprenticeship-type schemes in each individual Member State, the general characteristics of
national schemes, information on financing aspects and number of participants and, finally,
information on recent/planned changes in VET policy affecting the national apprenticeship
scheme. Finally, Annex E provides an in-depth case study country report about Apprentice-
ship-type schemes per analysed case study Member States, that is to say, Denmark, Esto-
nia, France, Germany, Poland, Slovakia, Spain, The Netherlands and the United Kingdom.
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2. Overview of existing Apprenticeship-type
Schemes in the EU-27

2.1 General characterisation of apprenticeship type schemes

This section presents an overview of existing apprenticeship-type schemes in all Member
States of the EU. The overview includes information about the main features of these
schemes, ISCED levels covered, the available data on the number of participants and, fi-
nally, recent/planned changes affecting the apprenticeship schemes.

This general overview has been elaborated using mainly central sources, plus information at
national level for selected countries®. It is important to stress that the overview tries to ex-
tract the main elements contained in the country fiches by EU Member State presented in
an Annex to this report.

The overview shows a great variety of vocational training systems in the Member States,
starting from the own importance of VT in the overall educational system. While in countries
like Austria, Czech Republic, The Netherlands or Germany a wide majority of students follow
the vocational path; in others like Cyprus, Latvia, Lithuania or the UK the majority follow
the general education path.

Focusing on the characteristics of the vocational education supply, it is interesting to remark
that in all Member States there are schemes at upper secondary level where workplace
training plays a relevant role, in the sense that a significant share of the tuition takes place
in the setting of a company where the students actually work as part of their training during
a stipulated period. This means that apprenticeship-type schemes in the sense adopted in
this study’ are well spread all over the European countries.

In thse sense, in 24 of the member States there are VT schemes which can be labelled as
mainly company based, in the sense that more than 50% of the training takes place in the
companies. These are the countries which could be considered to have an apprenticeship
system in a strict sense. In fact in many of these countries these studies are referred to in
the national educational system as “apprenticeship” (in the national language).

8 Please see Methodology Annex for details
7 Please see section 1.1.2. on the concept of apprenticeship
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Table 2.1 Existence of apprenticeship-type schemes according to their nature (company vs.
school based) in the EU-27 countries

Apprenticeship-type schemes at Upper secon-
dary level Apprenticeship-type

schemes at Tertiary
Mainly school based level
schemes

COUNTRY

Mainly company based
schemes

Austria

Belgium
Bulgaria
Cyprus

Czech Republic
Denmark
Estonia

Finland

France
Germany
Greece
Hungary
Ireland

Italy

Latvia

Lithuania
Luxembourg
Malta
Netherlands
Poland

Portugal
Romania
Slovak Republic
Slovenia

Spain

Sweden

United Kingdom
Source: Own elaboration.

XX X X X X X X X X X X X X X X X X

X X X

X X X X X X XXX XXX XXX XXX XX ><><><><I

X X X

However, in 18 of these countries, company based apprenticeship coexists with other voca-
tional training schemes which are mainly school based. In these “looser” apprenticeship-
type programmes, tuition takes place at school most of the time, but there are significant
components of the curriculum which must be imparted at companies. These components
refer basically to practical skills and competences that can only be obtained in a working
environment where the students must spend some hours or days per week (even some full
weeks stay).

In 3 countries, just this apprenticeship-type school based schemes exist (i.e. Czech Repub-
lic, Poland and Spain), while in other 6 (Denmark, Estonia, Greece, Romania, Slovakia and
Slovenia) the strict-sense work-based system is the only formula to follow an apprenticeship
(in the so-called dual system).

On the other hand, in 13 countries apprenticeship-type schemes at tertiary level (ISCED 5B)
have been identified. The tertiary level apprenticeships exist both in countries with appren-
ticeship schemes in the stricter sense, as in those with mainly school based schemes.

It must be mentioned that in several countries the apprenticeship-type schemes are rela-
tively recent or have been transformed as the result of reform processes generally intended
to make vocational training more flexible and to brig it closer to the qualification needs of
the production system. This is the case in countries such as Cyprus, Estonia, France, Hun-
gary, Ireland, Lithuania, Portugal, Romania, Slovakia, Slovenia, Spain or UK.
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But even in traditional apprenticeship countries diverse reforms are being introduced. In
some cases (e.g. Austria) the reforms intend to assure that all school graduates who cannot
find a company-based apprenticeship are given the opportunity to learn an apprenticeship-
trade at a supra-company training centre (thus adopting a wider approach to apprenticeship
than the traditional one). Also, in Germany measures have been taken to increase the num-
ber of available apprenticeship places. In Denmark a new alternative pathway has been in-
troduced with the intention to reduce early dropouts in IVET.

Meanwhile, the following table presents some statistical data on the quantitative presence of
apprenticeship-type schemes in the different EU Member States. In this regard, this table
provides statistical information and estimates on the number of students by EU countries,
differentiating them between strictly apprenticeship students (according to national criteria)
and apprenticeship-type students (that is to say, students involved in mainly school-based
VET training where compulsory work-based training is part of the curriculum).

Table 2.2 Estimate of number of students in Apprenticeship-type studies by EU 27 Member States,
secondary education, 2009 (thousands) (*)

Apprenticeship stu-

dents (according to Apprenticeship-type [Total Apprenticeship-

national definitions) scheme students type students
(2) (1+2)
(1)
Austria 132.0 170.0 302.0
Belgium 22.2 613.3 635.6
Bulgaria 1.3 163.5 164.8
Cyprus 0.3 0.9 1.2
Czech Republic - 347.4 347.4
Denmark 95.0 - 127.7
Estonia 0.6 = 0.6
Finland 70.0 181.9 251.9
France 427.7 605.6 1,033.2
Germany 1,659.3 25.4 1,684.7
Greece 14.0 = 14.0
Hungary 45.6 10.9 56.5
Ireland 26.2 30.0 56.2
Italy 644.6 976.6 1,621.2
Latvia 0.4 34.9 35.3
Lithuania 0.3 22.4 22.7
Luxembourg 7.3 6.0 13.3
Malta 0.7 7.0 7.7
Netherlands 171.9 351.8 523.8
Poland - 851.1 851.1
Portugal 14.6 110.0 124.7
Romania (**) = = =
Slovakia 2.0 = 2.0
Slovenia 64.2 - 64.2
Spain = 271.3 271.3
Sweden 7.0 170.9 177.9
United Kingdom 279.7 749.1 1,028.8
European Union (27 countries) 3,686.9 5,700.2 9,419.8

(*) Data excludes ISCED level 5 studies, with the only exception of the French data on apprentices.

(**) No data available for apprenticeship students in Romania since the implementation of this type of training is very

recent in time

Source: Eurostat, national case study country reports and CEDEFOP’s ReferNet reports and Information and data on ap-

prenticeship schemes of the LLP Committee (LLP/076/2009).
Own elaboration by IKEI

According to the available information for 2009, it can be estimated that in the European
Union as a whole there were a total of 3.7 million students involved in apprenticeship stud-
ies in a strict sense (according to national criteria), with another 5.7 million students in-
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volved in mainly school-based VET training where compulsory work-based training is part of
the curriculum (apprenticeship-type schemes). All in all, the European Union needed in
2009 company training positions for a total of 9.4 million students in total (although, of
course, with different degrees of involvement depending on the country and type of appren-
ticeship schemes). These figures suppose that Apprenticeship-type students represent ap-
proximately an 85.2% of total secondary VET students and a 40.5% of total secondary stu-
dents in the EU-27.

In this sense, the very diverse characteristics of the apprenticeship-type schemes (either
workplace or school based) available in each EU-27 countries are described below.

2.2 Apprenticeship-type schemes in the case study countries

2.2.1 Denmark

IVET programmes in Denmark only exist in a dual apprenticeship system, alternating be-
tween school-based and work-based training. In order to be admitted into the main pro-
gram of the VET, the students must enter a training agreement with an approved company
which offers training. The most typical training agreement is the so-called Ordinaer uddan-
nelsesaftale (Regular training agreement). Also, it is worth stressing the short-cycle higher
education programmes (kort videregaende uddannelse - KVU). These programmes qualify
students for performing practical tasks on an analytical basis, where these programmes are
school-based although they often include work placements and/or project work for a com-

pany.

An interesting aspect in the Danish VET System consists of a new pathway known as “New
Apprenticeship”. This programme was introduced in 2006 as an alternative pathway into
IVET and is part of the Government's strategy for reducing dropout within IVET (completion
rates have fallen from 59% in 2000 to 48% in 2008). Pupils undertaking an IVET pro-
gramme via the new apprenticeship pathway spend the first year of their education receiv-
ing practical training within an enterprise (whereas the traditional dual system starts with a
college-based basic introductory stage). The initiative is aimed in particular at pupils who
may struggle or lack the motivation to complete the more theoretical school-based educa-
tion without first gaining a practical insight into the field.

The number of students directly entering an IVET programme at 16 (after completing com-
pulsory schooling) is falling, with a growing proportion either being admitted following a
period in the labour market, or, as is becoming increasingly common, after completing a
school-based upper secondary education. According to the Statistical Department of the
Danish Ministry of Education, in 2009 54,528 students were following a VET main course
and 40,447 a basic course; moreover, the number of students with VET training agreements
was 50,622. The regular training agreement is the most common one; almost 82% of the
students follow a regular training agreement (38,128 in 2011). With regard to new appren-
ticeship: in some of the technical vocational programs about 40%o0f the students chose this
route, but the share is very small in other vocational and training programs. Concerning
tertiary level education, in 2008 and 2009, there were 9,571 and 11,345 students enrolled
in KVU.

2.2.2 Estonia

In Estonia, apprenticeship is integrated into regular IVET as a “workplace based study form”
(“tookohapohine Oppevorm”). Thus, apprentices can study on different levels and pro-
grammes in the Estonian VET system (mainly ISCED 3B, 3C and 4B). 1/3 of the curriculum
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is delivered through theoretical instruction and 2/3 through practical training in an enter-
prise (so majority of skills and knowledge is learned by actual working). The study pro-
gramme (content and objectives) for workplace based study form (apprenticeship) is the
same as for school based study form.

In any case, the Estonian VET system can be characterised as a primarily school-based one
which combines theoretical and practical work (at enterprises and at school). More pre-
cisely, work practicing in enterprises must form at least 1/4 of vocational training in the
programme. Examples of existing VET schemes include the so-called Secondary vocational
education (“Kutsekeskharidusope”) (ISCED 3B), Vocational Training based on Basic Educa-
tion (“"Kutsedpe pdhihariduse basil”) (ISCED 3C) or the Vocational Training Based on Secon-
dary Education (“Kutsedpe keskhariduse basil”) (ISCED 4B). It is important to stress that
since the autumn 2009 there is no obligatory enterprise-based training for the students in
school-based study form, where the only condition is that practical training (in school and
enterprises together) should make up at least 50% of the curricula. This is due to the eco-
nomic crisis, since finding a practice place in a company has become increasingly difficult.

The legal framework for apprenticeship training (workplace-based training) is relatively re-
cent, as it was issued in March 2007. The new regulation establishes that Apprenticeship is
integrated into regular IVET and is formalised as one of two study forms (apprentices can
study on all levels in the VET system), and there is no age limit. In fact, the programme has
been popular for people already working and who need formal qualifications. Concerning the
effects of the crisis on VET, it seems that nowadays it is more difficult for schools to find
places for practical training in the companies. Students can no longer expect any stipend
from the employer. To solve the problem of the lack of places for practical training, many
schools have opened their own workshops or model companies and sell their services to the
general public.

VET in Estonia has a low popularity and tends to be undervalued (in comparison to other
European countries). Out of all the students at ISCED level 3, about 34% study on VET
tracks. In 2010/11 academic year, there were 17,478 students in ISCED 3 vocational pro-
grammes, and 10,180 students in Post-Secondary Non-Tertiary vocational programmes
(ISCED 4). The number of students in school based initial vocational training in 2010/11
academic year was 27,448, whereas the number of students in workplace based initial voca-
tional training (apprenticeship) was 564.

2.2.3 France

Vocational path at ISCED 3 level in France offers non-academic education linked to busi-
nesses and their professions. Studies for vocational examinations can all be undertaken
within the school system in vocational high schools, or through apprenticeships. As pupils in
vocational high schools (‘lycée professionnel’), most students study for the Vocational Bac-
calauréat (BAC Pro) (3 years of study) or for the Vocational Aptitude Certificate (CAP) which
requires 2 years of study. For these students, training takes place mainly in the teaching
establishment and includes compulsory training periods in a professional environment. In-
terestingly, these training periods in a professional environment may last from 12 to 22
weeks, depending on the type of diploma and the specialism, and an agreement is signed
by the hosting organisation, the school and the student. Also, students may opt also for the
apprenticeship route. In this way, and after an apprenticeship contract is signed an appren-
tice and an employer, the employer undertakes (apart from the payment of a salary) to
provide the apprentice with complete vocational training, given in part within the company
and in part in an Apprentice Training Centre. In return, the apprentice undertakes for his
training, to work for this employer for the duration of the contract and to do this training
course. The theoretical training period in an Apprentices' Training Centre (CFA) covers
around 25% of the duration of the contract, whereas the remaining period of practical train-
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ing in the company is carried out under the responsibility of an apprentice supervisor who
fulfils the role of tutor and has the teaching and vocational competencies required by the
law. Apprenticeship contracts are mainly aimed at young people between 16 and 25, and
they enable to obtain diplomas or certificates listed in the national directory of vocational
certificates. Finally, and concerning tertiary VET (ISCED 5B) studies, students can decide to
embark on a 2-year study programme leading to a Higher Technician's Certificate (Brevet
de Technicien Supérieur - BTS). In this case, work experience schemes lasting from 4 to 6
weeks are part of the curricula.

Finally, it is important to stress the so-called Professionalization Contract (“contrat de pro-
fessionnalisation”), designed for Youth aged 16 to 25 years; Job-seekers aged 26 and over
and, finally; Beneficiaries of Income of Active Solidarity (RSA), the specific solidarity allow-
ance (ASS) or allowance for disabled adults (AAH). This contract of employment signed be-
tween an employer and employee is intended to help the integration or return to employ-
ment for young people and adults through the acquisition a professional qualification (cer-
tificate, diploma, professional qualification...) recognized by the State and / or a profes-
sional sector. The contract alternates periods of general, technological education and pro-
fessional, company based work in an activity related to the qualification sought.

One of the most interesting aspects of the French apprenticeship system is its funding. The
State sets a minimum apprentice wage level for apprentices and an employer levy to sup-
port apprenticeship, so training is mainly funded through an apprentice tax paid by all busi-
ness. Interestingly also, since the start of the 2009 school year the vocational path has
been revised. Changes allow the rising of young people’s qualification in the vocational path
and ease their way towards higher education. This change introduces greater flexibility and
permeability within the French education system. On the other hand, a collection of meas-
ures was implemented in 2009, known as ‘Active Youths’ (or ‘Jeunes Actifs’), aimed at facili-
tating the hiring of young people through apprenticeship contracts, due to the economic
downturn.

In 2010, among 2,449,900 students in upper secondary education in France (ISCED 3),
42% are in vocational training. Among these students in vocational education, 32% are in
apprenticeship. With regard to tertiary level education, in 2009 there were 476,802 stu-
dents in ISCED 5B programmes (both in school-based and work-based pro-grammes). In
2008, 4.9% of the DUT students and 20.2% of the BTS students followed the apprenticeship
system (work-based). Finally, in France there were 147,990 professionalisation contracts
signed in 2010.

2.2.4 Germany

The main German IVET path is the so-called “"Dual System” (ISCED 3B). Its aim is to pro-
vide broad-based basic vocational training and the qualifications and competences required
to practise an occupation as a skilled worker. Training takes place on the basis of a private-
law vocational training contract between a training enterprise and a young person. The ap-
prentice is trained in an enterprise for 3 to 4 days a week and in the vocational school for
up to 2 days a week. Programmes normally last 3 years (some occupations only require 2
years). Work-based training places are usually offered in both private and public enter-
prises, where the suitability of training enterprises and in-company training personnel is
monitored by the relevant autonomous industrial bodies (Chambers). The professional com-
petences in occupations to be acquired in in-company training are specified in a training
regulation and included by the training enterprise in an individual training plan. Concerning
the tertiary VET level, Dual study programmes combine in-company vocational training with
theoretical studies. By combining practical in-company training with theoretical instruction,
students have the chance to acquire two qualifications at once in a large nhumber of study
programmes: a vocational training qualification and an academic degree. Dual courses of
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study are an especially innovative, attractive and practical way of studying that has enjoyed
increasing popularity.

On the other hand, it must be stressed that Germany’s labour market is closely intertwined
with the apprenticeship-place market. Therefore, and as a consequence of the economic
crisis, several measures have been put into practice in order to increase the number of ap-
prenticeship places. Also, the Federal Ministry of Education and Research (BMBF) has fi-
nanced various programmes designed to create additional places and to improve in-
company training conditions. An example of this is 'JOBSTARTER - Fir die Zukunft ausbil-
den’ (training for the future).

The dual system is the largest provider of education at upper secondary level. In 2009,
64.8% of the students opted for a dual-system apprenticeship (2010 BIBB data). After reg-
istering a constant increase in new training place contracts since 2005, a decline was noted
from 2008 onwards, and in 2010 the number of new apprenticeship contracts declined to
560,073. In fact, over the last years, apprenticeship places have failed to match the strong
demand from young people and some wait several years for a place. Finally, concerning
ISCED 5B, in 2007 there were 328,429 students. Moreover, ISCED5 Dual Study pro-
grammes are be-coming increasingly popular in Germany.

2.2.5 Netherlands

The Dutch Upper Secondary Vocational Education is provided through the vocational pro-
grammes known as MBO (middelbaar beroepsonderwijs). MBO vocational programmes are
offered at 4 different levels (MBO level 1-ISCED 2; MBO level 2 ‘basic vocational education’
- ISCED 3C short; MBO level 3 ‘professional education’- ISCED 3C long and, finally; MBO
level 4 ‘middle-management VET'- ISCED 3A. Additionally, there is also a higher *‘MBO level
4’ known as ‘specialist training’ (ISCED 4). It is the highest level of the qualification struc-
ture for senior secondary VET. The Dutch Vet system offers 2 different learning pathways,
school-based (with practical periods in enterprises) and the dual system. The school-based
programmes (BOL - beroepsopleidende leerweg) offer practical periods in enterprises,
which makes up at least 20% of the study time and a maximum of 60%, and this route can
be taken as a full-time or a part-time student. Meanwhile, the dual pathway (BBL -
beroepsbegeleidende leerweg) combines learning and working, and training takes place in a
company during at least 60% of the study time. Both pathways function in the market as
communicating vessels; the same qualifications/diplomas can be achieved via both path-
ways. Usually, the BBL route is more attractive for adults (young adults), whereas young-
sters tend to opt for school-based programmes with practical periods in the curriculum.
Concerning Higher Education IVET, it is professionally oriented and it can be also obtained
in a dual learning pathway.

There have been no substantial changes since the redesign of the system in 1996. In any
case, the qualification structure in Senior Secondary Level IVET (MBO Programmes) has
been slightly redesigned in 2010, and it is working towards a new competence-based quali-
fication structure, based on ‘occupation competency profiles’. Concerning the economic cri-
sis, the Dutch Government and the social partners signed a social agreement in 2009 in
response to the recession, considering issues such as the creation of a Youth Unemployment
Plan or the longer stay of youngsters within the education system. This program was called
the School Ex Program.

IVET is very popular in The Netherlands. Indeed, 68% of the school population participates
in a vocational programme and 32% in general education. Thus, following data available for
2009, there were about 520,000 students in VET programs, out of approx. 730,000 stu-
dents following secondary education. The BOL (school-based) fulltime route has the most
students: about 342,000 in the school year 2009/10. The BBL-route has grown in the period
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2006-2010, from 141,000 students in 2006/07 to 172,000 in 2009/10. Concerning MBOQO'’s
(vocational programmes), participants in the school-based path-way are mainly youngsters,
while 40% of those following the dual pathway are aged 25 and over. In any case, general
education is viewed as a superior path towards higher education, and improving parity of
esteem between the two tracks is a policy priority.

2.2.6 Poland

In Poland, it is possible to identify different types of IVET schemes: Profiled general secon-
dary schools (liceum profilowane, ISCED3A), Technical Secondary Schools (Technikum,
ISCED 3A), Basic Vocational Schools (zasadnicza szkola zawodowa, ISCED 3C) and Supple-
mentary Technical Secondary Schools (Technikum uzupelniajace, ISCED 3A). Practical voca-
tional training is organised in the form of practical training classes at school and vocational
placements. Thus, all these schemes include the so-called “vocational placements”, which
take place during summer holidays and are compulsory for pupils. Students undergo practi-
cal training at enterprises under real work conditions. The average duration of a placement
is 160 hours per academic year (approx. 4 to 6 weeks), although the exact duration of a
placement is determined by the school headmaster depending on the type of a school and
the specialisation taught. As well as this, VET is provided at Tertiary level by Technical Uni-
versities (Politechniki) and State Higher Vocational Schools (Panstwowe Wyzsze Szkoty Za-
wodowe). These institutions are entitled to provide first and second level studies as well as
uniform master studies (but not doctoral studies). First level programmes (lasting 3 to 4
years) are focused on preparing graduates for a particular profession. Vocational place-
ments are also included, lasting up to 12 weeks per academic year depending on the field of
education.

According to the regulation of the Minister of National Education, the cur-rent structure of
the Polish VET system has been available since 16 July 2008. Moreover, in the year 2008
the Minister of National Education set up an advisory group in order to develop proposals of
modernisation of the VET system, adjusting the VET system to the labour market needs.
Interestingly also, it must be pinpointed that the period of ‘practical vocational train-ing’ in
formal VET schools was recently normalized through the Regulation of the Minis-ter of Na-
tional Education of 15 December 2010 on vocational training. Amongst other aspects, this
Regulation has abolished previously existing apprenticeship scheme (mto-dociani pra-
cownicy), basically attended by trainee juvenile workers in craft basic vocational schools
founded by craftsmen organizations.

Finally, and after years of bigger popularity of general education, since the school year
2006/2007 a significant increase of interest in vocational education has been noted, maybe
due to changes on the labour market connected to the Polish accession to the EU. The
available data for the 2009/2010 school year shows that 568,100 pupils attended Technical
Secondary Schools, 235,700 Basic Vocational Schools and 47,300 Profiled General Secon-
dary Schools. Concerning Tertiary Level institutions, in the 2008/2009 school year there
were 1,927,762 students attending VET courses.

2.2.7 Slovak Republic

All VET schools are categorised as secondary specialised schools (SOS, strednd odborna
Skola). In these schools, the balance between school and work-based training is not offi-
cially/formally established in the curricula. Programmes are school based and even practical
training is usually school based (vocational training is organised in alternance with theoreti-
cal education in school workshops or in places suitable for training contracted by schools
during the whole school year). There are several study programmes offered at secondary
specialised schools, such as the study branch with practice (“odbor s praxou”, ISCED 3A)
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the study branch with vocational training (*odbor s odbornym vycvikom"”, ISCED 3A) or the
training branch (ISCED 3C). Meanwhile, and as far as IVET at Tertiary Level is concerned,
there are several courses provided by secondary schools, such as “specialising programmes
are of at least 2 years in length completed by an absolutorium exam” (ISCED 5B) or the
“higher professional programmes are of 3 years in length completed by an absolutorium
exam” (ISCED 5B). Again, programmes are mainly school based.

One of the most visible changes of the New Education Act 2008 is the development of a sin-
gle stream of secondary VET, eliminating the so-called secondary vocational schools. Thus,
since September 2008, the VET stream is only provided by secondary specialised schools
(SOS, stredné odborné skoly). In practice it means that all secondary vocational schools
have been renamed to secondary specialised schools. As well as this, increasing enrolments
in ISCED 3A programmes and in particular in grammar schools (gymnasium, offering an
academic/general pathway) and a lack of graduates of ISCED 3C programmes has been
subject of criticism of businesses. This criticism led to the development and implementation
of a new Act on VET in 2009 (Act No. 184/2009). This new Act on VET stimulates employers
to contract students, as it recognises related eligible costs of employers as tax deductible.
Thus, it establishes an area for the participation of employers into VET, as well as for the
admission of private investment resources into this type of education, in effort to facilitate
assertion into the labour market and to prevent from current mismatch between IVET and
labour market needs.

In 2008, there were 193,898 pupils (participants) in IVET in the Slovak Republic who were
preparing in secondary vocational schools. Secondary VET schools have dominated perma-
nently over secondary general schools. According to 2009 data, 71.6% of the students in
ISCED3 followed the vocational path (28.4% the general path). However, it must be
stressed that the general education stream has been in a gradual increase since 1989 till
present.

2.2.8 Spain

The Spanish Education System does not contemplate the figure of apprentices as such. In
any case, there is a type of working contract known as ‘Training Contract’ ("Contrato para la
Formacion™), which provides participants with practical and theoretical learning, and which
is specially aimed at people suffering from lack of qualifications. In any case, the Spanish
IVET system distinguishes two main types of degrees, that is to say, the Intermediate Level
Vocational Training (“Ciclo Formativo de Grado Medio”)(ISCED 3B) and the Advanced Voca-
tional Training (“Ciclo Formativo de Grado Superior”) (ISCED 5B). Both degrees last 2 aca-
demic years each, and also both of them include a module of workplace training (which is
not considered as employment). This Workplace Training Module (“*Formacidén en Centros de
Trabajo”, FCT) takes place during the last year of the training, and the number of hours in
the module range between 400 and 600 hours (10-20 weeks). This workplace training mod-
ule is compulsory for all vocational training students, and the module is not associated with
any specific unit of competency, but it does affect the general competencies of the training
course.

In Spain, it is worth stressing that general/academic education has traditionally been a pre-
ferred choice, whereas the vocational path was mainly an option for students who failed
primary education and had fewer economic resources. However, it seems that this general
trend is currently changing, as the Ministries of Labour and Education are working together
in order to raise attractiveness of VET, improving its quality and the perception of society.
The recent 2006 Organic Law on Education (Ley Organica de Educacion, LOE) has reinforced
the role of IVET studies within the general education system, stressing the importance of
the Workplace Training Modules. Moreover, the Law 2/2011 for a Sustainable Economy has
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tried to promote permeability within the Spanish education system, as well as more flexible
and adaptable training programmes.

Concerning some statistical figures, approximately 281,787 students participated in Inter-
mediate Level Vocational Training (ISCED3B courses) in the 2010/11 academic year, which
means 31.4% of the students at upper secondary level. Concerning ISCED5B, there were
approximately 256,228 students (15.1% of the total students in ISCED5), according to data
for the academic year 2010/11. The percentage of secondary education students that decide
to follow initial VET studies has experienced a remarkable upward trend in the last years.

2.2.9 United Kingdom

Within the UK, there is no unified VET structure and provision is profuse. Historically, VET
has developed in an ad hoc way, rather than through central planning. In this sense, the UK
system distinguishes between a school-based approach and a work-based approach. In the
first case, it is possible to identify the IVET provided by Sixth form colleges and FE (Further
Education) Colleges, who offer amongst others, vocational courses aimed at ISCED 3 level.
In any case, there is a wide variety of programmes, and the balance between school-based
and work-based training varies on the course/college. Meanwhile, and as far as Tertiary
Level IVET is concerned, it is possible to identify several possibilities, such as the so-called
Higher National Certificates and Diplomas (HNCs and HNDs) or the Foundation Degrees.
There is no separate identification of ‘vocational’ higher education in the UK, so most insti-
tutions offer both vocational and general courses. Again, some of these programmes involve
a combination of college and workplace learning, but the balance between theory and prac-
tice varies. More precisely, Foundation Degrees, which were designed in conjunction with
employers, were introduced in 2001; they integrate academic and work-based learning.

In addition to these school-based schemes, the UK has got an Apprenticeship scheme.
Through this scheme, students formally combine employment-based training in a broad
range of sectors with training provided either by a college or other training provider, where
students gain recognised qualifications. There are three levels of Apprenticeship available,
that is to say, i) Intermediate Level Apprenticeships (ISCED 3C), ii) Advanced Level Appren-
ticeships (ISCED 3A & 3B) and finally, iii) Higher Apprenticeships (ISCED 5B). There is no
single set time to complete Apprenticeships (they normally last between 1 and 3-4 years)
and they vary widely in content and size depending on the type of programme and the level
attained. Apprentices receive pay and have the status of employees of the organisation
where they work. They have a contract and also an individual learning plan, which employ-
ers develop with the help of local learning providers. Apprentices typically spend one day
per week at college studying the technical certificate and the remainder of their time in
training or work with their employer.

In England, the new Apprenticeship Act was passed last year 2009, and a National Appren-
ticeship Service (NAS) was set up in April 2009 having end to end policy responsibility for
Apprenticeships and providing a single contact point for employers and apprentices. A key
part of this service is the new on-line system for Apprenticeship vacancy matching. As well
as this, UK is working on legislation which will put the Apprenticeship programme on a
statutory basis, aiming at ensuring that an Apprenticeship place is available for all qualified
young people by 2013. Concerning the economic crisis, several measures have been imple-
mented; for instance, the apprenticeship 'Clearing House' was a rapid response service
aimed at finding new employer places for apprentices facing redundancy. As well as this,
the 'Small Change, Big Difference' Ten Minute Rule Bill aims at increasing the number of
private sector work-based apprenticeships available to young people, placing a duty on
companies who receive large public sector contracts to employ additional apprentices.

Apprenticeship supply in the Member States of the European Union 38



Since the start of the modern apprenticeship reform in 1994, one million apprentices have
joined the programme. In England, it is estimated that 5.5% of the 16 year olds are en-
gaged in government-supported work-based learning (National Statistics, 2008). There
were 239,900 Apprenticeship starts in the 2008-09 academic year and 143,400 Apprentice-
ship framework achievements. Since then, with the economic downturn persisting, the
number of Apprenticeship places has declined. The reason for the decreasing number of
Apprentices is partly the unwillingness of the firms to recruit Apprentices who have initial
training needs and their wish to reduce discretionary spending, although the Government’s
goal of promoting Apprenticeships. Finally, concerning tertiary education, in the 2009-2010
academic year there were 258,000 students attending university, and 99,475 studying a
foundation degree.

2.3 Apprenticeship type schemes in other EU countries

2.3.1 Austria

In Austria, it is possible to identify several VET schemes related to upper secondary level.
The most important one is the “Dual VET System”, also called ‘apprenticeship training’ (Le-
hre, Lehrlingsausbildung). This dual VET constitutes a particularly practice-oriented variant
of VET, where training takes place at the training company (80% of the tuition hours) as
well as at a vocational school (20%). The apprenticeship diploma represents a full profes-
sional qualification. In addition to this “dual syetem”, it is possible to identify other mainly
school-based VET schemes, such as the VET schools (berufsbildende mittlere Schulen,
BMS)(ISCED 3B) and the VET colleges (berufsbildende héhere Schulen, BHS) (ISCED
3A/4A). In both cases, tuition hours include a 10% of working practice at an enterprise.
Referring to tertiary level VET studies, it is possible to identify the so-called Fach-
hochschulen (ISCED 5B), intended to provide a scientifically founded vocational qualification
well tailored to concrete occupational fields, where periods of work placement form a man-
datory part of the curriculum).

All Austrian stakeholders and decision-makers consider it imperative to maintain the high
importance of VET, stressing the importance of increasingly gaining young people for the
VET path by launching advertising and information campaigns, as well as safeguarding the
quality of VET paths. As far as recent changes are concerned, and in 2006, the Vocational
Training Act was amended, providing a legal basis for modularising apprenticeship which
aims at making VET system more flexible (better linking IVET and CVET) and responsive to
sectoral needs as well as increasing the number of training enterprises (modular apprentice-
ship consists of a basic module as well as main and specialised modules, allowing acquisi-
tion of qualifications according to special production modes and services of particular sec-
tors). Also, the so-called ‘Training guarantee for young people up to the age of 18’ has been
introduced in June 2008, basically intended to assure that all compulsory school graduates
who do not have a place at an upper secondary school or cannot find a company-based ap-
prenticeship place are given the opportunity to learn an apprenticeship trade at a supra-
company training centre.

Concerning available statistical information, large participant figures reflect the high attrac-
tiveness of the Austrian IVET. Thus, some 80% of 16 year-old students attend VET paths (in
a broad sense), whereas the apprenticeship system (also known as ‘dual VET') provides
post-compulsory education and training for around 40% of all young people. In 2009 the ap-
prenticeship statistics of the Federal Economic Chamber detailed some 40,000 training companies,
which were training ca. 132,000 apprentices.
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2.3.2 Belgium

The Belgian IVET system is very complex due to the political system and state structure of
the country. In any case, it is possible to identify three main VET schemes that combine to
different degrees work-based and school based training periods, this is, the “Alternance
Education” (Upper Secondary- ISCED 3), the so-called “Apprenticeship” (ISCED 2 & 3) and,
finally, the “Industrial Apprenticeship Contract”. Thus, “Alternance education” is aimed at stu-
dents in part-time compulsory education, and it consists of an agreement under which there is al-
ternance between training in enterprise and theoretical training (usually students attend schools for 2
days per week, and for 3 days they are involved in work experience). Meanwhile, Apprenticeship is a
recognized form of part-time compulsory education, and it is mainly organised for self-employed oc-
cupations, small industries and craftsmanship, combining both practical and theoretical training (prac-
tical training takes 4 days a week with a self-employed person or within an SME whereas theoretical
training is provided by specialised trainers for 1 day a week). Finally, the industrial apprenticeship
contract is aimed at young people with a poor school record who intend to carry out an alternance
type education.

The Belgian Government is currently working on the development of courses of Higher Vo-
cational Education, where workplace learning plays a key role, in close co-operation with the
professional sectors. Also, and as a consequence of the economic crisis, more investment in
training related to the latest developments in environmental technology, mobility, chemical,
building automation, ICT, etc is promoted.

Finally, most Belgian young people attend technical and vocational streams in Secondary
Education, although these streams have less standing than general education. In 2006, the
rate of attendance in vocational secondary education (ISCED3) in the Flemish-speaking
community (75 %) and also the 62 % in the French-and German-speaking community was
higher than the European average 46% (Eurostat data). Moreover, the number of students
in VET training has been increased due to the financial and economic crisis. Specifically, in
Wallonia region, the number of students enrolled in 2007 was 8,965.

2.3.3 Bulgaria

VET courses in Bulgaria are organised according to different framework programs, which in
some cases are also open to adults. Main Upper Secondary Level courses for students and
with a school and work based combination of training are included within B and C frame-
work programmes, which were approved by the Minister of Education and Science in 2003.
Thus, Program B final certificates equate to ISCED 3 Level, and the ratio between compul-
sory vocational training and work placement is 15.4:1. Meanwhile, Program C certificates
equate to ISCED 3 Level, and the ratio between compulsory vocational training and work
placement varies between 13:1 or 14:1. Also, in Bulgaria it is also possible to identify the
so-called “Craftsmanship training”, intended to provide training by a master at a specific job
in the handicraft enterprise. In any case, it is out of the formal IVET system and it is not a
popular training form in Bulgaria.

Looking at the future, changes are planed in the legislative programme to modify this
“craftsmanship training”. On the other hand, the challenges related to the accession to the
European Union point out to the need to increase greatly the funds spent on training

Training in the versions of Framework Program C are the most popular in the Bulgarian VET
system in terms of pupils. Generally speaking, around 164,839 students were enrolled in
VET during the 2009/10 school year (numbers have decreased as a consequence of the
economic crisis; e.g. 179,566 students 2007-2008).

Apprenticeship supply in the Member States of the European Union 40



2.3.4 Cyprus

In Cyprus, it is possible to identify within the formal IVET education system two main direc-
tions, that is to say, the theoretical one (100% school-based) or in the practical direction
(Theoritiki Katefthinsi or Praktiki Katefthinsi) offered by technical schools (Technikes Scho-
les, TS). In this Practical Direction, the first and second years are completely school-based,
whereas the third year of studies combines a school-based environment with a real work-
place. Meanwhile, and as far as tertiary level VET is concerned, in Cyprus there are four Pub-
lic Institutions of Tertiary Education (non university level) offering programmes with a strong voca-
tional content (ISCED 5B). These programmes include practical training amounting to a significant
content of the programme. In addition to the apprenticeship-type schemes within the formal
education system, the Apprenticeship System (Systima Mathiteias, SM) is a 2-year initial
vocational education and training programme providing practical and theoretical training to
young people who have not successfully completed their lower-secondary compulsory edu-
cation (it is associated with failure at school). A subsidy scheme aims to promote in com-
pany training of apprentices in the private sector, subsidising companies for part of social
insurance contributions for the apprentice.

Since 2005 a modernisation of the system is under way, in order to develop a New Modern
Apprenticeship; this should include 3 different levels: Preparatory Apprenticeship (age group
14-16), Core Body (age group 15-20) and Post Secondary Apprenticeship (age group 17-
25). Other examples of short-term measures recently developed include revising curricula,
reviewing analytical programmes, training teaching staff, acquiring software and improving
administration and management of the system. Interestingly also, in view of the economic
recession, the Ministry of Labour is offering additional subsidies to employers to hire ap-
prentices.

According to Eurostat, and concerning 2008/2009 enrolments, only 12.8% of the Upper
Secondary Students choose the vocational/technical path. This level of participation in voca-
tional programmes is one of the lowest percentages among European countries. According
to Eurostat, the number of graduates in ISCED 3 (Technical Upper Secondary) has in-
creased slightly from 1,215 in 2005/2006 to 1,245 in 2008/2009. Interestingly also, 262
participants enrolled in the Apprenticeship System in the school year 2008-2009.

2.3.5 Czech Republic

The Czech Republic does not have an apprenticeship scheme, but the education system in-
cludes work placements and practical training. Generally speaking, two main upper secon-
dary level VET schemes are available, that is to say, the so-called Secondary technical
schools and the secondary vocational schools. Secondary technical schools (stfedni odborna
Skola - SOS) include within the study plans work placements in companies and other insti-
tutions for an average of 6-8 weeks, during which students experience the feel of a real
workplace, facilitate contacts between the students and employers. SOS provide secondary
technical education in 4-year programmes completed by a maturita examination, which en-
titles graduates to apply for higher education and to perform mid-level technical, business
and similar jobs. Meanwhile, secondary vocational schools (stfedni odborné ucilisté - SOU)
provide a vocational qualification in 2- and 3-year programmes, resulting in the acquisition
of a secondary vocational qualification (ISCED 3C). It is completed with a final examination
and the student gets a “vocational certificate” (vyucni list), also known as “apprenticeship
certificate”. Approximately, 35-45% of the study plan hours include practical training, usu-
ally held at schools or at the workplaces of natural or legal persons who have been author-
ised for this training (workplaces must sign an agreement with the relevant school). It is
also worth stressing the existence of tertiary professional schools (vyssi odborné Skoly -
VOS), who provide tertiary professional education (ISCED 5B) to secondary school leavers
with a maturita certificate (normally 19 and older). Most of the programmes include practi-
cal training in the form of a work placement over 3 months long.
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In 2008 the MSMT (Ministry of Education, Youth and Sports) adopted an action plan to sup-
port vocational education and training, intended to expand and strength the Czech VET sys-
tem. Finally, most Czech pupils at upper secondary level attend vocational programmes (74
% of pupils in 2009/2010), which means a total of 347,414 students in Vocational Upper
Secondary Education. The proportion of pupils in vocational programmes decreased by 8 %
during the period of 2002/03 - 2009/10. In the academic year of 2009/2010, for the first
time in many years the overall proportion of pupils in vocational programmes has slightly
increased

2.3.6 Finland

In Finland, the largest share of IVET students decides to follow the school-based VET path.
The scope of upper secondary level vocational qualifications taken after basic education
means full-time studies for 3 years (120 credits) at a vocational institution. Even if the edu-
cation and training mostly takes place in institutions, all qualifications include approximately
6 months (at least 20 credits) of instruction in the workplace (on-the-job learning). The ob-
jective is to familiarise students with real working life to enhance their employment oppor-
tunities, as well as to ensure vocational skills that stem from working life needs.

Interestingly, vocational qualifications may also be completed as apprenticeship training.
Apprenticeship training is available to both adults and young people, but in Finland, most of
the apprentices are adults (most of them already employed). Apart from vocational qualifi-
cation certificates, apprenticeship training allows achieving a further vocational qualification
or a specialist qualification. The apprenticeship training is based on a written working con-
tract of fixed duration between the apprentice and the employer, and the practical training
periods take place at the workplace in connection with ordinary work assignments (ap-
proximately 70-80% of the time is spent in the training workplace, complemented by theo-
retical studies arranged at institutions providing vocational education and training). Finally,
IVET at Tertiary Level is offered at polytechnics (ammattikorkeakoulu), where degrees pro-
vide the knowledge and skills for professional expert functions and with a professional em-
phasis (at ISCED 5 level). Compulsory practical on-the-job training, worth a minimum of 30
ECTS (approx. 7 months), enables many students to combine their diploma project included
in the degree programme with hands-on work experience and to apply their theoretical
knowledge in real situations.

Broadly speaking, the popularity of vocational education and training has increased since
the early 2000s, basically due to several campaigns organised by the Ministry of Education
and social partners to improve the image of vocational training. On the other hand, and as
part of the overall reform of adult education and training, outlined in the 2008-2012 na-
tional development plan for education and training, a working group appointed in 2008 by
the Ministry of Education proposed a creation of an apprenticeship-type further education
scheme at university level for those who already have a higher education degree.

According to 2007 data (Eurostat), there were 235,338 participants in VET school-based
education system (66.7% of students in ISCED3 level). Moreover, in 2008 some 70,000
students took part in apprenticeship training. The number of participants in apprenticeship
training has traditionally been relatively low in Finland, but student volumes have increased
considerably in recent years. Also, the number of students more than tripled during the
period 1994-1999, doubled again from 1999 to 2007.

Apprenticeship supply in the Member States of the European Union 42



2.3.7 Greece

In Greece, VET Upper Secondary Level schools (EPAL and EPAS) offer exclusively school-
based training (practical training is offered within the school premises). In any case, some
VET schools have incorporated visits to enterprises as a means to help trainees realize the
actual dimensions of work. Furthermore, 6 months of optional practical training after the
acquisition of VET certificate might be offered.

Interestingly, and as an alternative to the formal (school-based) IVET System, there exists
an apprenticeship programme known as Mathiteia, which equates to the Upper Secondary
Level of education. Apprenticeship is defined as alternating training in a school and the
workplace (4 days a week, in the mornings, students practice in an enterprise, whereas in
the afternoons, they attend classes at Apprenticeship vocational schools). The apprentice is
contractually linked to the employer and receives a wage. At the end of their studies, train-
ees acquire a Specialty Certificate (ISCED Level 3C).

The overall number of participants in upper secondary IVET (ISCED 3) in 2008, including
pupils of apprenticeship EPAS and students in the school-based system, is 106,376, accord-
ing to statistics of the Ministry of Education and Religious Affairs and the National Statistics
Service of Greece. On the other hand, in the school year 2007-2008, 13,964 students at-
tended Apprenticeship.

2.3.8 Hungary

In Hungary there are 2 different types of VET schools, that is to say, the Vocational training
schools (szakiskola) (ISCED 3C), and the Secondary Vocational Schools (szakkozépiskola)
(ISCED 3A and ISCED 4C). Both cases combine school-based and work-based training to
different degrees. In this sense, the practical training part of vocational programmes might
be offered through 3 different forms, i.e. i) "School-based” one (practical training is organ-
ized at any ‘practical training place’ maintained/operated by either a VET school, a legal
entity, an economic organization, an individual entrepreneur or a ‘central training place’ of a
Regional Integrated Vocational Training Centre); ii) “Alternance training” (Practical training
provided on the basis of a cooperation agreement between a vocational school and an en-
terprise) and, finally; “Apprenticeship training” (practical training provided by an enterprise
on the basis of a student contract (tanuldszerz6dés) made between a student and an enter-
prise, under the supervision of a representative of the relevant local economic chamber).
The majority of ISCED 3C practical training is organized outside the school (typically in ap-
prenticeship training). Normally, during the school year, one week of theoretical instruction
alternates with one week of practical training, and during the summer holiday period, it is
provided without interruption. Finally, and as far as Tertiary level IVET is concerned, this
refers to higher level VET (fels6foku szakképzés, FSZ) programmes awarding an ISCED 5B
level vocational qualification (szakképesités). In this case, practical training is provided in
similar forms to those described for Upper Secondary Level Education, both in school work-
shops and at economic organizations, following the 3 forms explained for Upper Secondary
Education.

One of the key goals of the recent Hungarian VET policy is to promote apprenticeship con-
tracts with an innovative content and further the increase of the number of economic or-
ganizations offering practical training, helping students’ integration in the workplace. In this
sense, the option of organising practical training outside the school based on a student con-
tract has been brought to the policy agenda since 1 January 2007. Interestingly also, a new
form of VET was started from the school year 2010/11. The so-called early VET (el6érehozott
szakképzés) allows students to start vocational training right at the age of 14 and takes 3
years to complete. The programme offers primarily work-based training. Finally, a scholar-
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ship programme has been launched in February 2010 for training vocational school students
in occupations in high demand in the labour market.

Finally, and according to the data provided by the National Institute of Vocational and Adult
Education of Hungary, in the 2009/2010 school year nearly two thirds (63.6%) of full-time
students at upper secondary level studied VET. In 2008, 77,506 students participated in
school based initial vocational training whereas 45,587 students participated in the appren-
ticeship system.

2.3.9 Ireland

In Ireland, it is possible to identify three main VET schemes with some work-based practical
content. In this sense, the most relevant one is the so-called “Apprenticeship”. Within ap-
prenticeship training, apprentices receive alternating on and off-the-job training (80%
work-based, 20% school-based), and 100% of the subjects are vocational. Apprentices are
recruited and employed in their chosen occupation by companies approved by FAS, and re-
ceive wages when training on-the-job, and a trainee allowance during off-the-job training.
On successful completion of this training, an apprentice receives an Advanced Certificate
awarded by FETAC, the Further Education and Training Awards Council. The corresponding
ISCED level is 4, but oriented to level 5B. In addition to this, “Post Leaving Certificate”
courses (PLC) aim to provide a bridge between school and work for those who need further
initial vocational education to enhance their employment opportunities and their entry into a
series of possible occupations. They are 90% school-based, whereas they also include a
10% work-based training period. They lead to certification from the Further Education and
Training Awards Council (FETEC), which equates to ISCED 4A/B oriented to level 5A/B. Fi-
nally, it is worth stressing the existence of “Entry-level” VET provided by publicly-funded
sectoral agencies for various particular sectors (Tourism, Agriculture and Food, Fisheries),
where theoretical training is complemented by periods of industry work experience.

In recent years there have been several initiatives to increase progression from the VET
sector into higher education, in particular the introduction of Post Leaving Certificate (PLC)
courses. Also, the national partnership agreement ‘Towards 2016’ has recommended that
measures should be introduced to promote take-up of apprenticeship by older workers. With
regard to the current economic crisis, and since 2008 onwards, FAS amended the appren-
ticeship scheme rules to permit redundant apprentices to progress to their next off-the-job
phase in their apprenticeship without having to complete the next on-the-job stage. In this
sense, a Redundant Apprentice Rotation Scheme was also introduced whereby employers
are supported to provide on-the-job training for a redundant apprentice while their em-
ployed apprentice is attending an off-the-job training phase.

Finally, and as far as statistical information is concerned, there has been a rapid expansion
in total apprentice registrations from 1998 to 2006 (16,125 to 29,801 registrations, respec-
tively). However, apprentice numbers have declined significantly in the time period 2007
and 2008 (28,500 and 26,170, respectively). On the other hand, in 2007-08 there were
approximately 30,000 persons enrolled on full-time PLC courses.

2.3.10 Italy

The Italian IVET system is a complex one, and it includes school-based schemes (although
combined with practical training periods at enterprises) and Apprenticeship schemes. In this
sense, school-based schemes refer to Vocational upper secondary education (ISCED 3 level)
in two main forms, either Technical education (provided by the technical schools (“istituto
tecnico”)) or Vocational/Professional education (provided by the vocational schools (“istituto
professionale”)). In both cases, students alternate study and work periods (known as
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‘Traineeships’). The balance between school-based and work-based training depends on the
pathway and on the agreements signed between schools and enterprises (there is not an
employer-employee job relation, and youngsters do not receive any salary). Also, post Sec-
ondary Education (Non Tertiary) (ISCED 4) is offered through two different pathways (the
Higher Technical Institutes (Istituti Tecnici Superiori, ITS)) and the IFTS courses (Higher
technical education and training). In both cases, 30% of the activities are dedicated to
work-based training. Finally, it is possible to identify the so-called Initial Vocational Training
(“Formazione Professionale Iniziale” FPI), intended to facilitate labour insertion of young
people into the job market in a short time, and that includes a minimum of 30% of hours
are devoted to training on the job through “traineeship” schemes similar to those offered in
vocational and technical schools.

In addition to this school based scheme, in Italy it is possible to identify the so-called Ap-
prenticeship (“Apprendistato”) IVET scheme. Apprenticeship in Italy is defined, accordingly
to the new Consolidated Act on Apprenticeships, recently passed last July 2011, as open-
ended contracts aimed at training young people, where this new Act is intended to better
clarify the legal and institutional position of apprenticeships in Italy. Meanwhile, the type
and duration of the training, and also the number of apprentices that can be employed, are
to be established by national collective bargaining agreements covering the relevant sec-
tors, and by intersectoral agreements. Basically, there are three different types of appren-
ticeships, that is to say, i) Apprendistato per la Qualifica e per il Diploma Professionale
(Training apprenticeships), aimed at young people aged between 15 and 25, where the con-
tract can last up to a maximum of three years (four in the case of regional diplomas); ii)
Apprendistato Professionalizzante o Contratto di Mestiere (Professional Apprenticeships),
designed for young people aged 18 to 29 who require a form of professional training, where
the contract can last no more than three years (five for artisans); iii) Apprendistato di Alta
Formazione e Ricerca (Advanced Training and Rresearch Apprenticeships), aimed at people
who require high levels of professional training in the field of research, doctorates and to
enter professional associations, and designed for young people aged 18 to 29.

Law 53/2003 and D.Lgs. 226/2005 have separated the general/academic system and the
vocational education and training system respectively under the state and the regions re-
sponsibility. It has been also established that the two systems have equal dignity and that
‘it is granted the possibility to pass from the licei system to the vocational education and
training system’. Meanwhile, the Law 30/2003 has introduced some reforms in the appren-
ticeships system, basically distinguishing the three different types of apprenticeships previ-
ously referred to. Also, and in 2008, the guidelines for the reorganisation of the whole
higher technical education and training system (ISCED 4) were issued. This reorganisation
was meant at spreading the higher technical and scientific culture and strengthening post-
secondary training of non-academic nature.

It is also important to stress the agreement signed between the government, regions, prov-
inces and social partners last 27 October 2010 to re-launch the apprenticeship contract,
because the use of such contracts had fallen considerably in recent years.

In the 2008-09 school year, there were 917,200 students in Technical Schools and 551,117
in Vocational Schools. Meanwhile, the number of students in IFP 3-year courses (First Level)
was 152,885. On the other hand, in 2008 the number of apprentices employed was
644,593, of which 7.5% were in right-duty apprenticeship, 91.8 % in profession-oriented
apprenticeship and 0.7 % in higher apprenticeship. Meanwhile, in 2009 the number of ap-
prenticeship was 591,000, probably explained by the economic crisis.
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2.3.11 Latvia

Latvian Vocational Upper-secondary education (profesionala vidé€ja izglitiba) (ISCED 3) is
provided at vocational secondary schools. Two different options are offered, that is to say,
Vocational education programmes (ISCED 3C) (which includes a practical training at schools
and enterprises of 65% of all tuition time) and Vocational secondary educational pro-
grammes (ISCED 3A&3B) (who combine theory and practical training on a 50:50 basis).
Moreover, vocational schools might also offer post-secondary non-tertiary vocational educa-
tion (ISCED 4B). They are focused towards mastering purely professional skills and knowl-
edge, and they include school-based and work-based training (balance of 35:65). As far as
Tertiary IVET is concerned, ‘First level higher professional education programmes’, are
available at colleges and higher education institutions, where training contents include prac-
tical placement in enterprises. Finally, an apprenticeship system exists on a small scale
mainly in the crafts sector in traditional professions, and it is regulated by the Law on
Crafts. This system is not part of formal IVET, and the apprenticeship is based on a contract
concluded between apprentice and master. During the apprenticeship, theoretical training
might be offered by vocational schools or the Chamber of Crafts. Through the apprentice-
ship system it is possible to obtain the journeyman (Amata zella diploms) and, thereafter,
master craft qualification (Amata meistara diploms).

As far as recent changes in the Latvian Vet system are concerned, the Ministry of Education
and Science has designed the ‘Guidelines for Optimisation of Vocational Education Estab-
lishments Network for 2010-2015" aimed at providing further implementation of the voca-
tional education system structural reforms by optimising the number of vocational schools
and their geographical coverage and by differentiating vocational schools (new types of
schools are planned to be formed). Concerning the apprenticeship system, the Chamber of
Crafts is planning to introduce several measures to increase interest in apprenticeship, they
include: providing more information to VET schools and improving the network of craft mas-
ters who would be interested in training apprentices.

Finally, and concerning statistical information, the general secondary education pathway is
more popular than vocational secondary education, since general education is considered to
have a higher ‘prestige’ (around 62.1% of students choose general education). In
2008/2009, 35,300 students participated in upper-secondary vocational programmes, and
15.1% of the students in ISCED 5 level courses (19,242) were following ISCED 5B pro-
grammes (data for 2007).

2.3.12 Lithuania

IVET programmes at Upper Secondary Level are provided by vocational schools. Two main
different programmes are offered, that is to say, ISCED 3C programmes (designed for stu-
dents who only wish to obtain a vocational training diploma (profesinio mokymo diplomass)
providing access to labour market), and the ISCED 3A&B programmes (aimed at those will-
ing to complete general upper-secondary education or professional qualifications). In both
cases, wok-based training might vary between 20-25% of the tuition hours. Concerning
IVET at post-Secondary Non-Tertiary Level (ISCED 4), they are designed for students who
have completed upper-secondary education and received a matura certificate, but are not
academically inclined. These programmes are offered in vocational schools (the same as
ISCED 3 programmes), and 80% of the tuition hours are school-based (20% work-based).
Finally, VET at tertiary level is delivered through non-university higher education pro-
grammes (ISCED 5) which are designed for those wishing to obtain non-university higher
education. Practical training (including placement for practice in enterprise) should consti-
tute at least a third of the total study programme time.
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Interestingly enough, the new Law on VET, entered into force last 1st January 2008, has
introduced Apprenticeship as a form for VET organisation. Apprenticeship (“"Pameistrystés
Profesinio Mokymo Organizavimo Forma”) combines training organised at the work place
with theoretical training, where practical training should comprise at least 60-70 % of the
total time allocated to teaching vocational subjects. A student and a company sign a labour
contract and, together with the school, a trilateral training agreement. Currently, only a few
schools provide a work-based apprenticeship route, and limited to a number of professions.

Also, the new Law on VET defines national qualification framework, describes validation of
learning outcomes acquired outside formal education, sets principles for VET quality assur-
ance, etc. On the other hand, seeking to improve standing of VET and its attractiveness to
stakeholders, management decentralisation is being implemented through the reorganisa-
tion of state VET schools into self-governing institutions, with increased autonomy (includ-
ing budgetary one).

Finally, the majority of students in upper secondary education prefer general education ori-
entation programmes (73.1% of the students chose the general/academic path in 2009).
Meanwhile, approximately 30% of the students in higher education programmes prefer non-
university higher education.

2.3.13 Luxembourg

IVET at Upper Secondary Level includes an intermediate cycle and an upper cycle (3-4
years, ISCED 3). The intermediate and upper cycles of technical secondary education in-
clude three different strands, that is to say, the vocational system (“régime professionnel”),
the technician training system (“régime de la formation de technician”) and the technical
system (“régime technique”). Technician and technical systems are only offered in a school-
based format. However, the vocational system might be provided following different for-
mats, that is to say, i) Apprenticeship (“apprentissage”), which includes practical in-
company training under an apprenticeship contract and the attendance of vocational
courses in a technical secondary school (comparable to the German Dual System); ii) Mixed
system (“filiere mixte”), where some practical in-company training is combined with full-
time vocational classes in a technical secondary school in the last year and, finally; Full-time
stream (“filiere de plein exercice”), completely school-based. Meanwhile, it is worth stress-
ing the so called Advanced technician’s certificate (“"Brevet de technicien supérieur’-BTS), a
higher-level course in technical secondary education where students combine theoretical
education with alternance periods of practical training (often work placements in enter-
prises).

As far as legislative changes are concerned, the 2008 VET Law aims at reforming VET based
on lifelong learning and competences. In this sense, a new approach is to be developed
concerning school-based and work-based training, and it is expected that technician training
path will also include the apprenticeship system, promoting work-based training. Also, the
Luxembourgish Government plans to overhaul promotion criteria and transition harmonisa-
tion from one cycle to another in order to introduce a simpler promotion and guidance sys-
tem allowing students to progress and to prevent unnecessary failures.

In the school year 2007/2008, there were 3,162 students in the technician training system
and 4,112 in the vocational system.

2.3.14 Malta

In Malta, Most of the VET courses in Malta are only school-based, but a great majority of
them are also offered through an apprenticeship or alternance system (combining school
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and on-the-job training). As well as this, many school-based courses offer a period of work
experience of a few weeks. In any case, In this sense, IVET may or may not involve appren-
ticeship depending on the course/sector, as well as on the training model chosen by the
student. The Employment and Training Corporation (ETC) is responsible for the administra-
tion of the apprenticeship scheme. The Corporation is responsible for providing a training
placement, monitoring the student’s progress and also carrying out a number of monitoring
visits during the apprenticeship year. The apprentice, the employer (also known as sponsor)
and the ETC enter into a contractual agreement stating the rights and obligations of all par-
ties during the apprenticeship. Basically, there are two apprenticeship schemes. Both of
them lead to a ISCED 3 level Journeyman’s Certificate, that is to say, the Technician Ap-
prenticeship Scheme (TAS) (which leads to an occupational competence at technician level)
and the Extended Skills Training Scheme (ESTS) (apprentices receive a Craftsman level cer-
tificate). Apart from the TAS and the ESTS, there are also a lot of vocational courses in a
wide variety of sectors (ISCED 3 & 4). Many of these vocational courses can be either
school-based or follow an alternance/apprenticeship model.

The last decade has seen a great investment in IVET in Malta with the setting up of MCAST-
the Malta College of Arts, Science and Technology, the umbrella institution providing voca-
tional education and training. The Strategic Plan 2007-2009 of the MCAST highlights the
need for a vocational education and training provision that establish a credible alternative to
the university education. New Vocational Degrees by MCAST were first offered in September
2009. Also, the Government is committed to developing more flexible pathways and better
transitions. Moreover, a closer link between vocational education provision and industry is
currently part of those projects financed by the European Social Fund, making vocational
education more responsive to industry needs. Due to the economic crisis and fewer oppor-
tunities of work in the labour market, many young people are currently encouraged to fur-
ther their studies.

Since the MCAST (Malta College of Arts, Science and Technology) was set up in 2001, the
number of students continuing with upper-secondary education beyond compulsory age has
increased. The number of students in IVET has also increased, and a balance in numbers
between the general and the vocational strands has been reached. By the end of 2009, 698
apprenticeships were registered with ETC.

2.3.15 Portugal

In Portugal, young people can choose to follow the IVET path through different types of vo-
cational programmes. The most important ones in terms of number of students is the so-
called Vocational Courses (“Cursos profissionais”) (ISCED 3), which includes a technical
training component that accounts for a 13% of spent training time in a work environment
(either simulation practices or real practices within an enterprise). Another option is the so-
called Technological Courses (“Cursos tecnoldgicos”), also leading to ISCED 3 level qualifica-
tions, which includes a placement for a period of 216 hours of practical training in a work-
place. Another option is the so-called Education and Training Courses (“Cursos de educacao
e formacdo”), intended to young people aged 15 or over who have abandoned or are at risk
of leaving the regular education system, which also includes a practical component to be
developed in the workplace, in the form of a traineeship under the individual supervision of
a training facilitator. It is also interesting to stress the existence of the so-called Apprentice-
ship courses (“"Cursos de aprendizagem”). This Apprenticeship training is an IVET pathway
and not a separate sub-system and carried out in alternance training schemes. Apprentice-
ship courses are provided by the vocational training centres of the Institute for Employment
and Vocational Training, under the Ministry of Labour and Social Solidarity. Courses last for
3 years and include a practical workplace training (accounting for at least 40% of total
course length). An apprenticeship contract is established between the training organisation
and the trainee. Finally, and referring to IVET at Upper Secondary non-Tertiary Level
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(ISCED 4), in Portugal it is possible to identify the Technological Specialisation Courses
(CETs), that prepare individuals for a scientific or technologic specialisation in a specific
training area and award a level 4 vocational qualification. These courses include a workplace
training component, aimed to apply knowledge and acquired know-how for practical activi-
ties. It cannot be lower than 360 hours, but no higher than 720 hours. This training compo-
nent is developed in partnership between the training organisation and enterprises

Concerning apprenticeship, a recent legislative reform (Decree-Law no. 88/2006 of 23 May)
has made its organisational structure more flexible and adaptable to changes. Interestingly
also, and in the end of 2008, the Portuguese Government issued the Implementing Order
no. 1497/2008 with a new legal framework of apprenticeship courses. This new regulation
updates the apprenticeship study plans and also regulates access conditions, organisation
and management of the courses, as well as the evaluation and certification of learning out-
comes.

In recent years, the focus on the importance of vocational education as a valuable alterna-
tive to other education paths has had an impact, so the number of students enrolled in vo-
cational courses has risen from 28,000 in 1998/1999 school year to 91,000 in 2008/2009
school/year. Referring to the 2007/2008 school year, the number of students enrolled in
different courses were the following one: i) Technological courses, 13,096 students; Voca-
tional courses, 88,515 students; Apprenticeship courses, 14,629 students; Education and
training courses, 6,602 students; Specialised art courses (“"Cursos do ensino artistico espe-
cializado”), 1,809 students.

2.3.16 Romania

The Romanian IVET system is primarily a school-based system, although IVET programmes
include practical activities that normally take place in school workshops (such as ‘exercise’
or ‘training’ companies for interactive learning). Occasionally, practical training might take
place in companies (based on agreements concluded between schools and companies).

Interestingly also, and since 2005, an Apprenticeship system has been introduced in Roma-
nia (workplace apprenticeship or “Ucenicie la locul de munca”), derived from the approval of
the so-called Apprenticeship Law (Law no.279/2005). In this sense, apprenticeship is re-
garded as a special and distinct form of vocational training combining employment, in the
form of a closed-end, determined duration contract, with vocational training, to be provided
by the employer, both practical and theoretical (provided within the working hours). The
apprentice (aged between 16 and 25 years old) is contractually linked to the employer and
receives remuneration, and the employer assumes responsibility for providing the trainee
with training leading to a specific occupation. All enterprises can engage into apprenticeship
contracts provided that they do have the necessary facilities and have a specifically de-
signed training program. In addition to that, they must specifically employ a so-called “ap-
prenticeship foreman”, possessing a “trainer’s training certificate”. Unfortunately enough,
the apprenticeship path has seen a rather slow application. The reason for this is the legal
and red-tape requirements for enterprises, as well as the advent of the economic crisis,
which has drastically reduced the options of employers to offer apprenticeship training.

There are no data available on the number of apprenticeship participants.

2.3.17 Slovenia

In Slovenia, there are three VET programmes at upper secondary level offering apprentice-
ship-type schemes, that is to say, the Vocational Secondary Education (ISCED 3C), the
Technical Secondary Education (ISCED 3B) and the Vocational-technical secondary Educa-
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tion (ISCED 3B). Concerning the Vocational Secondary Education programmes, they last 3
years and include at least 24 weeks of practical training with employers, where they are
provided by vocational schools in cooperation with employers. Meanwhile, the Technical
Secondary Education last 4 years and include practical training with a minimum duration of
4 weeks. Finally, Vocational-technical secondary Education last 2 years after vocational sec-
ondary education and include practical training periods in enterprises. As far as IVET at ter-
tiary level, it is provided at higher vocational colleges (viSje strokovne Sole). These colleges
offer 2-year post-secondary vocational education at ISCED 5B level, and the general re-
quirement for admission is successful completion of upper-secondary education. Approxi-
mately 40% of each curriculum is devoted to practical training in firms.

The introduction of the new Law on Vocational Education and Training in 2006 has resulted
in the abolishment of the apprentice status introduced in 1996. In this sense, and with the
2006 VET Law, the dual system and school education have been united into a single form of
vocational and technical education, where the practical training at work (period of training
with an employer) has become an integral part of all educational programs for vocational
education. Thus, all students are entitled to a predetermined number of weeks of practical
training at a workplace. The relationship is regulated through an individual contract, which
is signed by the employer, student and parents. The other possibility is a collective contract,
which is signed by the school and employer for several students.

Approximately 40% of upper-secondary level students enrol in general secondary education
courses (gymnasia), whereas 30% enrol in technical secondary education and another 30%
in vocational secondary education. According to Eurostat data, in 2009 there were approxi-
mately 64,219 students enrolled in ISCED3 level vocational programmes.

2.3.18 Sweden

Swedish upper secondary programmes that are primarily vocationally-oriented give broad
basic education within the vocational field, and they also provide the foundation for further
studies. These programmes are typically school-based, in the sense that 85% of the training
time takes place in schools and the remaining 15% (at least 15 weeks) at a workplace out-
side the school, the so-called workplace training (APU - Arbetsplatsférlagd utbildning). Edu-
cation providers (organisers of schooling such as municipalities, independent schools, etc.)
are responsible for finding workplace training opportunities and for supervising students.
Opportunities for arranging workplace learning vary as schools are dependent on the links
they have established with private and public organisations and the local business commu-
nity. In any case, the Swedish IVET system is often criticized for not sufficiently preparing
students for an specialised occupation. In this sense, an for a few occupations that do re-
quire occupational certification (i.e. electrician, plumber or car mechanics), social partners
have made an agreement concerning apprenticeship education, through which learners
must complete an apprenticeship-like programme administered by joint training boards at
the sectoral level, complementary to the school-based learning. On the other hand, several
enterprise-based upper secondary schools have also been started during recent years, in-
tended to provide more company-based education and training.

Having in mind this situation, the Swedish Parliament has decided to reform upper secon-
dary school. A national test period started in 2008, with the launch of a pilot programme
related to Apprenticeship (*Gymnasial larlingsutbildning”), which is expected to be intro-
duced as a parallel path to the traditional school-based one in the academic year
2011/2012. Thus, training will be offered both as school-based education and as secondary
apprenticeship with the same terms of objectives. Some of the reasons for implementing
this new system include employer complaints for the inadequate work preparedness of vo-
cational graduates as well as their inadequate general education levels. This new appren-
ticeship programme will last for 3 years and more than 50% of the total education will be
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work-placed. Learners in upper secondary apprenticeship will receive a vocational upper
secondary diploma on completion of their studies/training.

In 2008/09, there were 177,935 students enrolled in IVET at upper secondary schools in
Sweden, representing 49.5 % of the upper secondary student population enrolled in na-
tional programmes. Interestingly also, and during the academic year 2009/2010, there were
almost 7,000 students participating in the apprenticeship pilot project started in 2008.

Apprenticeship supply in the Member States of the European Union 51



3. Characterisation and typology of
apprenticeship-type schemes

3.1 General introduction

This chapter 3 is interested in characterising and providing an in-depth analysis of existing
apprenticeship-type schemes in nine selected Member States (i.e. Denmark, Estonia,
France, Germany, Poland, Slovakia, Spain, The Netherlands and the United Kingdom). For
this purpose, a number of different topics will be analysed, such as the main actors involved
in the design of the national apprenticeship-type schemes and the definition of training cur-
ricula and contents, the role of enterprises, schools and students in these apprenticeship-
type schemes, the existing contracts and agreements between partners involved, financing
and quality assurance related issues and, finally, a discussion on the geographical mobility
of students.

In this respect, and having in mind the wide array of possible apprenticeship-type schemes
in the nine selected Member States, the chapter will focus its attention on the most impor-
tant apprenticeship-type schemes existing in each country in terms of largest share of stu-
dents. In this sense, the concrete apprenticeship-type schemes analysed per Member State
are the following ones:

= In Denmark, the VET system is characterised by a program consisting of a school-based
basic course®, and a main course. In the main course, practical training in a company al-
ternates with instruction at a vocational college, with a typical duration of three to three
and a half years. In order to be admitted into the main program of the VET, the students
must enter a training agreement with an approved company which offers training. In
this sense, the VET system identifies four main apprenticeship type schemes accordingly
to the kind of training agreement signed, this is, the “Regular Training Agreement®”
(*Ordineer uddannelsesaftale”), the “New Apprenticeship!®” (“Mesterlzeere”), the “Combi-
nation training agreement” (“Kombinationsaftale!!”) and the “Short training agreement”
(“Kort uddannelsesaftale!?”). All these apprenticeship type schemes will be taken into
account in this research!3.

= In Estonia, the analysis will be concentrated on the “Apprenticeship study” (“Opi-
poisidpe”), often known as “Workplace based study” (*“Té6kohapdhine dpe”). Apprentice-
ship studies were introduced in 2002 as a PHARE pilot project. Since 2008, the promo-
tion of Apprenticeship studies has been financed exclusively by the state budget. It is a
minoritarian option for VET students (2% of total VET students), and these studies are
available at all of the ISCED levels where vocational education is provided in Estonia, i.e.
ISCED levels 2, 3 and 4. The duration of the studies depends on the particular ISCED
level and specific program, and can vary between 6 months and 4 years. A distinctive

8 This basic course is flexible in duration (between 20 and 40 weeks in industry) and depends on the individual student’s
prior qualifications and ambitions. This basic course is followed by a main course

° The most common agreement. The agreement is formed between the student and one company, and the agreement
includes the entire main program.

10 The new apprenticeship has been available since August 2006 and was introduced to make allowances for practical
orientated students. This agreement includes the entire vocational program, and the first year of the VET is carried out
through practical training in a company.

1 With a combination agreement, the student enters a training agreement with two or more companies and together
these partial agreements constitute the entire VET program. Since 2008, the “Flex combination training agreement” (“Flex-
kombinationsaftalen) has been incorporated into the combination agreement.

12 The short training agreement is well suited for companies who are not able to undertake an entire training period for
example if the company is very specialised

13 Furthermore, a school-based practical training is offered under special circumstances for students who are not able to
sign an agreement with an enterprise.
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characteristic of workplace-based studies is that one-third of the curriculum is delivered
through theoretical instruction and two-thirds through practical training in an enterprise.
Apprentices sign a study and work contract.

= In France, there are two main existing apprenticeship schemes, that is to say, the so-
called “Apprenticeship contract” (“Contrat d’Apprentissage”) and the “Professionalisation
contract” (“Contrat de professionnalisation”)!*, both signed between an employer and
the apprentice. In this sense, the analysis will be primarily focused on the first one. This
“Apprenticeship contract” is intended to enable young people aged 16 to 25 years to fol-
low a general education curriculum, both theoretical and practical, in order to acquire a
professional qualification based on a diploma or a professional title. This contract alter-
nates learning phases in training centres (CFA) and in enterprises. This is an employ-
ment contract available in France since 1971 and its duration varies from 1 to 3 years.
Apprenticeship can be implemented in all sectors.

= In Germany, the national system of Initial Vocational Education and Training (IVET) of-
fers young people a wide choice of different paths leading to vocational qualifications'®.
Notwithstanding this, the well known dual system of vocational training forms the core
of the German IVET-system and is also by far its most important single component in
quantitative terms (indeed, some 86% of upper secondary students in vocational path-
ways enrol in the dual system, while the rest do so mainly in full-time vocational
schools). For this reason, the analysis carried out in this chapter is focused on this dual
system of apprenticeship training.

= In Poland, there are no apprentices as such!®. However, the Polish IVET sub-system in-
cludes the so-called “vocational placements” in enterprises. These “vocational place-
ments” are intended to apply and broaden vocational knowledge and skills in a real work
environment and they are compulsory for pupils of all vocational schools, regardless of
the type of school or the degree level. “Vocational placements” of an apprenticeship type
are generally organised during summer holidays, and the average duration of a place-
ment is 160 hours (3 to 4 weeks) per academic year. The exact duration of a placement
is determined by the school headmaster depending on the type of school and the spe-
cialisation taught. These placements are additional to the practical vocational training
received in school workshops and laboratories, and they can not be considered as em-
ployment, as there is not a contractual relationship between the company and the stu-
dent.

= In Slovakia, initial vocational education and training is primarily school based, basically
the so-called secondary vocational schools (Strednd Odborna Skola, SOS). In this re-
gard, there are no apprenticeship schemes in the strict sense, and all participants are
seen as pupils (students). Notwithstanding this, enterprises have the possibility to partly
participate in the training of students for which they are interested as future employees,
combining school-based and work-based training (these students are sometimes called

4 The “Professionalisation Contract” (“Contrat de professionnalisation”) is rather geared toward job seekers, be they

young or not, and it is available in France since 2004. The contract alternates periods of general and technological training
(with a duration of between 15% and 25% of the total duration of the contract) and working periods in an activity related
to the qualification. The contract duration is usually between 6 to 12 months.

15 See German national report for further details

16 Current rules governing the VET (Regulation of the Minister of National Education of 15 December 2010) normalize the
principles of vocational education of pupils/students and young workers. Before this legal framework, there was a special
type of VET referred to young workers and structured as an apprenticeship scheme (miodociani pracownicy). According to
this scheme, trainee juvenile workers attended craft basic vocational schools founded by craftsmen organizations. At the
present time, these schemes do not exist any more.
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“apprentices”, regardless the fact that legislation does not make such differentiation).
This is however a marginal case, not more than 1% of all students®’.

= In Spain, the Spanish Education System does not contemplate the figure of apprentices
as such. However, the Spanish IVET sub-system is structured around two types of voca-
tional training cycles, i.e. middle-level training cycles (“ciclos formativos de grado me-
dio” in Spanish, which equate to ISCED 3B Level) and upper-level training cycles (“ciclos
formativos grado superior”, which equate to ISCED5B Level). Both cycles include a com-
pulsory “in-company training” module (“Formacion en Centros de Trabajo”, or FCT)
which accounts for approximately 400-600 hours (around 20-30% of the total training
hours of an IVET cycle), and it takes place at the workplace. This “in-company training”
module of IVET can not be considered as employment, as there is not a contractual rela-
tionship between the company and the student!®.

= In The Netherlands, the apprenticeship type scheme mainly analysed in this report cor-
responds to the so-called BBL-route (‘beroepsbegeleidende leerweg’), firstly introduced
in the school year 1997/98 with the endorsement of the law named ‘Wet Educatie en
Beroepsonderwijs’ (WEB). This BBL-route implies that a student immediately starts
working in a company and goes one or two days a week to school to learn the theory,
where the student can use this route to get a level 2, 3 or 4 degree. BBL students have
to spend at least 60% of his or her time working at a company. In any case, and when
relevant, some references to the BOL-route will be made®®.

= In the United Kingdom, the analysis will be focused on apprenticeships as formally defined
in the UK system. The Apprenticeship framework was first introduced in 1990 and, despite
some revisions in the last years, it is based on a predefined number of Guided Learning
Hours to be delivered via a combination of on-the-job and off-the job training. Apprentice-
ships are available from the age of 16 and there is no upper age limit, and the government
has set out its intention that they become the key route to qualification, particularly for low
skilled adults in work. Apprenticeships cover all sectors and range from levels equivalent to
upper secondary schooling to undergraduate education. The intensity and duration of
training depends upon the sector and level of qualification being studied.

3.2 Main actors involved in the design of the national apprentice-
ship-type schemes, definition of training curricula and contents

Generally speaking, the analysis of the information contained in the case study country re-
ports shows that several organisations are involved in the design of the national apprentice-
ship-type systems, including the definition of legislation, curricula and examinations (OECD,
2010):

=  The State at a central level, usually under the aegis of the Ministry of Education;

= The social partners (usually through a range of committees).

17 Slovakia is an interesting case in itself, since the country has experienced a remarkable shift from traditional practices
during the Communist regime where all VET students were apprentices combining off-the-job training at vocational schools
and on-the-job training under contract with an enterprise that usually co-financed their training and offered students
pocket money. In this regard, economic changes after 1989 influenced the co-operation of schools with enterprises, in the
sense that the latter became unable to maintain their participation in the mandatory vocational training of students. Thus,
almost all VET students traditionally contracted and co-financed by relevant enterprises became “state students” fully
dependent on the state budget and involved in state managed schools. However, the new Act on VET already in force since
September 2009 stimulates again apprenticeship training and the employers’ involvement in alternate training practices,
basically through recognising related eligible costs of employers as tax deductible.

8 In fact, the in-company training is based on an agreement between the training centre and the company, so the pupil is
considered to be a student, not an employee

1% The BOL-route (‘beroepsopleidende leerweg’) can also (partly) be seen as an apprentice-type scheme. The student goes
to school all week, but has one or more periods of internships during a school year. Students in the BOL-route have to
spend a minimum of 20% and a maximum of 60% of their time in work-based training
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= In some countries (i.e. France, Germany, Slovakia, Spain), regional and municipal au-
thorities also have a role in establishing and/or complement existing standards.

= In other countries (i.e. Denmark, Estonia, Poland, Slovakia, Spain or The Netherlands),
vocational schools also play a key role in the definition of curricula and educational pro-
files of apprenticeship-type students.

Table 3.1 Actors involved in the design of apprenticeship-type schemes by conutry

Actors involved DL ST L PR L DE PO LS L Es LN LUK

State at central level o o
Regional/municipal authorities o o o o

Social Partners o o o o o o o o o
Vocational schools o o o o o o

Source: National reports

To start with, it is usually the State (basically via existing Ministries of Education or equiva-
lent bodies) the institution responsible of the VET-related legislative corpus framework (in-
cluding the curricula and training contents for IVET), assuring therefore that students’ de-
grees are nation-wide recognised and therefore all students receive training that covers
comparable content (regardless of where they undergo their training). In this respect, train-
ing curricula stipulate in binding terms what has to be learned for a particular sec-
tor/occupation/profession, providing the competency requirements for professional qualifi-
cations and their levels (CEDEFOP, 2008).

Just to give some examples, the French Ministry of Education is the main institution?® that
builds the curriculum and develops the legal national framework for apprenticeship schemes
and the nationally-recognised diplomas. Meanwhile, the German Federal Ministry of Educa-
tion and Research has overall responsibility for the strategy in vocational education and
training, so it is responsible for the Vocational Training Act ("Berufsbildungsgesetz", BBiG)
(i.e. the main Law regulating vocational training) and is also responsible for programmes to
improve VET. In Slovakia, the Ministry of Education is responsible for the development of
overall VET strategies, including the national Act on VET recently passed in 2008, whereas
the Spanish Ministry of Education is responsible for the development of the overall educa-
tion programmes, setting the minimum contents of educational programmes and regulating
the validity of qualifications throughout Spain, following for this purpose the routes sug-
gested by the Education Law (“Ley Organica de Educaciéon”). Also, the Dutch Ministry of
Education, Culture and Science is responsible, amongst other duties, of the Act on Voca-
tional and Adult Education (“"Wet educatie en beroepsonderwijs - WEB").

In some of the analysed Member States (i.e. France, Germany, Slovakia, Spain), regional
governments also play an important role in this domain. For instance, French Regional Au-
thorities (“Conseils Régionaux”) implement apprenticeship and continuing professional de-
velopment schemes, but provided a general national scheme is respected. Meanwhile, and
in Germany, there are substantial differences across Federal States ("Lander") with regard
to the organisation and content of teaching in the school part of the dual system, as these
States have sole responsibility for this (including school curricula)?!. Meanwhile, and in
Spain, regional governments regulate the non-basic elements of the educational system in
their particular regions and develop or extend basic national contents developed by the
Spanish Ministry of Education according to the regional context. In Slovakia, regional self-
governments are responsible for the elaboration of regional VET strategies.

20 Other Ministries involved include the Ministry for Agriculture (for agricultural courses) or the Ministry for Youths and
Sports (for training in this area).

21 Also, the Standing Conference of Federal States’ Ministers for Education and Cultural Affairs ("Standige Konferenz der
Kultusminister der Lander", KMK) issues framework curricula for vocational education at vocational schools, although these
framework curricula are harmonised with the Federal Government’s training directives (CEDEFOP, 2010a)
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In addition to the role played by public authorities, social partners, often in collaboration
with State/public institutions, also have a significant role in the design of the apprenticeship
system in the large majority of countries, including the definition of curricula and examina-
tions for their respective trades/sectors. In general, this influence of the social partners is
determined by the overall strength of social dialogue in each national labour market. In this
respect, and in some countries (i.e. Denmark, Germany or the Netherlands), the role and
influence of the social partners is qualitatively strong, with a special focus at sector level.
Thus:

= The Danish Social Partners (i.e. the Danish Employers’ Confederation (DA) and the
Danish Confederation of Trade Unions (LO)) are represented, amongst other actors??, in
the Council of the Basic Vocational Educations (REU), which gives the Education Minister
advice about the VET educations. Also, the educational framework and con-
tents/competency goals of each of the 110 existing national VET educations are decided
by the Education Minister in close cooperation with the so-called sector trade commit-
tees (composed by sector representatives of employers and employees).

= In Germany, for each one of the existing 350 training occupations, a detailed Training
Directive ("Ausbildungsordungen") has to be developed. These training directives stipu-
late in compulsory terms what has to be learned for the particular occupation. Training
directives are developed and updated by German social partners’ representatives, al-
though the directives are formally issued by specialised Federal Ministries (usually the
Federal Ministry of Economic Affairs and Technology in agreement with the Federal Min-
istry of Education and Research).

= In The Netherlands, social partners actively participate in the board of the so-called VET
Knowledge Centres (“Kenniscentrum Beroepsonderwijs Bedrijfsleven (KBB)”). These
centres are responsible for establishing and maintaining the qualification dossiers?.
There are currently 17 such centres which represent more than 40 different branches of
the industry. The umbrella organization of these centres is called Colo.

Meanwhile, and in the specific case of the United Kingdom, the role of social partners is
mainly limited to employers’ organisations, which play an active role through the so-called
Sector Skills Councils (SSCs). Basically, these SSCs are active in the improvement of learn-
ing supply through the definition of National Occupational Standards for the profes-
sion/sector?®, influencing and shaping sector qualification frameworks or designing appren-
ticeship frameworks in particular. In this sense, SSCs participate in the Office for Qualifica-
tion and Examination Regulation (OFQUAL), which regulates general and vocational qualifi-
cations in England and Northern Ireland?®.

In other countries, the emphasis is much more focused on listening to the social partners’
voice. Thus, and in Poland, vocational education curricula for each sector/profession are
approved by the Ministry of Education after consultations with representative entrepreneur
organisations. Meanhile, representatives of the main Spanish employers and workers or-
ganisations collaborate with public authorities in the so-called General Council for Vocational
Training (“"Consejo General de Formacion Profesional”), a consultative and tripartite body on
improvements concerning VET policies in general and new VET degrees and qualifications
proposed by Public Authorities in particular. Also, Spanish social agents collaborate with the
so-called National Institute of Qualifications (“Instituto Nacional de las Cualificaciones”)?®.

22 je. regional associations, the National Association of Municipalities, etc.

23 A qualification dossier describes key tasks, processes and competencies that make up a specific job and are therefore
the basis of a national recognized VET course.

24 National occupational standards (NOS) are statements of the standards of performance individuals must achieve when
carrying out functions in the workplace, together with specifications of the underpinning knowledge and understanding.
The NOS form the basis of National Vocational Qualifications competencies.

25 Different arrangements exist in Wales and Scotland.

26 This Institute is responsible for defining, drawing up and updating the National Catalogue of Professional Qualifications.
This catalogue lists the professional qualifications according to the appropriate competences for each profession.
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Interestingly also, the recent Slovak Act on VET has opened the room for the participation
of social partners in the newly created sectoral and regional VET Councils, where employers’
organisations and representatives of trade unions and/or employees, together with repre-
sentatives of the state national and regional administration, collaborate for the preparation
of sectoral/regional VET strategies.

Interestingly enough, in some of the analysed Member States it is possible to identify a
trend towards increasing the autonomy of schools in preparing the curricula and on the way
courses are delivered, so provided educations are adapted to the local labour market and
local enterprises’ needs (CEDEFOP, 2008). An interesting example in this regard is given by
Slovakia, where the recent Education Act of 2008 has introduced curricular decentralisation,
in the sense that curricula is now elaborated autonomously by schools in co-operation with
regional/local stakeholders. Also in Denmark, Estonia, Poland, Spain or The Netherlands,
individual schools have the possibility to adapt parts of the existing nationally/regionally
defined curricula to the requirements of the local enterprises. In some cases, local social
partners play a very important role in this process. Special attention deserves the case of
Denmark, where local social partners represented in the individual VET school’s direction
boards elaborate (in collaboration with the school) a local education plan which contains the
individual school’s arrangement of all the instructions defined at national level. In the spe-
cific case of Estonian apprenticeship studies, schools are even obliged by the Regulation of
Implementing Workplace Based Study to (adapted from the existing school curriculum)?’.

Finally, it should not be forgotten that in the dual training countries (i.e. Denmark, Ger-
many) enterprises are always allowed to teach their trainees more (in terms of company-
specific know-how or special skills) than the minimum requirements specified at national
level in the existing training directives. Also in Spain, enterprises have a certain degree of
freedom to adapt the compulsory “in-company training” module to their infrastructural,
technological and organisational conditions, as well as according to the student’s profile?®.

The precise role of companies in the implementation of the apprenticeship-type schemes is
analysed in the next section.

3.3 Role of enterprises and characteristics of company based train-
ing
Role of enterprises

Obviously enough, enterprises have a key role in the delivery of apprenticeship-type VET
schemes, in the sense that company based training activities are a substantial part in the
curricula of these schemes and in the more traditional systems constitute the very basis and
raison d’étre of the schemes as such. Generally speaking, the main goals to be fulfilled by
the company based training activities include, amongst others and despite possible sector or
country differences, the following ones®’:

=  Provide students with a comprehensive (professional) education, that is to say, all the
vocational skills, knowledge and qualifications (vocational competence) necessary to en-
gage in skilled occupational activity and therefore practice the particular occupation.

%7 The main reason behind it is the need to take into account the needs of a specific student and also available training
possibilities in the enterprise. Thus, the school and enterprise are both heavily involved in preparing the curriculum to
ensure that these outcomes can be achieved in the company and agree how it can be assessed.

28 This possibility has to be made in close collaboration with the VET centre but always respecting the predefined set of
professional competences which students should master when they finish the learning process in the company, as estab-
lished by law.

2% Information obtained from the national country reports
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= Give apprenticeship-type students an opportunity to undertake a significant level of
work-based learning to ensure their competencies are developed in an applied real-work
setting.

= Complement the attainment of professional competencies acquired in the education cen-
tre, by carrying out a set of pre-determined training activities in a real productive work-
place, including skills associated with functioning in working environment and interacting
in a working team (social skills).

= Enable trainees to acquire the necessary occupational experience and the learning about
the organisation and relationships existing in a workplace.

= Identify potential candidates that may become future employees

= Establish permanent cooperation channels between vocational schools and enterprise in
the professional education domain.

Despite these general goals, enterprises in general company based training in particular
plays a very different role in the analysed Member States. Thus, and as far as the percent-
age that company based training represents in relation to the total training time, it is possi-
ble to distinguish two main different situations:

= On the one hand, in some of the analysed Member States (i.e. Denmark, Estonia,
France, Germany, The Netherlands, Slovakia or the United Kingdom 3°), company based
training represents the largest share of total training hours, usually between 66%-70%
of total training time. Thus, and in Denmark, approximately two-thirds of the VET edu-
cation takes place as training in a company, although this percentage may be up to 90%
in the case of the so-called “New Apprenticeship” scheme. In Estonia, the Regulation of
Implementing Workplace Based Study states that two-thirds of the curriculum has to be
delivered through practical training in an enterprise, whereas in France, approximately
66% of the total training hours have to be within an enterprise. In Germany, students
spend approximately 60% of their time in company based training activities, whereas in
The Netherlands, BBL-route students spend not less than 60% of their total training
time in enterprises (it can be more), whereas this percentage is lower amongst BOL-rote
students (up to a minimum of 20% and no more than 60% of their time has to be spent
at enterprises). Finally, and in The United Kingdom, the Specification of Apprenticeship
Standards in England suggests that no more than 70% of the Guided Learning Hours
(GLH) must be delivered on-the-job.

= On the other hand, and in the remaining analysed Member States (Poland, Spain), the
importance attributed to company based training periods (basically in the form of voca-
tional placements /in-company training periods) is much lower (i.e. 4-6 weeks during
school holidays per year in the case of Poland or between 20-30% of the total number of
hours of the VET cycle in the Spanish case).

Ways and requisites for enterprise participation

Concerning the way enterprises are allowed to participate in apprenticeship type training
schemes, it is important to stress that this participation is always on a voluntary basis, so
enterprises are always “free” to be involved or not. In any case, some Member States where
apprenticeship schemes are not fully developed carry out special activities to encourage
enterprises to take on apprentices. Examples include the activities conducted by the so-
called Apprenticeship developers (involved in the search and encouragement of potential
enterprise candidates) of the United Kingdom, where Government bodies and agencies in
England undertake a range of different marketing activities to encourage the provision of
apprenticeships by enterprises.

30 1n the minority case of students who carry out their training within an entreprise

Apprenticeship supply in the Member States of the European Union 58



All in all, it is possible again to distinguish different groups of situations. On the one hand,
and in Member States such as Denmark, France, Germany, or The Netherlands, enterprises
have to be previously approved by a competent authority to become a learning/training en-
terprise. Thus:

= In Denmark, the interested enterprise must send an application to the trade committee
within the respective branch, formed up by representatives of the sector social partners.
The trade committee assesses whether the company is able to carry out the practical
training in order to obtain the goals within the specific education, and offer satisfying
training conditions. Companies with a reasonable quantity of employees and the neces-
sary array of tasks will get an approval without limitations. If the company, however,
does not have a wide range of tasks, it might be approved for a combination training
agreement.

= In France, companies willing to hire an apprentice must fill-in a form from the Consular
Chambers (chambers of agriculture, chambers of commerce and industry, chambers of
trade). The approval is subject to the enterprise’s fulfilment of several conditions such
as some working and employment conditions (equipment, hygiene and health and safety
issues, professional and pedagogical skills of the enterprise trainers, etc.)

= In Germany, enterprises willing to recruit and train apprentices within the dual system
have to be examined and authorised by the “competent bodies” ("Zustdndige Stelle")
(i.e. the local craft chamber, chamber of commerce and industry, other business cham-
ber)3!. For this purpose, special vocational training committees ("Berufsbildungsauss-
chisse") are set up, and composed by six delegates from employers and six from em-
ployees (trade union members). In addition, also six teachers representing vocational
schools are members of the vocational training committees, though only in an advisory
capacity (without voting rights). Elements analysed in the assessment include the avail-
ability of suitable training premises/premises and the trainers’ necessary personal and
technical qualifications (see more explanations on this later on in this same section)3?.

= In The Netherlands, only enterprises officially recognized as a learning company (“erk-
end leerbedrijf”) can offer apprenticeship places. The existing 17 sector VET knowledge
centres*® are responsible for the official recognition of learning companies, according to
a number of criteria such as quality level of existing facilities, existence of suitable com-
pany trainer(s) (“praktijkopleider” in Dutch), description of the daily activities to be con-
ducted by the apprentice, etc.

Interestingly enough, in the particular UK case, the existing obligations on employers in-
volved in apprenticeship training are kept to a minimum, that is to say, an appropriate level
of support is ensured for apprentices to underpin their work-based learning as well as effec-
tive policies and practices related to the employment rights areas.

31 By way of the Vocational Training Act, the state has assigned business chambers with public/sovereign tasks in the dual
system. The chambers supervise company-based training, register apprenticeship contracts, assess the suitability of train-
ing firms and monitor their training. Furthermore, they also assess the aptitude of VET trainers, provide advice to training
firms and apprentices and organise and carry out the final exams. The chambers also have an arbitration board that can
be called in when a dispute arises between the training company and the trainee

32 Interestingly enough, German training premises where the necessary vocational skills, knowledge and qualifications
cannot be imparted in their entirety shall be deemed to be suitable if these can be imparted through initial training meas-
ures taking place outside the training premises (e.g. by way of co-operation with other enterprises or with training cen-
tres/schools).

33 As mentioned, representatives of social partners participate in these knwoledge centres.
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Table 3.2 Requisites for enterprise participation in apprenticeship-type schemes by country

Application to the trade committee within the respective branch, formed by represen-

RIS tatives of sector social partners, which assess the company
. Vocational schools are the main agents involved in the evaluation and monitoring of
Estonia RTIPE -
individual enterprise
France Companies willing to hire an apprentice must fill-in a form from the Chambers and
fulfil the conditions
German Enterprises have to be examined and authorised by the “competent bodies” (i.e.
\ chamber of commerce). Special bipartite VT committee.
Vocational schools play a key role in the final selection of the participating compa-
Poland . .
nies. Mutual agreement company-training centre
Slovakia Enterprises sign a cooperation agreement with Vocational Training Institutions
Spain Vocational schools play a key role in the final selection of the participating compa-

nies. Mutual agreement company-training centre

The Netherlands _17 sector VI_ET knowledge centres are responsible for the official recognition of learn-
ing companies
United Kingdom Very few requisites for employers involved in apprenticeship training

Source: National reports

Meanwhile, and as far as other analysed Member States are concerned (i.e. Poland, Spain),
enterprises usually participate in vocational placements/in-company training modules by
mutual agreement with the vocational school (so both parties conclude an agreement on
apprenticeship)®*, although vocational schools play a key role in the monitoring and final
selection of the participating companies. Just to give an example, the Spanish VET schools
are responsible for deciding if the company is suitable (in terms of appropriate technical
equipment, training coordinators, appropriate staff facilities, etc) for guaranteeing the suc-
cess of the “in-company training” module. However, sectoral or regional business associa-
tions (as Confebask or Adegi in the Basque Country) and Chambers of Commerce (see be-
low the Ciceron good practice) play sometimes a role, interacting with VT centres and their
associations and encouraging and helping companies to participate.

Interestingly, in the case of Estonia, the vocational schools are also the main agents in-
volved in the evaluation and monitoring of individual enterprises as suitable partners for
providing apprenticeship training places, so the workplace meets the objectives of the cur-
riculum and ensures the safety and health of the apprentice. Finally, in the case of Slovakia,
some practical training can be provided directly by the company in its own premises and by
its own staff, but under the supervision of the school and always based on an agreement
between the school and the company.

Table 3.3 Spain: The Ciceron Project

The “Ciceron Project” (http://www.ciceron-fct.com/ciceron-public/) is a regional system based on an
agreement signed between the Chamber of Commerce of the Autonomous Community of Castilla y Leon
and the Department of Education of the Government of that Autonomous Community. Among other ser-
vices, the Ciceron project boasts an online database where companies and training centres can make pub-
lic their interest for collaborating in the “in-company training” module and contact each other. As well as
this, the website makes all the required documentation available (i.e. agreement templates, documents for
the student supervision and evaluation, etc).

Source: Spanish national country report.

In any case, not all enterprises are interested in participating in apprenticeship type
schemes. Also, there are a number of barriers hampering the participation of enterprises in

34 See section 3.8 in this report for further information on this domain.
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this type of apprenticeship-type schemes (for a more detailed explanation of these elements
please see more information in section 5.3).

Access to potential students/apprentices

Concerning the way enterprises get access to potential students/apprentices, it is possible
to identify again different situations:

= In those countries where company based training represents the largest share of total
training hours, apprenticeship is very substantially demand-led, that is to say, appren-
ticeships originate from employer willingness to offer places to young people within an
statutory framework (contract) previously outlined, so apprentice places are a function
of employer offer and enterprises are free to choose amongst the applying students. In
these countries, young people are expected to actively look for an apprenticeship place,
and enterprises play also an active role in advertising themselves as prospective provid-
ers of apprenticeship opportunities>°.

= However, in some of these countries, enterprises are able to select and recruit whoever
they want, but with some limitations. Thus, and in Estonia, vocational schools often send
young students to enterprises with whom agreements have been previously signed, al-
though enterprises have the right to refuse the student. In the French case, enterprises
may recruit whoever they want as long as the student is accepted by an Apprentice
Training Centres (“Centre de Formation des Apprentis”, CFA) for the diploma he/she
wants to prepare. Meanwhile, and in the UK case, companies involved in apprenticeships
can be considered to self-select, although it is also the case that training providers/skills
broker institutions propose students for enterprises (see Maguire and Newton, 2010).

= Meanwhile, and in the remaining cases (Poland, Spain), it is usually the case that voca-
tional centres distribute students among available vocational placement posts in differ-
ent companies, although it is also the case that enterprises are free to refuse the pro-
posed student in case he/she is regarded as inadequate by their requirements®. De-
pending on availability of places, it might also be the case that students can select
amongst different companies for their workplace training.

Role of the company trainer

One of the main actors within the enterprise for the provision of workplace training is the
so-called “company trainer”, that is to say, the person(s) within the enterprise who is/are in
charge of supervising and interacting with the apprentices. In this respect, they play a key
role in the learning process, as they pass on practical training skills, but also transmit theo-
retical knowledge, help apprentices and trainees get used to the social codes of the work-
place, and more broadly, are responsible for the professional and educational progress of
apprentices and trainees (Gérard et al., 1998). In this respect, they can be regarded as a
reference person for students while they are in the enterprise. For instance, and taking as a
reference the French case, the company trainer’s main roles are the following ones:

e He/she welcomes the apprentice to the company,

e He/she introduces the company's staff and activities to the apprentice,

o He/she informs the apprentice of the rules and practices within the company,

e« He/she accompanies the apprentice along his/ her discovery of the trade,

e He/she organises and plans the apprentice’s work,

e« He/she enables the apprentice to acquire the necessary skills in the profession,

e He/she is informed of the progression of the apprentice's vocational training and re-
sults at the vocational school

35 For a further discussion on existing routes for students to get access to enterprises see section 3.7 in this report.

36 According to Spanish information, the students with the most brilliant student record are offered the best posts for
training in companies. Certainly, VET schools watchfully care for long-term relationships with companies; subsequently,
they try to allocate high-performance students in top companies (the most prestigious and cooperative ones), so that the
training period turns out to be a success for both the company and the student
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e He/she receives the vocational school trainer responsible for apprentice follow-up in
the workplace,

e He/she rates the apprentices' acquisition of professional skills.

In this respect, and generally speaking, the company trainer is usually a senior craftsman
with a relevant work experience in the company and the trade, usually in blue-collar occupa-
tions (although profiles obviously vary and respond more on the general characteristics of the
sector) and with enough pedagogical practice and skills to accurately interact with students.

Specially in small enterprises, company trainers usually work as a trainer on a part/time
basis (that is to say, they combine training duties in addition to their primary job tasks,
where this role is often assumed by the owner/entrepreneur himself/herself), although large
companies often have full-time trainers who fully concentrate on providing vocational train-
ing in their firm. It may be the case that general company trainers are assisted by other
additional in-house specialists which train in specific subjects or techniques (i.e. the German
“Ausbildungsbeauftragte” or assistant trainers).

Company trainers are usually appointed by the enterprise itself, although in some countries
(i.e. Estonia, Spain or Poland) the vocational school has a right to assess whether the per-
son is suitable for the training/supervising duties. In the Estonian case, it is stressed that
company trainers should apply for the job voluntarily.

Some of the analysed Member States specify the personal and technical requirements that
these company trainers have to fulfil. Thus, relevant examples include the following ones:

= In France, the master trainer must have a diploma of at least equal level to that which is
prepared by the apprentice, and possess professional experience in relation with the
qualifications aimed for by the diploma or course of three years of more. If he/she fails
to fulfil the former criteria, the trainer may be accredited by a commission which takes
an experience of a minimum of five years in the trade aimed for by the diploma or the
certification the apprentice is working toward. The ministry responsible for the national
certification must give an opinion regarding the professional skills of the applicant mas-
ter trainer who is without the required qualifications.

= In Germany, the Vocational Training Act (BBiG) specifies in Section 30 the personal and
technical qualifications required for exercising this role, including professional qualifica-
tions, appropriate work experience in their occupation, a good command of the occupa-
tional skills that they want to teach to young people as well as educational/socio-
pedagogical qualifications for dealing with young people (Bundesinstitut filr
Berufsbildung, BIBB, 2010a).

Notwithstanding this, most analysed Member States offer training activities specifically de-
voted to increase the existing knowledge and teaching skills of the company trainers:

= In Denmark, a non-obligatory apprenticeship trainer education is offered within different
areas, basically with the aim of providing the trainer with knowledge and competences
related to their job. Furthermore, the Social Partners have developed a detailed “Train-
ers Guide”*” in which rules and procedures are explained. The guide also advises the
company about the working environment and training methods in order to obtain a suc-
cessful apprenticeship.

= In Estonia, and on a voluntary basis, vocational schools themselves provide some basic
pedagogical coaching to the company trainers.

37 http://www.traenerguide.dk/

38 During the ESF-funded apprenticeship project in 2005-2008, the companies enrolled in apprenticeship training were
bound to send their company trainers on specific supervisory training. Since the end of the project, this centralized training
program has stopped.
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= In France, training days for master trainers (current of potential trainers) are organised
by some trade chambers and some or some Apprentice Training Centres (CFAs)

= In Spain, the Council of Chambers of Commerce developed in the '‘90s a Manual for the
in-company training module with a general guide for tutors, followed by a series of sectoral
guides adapted to the different professional branches. Additionally, short introductory
courses (1 day) were organised, but this practice was discontinued

= In The Netherlands, there is an (official) training for a practice trainer, but this is not
always a compulsory training. In this sense, each VET knowledge centre has its own
rules and regulations regarding the necessary skills of a practice trainer, including both
practical and pedagogical skills

= In the United Kingdom, and depending on the sector, training may be supplied to ensure
that company trainers fully understand the requirements of their role. This is the case, for
instance, of CiTB-Construction Skills, who offers funding opportunities for this purpose.

In this respect, special attention deserves the German case, where company trainers are
required to pass a special trainer aptitude examination established by the so-called “Trainer
Aptitude Regulation” ("Ausbilder-Eignungsverordnung", AEVO) before they become officially
recognised company trainers. Local Chamber of Industry and Commerce or Chamber of
Skilled Crafts are in charge of examining and verifying that only those persons who are
properly qualified (in other words, who have earned the above-mentioned qualifications)
provide in-company vocational training. This compulsory training was suspended on a test
basis from 2003 until 2009 (so to engage more small enterprises in dual training practices)
but subsequently it has been reintroduced.

Evidence from various countries suggests that when apprentice supervisors receive specific
training, particularly to carry out their pedagogical role, they do a better job of developing the
skills of apprentices and such preparation has got positive outcomes. For instance, better
supervision increases the productive contribution of apprentices during the training period,
improves learning outcomes and creates a better pool of potential recruits for the com-
pany3. Also, training for workplace trainers may have additional spill-over benefits, since
the competences acquired by trainers tend to be shared within the company (OECD, 2010).

According to some available estimations, in The Netherlands there were about 300,000
“practice trainers” amongst the 223,000 registered learning companies in 2010, whereas, in
Germany, a total number of 676.428 persons (76,6% male, 23,4% female) were registered
as approved trainers with the competent bodies in 2009 (interestingly, about three/quarters
of them were older than 40 years old) (Bundesinstitut flir Berufsbildung (BIBB), 2011).

3.4 Role and characteristics of school based training

Functions of school based training

Despite the key role that workplace based training plays in the analysed apprenticeship-
type schemes, also school based training fulfils a number of key goals for the students’ edu-
cation and personal and professional development. In this sense, two very important roles
within the whole apprenticeship training can be highlighted (OECD, 2010):

=  On the one hand, it serves as an extended platform for all young people to further de-
velop the general knowledge and skills that are needed in civic society and the knowl-
edge economy (own language, foreign languages, maths, social studies/business stud-

3% Interestingly, one of the main reasons for the reintroduction of the German compulsory trainer aptitude examination is
because first evaluations of the suspension show that in companies without qualified training staff, apprentice dropout
rates were higher and companies complained more about the performance of their apprentices (Bundesinstitut fir
Berufsbildung, BIBB, 2008)
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ies, PC skills, sport, etc). In this way, the analysed countries require apprentices to con-
solidate and improve their numeracy and communication skills and to acquire underpin-
ning theoretical knowledge in addition to occupational competency®°.

=  On the other hand, school-based training provides young people with theoretical (and
also practical) vocational-related knowledge and qualifications required for becoming a
fully competent worker, particularly relevant within the current framework of continuous
adaptation to technical change.

In the case of countries with mainly work-based apprenticeship schemes, this theoreti-
cal/practical school-based training is strongly coordinated with the work-based training pro-
vided by enterprises, so schools have extensive contacts with the regional business commu-
nity. In the French case, regular contacts are put in place between the Apprentice Training
Centres (CFA) and the company when the apprentice is at work. In Germany, part-time vo-
cational schools decide on how to allocate teaching in consultation with training enterprises
(provided some general standards are fulfilled). For instance, and when a vocational school
has enough trainees learning the same occupation, it puts them together into a specialised
class. If this is not possible, schools try to put trainees who learn similar recognised occupa-
tions together in one class. Special classes can also be set up especially for large enter-
prises that have a large number of trainees at a single location (Bundesinstitut fur
Berufsbildung, 2010).

Meanwhile, in the mainly school-based apprenticeship type Member States (Poland, Slova-
kia or Spain), vocational schools complement theoretical classes relating to a profession
with strong emphasis on practical training in school workshops and laboratories. In this re-
spect, and interestingly enough, the recently passed Slovak Act on VET establishes the so-
called regional Centres of VET, basically aimed at concentrating financial and human re-
sources in special training facilities with higher equipment standards and high quality voca-
tional training supply. Also in the case of Poland and Spain, vocational schools are responsi-
ble for arranging and supervising the practical training that takes place in the vocational
placements/in-company training practices within enterprises.

Percentage of total training and periods of tuition

Concerning the importance attributed to the school-based training provision within the total
training hours as well as the existing time arrangements, the situation is very different
amongst analysed Member States. In this sense, and focusing the attention on those case
studies Member States where mainly work-based schemes are available, the situation is as
follows:

= In Denmark, school based training represents a 35% of the total number of training
hours, although in the specific case of the so-called “"New Apprenticeship” scheme, this
percentage is no higher than 10%. The school-based periods of the main courses are
organised as blocks of between five and ten weeks, where these blocks are placed 2-5
times during the main course with 1-3 blocks per academic year.

= In Estonia, the Regulation of Implementing Workplace Based Study only states that
school-based training must constitute one-third of the total curriculum, where the ar-
rangements of this school-based training (how often, when) can be very flexible depend-
ing on the type of studies.

= In France, approximately 33% of the total training hours have to be school-based. Stu-
dents usually alternate 1 week in the training centre with 2 or 3 weeks in the company,
although there is a high degree of freedom to decide how time is allocated between

40 In this respect, special attention deserves the special case of Denmark, where the school-based training is divided
between a so-called basic course (intended to provide students with a minimum standard level that may help them to
continue further their studies, where this basic course is flexible in duration and depends on the individual student’s prior
qualifications and ambitions) and the so-called main course, where students alternate between learning in a company and
at a vocational school, according to the principles of a sandwich-type program
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work and school. Interestingly, school based training is divided in two parts, that is to
say, 2/3 of hours are devoted to general classes (mathematics, French, law, economics
and management...) and technical classed (technology, technical drawing...) and 1/3 of
hours are devoted to technical and practical training in the school.

= In Germany, trainees spend 40% of their total training time at part-time vocational
schools. As a general rule, they attend part-time vocational school on average one or
two days per week, although some vocational schools, however, offer a block of instruc-
tion that lasts several weeks and encompasses the entire period of schooling to be com-
pleted at vocational school. According to a decision by the Standing Conference of Minis-
ters for Education and Cultural Affairs (KMK), vocational schools must provide at least
twelve hours teaching a week, normally eight hours for vocational subjects and four
hours to general subjects (i.e. German and foreign languages, social studies/business
studies, religious education, sport, etc). Vocational schools decide on how to allocate
teaching in consultation with training enterprises, the schools inspectorate and the com-
petent bodies.

= In The Netherlands, students in the BBL route have to spend no more than 40% of
his/her time in schools, whereas this percentage is higher amongst BOL- route students
(up to a maximum of 80% and no less than 40% of their time has to be spent at
schools). In an average BBL-route, the trainee works about three-four days a week and
goes to school one-two days a week, whereas average BOL-route student go to school
all week, but have one or more periods of internships (between 10-20 weeks) during a
school year.

= In The United Kingdom, the Specification of Apprenticeship Standards in England sets
expectations for guided learning hours and off the job training (BIS, 2011), that sug-
gests that at least 30% of the Guided Learning Hours (GLH) must be delivered off-the-
job. The delivery of the school-based element can vary from workplace to workplace to
some degree and depends on the apprenticeship sector, Typically, the school based
training takes place throughout the apprenticeship, for example, through the employer
releasing the apprentice for one-day of school-based input each week or through the
visit of the training provider to the workplace. However, it may be the case that this off-
the-job training is delivered in the first year of the apprenticeship after which on the job
assessment of competence is completed (see Newton et al., 2009; 2008).

Meanwhile, and in the mainly school-bsed schemes, and as far as Poland is concerned, the
full body of the training takes place at school and it is only in the summer period when an
apprenticeship placement in an enterprise takes place durings 3 to 4 weeks per academic
year, although the exact duration of a placement is determined by the school headmaster
depending on the type of a school and the specialisation taught at the school. In the Span-
ish case, school based training accounts for approximately 70-80% of the total tuition
hours, where the whole of the school-based training hours take place at the beginning of
the training cycle (indeed, the successful completion of all the school-based modules is a
requisite to start the “in-company training” module). In Slovakia, 75% of the school based
training time refers to specific vocational subjects.

Type of schools and training providers

As far as the main characteristics of the existing school based training providers are con-
cerned, there are notorious differences amongst analysed Member States, as the existing
school structures vary from one country to the other. A brief explanation per analysed
Member State is presented next:

= In Denmark, there are basically 109 institutions that offer vocationally oriented educa-
tions programmes, where these institutions are technical colleges, commercial colleges,
agricultural colleges and combined colleges. The quality and economic health of these
institutions is supervised by the Danish Ministry of Education (Danish Ministry of Educa-
tion, 2011)
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= In Estonia, school based training of apprenticeship studies may take place in the existing
43 vocational education institutions, where three/quarters of them are administered by
the State and the remaining 10 are private. There are also 8 professional higher educa-
tion institutions where vocational education on VET study programs can be obtained.

= In France, the largest share of school-based training providers which co-train appren-
tices with employers are the so-called Apprentice Training Centres (“"Centre de Forma-
tion des Apprentis”, CFAs). These are managed by organisations which can be either pri-
vate (associations, companies), semi-private (chambers of commerce and industry,
chambers of trade), or public (local public teaching establishments, local authorities)*!.

= In the German dual vocational training system, vocational schools are the partners to
the firms providing in-company training, adopting for this purpose a subsidiary role.
They are usually public institutions, although private suppliers are also available. These
vocational schools are strictly regulated by the Federal States (Lander)

= In the Polish case, vocational schools involved in VET provision include different types
(see the Polish report for further details). Generally speaking, these schools are public
ones, although private providers are also available.

= In Slovakia, and after the 2008 reform supported by the Education Act, all VET schools
are named as Secondary Vocational Schools (Strednd Odbornd Skola, SOS). SOS repre-
sent a variety of schools preparing students for both higher education and the labour
market in professions requiring good general and vocational education with firm ground-
ing in theory and also for blue collar professions. All these SOS are strictly regulated by
the Slovak Ministry of Education.

= In Spain, the training centres that offer middle and upper level vocational training are
basically public and private institutions accredited by the relevant education authority.
They usually are exclusively devoted to teaching vocational training, although they may
provide other types of education (i.e. non-compulsory secondary general education,
academic track)*?. Interestingly also, in Spain there are also the so-called National Ref-
erence Centres, specialised in the different productive sectors, and which are responsible
for innovation and experimentation in vocational training. All these institutions must
meet a series of requirements which apply throughout the whole of Spain.

= In The Netherlands, school-based training provision for both BOL and BBL-routes is of-
fered by three different type of institutions, that is to say, the so-called regional training
centres (ROCs)*?, agricultural training centres (AOCs) and trade schools. There are
about 70 VET schools in The Netherlands, of which 42 are a ROC, 11 are an AOC and
there are 14 trade schools. They are strictly supervised by the Dutch public authorities,
mainly the Dutch Ministry of Education. Most training centers for vocational education
and training are represented at national level by the Dutch Council for Vocational Educa-
tion and Training ("MBO Raad”).

= In the United Kingdom, typically apprenticeship school-based training providers are Col-
leges of Further Education or Private Training, usually known as a special category as
Work-Based Learning Providers. In terms of their national representation, Association of
Learning Providers is the largest association of Work-based Learning Providers in Eng-
land. These school-based training providers fall within the regulatory remit of the Office
for Standards in Education, Children’s Services and Skills, OFSTED (see point 3.7 for fur-
ther information about OFSTED).

4l In 2008, private organisations trained 56% of the total number of apprentices, compared with 28% for semi-public
organisations and 16% for public organisations

42 In these cases, vocational training is organised independently of the other types of provision, but they may share per-
sonnel and material resources

43 ROCs are mainly aimed at three sectors, i.e. health and social care, technology and economy. The AOCs provide train-
ing for the agriculture sector, whereas the Trade schools focus on training for an industry such as graphic arts or shipping.
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3.5 Role of students in the apprenticeship type schemes

Ways of access to apprenticeship places

Concerning the way students get access to enterprises providing apprenticeship-type oppor-
tunities, the information provided in the different national case study reports show a wide
availability of different paths (often combined with each other).

To start with, students may gain access to enterprises on their own, using for this purpose
their own acquaintances and personal network of contacts. This situation is mentioned in
several countries (Estonia, France, Germany, The Netherlands), and in Denmark it is men-
tioned that the main share of students gains access to apprenticeship via this path. Inter-
estingly enough, and in the dual system countries (i.e. Denmark, Germany, The Nether-
lands), students themselves must find their own apprenticeship places by making a direct
application to an employer**. Meanwhile, in the case of France, it is the other way round, in
the sense that the student must be accepted by an Apprentice Training Centre (CFA) for the
diploma he/she wants to prepare before companies are able to select the student.

In other countries, the process can be more complex. A good example of this is given by the
UK case, where there are a range of routes into apprenticeships for workers. For example,
the employers may start from the point of wishing to employ an apprentice, however it may
also be the case that they identify a worker requires training and at that point contact a
training provider, a skills broker, sector body, or the National Apprenticeship Service
(NAS)** to explore options. Finally they may have an existing relationship with a training
provider and ask the provider to recruit on their behalf i.e. place a young person who has
recently been in relevant college-based training (see Maguire and Newton, 2010).

Also, enterprises in other countries (Estonia, Germany, The Netherlands) can play an active
role in finding apprentices, using for this purpose different instruments such as advertise-
ments in newspapers, information on available apprenticeships in own websites, etc. In the
specific case of Estonia, it is mentioned that larger enterprises use apprenticeship studies as
a way to educate their own workforce, so the company makes an arrangement with the
school and then selects the students who will start workplace-based training. Meanwhile,
and in addition to the key role that local employment offices play (subsequently explained in
this same section), German enterprises use other sources such as Internet, advertisements
in the regional media or other ways. Precisely, and for small enterprises, personal contacts
are a very important tool for using suitable candidates, whereas large enterprises often
have got highly professional application and recruitment procedures (Deutscher Industrie-
und Handelskammertag (DIHK), 2011)

Notwithstanding this, vocational training schools play a very active role as intermediate
agents or brokers between enterprises and students in almost all analysed Member States.
For instance, and in the case of Denmark, whenever the student is registered as searching
for apprenticeships, the school is committed to communicating with or referring the student
of available apprenticeships posts within enterprises willing to offer apprenticeships. Fur-
thermore, Danish, German and Dutch schools offer well-established guidance programmes
for apprenticeships which examine apprenticeship occupations, the prospects they offer and
the type of work involved so that students can make an informed choice of route post-16.
By way of contrast, some authors argue that both France and England suffer from indiffer-
ence and sometimes hostility towards work-based training in schools and little or no advice
is provided (Steedman, 2010). In the case of Poland or Spain, vocational schools are in
charge of securing vocational placement/in-company training practices places for their stu-

44 In these countries, enterprises have to offer students an employment contract before they can be admitted to an ap-
prentice training programme

%> The main role of the National Apprenticeship Service (NAS) is to promote Apprenticeships and their value both to em-
ployers and to prospective students, as well as improve the certification arrangements for successful apprentices and co-
ordinate the funding for Apprenticeship places
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dents by concluding appropriate agreements with enterprises. For this, schools try to es-
tablish a network of contacts with companies at the local and regional level which they re-
peatedly recourse to in order to place their students for the on-the-job training modules of
the curriculum.

Interestingly also, other institutions in some countries play also an intermediate role be-
tween enterprises and students. Examples include the French Chamber of Trades or the Job
centres (“P6le Emploi”) agencies, also some Chambers of Commerce and business associa-
tions in Spain (liaising with the training centres), the local employment offices in
Germany®®, or the UK National Apprenticeships Service, tasked amongst other duties with a
job matching process between employers and prospective apprentices. In some countries,
this intermediate role is played via developed special websites and electronic databases
where both students and companies can match their respective interests. A good example
of this is developed by the Danish Ministry of Education’s website http://www.praktikpladsen.dk
or the Apprenticeship Matching Service developed by the UK National Apprenticeship
Service (NAS).

Access requirements, rights and obligations

As far as access requirements for students are concerned, in addition to motivational as-
pects, the conditions always include some minimum qualification requisite, basically related
to having a compulsory educational level. Meanwhile, as far as age requirements are con-
cerned, the typical situation suggests that there are no specific age limits for students ap-
plying for apprenticeship type training, although the largest majority of them belong to the
16-20 year old group.

However, some youths may need longer to reach a decision or develop the abilities required
for carrying out an apprenticeship type scheme, which explains the presence of young peo-
ple in their early 20s. For instance, in France the apprenticeship contract is solely aimed at
young people aged 16 to 25 years old. Also, in the UK the government intends that appren-
ticeships play a key role for the qualification of low skilled adults in work.

Concerning the main rights and obligations for students and derived from their participation
in apprenticeship type schemes, the main right but also obligation of the apprentices is to
fulfil their training period, fully exploiting the possibilities offered to them.

In the case of apprentices in dual training schemes, the rights and obligations of appren-
tices are reflected in the contracts signed between enterprises and students*’. For instance,
in the French case, apart from attending the training centre and working for certain number
of hours, apprentices have other obligations similar to the rest of employees such as work
performance objectives, respecting chiefs and workmates, equipment, schedules, tasks
given to them, professional confidentiality, etc. Meanwhile, and as far as rights are con-
cerned, they are those of any employees, as their contract is a work contract, including re-
muneration, working time, holidays, etc.

Interestingly enough, German apprentices have the right to self-representation in some
cases. In this sense, if a company has at least five employees who are under the age of 18
or who are apprentices under the age of 25, these young people may form a youth and ap-
prentice delegation in order to represent their interests in the enterprise®®.

Meanwhile, and in those countries where no contract exists between the employer and the
student, students’ rights and obligations are regulated by the agreement signed between

4 In the German case, an online survey carried out in February 2011 among 14.299 German manufacturing and service
enterprises (Deutscher Industrie- und Handelskammertag, 2011) showed that the most frequently used way to find suit-
able apprenticeship candidates is to inform the employment offices about vacant training positions and ask the employ-
ment office to find interested and qualified applicants. Thus, up to 61% of the interviewed firms always inform the em-
ployment offices of vacant training positions and ask the employment office to find interested and qualified applicants.

47 See next subsection for further details on this.
48 These provisions are only valid for enterprises where a works council has been established
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the vocational school and the enterprise. For instance, in the Spanish case students must
complete the syllabus and perform assigned tasks and activities, as well as observe general
occupational health and safety regulations. Also, they are required to attend a number of
tutorial activities or personal office hours with his/her tutor in the school, and fill in a series
of documents where the work they develop is registered.

Apprentices’ final assessment and exams

Concerning the way the knowledge of students is finally assessed, it is the usual situation
that apprenticeship students are assessed both by the school and the employer. This is the
case of Estonia or France, where diplomas are obtained based on results of theoretical ex-
ams and practical exams carried out at the Apprentice Training Centres (CFAs) as well as on
the master trainer's assessment regarding their practical experience. In the United Kingdom
case, the assessment of apprentice students combines competencies gathered in the work
place and learning provided by the school training provider. In Denmark, at the end of the
apprenticeship period the company creates a declaration for the student, the school and the
Social Partners describing the obtained goals, where this declaration is regarded as a “sine
qua non” condition for allowing the student to pass his/her final exams.

As far as those Member States with a mainly school-based approach (i.e. Poland or Spain),
the work placements/modules are usually assessed by representatives of the school in ac-
cordance with representatives of the enterprise (usually the enterprise’ supervisor), based
on a previously defined placement syllabus. In the Polish case, there is an examination set
for assessing the vocational placements, whereas in the Spanish case this is done on a con-
tinuous basis and it is extremely unusual that the student fails the assessment.

Interestingly also, there are a number of countries (Denmark, Estonia, Germany, Nether-
lands or the United Kingdom) where apprenticeship students are obliged to pass a final
exam for successfully completing his/her degree. Thus, and in the case of Denmark, stu-
dents are examined in his/her competences in a realistic setting once the VET education is
completed, where the exam typically include a combination of practical projects and theo-
retical tests. In the case of Germany, there is a final examination which comes at the end of
the vocational training for those students who have completed their period of training,
where this final examination usually consists of a written exam as well as of a practical
and/or an oral section, where both theoretical and practical training contents are
assessed*®. In The United Kingdom, a final externally verified®® exam takes place.

Also in some of these countries, social partners play a very important role in carrying out
these evaluations and exams (i.e. the cases of Denmark, Germany or The Netherlands).
Thus, and in Denmark, social partners play a key role in the supervision of existing exams.
In Germany, the Business Chambers are responsible both of conducting the final examina-
tion and of establishing the boards of examiners ("Prifungsausschiisse") to administer the
final examinations of trainees, where each board of examiners must include equal numbers
of employers’ and employees’ representatives and at least one vocational school teacher. In
the Netherlands, the enforcement of the examination profiles is mainly the responsibility of
the sector representative organisations, although the Education Inspection (part of the Min-
istry of Education, Culture and Science) monitors the examination processes.

The successful completion of the studies usually leads to a nationally recognised degree. In
some countries, these degrees are issued by the public authorities. This is the case of
France, Poland, Slovakia or Spain, where each certification is issued usually the by the na-
tional Ministry of Education. Meanwhile, in other Member States, professional organisa-

49 In case a student does not pass the exam, he may sit it two more times, where the period of training is then extended
upon application from the apprentice until the next exam date, but only for a maximum of one additional year.

50 In the United Kingdom there are approximately 120 awarding sector bodies that verify these exams, regulated by the
three government-appointed statutory education bodies: the Qualifications and Curriculum Authority (QCA) in England, the
Council for the Curriculum, Examinations & Assessment (CCEA) in Northern Ireland, and the Qualifications, Curriculum and
Assessment Authority (DELLS) in Wales
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tions/bodies have a prominent role in this field, such as the case of Estonia (where certifi-
cates are issued by the awarding body, usually the employer or a professional
association®!), Germany (where Business Chambers issue the certificates which officially
show that the apprentice has successfully terminated the vocational training in his/her
training occupation) or The Netherlands (where existing VET knowledge centres play a key
role in this field).

3.6 Contracts and agreements between enterprises/students/VET
schools

Types of contracts and agreements

In all the analysed case study Member States, apprenticeship-type schemes are regulated
by specific legal provisions between different stakeholders involved in the scheme (i.e. en-
terprises, students and sometimes VET schools). These legal provisions, together with the
existence of a strong institutional framework, play a key role in the successful implementa-
tion of apprenticeship-type training for a number of reasons (Ryan, 2000). On the one
hand, the training contracts and agreements establish the conditions of the workplace ac-
tivities to be developed by the signing parties, assuring therefore that all rights and obliga-
tions are fulfilled and in line with the national regulations. Also, training contracts assure
that training is provided according to the nationally defined quality standards, both in terms
of training provision and in terms of suitable working conditions.

These contracts vary from one country to another with respect to the signatory parties or
the contents involved (OECD, 2010). In this sense, as far as the parties are concerned, it is
possible to distinguish three main groups of countries:

= In the majority of countries (i.e. Denmark, France, Germany, Slovakia®® or the United
Kingdom), the contract is solely signed between the enterprise and the stu-
dent/apprentice (or his/ her statutory representative if the apprentice is a minor)>3. This
contract is usually of a fixed-term nature in France and Germany (so the contract ends
when training is completed), although in other cases it can be also of a permanent na-
ture®. By way of contrast, there is no additional contractual relationship between the
apprenticeship student and the vocational school, although in all countries there exists
an expectation that a non-formalised partnership emerges to support the apprentice’s
training®. In all these cases, these contracts between employers and apprentices are
regulated by existing Labour Laws/national apprenticeship-related regulatory standards
(i.e. the German Vocational Training Act, BBiG) and/or relevant sector collective agree-
ments.

=  Meanwhile, and in the cases of Estonia and The Netherlands, it is possible to identify
three-party contracts. Thus, and in Estonia, three parties are required to sign a contract
per every apprentice, that is to say, the school, the enterprise and the student. In the
case of apprentices, they sign a study contract with the school and a work contract with
the enterprise and have a four-month probation period. Meanwhile, and in The Nether-
lands, it is possible to identify two main contracts amongst BBL students, that is to say,

51 Estonian Qualifications Authority [http://kutsekoda.ee/en/kutsesysteem/tunnistusesaamine]
52 1n the minority case of students who carry out their training within an entreprise
%3 In Denmark, and prior to the signing of this agreement, the student has received an education agreement

54 in the case of Slovakia the enterprise is obliged to offer the apprentice an employment contract after successful comple-
tion of study

55 For instance, and in the UK case, training provider and the employer work together since externally verified assessment
complements the internally verified evidence gathered so that assessors may attend the employer’s workplace in order to
externally verify an apprentice’s competence. At the outset of training, and under the ideal conditions, employer appren-
tice and training provider work together to establish the Individual Apprenticeship Plan.
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an employment contract with the employer and a practice agreement (“praktijkover-
eenkomst”) between the employer and the school®®.

= Finally, and in the cases of Poland and Spain, the contract or agreement is solely signed
between the training centre and the enterprise or other entitites (entrepreneur organisa-
tions, etc.) arranging vocational placements (in the Polish case) (see case study below)
or “in-company training” modules (the Spanish case). In both cases, there is no contrac-
tual or labour/employment relationship between the student and the company, so the
student keeps his/her “student status” and he/she is not regarded as an employee (this
type of contracts is therefore not regulated by the existing Labour Laws). All in all, and
in the Polish case, employers may also conclude an agreement with an apprentice on a
voluntary basis, determining the apprentice’s duties and possible remuneration therein,
where, again, this agreement cannot be identified as a classical employment contract.

Table 3.4 Polish case study: Collaborative agreement between enterprise and VET schools

The Construction company Skanska has signed since September 2007 several cooperation programmes
with 14 basic vocational schools and technical upper secondary schools providing education within con-
struction professions located all over the country. Basically, these cooperation programmes include sev-
eral activities such as systematic training for teachers, provision of didactic materials and equipment to
schools or, finally, agreements so that the best students of these schools follow their vocational place-
ment periods in the enterprise, basically with the aim of providing them with subsequent employment
opportunities once they finish their VET studies.

Source: Polish Ministry of National Education (MEN), 2010.

Conditions and remuneration

As far as the main contents included in these contracts, they are different amongst the
Member States. However, regarding contracts between the employer and the stu-
dent/apprentice, it is possible to distinguish a number of common elements despite existing
national differences. Examples of these common elements include, amongst others, the
start and duration of both the on-the-job/off-the-job training, a training plan including the
purpose and syllabus of the provided training, working hours and holidays, the remunera-
tion conditions for the apprentice, the length of the probation period®’ or the conditions un-
der which the training contract may be terminated.

Meanwhile, concerning those countries where agreements are signed between the school
and the enterprise receiving students for vocational placements and in-company training
periods (i.e. Poland and Spain), usually these agreements are official documents that define
terms and conditions for both parties, including the form and duration of placements, the
training/productive activities foreseen within the enterprise (this is, a training plan) or the
evaluation processes. All in all, these agreements must fulfil the basic guidelines established
by the public administration, but they can be adapted to the specific conditions of the
school, the student and the company.

Interestingly enough, some of the analysed countries dispose of established mechanisms
and institutions for solving possible disputes between companies and apprentices. Examples
include the French mediators®®, the arbitration board of the German Chambers or the Dan-
ish Trade Committees, who act as mediators between both parties in case of disagreement.

6 In contrast, a BOL student only has a practice agreement and the BOL student only gets a compensation for the intern-
ship, and not a regular (minimum) wage as is the case with BBL students

57 For instance, and in France, this probation period is of 2 months, whereas in Germany, the probation period lasts at
least one month and a maximum of four months. In Denmark this period is also of three months.

58 These mediators are funded by Regional Authorities (Conseils régionaux), and usually work in Apprentices Training
Centres (CFAs)
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Interestingly also, and in the case these problems are not solved at these Committees,
there is also an additional special board of disputes ("Tvistighedsnaevnet”)®°.

One of the key elements in any work contractual relationship refers to the salary conditions.
In those Member states where a labour relationship is established between the employer
and the trainee, employers must pay a wage to the students for the productive work under-
taken for the enterprise®®. However, the calculation of this wage is subject to important na-
tional differences:

= In Denmark, companies pay wages that make up a minimum of the wage collectively
agreed at sector level. The gross salary is between 8,000 and 13,000 DKK (app. 1,066-
1,733 EUR) per month), and they are determined by the collective agreement regulated
by the Social Partners within the area of education. Usually, the salary increases during
the education according to the collective agreement, as the student gets more qualified.

= In Estonia, the salary paid by the employer to be at least equivalent to the national
minimum hourly wage (in 2011, 1.73 Euro), although it can be significantly higher be-
cause many of the current apprentices already used to work in the company or were
sent to the apprenticeship studies just after hiring.

= In the French case, the minimum wage for apprentices is defined by a pay scale (see
table below) built on criteria of age, years of apprenticeship and depending on the gross
wage decided collectively by professional branches (which cannot be below the legal
minimum wage).

Table 3.5 Minimum wage for the apprentices in France (in percentages of the minimum wage as
decided by the professional branch)

Under 18 25 % 37 % 53 % 68 %
18-20 41 % 49 % 65 % 80 %
21 and more 53 % 61 % 78 % 93 %

For handicapped people who have extended, by exemption, the length of their apprenticeship.
N.B: On 01/01/2011, the legal gross minimum wage was 1365 € per month
Source: French National Report.

= In Germany, training employers are obliged by Law to pay apprentices an appropriate
so-called “training allowance”, whose amount is fixed by the social partners in the differ-
ent sector collective labour agreements and also subject to the trainees’ age and his/her
experience within the enterprise. In this respect, enterprises are not able to pay lower
training allowances (higher allowances are of course possible)®!. In 2010, the average
monthly gross training allowances (i.e. before the deduction of taxes and social security
contributions) amounted to 678 EUR, where this average figure was of 688 EUR in
Western Germany and 612 EUR in Eastern Germany (BIBB, 2011).

= In Slovakia, the company signing a contract with a student usually offers motivation
scholarship and a wage for productive work performed in its premises, although there
are no legal provisions on these.

59 If the parts still not come to agreement, the official legal system takes over

8 In some countries, employers may receive some help from public authorities to alleviate these costs (see an explana-
tion of this in next subsection).

51 Firms which do not participate in collective wage bargaining can undercut the collectively agreed training wages by a
maximum of currently 20%. Nonetheless, most of these unbound firms voluntarily pay the standard allowances
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= In The Netherlands, paid wages are usually the legal minimum wage in case of a BBL
student as set in the collective labour agreement of the company or sector (although
this wage can be higher if the employer decides s0)°2.

= In the United Kingdom, there is a lower national minimum wage (NMW) rate for appren-
tices than other workers. From October 2011, the NMW for apprentices is £2.60 per
hour whereas for workers aged between 16-17 it is £3.68, for those aged 18-20 it is
£4.98, and for those aged over 21 it is £6.08. However the National Apprenticeship Ser-
vice reports that most employers pay above the apprentice NMW.

On the other hand, in those countries where students do not sign any work contract with
the enterprises (i.e. Poland and Spain), they may receive some compensation for the work
carried out in the vocational placements/in-company training practices. In this sense, in
Poland, students are entitled to receive from their schools reimbursement funds for their
travel expenses (in case they have the opportunity to return everyday to their place of resi-
dence or school’s headquarters) or living expenses (in case students undertake the practical
vocational training in a place outside the school’s headquarters and are unable to travel
there on daily basis)®®. By way of contrast, Spanish students are not legally entitled to any
compensation, neither from enterprises nor schools. Notwithstanding this, it is the case that
companies might voluntarily offer some payment to the student as a way of compensation
for the effort and work, usually at the end of the module. Also, some regional governments
may grant students some pocket money mainly aimed at covering travelling expenses.

3.7 Financing of apprenticeship-type schemes

Contributions by the different stakeholders

In response to shared benefits amongst the different participants in the apprenticeship-type
schemes, a variety of funding patterns exist, involving some sharing of the costs of provi-
sion amongst governments, students (and their families), and employers (OECD, 2010).

In this sense, and focusing the attention on the case study Member States, it is possible to
distinguish two main financing models. On the one hand, the model corresponding to those
countries where apprenticeship type schemes are predominately school-based (i.e. Poland,
Slovakia or Spain). In these countries, the public sector is the main source of finance, that
is to say, national public funds® as well as European funds (i.e. the ESF or the Lifelong
Learning Programme), although private sources (i.e. students and households, private com-
panies’, etc.) may also contribute to a lesser extent. Just to give some data, estimations
from Spain and Slovakia suggest that between 85% and 96% of the respective education
funds come from public sources. Usually, the amount of public funding for schools is set
according to the number of students.

Meanwhile, in the remaining analysed Member States, the dual-based nature of their ap-
prenticeship-type schemes explain that these are funded by different participants (Govern-
ments, households and students, enterprises), enterprises themselves playing a much
higher role than in the previous countries. For instance, in the case of Denmark, data for
2010 shows that enterprises paid 4.0 billion DKK whereas the State "s expenses for VET was
5.9 billion DKK (data referred to 2010 and 2008). In France, up to 43% of the 6.9 bil-
lion euros devoted to apprenticeship funding in 2008 came from enterprises themselves
(including wages paid by employers to apprentices), 50% came from central and regional

62 By way of contrast , BOL students only have a practice agreement so the BOL student only gets a compensation for the
internship, and not a regular (minimum) wage as is the case with BBL students.

83 Also, the Polish legislation entitles students to receive a remuneration during the period of vocational training, where
this remuneration cannot be less than 4% of the national average monthly salary.

64 In the case of Member States with a decentralised educational policy (i.e. Spain), regional governments also contribute
to the financing of VET systems.
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government funds, 6% came from other sources (i.e. local authorities, products and ser-
vices delivered by the Apprentice Training Centres) and, finally, 1% came from apprentices
and their families.

In Germany, estimations suggest that 76% of resources devoted to apprentices come form
enterprises (in 2007, the gross total costs for an enterprise per training place averaged
15.288 EUR per year), whereas the remaining 24% comes form the Lander and the Federal
Employment Agency (BIBB, 2011). It should not be forgotten that some contributions from
enterprises are in kind, for example in terms of the time and facilities contributed by em-
ployers to workplace training. In the United Kingdom, the overall budget made available by
Government within 2010/2011s academic year for employer responsive training which in-
cluded Apprenticeships was £1.3m (no da available for employers’ contribution).

In this respect, some countries (Denmark, France, Poland or Slovakia) have developed spe-
cial tools for channelling enterprises’ contributions to, amongst other goals, apprenticeship
studies:

= In the case of Denmark, all Danish companies, both public and private, contribute a
fixed annual amount to the so-called Employers’ Student Reimbursement Fund (Ar-
bejdsgivernes Elevrefusion, often referred to as AER) for each of their employees.
Meanwhile, the AER fully reimburses the enterprise for trainees’ wages during 100% of
the time that the students attends off-the job learning, where this is the case during
both the main course and the basic course. In 2010, the enterprises paid 4.013 million
DKK to AER (approximately 554.933 million EUR).

= In France, any company with at least one employee is subjected to the so-called Ap-
prenticeship Tax, which adds up to 0.50% of total payroll. Only companies training at
least one apprentice and whose total payroll does not amount to 6 times the minimum
annual wage are exempt from the apprenticeship tax. In addition to this, large compa-
nies who employ at least 250 people on a yearly basis and whose workforce contains
fewer than 3% of people dividing their time between work and school (apprenticeship or
professional contracts) are entitled to pay a so-called “supplementary Contribution to
apprenticeship”. In 2008, the Apprentice Tax amounted to 1,78 billion EUR, which in fact
only brings a quarter of the total budget of apprenticeship®°.

= In Poland, the so-called Labour Fund operates since 1 January 1990 with the main pur-
pose of promoting employment, vocational activation and combating the consequences
of unemployment. The Labour Fund is financed mainly by contribution paid by employ-
ers on behalf of employees and by persons conducting own business activities as well as
subsidies from the State Budget and the EU budget. This Labour Fund subsidises enter-
prises for the offered practical vocational training placements.

= In Slovakia, the Slovak Act on VET of 2009 also sets a VET Development Fund, intended
to collect voluntary contributions from enterprises and non-state subjects for VET pur-
poses. However, this Fund is subject to strong problems and criticisms due to its volun-
tary approach, which makes the Fund vulnerable of illiquidity.

Costs for students and financing instruments

Concerning the cost of apprenticeship-type training for students, the typical situation sug-
gests that the costs of off-the-job education in vocational schools is usually free of charge
for them, although those students who are older than a certain age might be required to
partially cover their fees. Thus, in the case of Denmark, students in the basic course over
the age of 18 who do not yet have a training agreement can receive grants from the Danish
State Education Grant and Loan Schemes if they meet the required criteria. Meanwhile, in
The Netherlands, every BBL student who is older than 18 has to pay a tuition fee to VET
institutions subject to the level of study (213 Euro for level 1 or 2 BBL students and 517

85 For further details about this Tax see the French national report
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Euro for level 3 or 4 students, data for academic year 2010/2011). In Germany, the school-
based element of dual vocational training is financed by the respective Federal State
("Land") and by public funds of local authorities.

Also in some countries, public authorities provide special grants for students. Thus, and in
Estonia, apprenticeship students are eligible for study allowances paid by the school, includ-
ing study allowances, transportation allowances or even low-interest study-loan which has
to be paid back after graduating and is guaranteed by the state. In the French case, some
Regional Authorities (Conseils régionaux) provide apprentices with extra funding (bonuses,
transportation, housing and catering benefits, European mobility benefits, grants for young
people's first professional equipment purchases, etc), specially aimed at students with lower
financial means or with geographical mobility barriers. In Germany, the Federal Employ-
ment Agency provides trainees under certain preconditions with non-repayable monthly
grants in the form of vocational training assistance ("Berufsausbildungsbeihilfe", BAB) (see
below table). In the United Kingdom, employers do not have to pay the training costs asso-
ciated with the apprenticeship as the learning provider receives the training fees from gov-
ernment once the apprentice ‘enrols’ with the learning provider.

Table 3.6 Vocational training assistance ("Berufsausbildungsbeihilfe", BAB)

The Federal Employment Agency provides trainees under certain preconditions with non-repayable
monthly grants in the form of vocational training assistance ("Berufsausbildungsbeihilfe", BAB). This sup-
port is mainly aimed at increasing labour mobility and overcoming financial difficulties that stand in the
way of suitable professional training for young people. The BA's total spending on vocational training as-
sistance amounted to 584 million EUR in 2009. Entitled are young people in vocational training if (A) they
cannot live with their parents during training because the training enterprise is too far away, or (B) if the
training company is not too far away if (1) they are over 18 years of age, (2) are married or living in a
civil partnership or (3) have at least one child.

Source: German national country report.

Meanwhile, students in dual based models are expected to (partially) back their wages (paid
by enterprises) through productive work during their apprenticeship. Just to give some
German data, total expenditures on vocational training by training enterprises (both within
the private business sector and in the public sector) were estimated to amount to approxi-
mately 23.8 billion EUR (gross amount), although the adjustment brought about by the pro-
ductive work of the trainees brings net training costs to an approximate total of 5.6 billion
EUR (data for 2007) (BIBB, 2011). In this way, enterprises also (partially) meet some of the
cost of on-the-job training requirements (including apprentice wages and other in-company
costs) via the productive work carried out by students®®.

Financial and fiscal incentives for companies

In any case, as already suggested in a previous section of this report, enterprises in some
countries reckon that they invest a lot more in the costs of education than the returns the
receive from the productive activities of students. This is the case in The Netherlands (Det-
mar and de Vries, 2009), in Germany (Bundesinstitut flr Berufsbildung (BiBB), 2011) or in
the United Kingdom (Learning Skills Council (LSC), 2008), where in fact the main reason
suggested by enterprises for non-participating in apprenticehip schemes refers to the high
costs derived from training activities®’.

Interestingly enough, in order to encourage employers to take apprentices or to offer work-
place training placements (so enterprises do not bear the costs of training alone), some
countries have developed systems of financial and fiscal incentives for this purpose (OECD,

6 In addition to pure productive benefits, enterprises also identify recruitment benefits, i.e. the value to the employer of
reliable information about the capacities of the trainee, supporting therefore efficient recruitment practices amongst enter-
prises (Steedman, 2005).

7 Interestingly, this problem seems to be more acute the smaller the enterprises are (see discussions in previous point).
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2010). In this sense, as far as the case study Member States are concerned, nearly all of
them have developed some incentives. Generally speaking, these incentives are very wel-
comed amongst enterprises as a way to partially cover the carried out expenses (Steedman,
2005).

Examples of these financial and fiscal incentives include the following ones:

= In Denmark, and as already mentioned, full wages paid by enterprises to apprentices
during the time that the students attend school-based education (i.e. the main course or
the basic course) are fully covered by the Employers’ Student Reimbursement Fund
(Arbejdsgivernes Elevrefusion, often referred to as AER). In this respect, enterprises re-
ceived 1.091 million DKK in reimbursement in 2010 from the AER.

= In Estonia, the apprenticeship program is usually fully funded by the State according to
the state commissioned study places scheme. However, there can also be other ar-
rangements to fund the program depending on the agreement between the vocational
education institution and the enterprise. For instance, if the training of the students is in
the interest of the employer, the company may take on the entire financial burden related
to the company based training, whereas if the apprentice is sent to the company by the
school, the school pays the salary for the supervisor in the enterprise (CEDEFOP, 2009).

= In France, Regional Authorities grant exonerations to employers for taking apprentices in
the social contributions paid by employers (i.e. sickness, maternity, retirement and fam-
ily contributions)®®, where these exonerations may differ from one region to the other.
Also, some enterprises located in some specific areas and young innovative companies
receive a tax credit of 1,600€ for each contracted apprentice. In 2008, approximately
20% of the 6.9 billion euros available for apprenticeship were devoted to companies that
employed apprentices under these exonerations and tax credits.

= In Germany, there is very large variety of support measures and programmes in the
field of vocational education and training, designed and implemented both by public in-
stitutions at national, Land- and municipal level®®. Amongst them, the most important
one includes the programme "JOBSTARTER - Flr die Zukunft ausbilden" ("Training for
the future") (later on explained in this same section). Also, the Federal Employment
Agency (BA) assists companies that recruit apprentices with special needs (i.e. disabled
persons, young people with learning difficulties or social disadvantages, young people
who has been searching for a training place for longer than one year). Interestingly also,
the so-called Training Bonus ("Ausbildungsbonus") applies to companies which take on
apprentices of other companies which became insolvent or had to be closed.

= In Poland, the State is active in supporting enterprises that collaborate with schools in
the provision of practical vocational training placements. In this sense, the main mecha-
nism functions through subsidies paid to employers from the previously referred Labour
Fund, so to assist them with the cost of vocational education of juvenile workers. These
subsidies partially cover different costs such as the remuneration of the vocational train-
ing instructors who conduct practical training with students or the cost of work clothing,
work shoes and personal protection means for students (MEN, 2010).

= In Slovakia, enterprises involved in contracts with students trained in their own prem-
ises are eligible for classifying IVET training costs for VET school students as tax de-
ductible since the passing of the new Act on Vet in September 2009. Examples of these
tax deductible expenses include motivation scholarships and/or wages provided by the
employer for productive work performed in its premises.

8 Interestingly, apprentices are also exonerated of income tax on the salary he/she receives.

69 An overview (in German language) can be found in an annex to BIBB's data report 2011 (i.e.
http://datenreport.bibb.de/Tabellle_D1-1_Internet_Zusammenfassende_Darstellung.pdf and
http://datenreport.bibb.de/Dokumentation_der_Bundes-_und_Laenderprogramme.pdf).
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= In Spain, some Autonomous Communities provide a very small one-off incentive per
each VET student participating in the “in-company training” module”®.

= In The Netherlands, Dutch companies can benefit from a general tax benefit resulting in
a reduction of tax and social insurance contributions paid for BBL apprentices. Also, en-
terprises in a number of economic sectors can benefit from specific grants per appren-
tice provided by the existing sectoral training funds.

= In the United Kingdom, different levels of government funding are available for the
training costs of apprenticeships which vary by age. Full funding is available to cover the
training fees of 16-18 year old apprentices. For those aged between 19 and 24 years,
employers are expected to contribute 50 per cent of the training fee. Where apprentices
are over 25 years old, typically employers fund the full costs of training (BIS/SFA,
2009). In addition to this, the Apprenticeship Grant to Employers introduced on a one-
off basis in 2010 offers a financial incentive of £2,500 as a recruitment subsidy to em-
ployers to take on a young, unemployed person (aged 16 or 17) as an apprentice, basi-
cally with the aim of countering the negative effects of the recession on the employment
and training of disadvantaged young people.

Interestingly also, some countries have developed a number of special incentives for enter-
prises who take on additional apprentices or who take apprentices for the first time. For
instance, in Denmark, employers have the possibility of receiving a prize for establishing a
new internship, also financed by the AER. Interestingly enough, and since December 2010,
the reward has been increased from 50,000 DKK (approximately 6,666 EUR) to 70,000 DKK
(approximately 9,333 EUR) over a period of 24 month (Danish Ministry of Education, 2010),
basically to deal with the negative effects of the economic crisis. In Germany, the pro-
gramme "JOBSTARTER - Flr die Zukunft ausbilden"” ("Training for the future") has been
introduced in 2006 by the Federal Ministry of Education and Research and is intended,
amongst other aspects’?, to create additional training places in the regions and support
companies which either have no previous experience with training or which have grown
weary of providing training”?. Also in the United Kingdom, and since 2010, a pilot small one-
off incentive has been introduced, and basically intended to foster employers not already
involved in apprenticeships to take on an unemployed 16 or 17 year old into an apprentice-
ship position. It is expected that this incentive is being evaluated in 2011.

3.8 Quality assurance mechanisms

Monitoring and checking from educative public authorities

Apprenticeship-type schemes in general and specifically those mainly work-based require
careful attention to quality assurance so to guarantee that training meets minimum stan-
dards in all workplaces, to avoid the allocation of students to unskilled tasks or to prevent
training being too narrowly focused on firm-specific skills. In this sense, quality standards
are defined as a set of rules defining the contents and terms of training, including the cur-
ricula and duration of training, the required resources, the assessment of training outcomes
or the trainers’ qualifications (OECD, 2010).

Generally speaking, all analysed Member States have developed their own framework and
mechanisms for assuring quality standards and guarantee uniform minimal national stan-

70 In any case, companies use to give this small money to students or to training centres

7 This programme already supplies funding for more than 280 innovative projects in vocational training. Projects are
selected via annual calls for proposals and are expected to focus on specific thematic priorities. They are implemented inter
alia by business chambers, local and regional institutions, educational service providers and enterprises.

72 5o far, 54,500 additional training places have been generated with this Initiative, of which almost 36,000 have already
been precisely filled.
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dards, although these frameworks and mechanisms are subject to the specific existing na-
tional institutions.

In all cases, the public authority (usually represented by the national Ministry of Education
often through the inspectorate and VT specific bodies) is the main body involved in the
monitoring and quality checking of the existing apprenticeship-type schemes.

Thus, in Denmark, the Ministry of Education is the superintendent responsible for the
whole VET system and programmes, so to ensure a high quality of the educations across
the education institutions.

In Estonia, the Ministry of Education is in charge of ensuring the quality of the studies,
so all the individual curricula have to correspond to the national curricula and therefore
include certain learning outcomes that must be achieved. Also, professional examina-
tions are assessed by the Ministry so to ensure that universal quality and minimum
standards are achieved by students.

In France, it is the French Ministry of Education who builds the curricula and develops
the legal framework for Apprenticeship, although it is the Regional Authorities (“*Conseils
Régionaux”) via the Labour Inspectors who control the training contents and conditions
of the training provided both in Apprenticeship Training Centres and the involved com-
panies, as well as the apprentices' working conditions within enterprises. Interestingly,
these Labour Inspectors are specialised by trade.

In Germany, the Federal Ministry of Education and Research (BMBF) has overall respon-
sibility for the strategy in vocational education and training. It is responsible, amongst
other, for the Vocational Training Act ("Berufsbildungsgesetz", BBIiG). It also funds and
steers the Federal Institute for Vocational Education and Training (BIBB) and is respon-
sible for programmes to improve VET. Also, the 16 Federal States ("Lénder") have sole
responsibility for the part-time VET schools of the dual system and the full-time VET
schools, including the design and quality assessment of the school curricula.

In Poland, the Minister of National Education assures the appropriate and uniform quality
of education. These is done via the provisions included in the Regulation of December
2010 on Vocational Training, which clearly outline, amongst other aspects, the condi-
tions for carrying out vocational placements within enterprises.

In Slovakia, the Ministry of Education (MS) via the State School Inspection (SSI) is in
charge of assuring that quality standards and the students’ performance reach some
pre-established benchmarks and conditions required by law (i.e. the Decree of the Minis-
try of Education No. 9/2006 Coll. on the Structure and Content of Reporting on Educa-
tional Activities, Outcomes and Conditions of School and School Facilities).

In Spain, The Spanish Ministry of Education is responsible of setting up minimum contents
and quality standards for the educational programmes (including initial VET), as well as
regulating the minimum standards for the assessment of vocational qualifications. Also,
regional governments (Autonomous Communities) are responsible for the regulatory de-
velopment of the basic national rules in their particular regions, including quality assur-
ance mechanisms that respect the minimum standards provided at central level.

In The Netherlands, the Ministry of Education, Culture and Science plays an active role
in the monitoring of VET provision, basically via the Education Inspection. Their form of
inspection is risk-based: for the institutions and programs where things are going well the
supervision is restrained. They are monitored on a basic level with simple checks without
any further investigations. Institutions and programs with poor or inadequate quality or
a weak financial position are more intensively monitored. In extreme cases, the Minister
may impose sanctions if the quality is inadequate over a prolonged period of time.

In England, the main body responsible of securing quality standards in Apprenticeship is
the public Office for Standards in Education, Children’s Services and Skills (OFSTED).
Thus, in addition to regulating apprenticeship, the OFSTED has responsibility for the
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regulation and quality assurance of work-based learning, including Apprenticeships, up
to Level 3 (ISCED 4), whereas the QAA (Quality Assurance Agency for Higher Education)
assures Apprenticeships and other provision from Level 4 (ISCED 5). Also, it is worth
stressing the role of the National Apprenticeship Service (NAS), whose main role is to
promote Apprenticeships and their value both to employers and to prospective students,
as well as improve the certification arrangements for successful apprentices and co-
ordinate the funding for Apprenticeship places.

Role of social partners and other institutions

In addition to the role of public authorities, social partners have also an active part in assur-
ing the quality of VET and apprenticeships in some countries (i.e. Denmark, The Nether-
lands or the UK). Thus, Danish social partners collaborate with the Ministry of Education on
assessing and improving the quality of the education and educational contents provided,
where the results are communicated through supervision plans and reports available to the
population (Danish Ministry of Education, 2011). Interestingly, in the German case, training
directives’? are jointly developed by representatives of enterprises and trade unions in an
institutional framework under the guidance of BIBB. In the Dutch case, social partners ne-
gotiate at sectorial level the respective profiles and examinations, following a nationally pre-
scribed format for examination. These activities are carried out via the existing 17 VET
knowledge centres’?, which have a total of 800 education advisers who monitor the quality
of the apprenticeship, support the learning companies and finally are responsible for actively
building and maintaining a network of learning companies. Also in the UK, each Sector Skills
Council”® determines the Apprenticeship Framework for the sector at national level, where
each Apprenticeship Framework must comply with the demands of the National Apprentice-
ship Framework so to ensure uniformity across sectors. Each Sector Skills Council also sets
the standards for employers participating in Apprenticeships.

Also in the case of Germany, it is worth stressing also the key role played by the “compe-
tent bodies" ("Zusténdige Stelle"), i.e. Business Chambers’®. Thus, and by way of the Voca-
tional Training Act, Business Chambers have been assigned by the State with key tasks in
the dual system related to the supervision of the vocational training process and the valida-
tion of the examinations, as well as with the monitoring of the content and quality of train-
ing in order to ensure the comparability of vocational qualifications on the national labour
market. Thus, Business Chambers are charged with the supervision of the company-based
training, registration of apprenticeship contracts, the assessment of the suitability of train-
ing firms or the monitoring of their training. Furthermore, they also assess the aptitude of
VET trainers, provide advice to training firms and apprentices and organise and carry out
the final exams (OECD, 2010). In this regard, some authors (Ryan, 2000) argue that Ger-
many is characterised by an extensive set of quality assuring mechanisms that underpin the
overall quality of the provide training.

3.9 Geographical mobility of students

It is a well recognised fact that the adding of an international and European perspective to
the national VET students is an important tool for providing them with an understanding of
foreign markets, languages and intercultural skills in line with the objectives of the Euro-
pean Commission’s Strategy for 2020 (CEDEFOP, 2010).

73 Training directives are intended to ensure that all trainees receive high-quality training that covers comparable content
and regardless of where they undergo their training. For each of the currently 348 officially recognised training occupa-
tions, a specific nationally-defined training directive strictly regulates the (minimum) content of the vocational training for
that particular occupation.

74 Social partners are represented in each one of these VET centres
73 Social partners are represented in these Sector Skills Council
76 Pprevious sections of this report have already mentioned some of the activities conducted by these “competent bodies”
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In this sense, it is becoming gradually more common and accessible for VET students in
general and apprenticeship-type students in particular to study abroad for some periods,
although available data confirms that current levels of international geographical mobility
are still low. This problem is aggravated by the fact that the existing statistics on interna-
tional mobility of VET students and apprentices are very scarce and usually national-based
(for a latest general European perspective see GHK, 2011).

In this sense, available information collected at national level confirms this low level of
transnational mobility amongst IVET and apprenticeship-type students. Thus, and to give
some data, in Estonia there were 294 participants in IVET who benefited from a Leonardo
programme (there are no separated statistics about the participation of apprenticeship stu-
dents) (Kirss, 2010). In France, a 2008 publication by the French Budget Ministry estimates
that the share of pupils and students (with student or apprentice status) in professional
training who have access to transnational mobility during the course of their training was of
0.2.% (Direction du Commerce, de I'Artisanat, des Services et des Professions Libérales,
2008). In the case of The Netherlands, only about 0.5 percent of all VET students went on
an internship abroad (mainly to Great Britain, Spain, Germany, Belgium and France), al-
though the accent of the international orientation of most schools is the international intern-
ship (in the BOL-route) and less on the international apprenticeship (the BBL route). Mean-
while, and in the United Kingdom, a monitoring report produced by Ecotec (2008) does not
suggest that high numbers of Apprentices have moved through the Leonardo mobility pro-
gramme (around only 152 applications approved in 2007), where placements were typically
short-term (i.e. of two week duration). Finally, and as far as Germany is concerned, estima-
tions elaborated by Koérbel/Friedrich (2011) suggest that for the period 2007 until 2009, up
to 3% of all apprentices have participated (at least once during their training) in transna-
tional mobility measures. Moreover, the same authors suggest that only 1% of all enter-
prises that are currently training apprentices or have done so in the last five years regularly
send their trainees abroad on internships (another 5% do so only from time to time).

Generally speaking, there are a number of advantages derived from the involvement in
transnational mobility practices, both for students, enterprises and VET centres themselves.
Thus, and as far as students are concerned, the survey elaborated by Korbel/Friedrich
(2011) amongst 502 German trainees who have participated in transnational mobility pro-
jects in the period 2007-2009 showed that up to 32% of all mobile apprentices assesses the
total overall benefit of the transnational mobility project they have participated in as "very
high", and another 47% as "high”, where elements particularly valued included the acquisi-
tion of knowledge about other cultures and people, increased self-confidence, better under-
standing for foreign cultures, improved capabilities to get along with other people, motiva-
tion to work abroad in later career stages, improved chances for future job application pro-
cedures and, finally, improved language skills.

Meanwhile, and as far as enterprises are concerned, the same authors carried out a survey
amongst a sample of enterprises participating in transnational mobility measures. This sur-
vey showed that the main advantages of transnational mobility projects as seen by partici-
pating enterprises included increased self-reliance of trainees, higher commitment of train-
ees, better work performance of trainees and, finally, better interaction with foreign cus-
tomers, with obvious positive impacts on the internationalisation side of the enterprise. Fi-
nally, VET schools and centres are also interested in participating in the organisation of for-
eign placements since it increases the attractiveness of offered training and educational
programs and gives the IVET centres better ranking amongst the students’ population
(taken from the Polish report).

However, these advantages are often counterbalanced by some problems/obstacles that
hamper the participation of students and enterprises in international mobility programmes
(for a further discussion on these obstacles see CINOP/Price-Waterhouse-Coopers, 2007)).
Thus, and from the students’ perspective, some of the main obstacles include the lack of
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foreign language and cultural background knowledge, insufficient co-financing from na-
tional/local sources (so interested students from poor families are almost excluded), the
lack of placements or, finally, the lack of interest on the part of students themselves. Just to
give an example, Estonian workplace-based students tend to be older than students in the
school-based studies, so they are more likely to have started a family and therefore have
more difficulties to spend a training period abroad).

Meanwhile, and from an enterprise’s perspective, enterprises seem to be particularly con-
cerned by a number of main factors including the high costs associated to these mobility
programmes for enterprises themselves, the insufficient public support to alleviate these
costs or the lack of information on existing benefits derived from transnational mobility op-
portunities (Koérbel/Friedrich, 2011)). The same authors suggest that the participation in
this type of projects is positively correlated with the size of the enterprise, and strongly
stress the key role that external actors (Local Business Chambers, Local vocational Schools,
etc) can play in increasing the participation of enterprises in mobility projects. Also, some of
national reports suggest a number of additional reasons explaining the reluctance of enter-
prises to send an apprentice abroad for a certain period of time. Examples include the fact
that often these apprentices carry out a valuable work within the original national enterprise
(French and Polish reports), the brain-drain phenomena (suggested by the Slovak and the
Estonian reports), the problem of recognition of acquired competences abroad’’ or, finally,
the existence of several legal and administrative obstacles that render more difficult, for
example, to fit in placements abroad in a dual training programme than it is in school-based
VET programmes (i.e. legal problems generated by being employed abroad by another
company) (CEDEFOP, 2010). Moreover, and in some countries (i.e. France, United King-
dom), interviewed experts suggest that international mobility issues are not yet a priority in
the national VET policy agenda.

In order to solve some of these difficulties, public authorities, both at European and at na-
tional level have developed a number of support programmes and institutions intended to
foster transnational mobility issues of young people in initial vocational training. In this
sense, as far as European programmes are concerned’®, the most important one is the Life-
long Learning Programme under its different strands (i.e. Leonardo da Vinci programme,
Comenius, Grundtvig, Erasmus), as well as other relevant examples such as the Europass
Initiative.

Meanwhile, and in addition to EU programmes, some countries have developed several insti-
tutions and programmes with this purpose. Relevant examples include:

= In Denmark, it is possible for students to get apprenticeships abroad approved as a part
of the Danish education through the PIU-scheme (Apprenticeship abroad), which is a
Danish mobility program. The students cannot enter into a training agreement with for-
eign companies. Instead, there are two kinds of schemes where the actors are either a
VET school or a Danish company. The students can either enter into a training agree-
ment with a Danish company that stations the students abroad or the students can be
sent out by the schools as a trainee in a foreign company after completing the basic
course. AER covers or subsidises student expenditures in apprenticeships abroad (in-
cluding expenditures for travelling for job interviews, moving abroad, coming back and
rent). Likewise, companies stationing students can get reimbursed. PIU-coordinators at
the VET Schools advise the student and take care of practical tasks. Other national or-
ganisations providing grants and subsidies exist, such as the Nordplus Junior Program
(to enhance the Nordic and Baltic dimension in educations) and the DK-USA Program
(Danish Agency for International Education, 2011).

77 Interestingly, and in the German case, the German Vocational Training Act (BBiG) explicitly states that parts of initial
training may be completed abroad if this serves the purpose of the training, although the total duration of such training
abroad shall not exceed one fourth of the duration of training specified in the relevant training directives.

78 For an extensive discussion on existing European support programmes see the report produced by GHK in 2011
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= In France, the Permanent Assembly for Chambers of Trade and Craft (I'"Assemblée per-
manente des chambres de métiers et de I'artisanat, APCMA) has created a website to
encourage young people doing an apprenticeship to travel abroad to Germany, Poland,
Italy, England or Spain, to complete an internship lasting between one and four weeks.
Young graduates after an apprenticeship can be subsidised to visit one of these coun-
tries for six months to complete their training. APCMA represents the national network of
Departments' Chambers for trade and crafts and it is in charge of international ex-
changes.

= In Germany, and in addition to the activities of the National Agency "Education for
Europe" at BIBB (http://www.na-BIBB.de) (in charge of managing and initiating Euro-
pean educational programmes and initiatives in Germany), it is worth stressing the role
played by the Chambers of Skilled Crafts and the Chambers of Industry and Commerce.
These Chambers have established a Germany-wide network “Training without Borders”
(http://www.mobilitaetscoach.de), where a total of 57 "mobility coaches" (i.e. special-
ised staff of the chambers), provide information, guidance and motivation for busi-
nesses, trainees and young skilled workers to participate in transnational mobility meas-
ures in vocational educational training, including finding suitable project partners
abroad. Also, and in addition to existing European support programmes, Germany has
got a large variety of national public programmes and support measures dealing with
mobility in vocational education and training. Examples’® include the programme "LEO
plus” (developed by the Federal Ministry of Education and Research and intended to na-
tionally co-finance Leonardo-mobility projects), the so-called "small projects" (aimed at
training enterprises and vocational education and training centres that are participating
in European programmes for the first time), the so-called "pool-projects" (intended to
enable individual trainees to spend some training time abroad, even if the training em-
ployer does not want to get involved in organising an internship abroad) or, finally, the
Bilateral exchange programmes of the Federal Ministry of Education and Research with
France, The Netherlands, Norway and the UK.

= In Poland, there are a number of initiatives for fostering IVET students’ international
mobility, such as the Scholarship and Training Fund (cooperation between Poland, Nor-
way, Iceland and Liechtenstein with respect to providing financial support of foreign
placement, see www.fss.org.pl) or the Lithuanian and Polish Youth Exchange Fund
(www.PL-LTyouth.eu)

= In The Netherlands, the VET Council ("MBO Raad”) encourages mobility of students and
teachers to be active on the (international) labour market and putting the Dutch voca-
tional education on the map. Thus, the VET Council (in collaboration with COLO) work
together on a web platform (www.workplacement.nl), where students, schools and com-
panies can learn more about international internships on this site (information on inter-
national recognized learning companies, subsidies, etc).

All in all, it should not be forgotten that geographical mobility issues are not only relevant
with regard to spending part of the apprenticeship learning period abroad but also with se-
curing a training place sometimes in a distant area in the country where the apprentice is
usually living. Just to give some data from Germany, a fifth (21%) of all training place ap-
plicants registered with the Federal Employment Agency BA applied for training places lo-
cated more than 100 km from their home (data for 2007/2008), where a total of 12% of
the young people entering in-company training have relocated their domicile when com-
mencing training, while another 23% commute more than 20 km per day (Beicht &
Krewerth, 2010). This regional intra-national mobility frequently results in added expenses
and costs, where these costs are often met by the apprentices themselves or by their par-
ents.

7® For further details see the German national country report
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4. Recent or planned changes and impact of
the crisis on the apprenticeship-type
schemes

4.1 Recent or planned changes on the apprenticeship-type schemes

This section is interested in presenting some of the main recent changes that have been
introduced in the different analysed Member State case studies®. In this respect, the avail-
able information shows that these changes respond in many cases to national specificities.
These changes can be summarised as follows:

= In Denmark, the most important changes introduced in recent years concerning the ex-
isting apprenticeship type schemes refer to the introduction of the so-called “Flex-
combination” training agreement in 2001, the introduction of the “Short training agree-
ment” in 2003 (both schemes were merged in 2008) and, finally the introduction of the
“New Apprenticeship” training agreement in 2006. All these changes have mainly been
launched in order to regulate the supply of apprenticeships, specially in times of eco-
nomic recession, as well as facilitate the inclusion of academically challenged students in
the VET system. In this sense, the "New Apprenticeship” training agreement was an ini-
tiative introduced in August 2006 in order to enable students who are academic disad-
vantaged but are skilled in a practical manner, to complete a VET without having to deal
with academic issues in school81. All in all, the current Danish Vet system was intro-
duced in its current form in 1991, when the “Regular training” agreement was estab-
lished.

= As far as Estonia is concerned, the formal regulation concerning the procedure of work-
place-based training as a form of study was introduced in March 2007 by the Ministry of
Education and Research, so Apprenticeship became one of two forms of study beside
school-based studies. In this respect, apprenticeship studies were introduced in 2002 as
a PHARE pilot project and was followed by a European Social Fund (ESF) financed pro-
gram which lasted from 2005 to June 2008. Since 2008, the promotion of Apprenticeship
studies has been financed exclusively by the state budget. Interestingly also, and since
autumn 2009, the compulsory company training period for students in school-based
studies (which required 25% of the total volume of the studies) was abolished due to
the negative effects of the economic crisis. At the moment there has been no discussion
about reintroducing it. Looking at the future, the Ministry of Education and Research is
planning an important policy change by issuing a new Vocational Education Institutions
Act which is expected to introduce, amongst other aspects, the principle of outcome
based learning throughout the entire VET system as well as performance-based funding
schemes for VET schools. However, there are no planned changes in the field of forms of
study, including Apprenticeship studies

= In France, last years have witnessed several changes in the existing Apprenticeship
studies. Amongst them, the most important ones include the opening of apprenticeship
to Tertiary education, as well as the existence of several pilot projects. For instance, and
within the framework of the Great Loan (*Grand Emprunt”) put in place to allocate funds
to high priority projects for economic growth in France, 500 million Euro have been allo-
cated to measures in favour apprenticeships, including the improvement of CFAs' techni-

80 please take into account that other sections of this report include additional changes introduced in recent years in some
of the specific elements dealt with in these sections.

81 1n a later section of this report it is shown that the “New Apprenticeship” training agreement is currently also used by
very academic skilled students and by adult students interested in obtaining officially recognised VET degrees.
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cal equipment, the development of training programs in innovative professions or the in-
troduction of financial support measures to finance housing for young apprentices lo-
cated in rural areas. Interestingly also, the French authorities are planning the introduc-
tion of several measures so to increase the number of people in Apprenticeship studies.
Examples of these measures include the simplification of the administrative treatment of
apprenticeship contracts, the creation of an Apprenticeship Internet portal with relevant
information for employers and students, the creation of a trade student card to entitle
them to have access to student discounts/social benefits, the reinforcement of exonera-
tion measures for the costs of apprentices paid by employers, the establishment of
common goals in Apprenticeship students between the Government and Regional Au-
thorities or several measures to facilitate the access of professionals to be master train-
ers

= In Germany, and during the last five years, public authorities in collaboration with social
partners have introduced a number of changes in the German VET system in general
and the German dual system in particular. Basically, these changes can be summarised
in five main strands, that is to say, (1) Improving transition from general school educa-
tion into vocational training; (2) Modularisation and increased flexibility of vocational
training; (3) Increasing permeability between vocational training and higher/tertiary
education; (4) International opening of the German vocational training system; (5)
changes in other policy areas (i.e. Reform of the Vocational Training Act, Competence-
orientation in training directives and examinations, etc). In this regard, several pilot
schemes have been introduced in 2010 in order to test possible developments in subse-
quent years. A good example of these pilot schemes refers to the so-called funding pri-
ority "New Pathways to Dual Vocational Training - Heterogeneity as an Opportunity for
Securing Skilled Labour" (see below).

Table 4.1 New Pathways to Dual Vocational Training - Heterogeneity as an Opportunity for Se-
curing Skilled Labour

The aim of this pilot project is to develop and implement innovative concepts, instruments and methods
that deal with the increasing heterogeneity of today's German youth (in terms of migration background,
age, personal problems, educational background, etc), basically with the aim of expanding the number
of potential trainees and ensuring enough skilled workers to meet trade and industry's needs for skilled
labour. BIBB co-ordinates and links the pilot projects in cooperation with the Federal Ministry of Educa-
tion and Research, where the projects focus on different questions and issues that pertain to the com-
mon theme. So far 18 pilot projects from throughout the country have been selected, to start their work
in the spring of 2011 (funding period: 36 months).

Source: German national contribution.

= In Poland, it is worth stressing that the Ministry of National Education is planning to in-
troduce by 2015 a number of relevant changes in the Polish VET system, including voca-
tional placements (MEN, 2010a) in order to fully adapt the Polish VET system to labour
market demands and the EU standards as well. Basically, these changes relate to a
number of fields, namely the classification of the professions in vocational education, the
structure and organisation of vocational education, the participation of employers in vo-
cational education, the training and continuous training of vocational teachers and, fi-
nally, examination systems. Amongst these changes, some of them are specifically re-
lated to the work-based training aspect within the curricula. Examples include the rise in
the number of practical training (to be held in workplaces and school workshops), the in-
troduction of extramural courses in vocational schools (conducted in cooperation with
entrepreneurs) leading to a certificate of vocational qualifications with a supplement or,
finally, the employment of specialists coming from enterprises in vocational schools.

=  Meanwhile, and as far as Slovakia is concerned, it is a well recognised side effect that
the diminishing of the work based part in VET experienced in the early nineties as a con-
sequence of the political transition have resulted in problems of mismatch with labour
market needs and high unemployment of young people entering labour market. In this
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regard, the recently adopted legislation changes (i.e. Education Act in 2008 and Act on
VET in 2009) are intended to improve this situation. In this regard, the Act on VET ex-
plicitly sets for the first time responsibility towards identification of regional labour mar-
ket needs, where self-governing regions have the possibility to prepare regional VET
strategies in co-operation with relevant regional stakeholders. Also, the new Law adds
new impetus to the renewal of the structure, curricula and methodology of VET. Basi-
cally, the final goal is to increase again the attractiveness of vocational education at up-
per secondary level to previous historical levels.

= In Spain, the main change affecting the VET system refers to the passing in 2006 of the
so-called “Ley Organica de la Educacion” (Organic Law on Education). In this regard,
public authorities have developed a number of initiatives intended to reducing the high
early school leavers’ rate, the upgrading of the attractiveness and social recognition of
IVET, the consolidation of the upper-level VET as an alternative to university studies, the
upgrading of the quality standards of the IVET system, the promotion of international
geographic mobility for VET students and, finally, the promotion of lifelong learning
through a more flexible IVET system and the validation of professional work experience.
On the other hand, it is worth stressing the passing in March 2011 of the so-called Law
2/2011 for a Sustainable Economy (“Ley para la Economia Sostenible”), aimed at mod-
ernizing the Spanish economy as a whole, as well as the Organic Law 4/2011, additional
to the Law 2/2011 for a Sustainable Economy, which modifies the Organic Laws 5/2002
(on Qualifications and VET) and 2/2006 (on Education). Amongst the main expected
changes to be introduced, three main ones can be highlighted:

e« On the one hand, increase the existing permeability between the general and the
vocational paths within the Spanish Education System. Thus, the “Technician” de-
gree (middle-level cycles) allows the direct entry within the “Bachillerato” (Upper-
Secondary Level, general track), regardless of how the degree has been obtained
(i.e. through formal or informal learning). Moreover, students with a ‘Technician’
degree will be able to obtain the “Bachillerato” degree in one single academic year
(instead of in 2 years). On the other hand, students with an “"Advanced Technician”
degree can directly access to university studies, without passing an exam.

e On the other hand, the Government is working on the introduction of the so-called
‘specialisation courses’, aimed at both “Technicians” and “Advanced Technicians”.
These courses take from 300 to 500 hours (from 3 to 6 months) and their objective
is to update and broaden the knowledge acquired in VET cycles, in order to better
adapt to the needs of the labour market. Furthermore, these courses also include
workplace training and they will be available for the 26 VET professional families.

« New employment alternatives are being discussed with social agents to deal with
the high unemployment rates which currently affect Spanish youngsters, such as
“training contracts” (“contratos de formacion” in Spanish), “internship contracts”
(“contratos de practicas” in Spanish) or “part-time contracts”

= In the Netherlands, it is worth stressing two main changes currently in progress and
related to the general VET system, that is to say, the standardisation of examination and
the introduction of competence based education. As far as the standardisation of exami-
nation, and since early 2008, a nationally prescribed format for the so-called “examina-
tion profiles”® has been developed, where these national format has been translated to
different sector formats. Meanwhile, and as far as the introduction of the so-called com-
petence based education, it is intended to introduce in the VET curricula professional
skills and competencies (attitudes to work, social competences, etc) in addition to pure
technical knowledge. It is envisaged that from August 2011 all students in the first year
of a vocational training will follow competence based training. This is subject to approval
by parliament. Interestingly also, the government has recently put in practice the so-
called “Action Plan VET Focus on Craftsmanship 2011-2015" (“Actieplan MBO Focus op
vakmanschap 2011-2015", basically aimed at improving the quality of the Dutch VET

82 An examination profile gives an outline of the process and preconditions of an examination
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system and endowed with a total budget of 150 million Euro. Amongst other aspects,
this Action Plan foresees the simplification and updating of the current qualification
structure, increasing efforts in the professionalization (via training) of teachers in secon-
dary VET schools, the improvement of the quality of the examinations, more attention
paid to guidance and coaching of students or, finally, a reduction in the number of
school years compensated by an increase in the number of school hours per year.

=  Finally, and as far as the United Kingdom is concerned, the critical change related to
Apprenticeship studies relates to the establishment of the Apprenticeship Framework (al-
ready back in 1994). Since then, there has been increasing interest in expanding the
volume of Apprenticeships delivered, with the Leitch Report providing the key impetus to
this (HM Treasury, 2006). Adding momentum is the policy to raise the participation in
age in education and training, confirmed in the Education Bill 2010, which makes statu-
tory a proposal that all young people who want one, should have access to an appren-
ticeship as a means to continue their studies post-16. In this regard, public ambition
point out at 131,000 young people starting an apprenticeship in 2010/11. Since this tar-
get has been set, policy makers are concerned with the challenge of how to increase the
volume of apprenticeships. As a result, a number of pilot initiatives have been intro-
duced in 2010, such as the Apprenticeship Grant to Employers®®, the ATA/GTA model
(which provides greater flexibility and reduces the risk to employers of taking on an ap-
prentice by sharing an apprentice across multiple organisations) or the Apprenticeship
Expansion Pilots (which enable businesses that had a proven track record in offering
high-quality apprenticeships to train additional Apprentices).

4.2 Effects of recent economic crisis on the apprenticeship type
schemes

The global economic crisis initiated in the second half of 2008 has had some significant ef-
fects on VET systems in general and in VET apprenticeship-type systems in particular, al-
though this impact has been very variable. Basically, these impacts can be summarised in
two main dimensions.

On the one hand, information in some countries shows that the number of students inter-
ested in pursuing VET has experienced a remarkable increase in the last two years. To give
some examples, Danish statistics about students searching for training agreements after
completing their basic course show that the amount increased from 3,601 students in 2008,
to 7,979 in 2011. In Estonia, between the 2008/09 and 2009/10 academic years the admis-
sion of students in IVET has risen more than 10%, whereas in Spain, the number of IVET stu-
dents has increased more than a 13% between 2008/09 and 2010/11 academic years. In
these last cases, the rocketing youth unemployment rates are behind these changes in some
of the analysed Member States (i.e. Spain), as many people who could not find work have
decided to move to training, stay at school or even continue their studies to improve their
qualifications (due to the poor working prospects). Also in Estonia, the percentage of appren-
tices that decide to continue their studies in VET or higher education has increased from 8%
in 2008 to 20% in 2010, due to the negative situation of the national labour market®.

On the other hand, the amount of apprenticeships and in-company training mod-
ules/placements offered by enterprises has experienced a remarkable downward trend in
almost all analysed Member States. Just to give some data:

= In Denmark the total number of VET training agreements has reduced from 51,430 in
2008 to 46,697 in 2011, whereas school-based practical training has experienced a re-
markable growth.

83 For more information see section 3.8 of this report.
84 Information provided at the Estonian national country report
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= In Estonia, and in addition to a reduction in the supply of available training places for
apprentices (from 673 to 564 in the 2008/9 and 2010/11 academic years), the previ-
ously existing compulsory company training periods for general school-based VET stu-
dents were abolished in Autumn 2009 as enterprises were not able to continue the pro-
vision of workplace-based training®.

= In France, the number of people entering apprenticeship contracts has declined a 4%
because of the recession between 2008 and 2010, whereas professional contracts have
declined a 21% in the same time period.

= In Germany, the number of offered training positions decreased a 8.2% (50,338 in total
figures) during the reporting period from 1 October 2008 until 30 September 2009, with
a highest decrease in the Eastern Federal States in comparison to the Western ones
(13.0% and 7.1%, respectively)®®.

= In Spain, and despite lack of data, interviewed experts suggest that enterprises (spe-
cially the smallest ones) are currently reluctant to receive students for the compulsory
“in-company training” module, especially in those regions and economic sectors particu-
larly hit by the economic crisis.

= In The Netherlands, the intake in the BBL route has experienced a slight downward
trend (1.1%) in the 2008-2009 period, compensated by an increase in the BOL route
(2,7%).

= In the United Kingdom, several studies suggest a decrease in apprenticeship places in the
last years. Thus, Felstead et al. (2011) argue that during 2009 there was a significant fall
in the number of employers reporting their engagement with apprenticeships, whereas
Cox et al. (2009) found that opportunities in apprenticeships for young people (aged be-
tween 16 and 18) were particularly limited after the economic recession started. Similarly,
the report published by the Sector Skills Council for building services engineering (Sum-
mit Skills) notes that the postponement or cancellation of projects and reduction in
workforce has also led to apprentices being made redundant (Summit Skills, 2009).

= By way of contrast, in other countries, the economic crisis has not had a significant ef-
fect on the provision of apprenticeship-type positions. An example of this is given by Po-
land, where the employers’ attitudes towards providing vocational placements for school
pupils and students has not been resented in the last years as a consequence of the
economic crisis (information obtained from the Polish national report), where this result
is probably explained by the lower effect of the crisis in this country in comparison to
other EU Member States.

Generally speaking, this downward trend in the amount of apprenticeships and in-company
training modules/placements offered by enterprises is primarily explained by the negative
effects of the economic crisis and the reluctance of hard pressed employers to offer appren-
ticeship-type training posts or even pay apprentices in this market-based system. This
situation is better explained by some authors (Brunello, 2009), who argue that the supply of
apprentice posts tends to drop even faster during recessions than do the numbers in em-
ployment since employers may be very reluctant to take on the risk of taking on an appren-
tice (which often implies a contractual obligation with a long-term perspective), given the
uncertain economic climate and the reduction in their incoming orders®’. Also, existing pub-
lic expenditure pressures are resulting in some countries in a reduced availability of public

8 In any case, and despite the fact that the compulsion has been abolished, most of the VET students still benefit from
company training periods. Also, and thanks to the large investments in the infrastructure of the vocational education insti-
tutions, many schools have better practice bases and a broader range of machinery than most of the enterprises, which
enables students to pass the practical training period in their school

8 In any case, demographic developments in Germany are largely compensating for the negative evolution in the number
of offered training positions (BIBB, 2011a)

8 However, it is interesting to stress that, in some cases (i.e. Germany), enterprises seem to be particularly engaged in
continuing securing a suitable amount of training positions on offer, despite the economic crisis (DIHK, 2009)
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resources to VET in general and the promotion of apprenticeship-type schemes in particular
(i.e. in Estonia, available funding for VET has decreased an 8% in 2010).

In any case, most of the analysed EU Member States have set up special support measures
intended to encourage the existing supply/demand of apprenticeship-type posts. Examples
are presented next:

= In Denmark, there has been a strengthening of economic incentives for enterprises.
Also, and in order to influence the amount of apprenticeships offered during the recent
financial crisis, the Danish Parliament agreed upon two “Apprenticeship Packages” in
May and June 2009, with the aim of averting the consequences of the financial crisis in
the short run. In addition to this, two “Youth Packages” have been agreed in November
2009 and November 2010. According to interviewed experts, these packages have had a
positive impact. Finally, it should not be forgotten that the Danish VET system itself is
also somewhat capable of adapting to cyclical fluctuation due to the introduction of the
short training agreement in addition to the regular training agreements.

Table 4.2 Approved Packages by the Danish Parliament to deal with the economic crisis

Approved Packages Main apprenticeship-related changes

Apprenticeship packages as of = New system of awarding prizes was started; up to 50,000 DKK was
the 1° of May 2009 awarded for establishing an apprenticeship
= Enhanced outreach to find apprenticeship opportunities through cam-
paigns, starter kits for the companies and a conversion of the subsidy
scheme for the education institutions ” outreach work was initiated
Apprenticeship packages as of = A temporary extension was provided for the admission to school-based
the 2" of June 2009 practical training
= Students currently attending step 1 at an education, who complete the
education through school-based practical training got the opportunity to
continue to step 2. This is an extension of the school-based practical train-

ing.
Youth package as of the 1° of = 1.35 billion DKK was earmarked in 2010-2012 for providing 5,000 more
November 2009 apprenticeships

= 1,500 more school-based practical training agreements were offered
= 1,650 more apprenticeships were offered in municipalities and regions
= Other improvements of the conditions within the area of apprenticeships

took place
Youth package as of the 2" of = The system of awarding prizes, which gave enterprises up to 50,000 DKK
November 2010 for establishing a new apprenticeship at the end of 2009, was raised to
70,000 DKK.

= The time period for the payment of prizes of award to the companies has
been extended from approximately seven months to approximately two
years (the period of payment on seven month caused too many compa-
nies to enter short training agreements without later extensions).
Source: Danish National report.

= In France, several measures have been taken for preventing a drop in the number of
apprenticeship places offered by enterprises, although most of these measures are gen-
erally intended to develop dual training systems in France and not specifically to deal
with the current economic crisis. Examples include the reinforcement of exoneration
measures for the costs paid by employers of apprentices, the creation of an internet por-
tal for apprentices (reception of employers' offers and potential candidates' CVs, provi-
sion of legal and financial information, etc), or the creation of a trade student card
(where apprentices can have access to university restaurants, student housing, or vari-
ous student discounts).

= In Germany, several measures have been adopted to foster the apprenticeship supply of
enterprises during the economic crisis. Examples include a training bonus ("Aus-
bildungsbonus") granted by the Federal Employment Agency to those enterprises that
took on apprentices of other companies which became insolvent or had to be closed
(measure still existing), the introduction of short time work practices for trainees in
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companies in difficulties, or the development of an action plan by the umbrella organisa-
tions of business chambers (i.e. DIHK and ZDH) in June 2009 which contained several
measures to improve the situation on the vocational training market during the eco-
nomic crisis. Amongst them it is worth stressing the assistance to apprentices of firms
which had become insolvent to find another training company or the Chambers’ support
to enterprises in finding new apprentices for training places which had already been
filled but where trainees did not step up (e.g. due to other preferred alternatives) (see
Deutscher Industrie- und Handelskammertag (DIHK); Zentralverband des Deutschen
Handwerks (ZDH), 2009)%2.

= In Poland, several agreements have been signed between the Polish Ministry of Educa-
tion and employers’ organisations aimed at promoting and encouraging entrepreneurs to
offer in-company training modules/placements. Also, the amounts of public resources
available in the Labour Fund for educating youth as well as for vocational placements of
coordinators and teachers has increased in the last years.

= In Spain, several measures have been taken to modernize the IVET system, specially
having in mind the current economic crisis. Thus, the Law 2/2011 for a Sustainable
Economy, passed in March 2011 by the Spanish Government has included a number of
measures, including measures to support permeability between the general and the vo-
cational paths or the development of specific training programmes (shorter than middle-
level or upper-level cycles) adapted to the training needs of a particular region. In any
case, no significant changes are expected as far as the nature and extension of existing
“in-company training modules”.

= In The Netherlands, the ("School Ex Programme”) was initiated in the spring of 2009
and has been extended until 2011, basically to stimulate examination candidates in the
VET system to keep on studying after gaining their diploma to decrease the (potential)
youth unemployment problem and to increase their chances on the labour market.
Amongst other activities, the Programme provides (individual) training and advice at di-
rect personal contact with the students so that the students would get advice from the
school to motivate them to keep on studying. The “School Ex Programme” is currently
regarded as a success within the Dutch context. Also in The Netherlands, the existence
of both the BBL and the BOL routes adds an element of flexibility to the system.

= In the United Kingdom, the public policy response to the impacts of the economic crisis
on Apprenticeship training has been to continue marketing the opportunities and the
benefits to business, as well as maintaining public resources to cover the training costs
of apprentices.

Finally, Dutch research suggests some additional side effects of the current economic crisis.
Thus, the economic negative trends have exacerbated the use of apprenticeship students as
full-time cheap labour instead of a student/employee in training, as well as the share of ex-
perienced unemployed professionals who try to find a job through an apprenticeship period,
adding more competition for students to find a suitable place (Petit et al, 2011).

8 In addition to these measures, it is worth stressing that the German Vocational Training Act grants trainees a right to
remuneration for a period of up to six weeks and further required the training company to undertake timely endeavours to
find another enterprise to continue training of the apprentice (CEDEFOP, 2010a).
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5. Lessons learned from apprenticeship-
type schemes

5.1 General valuation of VET studies

Before starting an in-depth assessment of the existing apprenticeship-type schemes, it is
important to provide a general perspective on the role that VET studies play in the different
analysed case study Member States as well as the existing national perceptions on these
VET studies.

In this respect, and to start with, it is interesting to see that in not all Member States VET
studies are equally popular, in the sense that the percentage of students who opt for this
type of vocational studies greatly differs amongst Member States. Just to give some data for
2009 (see next Table), and whereas in countries such as Slovakia, The Netherlands or Ger-
many more than half of students choose the vocational path (i.e. 71.6%, 67.1% and
53.2%, respectively), in other Member States the percentage is between 40-50% (i.e.
Denmark, Poland, France or Spain, 47.3%, 47.2%, 44.2% and 42.9%, respectively) or even
lower (i.e. the case studies of Estonia and the United Kingdom, 33.0% and 30.5%, also re-
spectively).

Graph 5.1 % of all students at ISCED level 3 that opt for a vocational orientation, 2009
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Generally speaking, those Member States where VET studies are a less popular choice
amongst students usually coincide with those countries where VET studies have a poor im-
age amongst the general population (including students and parents). This is the case of
Estonia, where VET is often perceived a secondary track in education compared to the gen-
eral secondary schools®® (EMOR, 2008) or in France, where vocational training routes have
long been a second choice by less skilled students more than a positive choice by good stu-
dents.

In Poland, and in the view of 70% of pupils, vocational schools are designated for those who
fail their entry examinations the general upper secondary school®’. Also in Spain, vocational
training studies have been traditionally regarded as a “second best” option in Spain, mean-
ing that vocational training has not been considered as a genuine option for the pupils who
have finished compulsory education, especially for the most brilliant ones. In the United
Kingdom, some of the interviewed experts suggest an historical lack of parity-of-esteem
between vocational and academic routes (clearly in favour for the second one). Interestingly
also, the French experience suggests that students from lower social class are usually more
oriented towards vocational training than students from middle and upper class, sometimes
oriented to general education despite their problems at school (Paulin, 2008).

By way of contrast, in other analysed Member States such as Denmark, Germany or The
Netherlands, the general existing perception about VET studies in general is very positive,
where this positive image is reflected in high participation rates of students in VET studies.
Just as the Dutch report states, VET studies are nationally regarded as the main skill sup-
plier to the labour market and one of the 'backbones of society and the economy'. In all
these three countries, the combination of a stable and well-organised VET system based on
a combination of work-based/school-based training is regarded as a key element within the
national IVET contexts. Thus, and in the German case, the existing dual vocational training
system is commonly viewed as a key institutional ingredient sustaining the competitive
strength and competitiveness of the German economy, as well as a key element for social
cohesion (CEDEFOP, 2010). In the Dutch case, the Education Council also suggests that the
existence of an apprenticeship pathway is highly appreciated by enterprises and students in
general (Onderwijsraad, 2009). In these three countries, some of the elements mostly val-
ued include the closeness of the VET system to the labour market needs, the relatively easy
transition from vocational training into regular employment for students, the existing ties
with companies or the good quality of the provided training®!. All these elements will be
extensively discussed in further sections of this report.

Perhaps the only exception to this is given by the Slovak example, where despite the fact
that seven out of ten students still opt for a VET track, the changes experienced in the Slo-
vak VET model in the last 20 years®® have resulted in an increasing deterioration of the VET
system and overshadowed by an increasing emphasis on general academic education
(OECD, 2010).

All in all, public authorities and social partners in those Member States where VET is not a
well-regarded option are increasingly conscious of the key role that vocational education
plays in underpinning the growing needs of the modern industry and its demand of special-
ised skills. In this sense, a humber of initiatives are being designed in order to promote the

8  Another problem of the Estonian vocational education stems from the national regional policy and the structure of the
educational system. While the vast majority of vocational schools are owned by the state, general secondary schools,
although financed by the state budget, actually belong to small local municipalities. As the financing of general high
schools depends heavily on the number of the pupils, the municipalities tend to hold on to students even when they are
more suited to vocational programs.

% Information taken from the national country report.
%! In the specific Dutch case, the equivalence of apprenticeship pathways (BBL) and school based training (BOL)

92 Before 1990, companies were obliged to participate in on-place training of students in vocational apprentice schools by
financial support and providing workshops and qualified training personnel in their facilities. In the nineties, these relations
were interrupted for several objective and subjective reasons, so the former system of companies’ involvement in VET
collapsed and the State had to take on board took all responsibility in VET provision.
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participation of students in vocational studies®®>. Examples already mentioned include tar-
geted campaigns to raise the image of VET and create parity of esteem between academic
and vocational pathways (i.e. in Estonia), the inclusion of VET dimension in the National
Development Strategies (i.e. Poland®® or the recent introduction of the Slovak Act on VET)
or facilitate the integration between academic and vocational education (i.e. the recent
Spanish Law 2/2011 for a Sustainable Economy). In the United Kingdom, the recent Wolf
Review (Wolf, 2011) has highlighted the importance of vocational education and training
within the framework of qualifications and education in England.

Also, public authorities in some of the less esteemed VET countries are strengthening the
workplace learning/apprenticeship dimension as a way to improve the national VET systems
and the bridge between education, training and work®>. For instance, and in Estonia, the
Regulation of Implementing Workplace Based Study passed in 2007 introduced apprentice-
ship studies®® as a part of the Estonian VET curricula. In France, and since 2005, the French
Government, in collaboration with employer and employees representative organisations,
has intended to position apprenticeship as a remedy for massive youth unemployment and
early school dropouts without diploma. In The United Kingdom, apprenticeships have re-
ceived significant support from successive governments in recent years with the previous
Labour and current Coalition administrations detailing plans for their expansion (for the
most recent reference see Department for Education, 2011), including campaigns aimed at
attracting the attention of both students and employers to apprenticeship.

5.2 Contribution to school-labour transitions

One of the key advantages of apprenticeship-type VET schemes that combine on-the job
and off-the job training in comparison to pure school-based schemes usually refers to the
facilitation of rapid school-work transitions for students. In this sense, the OECD has re-
cently suggested that those countries where dual systems prevail and with high proportions
of youth in apprenticeship (i.e. Austria, Denmark, Germany or Switzerland) are precisely
some of the OECD countries not only with the lowest youth unemployment rates (OECD,
2010). A similar view is held by the interviewed Danish or German experts, who suggest
that the low level of unemployment among young people in their respective countries is
largely influenced and supported by the existing dual training systems.

9 See detailed information in previous point 4.1 of this report.

9 see for instance “Krajowa Strategia Rozwoju Regionalnego” Ministerstwo Rozwoju Regionalnego/National Regional
Development Strategy, Ministry of Regional Development, Warszawa, 2009

9 See again detailed information in previous point 4.1 of this report.

% Apprenticeship studies were really introduced in 2002 as a Phare pilot project and were followed by a European Social
Fund (ESF) financed program which lasted from 2005 to June 2008.

Apprenticeship supply in the Member States of the European Union 92



Graph 5.2 Youth unemployment rates (15-24 years old) by Member States, 2010
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Interestingly also, authors such as Quintini and Manfredi (2009) suggest that transition pat-
terns from school to work are higher in countries with strong apprenticeship systems (i.e.
Germany) in comparison to other countries (i.e Italy or Spain) without strong work-based
training integrated into the formal school system. Also, a comprehensive study on intra-
country indicators of transitions from full-time education and training to employment
(Gangl, 2003) concludes that apprenticeships perform very favourably both compared to
school-based education at the same level of training and across different qualification levels,
resulting in more rapid transitions from school to work amongst apprentices. This last point
is important, as several authors (OECD & IZA, 2007) suggests that avoiding early labour
market difficulties is particularly important for youth since long unemployment experiences
at labour force entry may have persistent negative effects on employment probabilities and
wages later in life.

In this sense, a significant presence of “on-the job” training periods in VET schemes results

in @ number of positive elements that facilitate the rapid recruitment of students by enter-
: 97

prises®’:

= Thus, and to start with, training carried out at workplaces helps students to acquire
practical hard skills and professional experience on equipment, working methods and
technologies really used by enterprises (usually the most up-to-date ones) and de-
manded by enterprises. In this way, this training is usually contingent on the offer of a

% Obviously enough, the higher the presence of work-based training contents the more these elements apply.
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place from employers, resulting therefore in a better matching of training to labour mar-
ket real demand (Steedman, 2005). For instance, and in the specific Spanish case, it is
suggested that “in-company training” modules gives students the opportunity to try
processes and technologies not usually accessible in VET schools.

= Equally important, experience in a real-world environment allows students to develop
key soft skills (i.e. problem-solving, conflict management and negotiation, entrepreneur-
ship, teamwork, communication with customers, etc) in a much more efficient and real-
istic way than in classrooms or simulated work environments, enhancing therefore the
labour market relevance of the students’ skills. In this line of reasoning, Danish research
shows that it is easier to develop professional skills in work-based training than to trans-
fer theoretical knowledge, learned at school, into practice (Aarkrog, 2005). In Estonia,
employers usually complain more about those training shortcomings in soft skills
(knowledge about the practical organization of work, proper work attitudes and social
skills) than about the absence of certain technical skills.

= Also, on-the job training periods facilitate students with further information on occupa-
tions and sectors in real working environments, so students can learn about the day-to-
day reality of an occupation/profession (e.g. the type of tasks involved, profession eth-
ics, working conditions, existing employers, etc). This provides critical information to
students about the sector and the enterprise, reducing therefore the possibilities of pos-
sible future disappointments from both sides. Also, these information flows increase the
networking possibilities of students (in terms of professional and business contacts),
which might be useful in the future (quoted in the French report).

= Finally, work based training facilitates a two-way flow of information between potential
employers and employees, in the sense that employers and trainees get to see each
other in real life situations, making later recruitment much more effective and less costly
(this element will be analysed in further detail in next section).

In addition to these elements, apprenticeship-type VET studies in general can have two ad-
ditional positive elements for students:

=  On the one hand, and in some countries (i.e. Denmark, Estonia or The Netherlands),
apprenticeship studies are often used by individuals as a tool in the context of Lifelong
Learning. Thus, and in Denmark, an increasing percentage of students in the so-called
“New Apprenticeship” scheme are adults who want to get a formal qualification®®. A
similar trend is perceived in Estonia, where a large percentage of people following ap-
prenticeship studies are adults who already work and need to upgrade their skills or ob-
tain a formal qualification®. Dutch employees use the BBL route increasingly as a tool in
the context of Lifelong Learning.

= On the other hand, they often serve as a good platform for the upward mobility of stu-
dents, in the sense that those students who are not ready for an academic oriented edu-
cation directly after upper primary school can find their way to academic colleges after
completing a degree, increasing at the same time their self-esteem (especially important
in the case of young people formerly confronted to serious difficulties in general educa-
tion and with low interest in theoretical learning?®®). Last but not least, it should not be
forgotten that VET students in some countries receive salaries and compensation while
getting trained (see previous section 3.6. for further information on this point), where
this element is highly regarded amongst young students.

% TInitially, the “New Apprenticeship” scheme was thought to be an option for students with academic disadvantages.
However, a relative large share of those students currently using the new apprenticeship is adults, since companies usually
prefer adult students with some life experience and work experience and not students who are disadvantaged in reading
and writing.

9 One of the main benefits of the Estonian apprenticeship scheme is that it lets people continue working and therefore
maintain their income, which is essential for older students who have already started a family.

100 Quoted in the French country report.
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Some of the information available in the different country reports seems to confirm some of
the previously suggested elements. Thus:

= In Estonia, young apprenticeship students have a greater probability to be employed
than students in school-based studies by their training employers, although empirical
data is missing'®!. Also in Estonia, data for 2009 shows that 17.0% of the apprentice-
ship graduates had not found a job 6 months after graduating, although this percentage
was only of 206% in 2007 (this result is surely explained by the acute economic crisis in
Estonia) (Estonian Ministry of Education and Research, 2010).

= In France, approximately 64.2% of the population having finished an apprenticeship was
in employment a few months afterwards (data for 2009), although this proportion varies
from 33% to 80% according to the related diploma. Also, a larger percentage of appren-
tices are able to find long term employment more easily and quickly than those VET stu-
dents who follow a school-based path (i.e. the Brevet d’études Professionnelles (BEP))
(72% in comparison to 53%, respectively) (CEREQ, 2007). Not surprisingly, French stu-
dents in apprenticeship usually have a fairly good image of their training (Aldghi &
Cohen-Scali, 2007).

= In Germany, available data shows that vocational education and training makes a sig-
nificant contribution to integrating young people into permanent (regular) employment
and thus to opening up professional and life perspectives. Thus, and in 2009, establish-
ments (local units) retained some 57% of their apprentices and concluded regular em-
ployment contracts with them? (Institut fir Arbeitsmarkt- und Berufsforschung (IAB),
2010), where retention rates seem to have been increasing steadily since 2005 (with the
only exception of the economic crisis year of 2009)!%, These retention rates significantly
increase with the size of the establishment.

= In Germany also, approximately 34.5% of the successful training graduates in 2009
were unemployed immediately after successfully terminating training (31.5% in 2008),
with important differences between Western and Eastern Germany (31.1 in Western
Germany in comparison to 48.4% in Eastern Germany (Bundesinstitut fiir Berufsbildung
(BIBB), 2011). However, only 8.6% of male trainees (8.0% of females) that had com-
pleted training three years ago were unemployed in 2008, where this percentage de-
creases to 6.7 of male trainees (5.2% in the case of women) if the time span in ex-
tended to four - six years.

= In Spain, the so-called Vocational Training Barometer shows that, broadly speaking,
78% of the Spanish IVET graduates were able to find a job in a period inferior to 1 year
(data referred to year 2010). Moreover, 53% of the middle-level graduates entered the
labour market in less than 3 months, while this figure goes up to 57% in the case of up-
per-level students (Nexos FP, 2010). These figures can be regarded as high in the Span-
ish context. Interestingly also, the same source of information shows that up to 30% of
students chose a vocational track because they think it is easier to find a job with a VET
degree (48% of the students selected this track for vocational reasons). Finally, it is
very important to stress that Spanish students often see the “in-company training”
module as a period during which they can demonstrate their skills and aptitudes in a
working post where they may have options to be employed. In this sense, the statistics
show that approximately one quarter of the VET students are hired on average by the

101 Other characteristics explain the higher employability of the Estonian apprentices. Thus, apprenticeship students are
usually much older than the graduates of school-based studies and therefore more experienced and trustworthy in the
eyes of the potential employers. Also, a large proportion of Estonian apprenticeship students are sent on training by their
employer, which means that they already have a guaranteed job waiting for them.

102 Retention rates, however, partly underestimate training companies' willingness to employ their apprentices as regular
employees. In fact, some training graduates voluntarily conclude employment contracts with other establishments or en-
terprises or pursue other educational or career pathways (e.g. by starting university studies).
103 Tndeed, this figure was up to 59% and 61% in 2007 and 2008. This positive trend in the last five years can be ex-
plained - inter alia - with the demographic trend (i.e. decreasing number of training graduates), increasing shortage of
skilled labour and the improving situation on the labour market and in the general economy.
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company where they had carried out their “in-company training” module (Gonzalez
Veiga et al, 2008), although these percentage is higher in some industrial activities.

= In The Netherlands, a recent study (Meng et al, 2010) shows that unemployment rates
are higher among the lower educational levels and generally higher for BOL students
than for BBL students. Just to give some data, about 90% of the students that get a de-
gree in a BBL-route find work within a couple of months, whereas this percentage is
80% amongst BOL graduates. Furthermore, only 3% of the BBL graduates end up with-
out work and benefits while about this percentage increases to 15% amongst BOL
graduates. Also, BBL graduates earn on average more the BOL graduates. Notwithstand-
ing these positive results, approximately 42% of BBL students think that the program is
not a good preparation for the job (54% in the case of BOL students), where this nega-
tive perception is probably explained by high expectations form students (Inspectie van
het Onderwijs, 2011).

= In the United Kingdom, available studies suggest that between 70-80% of apprentices
continue in the employ of the employer with whom they trained, as well as in the sector in
which they trained (Perez-del-Aguila et al, 2006; IoE, 2010). Also, the interview with the
National Apprenticeship Service (NAS) expert suggests that young people see Apprentice-
ships as an attractive route to the labour market, so the demand among young people for
Apprenticeships far outstrips supply (it was reported that national records demonstrate
that 800,000 young people have registered on their brokerage system (the Apprenticeship
Matching Service) whereas employers have created only 500,000 positions).

Despite all these positive elements, apprenticeship schemes are also subject to some critical
elements that counterbalance the previously suggested positive elements from the students’
perspective. In this sense, some authors have argued that the benefits in terms of lower
unemployment rates for those youngsters having gone through an apprenticeship scheme
seems to be a transitory one. For instance, a recent UK report shows that apprenticeship
training improves early labour market insertion of participants, although this advantage is
not significant after several years at work, in the sense that experienced people who come
from vocational full-time schools have similar employment prospects that those experienced
individuals coming from apprenticeship training (Parey, 2008).

In the same line of reasoning, German research argues, on the basis of worker self-
assessment, that the value of skills learnt through apprenticeship tend to decay faster than
those acquired through tertiary education (Ludwig and Pfeiffer, 2005). Also in Germany, the
OECD suggests that graduates from vocational high school have the same employment rate
as tertiary graduates at the beginning of their career, although these positive employment
perspectives worsen over time when compared with holders of tertiary degrees (OECD,
2010). Finally, Steedman points out that apprenticeships do tend to increase the employ-
ment content of early working life, although effects on pay and promotion are less clear
(Steedman, 2005).

Also very important from the students’ perspective, and especially in those dual-training
oriented countries where the supply of company training places is market-dominated by
enterprises, not all students are able to find a suitable training contract that may allow
them to carry out an apprentice. For instance, and referring to year 2010, up to one third of
German prospective candidates were unsuccessful in acquiring a training place within an
enterprise, so they had to find alternative paths in the meantime!®*. Also, not all successful
trainees are able to select what they want, so three quarters of all trainees were able to
conclude a training contract in their preferred training occupation in comparison to 17% for
whom the training profession only partly corresponded with their preferences and the re-
maining 6% who indicated that their training occupation did not meet their original inten-
tions (BIBB, 2011).

104 Examples of alternative paths include continue school education, carry out vocational preparatory activities or start
employment
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Other critical element signalled'®® refers to the possible scarcity of vocational training cen-

tres in some specialities (i.e. animal care, book-binding, farming, watch making, leather-
work, art restoration), which often implies for students the need to move away from the
family home which is not always easy for young people and their families, specially when
talking about very young apprentices. Also, housing problems and a lack of transportation
autonomy can prevent some from choosing dual education, as well as insufficient financial
support for students.

5.3 Adaptability to companies/labour market needs; transferability
of acquired skills between enterprises/sectors

In addition to more rapid school-work transitions for students, the available literature sug-
gests that apprenticeship-type schemes can also provide a very strong signal for identifying
skill shortages for which enterprises suggest needs for further workforce, as well as improve
the match between labour market needs and VET provision that results from apprenticeship
training being contingent on the offer from employers (Werwatz, 2002; Steedman, 2005).
This market-based orientation gives a clear advantage over schemes that are (centrally)
dominated by public authorities, who are not in a position to assess developments and ne-
cessities for change as effectively and quickly as companies themselves.

In this sense, provided workplace learning opportunities are a direct expression of real em-
ployers/labour market needs, as employers are only keen to offer training opportunities in
areas where they identify skills shortages. In this way, apprenticeships training posts are
therefore automatically linked to real labour market needs. Even where short work place-
ments are involved (i.e. in Poland or Spain), these placements can serve to signal the skill
needs of employers'®® (OECD, 2010).

In addition to this, and especially in those countries where the offer of places in school-
based VET is tied to the availability of workplace training places (i.e. Denmark, Germany,
The Netherlands, etc), employers may also influence both the number and mix of places
and training specialities in VET schools through their willingness to offer such workplace
training. Moreover, and when practical training is provided mainly in companies, the capac-
ity of VET institutions to provide up-to-date equipment, teachers and trainers becomes less
of a constraint (OECD, 2010).

Available national reports complement this perspective. Thus, interviewed national experts
reckon that the Danish VET system is very focused on matching contents and methods to
technological, social and economic progress within each sector, where social partners play a
very significant role in this as already suggested in previous sections of this report. Also, the
fact that vocational schools compose an individual education curriculum per each vocational
school (provided that general frames and goals of the education are met) is regarded as a
strong point in the Danish VET system, since this mechanism ensures an adaption of the
educations to the local labour market and local companies. In the Estonian case, national
experts argue that the joint development of individual curricula between companies and the
vocational education institutions enhance the bilateral flow of information and mutual learn-
ing process, so curricula respond better to the needs of the labour market and are more up
to date in the context of technological change.

105 problem identified in the French national report.

106 Of course, the final mix of provision is not solely based on pure market adjustments since in many of the member
States with apprenticeship systems, the state also plays an active role via expanding off-the-job practical training periods
or via the provision of incentives for companies to train (see previous section 3.8 of this report).
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In Germany, interviewed experts suggest that the fact that enterprises and their business
associations (together with employees’ representatives) are the main initiators and impulse
generators for the modification of existing Training Directives or for the introduction of new
ones (see section 3.2 and 3.8), which obviously favour the adaptability of the VET system to
the companies/labour market needs. Moreover, the processes involved in the modification
or new development of these training directives have been streamlined and shortened. In
the period 2001-2010, some 208 training occupations have been newly structured. This
amounts to almost 60% of the currently existing 348 training professions. Thereof, 45 have
been newly created altogether and another 163 have been modernised (BiBB, 2011). In The
Netherlands, the influence of the industry is preparing and drafting qualification require-
ments and curricula is usually regarded as very high (Onderwijsraad, 2009), whereas in the
United Kingdom, National Occupational Standards (NOS) are adaptative to the requirements
of the different sectors, well represented by the Sector Skills Councils.

By way of contrast, and in Spain, some interviewed experts representing enterprises criti-
cize that the administrative process followed to approve new degrees or modify the contents
of the existing ones is pretty time-consuming and legal steps slow down the revision of VET
cycles, although the recently approved Law 2/2011 for a Sustainable Economy and the addi-
tional Organic Law 4/2011 streamlines existing administrative requirements for the updating
of qualifications.

In addition to these benefits, employers usually benefit from offering apprenticeships for a
number of additional reasons:

= To start with, all national country reports suggest that work-based training periods in
enterprises are usually regarded by enterprises as one of the best possible “assessment
centres” for the recruitment of future skilled employees (the so-called “recruitment”
benefit (OECD, 2010)), where some authors suggest that this is one of the major mo-
tives for employers to offer apprenticeship-type periods in their premises (De Rick,
2008). Interestingly, this benefit can be double. On the one hand, and for many enter-
prises having a trainee, this implies that this trainee is educated from the very beginning
in those precise skills that the enterprise needs as well as in the enterprise’ values and
cultures (skill tailoring), facilitating in this way a rapid integration of students in the en-
terprise and preserving at the same time important know-how and knowledge within the
company. On the other hand, employers are able to obtain very valuable information of
potential employees and their real capacities in real life situations for a significant period
of time (even several years). Obviously enough, this information facilitates the hiring of
the most suitable candidates, making later recruitment much more effective and less
costly for the enterprise.

= Secondly, apprentices are expected to carry out productive work for their training enter-
prises (the so-called “productive” benefit (OECD, 2010)), so apprentices and trainees
who undertake useful work generate a productive benefit for the employer (Mihlemann
et al., 2007)'%’. Obviously enough, this positive contribution of students typically in-
creases with experience and the length of the apprenticeship. Not surprisingly, and in
those countries with the shortest work placements (i.e. Poland or Spain), companies and
employers’ organizations reckon that in most cases the training period in the company is
too short for the student to be really productive.

= Interestingly also, most of the national country reports stress that trainees and appren-
tices can bring to the enterprise new knowledge and fresh perspectives related to the
sector and obtained at schools (i.e. acquaintance with new machines, new emerging
ideas, use of ICTs, ability in foreign languages and other international qualifications,
etc). Illggerestingly, this advantage is particularly reckoned amongst the smallest enter-
prises™°.

107 This point also raises the issue of apprentices as a source of cheap labour. This issue will be extensively discussed in a
further section of this report).

108 Information obtained from the Spanish report
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= In some countries (i.e. Germany), companies reckon that those enterprises that provide
in-house vocational training enjoy a higher standing among their main stakeholders (i.e.
customers, suppliers, banks or the general public), and especially amongst prospective
employees'®,

= Apprenticeships are also used by enterprises in some countries as a tool in the context
of Lifelong Learning. Relevant examples can be found in Estonia, Netherlands or the
United Kingdom, where employers often use apprenticeship studies for raising the quali-
fication of current workers. For instance, and in the British case, some studies show that
only a minority of employers recruit young people direct from education, so the large
majority of Apprenticeships created in recent times have been targeted at existing em-
ployees rather to school-leavers (Shury et al, 2010).

Also, and in addition to individual benefits, it is also possible to identify benefits to the
economy as a whole. Thus, and from the German perspective also, only the joint commit-
ment of all enterprises that are capable of providing vocational training ensures that the
country may have a sufficient number of qualified skilled workers, avoiding therefore a re-
duction in the number of qualified employees on the labour market and a subsequent in-
crease in labour costs (BiBB, 2010).

Notwithstanding these individual and collective benefits, apprenticeship-type schemes are
subject to an important challenge both for the economy as a whole and for enterprises in
particular, that is to say, the extent to which the skills acquired in workplace training are
easily “transferable” to other enterprises, either in the same or in other sector, facilitating
therefore the labour mobility of workers. In this respect, it seems quite a big challenge to
ensure that apprentices and students following company training periods may obtain the
same level of experiences, competences and knowledge by the end of the training period,
irrespectively of the company where they have followed this training period. Indeed, this
issue seems very relevant in the current context of overspecialisation of enterprises and

work mobility of employees amongst sectors**°.

In this regard, the analysed Member States have set up a number of mechanisms that facili-
tate the transferability issue and avoid to a certain extent derived problems. Examples in-
clude the establishment of a universal professional examination at the end of the studies
(Denmark, Estonia, Germany, Netherlands, United Kingdom) (see section 3.5), the design
of an standard curricula (i.e. the German “Training Directives” or the British National Occu-
pational Standards, NOS'!!) (see section 3.8) or the introduction of cooperative solutions
amongst enterprises (such as the Danish “"Combination training agreement” or the German
“collaborative training” (“Verbundausbildung”) solutions amongst enterprises (see informa-
tion on them later in this same section).

In any case, and despite these mechanisms, some countries express a concern on this is-
sue. For instance, German research suggests that, despite existing quality assurance
mechanisms, apprentices tend to assess the training provided by larger enterprises more
positively than the one provided by smaller firms (Deutscher Gewerkschaftsbund (DGB),
2010). In this sense, and due to their larger material and personnel resources, large enter-
prises are usually able to guarantee a structured apprenticeship in full scope more easily,
whereas smaller companies with less personnel must react flexibly to shifts in demand and
often integrate their apprentices into work processes more in accordance with the current
order- and production-situation and thus follow the training plan less strictly!!?. Similar con-

109 Information obtained from the German report
110 Reflection obtained from the Danish national report.

111 National Occupational Standards are statements of the standards of performance individuals must achieve when carry-
ing out functions in the workplace, together with specifications of the underpinning knowledge and understanding. The
NOS form the basis of National Vocational Qualifications competencies

12 ALl in all, interviewed German experts suggest that that skills acquired in company-based training are easily transfer-
able to other enterprises, sectors or occupations.
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cerns are raised in the French report or in The UK report, where interviewees argue that
apprentices trained by certain, prestigious employers (such as Rolls Royce or BT) would be
in high demand in their sector once training completed. In the Dutch case, the national Edu-
cation Council stresses the fact the mixing of general and vocational education in the Neth-
erlands is very low and very specialised at sectoral level, which renders difficult the mobility
amongst sectors (Onderwijsraad, 2009).

In addition to this “transferibility” problem, another big problem refers to the fact that not
all employers participate in apprenticeship type schemes, although all of them benefit (di-
rectly or indirectly) from them (in fact, many employers prefer to recruit skilled workers on
the labour market than to train them through an apprenticeship).

Just to give some data from Germany, approximately 31% of all German establishments
were participating in dual training in 2009, where another 27% was officially authorised to
train but (at least in that particular year) did not make use of this right and 41% of estab-
lishments were not authorised to engage in training (Institut fir Arbeitsmarkt- und Berufsfor-
schung (IAB), 2010). In this sense, the effort and the responsibility of training an apprentice
can be felt as high by enterprises, and especially by small and medium-sized enterprises.

Again, data for Germany shows that there is a clear positive relation between the estab-
lishments employment size and their involvement in apprentices training, so whereas only
21% of micro establishments with 1-9 employees were training apprentices in 2009, this
held true for almost all (95%) large establishments with 500 and more employees (Institut
fir Arbeitsmarkt- und Berufsforschung (IAB), 2010). Meanwhile, British research identifies
that, overall, 25% of enterprises with 50 or more employees use apprenticeships whereas
only 5% of enterprises with less than five employees do so (Learning and Skills Council
(LSC), 2008; Steedman, 2010). In Poland, school headmasters prefer to conclude voca-
tional placement agreements with large enterprises with modern production and work or-
ganisations, operating in new/innovative sectors.

The reasons underpinning this reluctance to participate in apprenticeship type schemes is
due to several reasons. In this respect, the main reason suggested by enterprises for non-
participating refers to the high costs derived from training activities (Detmar and de Vries,
2009; Bundesinstitut flir Berufsbildung (BiBB), 2011; Learning Skills Council (LSC), 2008),
where this problem seems to be particularly acute amongst smaller enterprises'*® or in
situations of economic crisis'!*. In this sense, there are significant concerns amongst enter-
prises around the financial risk of taking on an apprentice, since enterprises may feel that
they cannot compensate apprentice’s wages (in those countries where this is the case) or
they are not capable of minimising the additional costs/times of dealing with students (Rau-
ner, 2007). For instance, the French report stresses some of the costs derived for enter-
prises taking apprentices, such as costs derived from the adaption of work stations, possible
mistakes made by trainees in their work for the company due to their inexperience, admin-
istrative paperwork derived from the recruitment of apprentices, additional efforts by com-
pany trainers and employees to follow and monitor young students’ work, etc. German em-
pirical evidence shows that high training costs are mentioned as the main reason by up to
49% of those establishments that do not offer training positions, where this percentage var-
ies from 50% amongst micro establishments (1-9 employees) to 33% amongst those estab-
lishments with more than 50 employees (BiBB, 2011).

In this sense, German evidence also suggest that almost all individual employers taking
apprentices report positive net costs, although these costs may be offset by savings in other
elements, particularly savings in recruitment costs. For instance, recent estimation con-
ducted by the German Federal Institute for Vocational Education and Training (BIBB) in

113 For solutions adopted to solve with this financial problem, please see section 3.8 of this report

114 For a further explanation of the effects of the economic crisis on apprenticeship schemes, see section 4.2. of this re-
port.
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2007 shows that the net average net cost for a training place offered by an enterprise is
3,596 EUR per year!!® (BiBB, 2011).

In addition to financial barriers, other suggested barriers include the lack of awareness
about the existing apprenticeship offer or the lack of suitable in-house training facilities,
equipment or personnel (CEDEFOP, 2010). For instance, several interviewed British experts
argue that a significant proportion of employers continue to refuse apprenticeships because
they cannot understand them and they see it more as overhead cost rather than invest-
ment, and often linked with high bureaucratic demands on the provision of training. Con-
cerning the problem of lack of suitable in-house training facilities/personnel by enterprises,
some countries (i.e. Denmark, Estonia, Germany) have adopted interesting cooperative so-
lutions amongst enterprises in general and SMEs in particular that may help to overcome
the mismatch between the broader educational requirements of students and the curricula
that enterprises may cover:

= In Denmark, the so-called Combination Agreement (“Kombinationsaftale”) schemes fa-
cilitate that students enter a training agreement with two or more companies and to-
gether these partial agreements constitute the entire VET program.

= In Estonia, some of the SMEs providing company training cooperate and exchange their
apprentices in different training periods.

= In Germany, collaborative training ("Verbundausbildung") allows for different options for
enterprises who are unable to teach all the content prescribed by the training directives
can take apprentices. These options include agreements with another firm/group of
firms or with an education provider. Business chambers assist in arranging collaborative
training ventures of this type. Also in Germany, Inter-company vocational training cen-
tres ("Uberbetriebliche Berufsbildungsstitten", UBS) provide those parts of a trainee’s
training that an individual company cannot (see table below). The enterprises, business
chambers, craft guilds and the German government bear the cost of inter-company vo-
cational training (Bundesinstitut flir Berufsbildung (BIBB), 2010)

Table 5.1 Inter-company vocational training centres ("Uberbetriebliche Berufsbildungsstitten”,
UBS)

Inter-company vocational training centres provide those parts of a trainee’s training that his company
cannot. In addition, trainees become acquainted with the latest technical developments in their field at
such facilities. Inter-company vocational training also serves a pedagogical function as a "third learning
environment" where practical and theoretical competence is systematically taught. The duration of inter-
company vocational training depends on what the training company is not able to teach its trainee. The
enterprises, business chambers, craft guilds and the German government bear the cost of inter-company
vocational training.

Source: German national contribution.

Finally, another difficulty identified by enterprises for participating in apprenticeship
schemes refers to the low quality of school leavers in comparison to the growing skill re-
quirements of the enterprises in general. This result, suggested by several studies in Den-
mark!'®, Germany (Like, 2011) and The Netherlands (Detmar & de Vries, 2009), results in
added difficulties for enterprises to hire students (OECD & IZA, 2007) that go beyond pure
economic cycle-related reasons.

Again, German evidence seems illustrative on this point. Thus, recent data for 2011 pro-
vided by the German Association of Chambers of Industry and Commerce (DIHK) shows
that almost one quarter (24%) of all firms were not able to fill offered training positions

115 This net cost is calculated as the difference between total gross costs (15,288 Euros per year) less the productive work
carried out by the apprentice for the benefit of the training enterprise (11,692 Euros per year). In any case, these figures
do not consider other additional economic benefits such as the costs that would arise to recruit, familiarise and train exter-
nal skilled workers, or the costs arising from recruitments of non suitable external employees.

116 See Danish national report

Apprenticeship supply in the Member States of the European Union 101



(approximately 55.000 training positions in total), where the lack of suitable applications is
by far (65%) the most important reason why enterprises were not able to fill offered train-
ing positions. In this respect, more than three quarters (76%) of inquired enterprises com-
plain about a lacking training maturity of young school-leavers, where almost half (48%) of
all companies observe deficiencies in elementary mathematical skills amongst school leav-
ers, 53% of enterprises criticise oral and written communication/language skills and, inter-
estingly also, 48% of firms negatively evaluate school-leavers' discipline. As a remedy to
these deficiencies, a large number of enterprises (up to 69%) is prepared (under certain
preconditions) to train also young people with learning difficulties (Deutscher Industrie- und
Handelskammertag (DIHK), 2011).

5.4 Student progression to further E&T. Higher level Apprentice-
ships

The importance of transfer and continuing in education for VET students in general and ap-
prenticeship-type students in particular is an important element in the current national edu-
cation debates for a number of interrelated reasons (FEPS, 2009). On the one hand, “dead
ends” or “terminal” programmes and/or diplomas that give no opportunity to go on in (fur-
ther) education and training are very dangerous, specially in the context of young people at
age 16/17 making decisions which can be, in a sense, irreversible. Second, there is an in-
creasing importance attributed to high level education, given the relatively high rates of
return attached to this form of education in many countries and the drive to increase par-
ticipation at this level. In this context, national lifelong learning strategies are trying to en-
sure that all learning is transferable by effective transition points between all systems and
levels of education (CEDEFOP, 2008).

In this respect, the analysed Member States have established several possibilities for further
education at tertiary level amongst VET students in general and apprenticeship students in
particular. Thus, and as far as Denmark is concerned, VET students have several possibilities
for further education at tertiary level. All in all, and of all Danish students completing a VET,
7% apply for another VET afterwards, while a little more than 4% apply for a higher educa-
tion within 27 months after completing a VET degree (Danish Ministry of Education, 2009a).

In France, it is relatively common that an apprentice passing his/her exams at some specific
levels (i.e. for example the Professional Skills Certificate level "Certificat d’Aptitude Profes-
sionnelle”, CAP!'’) decides to look for another apprenticeship contract in order to take a
higher level diploma (Cohen-Scali & Aldeghi, 2006). In this respect, French apprentices can
obtain through Apprenticeship several ISCED 5B level degrees, such as the Higher Techni-
cians’s Certificate (“Brevet de Techniciens Supérieurs”, BTS) or the University technological
Diploma ("Dipléme Universitaire de Technologie”, DUT), and even an engineer degree. All in
all, in France there were 97,521 apprentices in tertiary education in 2008, which represents
a 4.3% of the total humber of total tertiary students in France.

As far as the German experience is concerned, Germany has recently opened more path-
ways from upper-secondary VET to tertiary education (OECD, 2010)*!8, In this regard, sev-
eral initiatives have been taken in order to facilitate the progression of dual training stu-
dents into tertiary level education. For instance, the German qualification framework (DQR)
now treats a completed dual training on the same level as an acquired university entrance
qualification. Furthermore, the Standing Conference of Ministers for Education and Cultural

17 A Certificat d’Aptitude Professionnelle is equivalent to an ISCED 3 level.

118 71t is important to stress that the good image of the dual system attracts a large number of students with high educa-
tional achievements (in fact, approximately one fifth of the dual system trainees have a university entrance qualification
that would allow him/her to attend university as well). In this regard, a sizable share of these highly-skilled youths go on
to university after completing their apprenticeship and return later to their training enterprise with a tertiary degree (not
available data on this).
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Affairs (KMK) has passed a resolution which is intended to increase permeability between
the different levels and types of (vocational and tertiary) education. A master craftsman, for
example, is allowed to directly start university studies. Also, scholarships (Advancement
Scholarships-Programme) for VET graduated people with professional experience who want
to start university studies have been introduced. Finally, another interesting experience re-
fers to the launching of the ANKOM Initiative (see table below).

Table 5.2 Accreditation of prior learning experiences: The ANKOM experience

The Federal Ministry of Education and Research (BMBF) has launched the Initiative "Accreditation of Prior
Learning from Vocational Education and Training and Work for Higher Education Programmes ("An-
rechnung beruflicher Kompetenzen auf Hochschulstudiengdnge", ANKOM). ANKOM aims at developing
accreditation of prior learning achievements, identifying operational good practice and at enhancing the
implementation of accreditation of prior learning procedures, policies and infrastructure in the German
higher education system. The overall goal is to foster learning pathways from VET to higher education.
This is achieved, for example, by crediting modulised qualifications acquired during vocational training for
university studies. The BMBF has funded twelve development projects and a scientific monitoring project,
and all of them are co-financed by the European Social Fund (ESF).

Source: German national contribution.

Also, German policy makers and stakeholders also attach much importance to a better link-
age between initial vocational and continuous training also since the IVET-system faces
growing competition from tertiary higher education. In this sense, Germany has developed
in the last years the so-called "Additional Qualifications" ("Zusatzqualifikationen") credit
system. These Additional Qualifications provide additional vocational skills, knowledge and
qualifications over and above the training occupation profile of dual system students to sup-
plement or broaden vocational competence, and they are attractive both for enterprises and
students. Thus, they allow training companies to react at short notice to changing qualifica-
tion requirements, whereas young training graduates are able to progress in their career
and take over senior positions more quickly (without the need of going through long-lasting
and unpaid university studies). In 2010, 80,040 trainees were engaged in acquiring addi-
tional qualifications, that is to say, a 5% of all trainees in Germany, where the main topics
of Additional Qualifications include international qualifications (31,3%), followed by technol-
ogy (13,6%), ICTs (11,9%) and commercial/business qualifications (11,5%) (BIBB, 2011).

Interestingly enough, the recent Spanish Law for a Sustainable Economy has paid special
attention to the issue of increasing the permeability between the VET upper-level cycles and
university degrees, facilitating the access of VET students to university (more details in pre-
vious section 4.1).

Concerning The Netherlands, a recent report conducted by the Dutch Education Council
(Onderwijsraad, 2009) stresses that one of the strong points of the Dutch VET system is the
existing available possibilities for students to continue in the education system so to obtain
higher level qualifications (226,380 VET students were engaged in level 4 studies in aca-
demic ly;g:ar 2009/2010, that is to say, approximately 43% of the total number of VET stu-
dents)™ ™.

Finally, and as far as The United Kingdom is concerned, progression by Level within the Ap-
prenticeship framework and within further education is highly dependent upon the sector of
the Apprenticeships, in the sense that some sectors (i.e. engineering apprenticeships, busi-
ness administration) have greater need and expectation of higher level skill development
(Hasluck et al, 2008). Interestingly also, the national interviewed experts suggest that en-
suring opportunities to progress between different levels of skill development (including ter-
tiary levels) is one of the critical elements of the British Apprenticeship system. Thus, ap-

119 In The Netherlands, the only available ISCED 5 level study within the VET system refers to the so-called Associate
Degree (AD), experimented as a pilot project since 2006 but not part of the formal education system (see more details
later on in this same section).
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prentices wishing to participate in higher education are confronted with several challenges
since the awards available within the Apprenticeship Frameworks at Level 3 (ISCED 4) may
be ‘small qualifications’ i.e. not equivalent in formal academic terms to the traditional HE
access route via general study A Levels, and often do not accrue sufficient points to enter
Higher Education. Also, some authors suggest that support by employers to Apprentices’
progress in terms of qualifications is usually limited (Perez-del-Aguila et al, 2006), unless
the apprentice is in a job role that demands higher level skills or allow for the performance
of tasks at a higher level than that already achieved.

All in all, it is interesting to identify in several EU Member States the existence of several
tertiary level programmes and degrees based on the combination of work-based and school-
based training. Relevant examples of these degrees (some of them newly created ones) are
presented next:

= In Denmark, and since 1st of August 2009 a compulsory three month apprenticeship in
an enterprise or a public institution has been integrated in all short further and higher
educations (“Korte Videregdende Uddannelser”, often referred to as KVU programmes).
KVU programmes are educations at a tertiary level and can be used as further training
for skilled workers. The educations have duration of 1 %2 to 2 2 years and are classified
as 5B on the ISCED scale and admission requirements include either a relevant VET or
general upper secondary education. There are several examples of ways former students
organise the compulsory three month apprenticeship. The “workplace apprenticeship” is
the most common and well known type of scheme (it is similar to apprenticeships in
VET, where the student for a period works in an enterprise or institution and takes part
of the daily tasks)?°. The structure of the apprenticeship is flexible and the above listed
examples of type of schemes can be combined. The apprenticeship can take place in one
or more enterprises. Whether the enterprise pay wages under the apprenticeship de-
pends on the curriculum that vary within the different KVU programmes (Danish Ministry
of Education, 2010a). IN 2009, there were 11,345 students in VET related tertiary de-
grees in Denmark (a 12% of the total number of tertiary students) (Danish Ministry of
Education, 2011a).

= In France, approximately 4% of the tertiary level students are in apprenticeship (data
for 2008). In this regard, apprentices can prepare either the Higher Technicians’s Certifi-
cate (“"Brevet de techniciens supérieurs, BTS”) or the University technological Diploma
(“Dipléme Universitaire de Technologie, DUT"”), both related to a ISCED 5B level. In
these cases, the distribution between school and work-based training hours varies be-
tween 33/67 to 40/60, according to specialities and schools. In 2008 there were 5,795
apprentices preparing DUT studies and 47,249 preparing the BTS (Ministére de I'Education
Nationale, 2010).

= In Germany, it is worth stressing the so-called Dual study programmes ("Duale Studi-
engange"). In contrast to regular university studies, dual study programmes combine in-
company vocational training with theoretical studies at a university of applied sciences
("Fachhochschule"), vocational academy ("Berufsakademie"), university, administration
and business academy ("Verwaltungs- und Wirtschaftsakademie") or, since 2009, at a
dual university (*Duale Hochschule”). Dual courses of study are an especially innovative,
attractive and practical way of studying that has enjoyed increasing popularity for years
with companies and young people. By combining practical in-company training with theo-
retical instruction, students have the chance to acquire two qualifications at once (i.e. a
vocational training qualification and an academic degree, usually a bachelor’'s degree).
Therefore, students obtain high-quality training that benefits them both financially and
in terms of (saved) time and improves their labour market and career prospects. Mean-

120 Other possible forms include the “project oriented apprenticeship” (the student cooperates with an enterprise or insti-
tution on solving a problem defined by either the student or the enterprise), “virtual apprenticeship” (characterised by
involving digitised medias”, the “entrepreneur apprenticeship” (intended to give the student experience with entrepreneur-
ship and try out innovative ideas) or, finally, the “international apprenticeship” (the enterprise carries out the apprentice-
ship in an enterprise located in another country).
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while, enterprises obtain highly qualified and motivated young employees, and institu-
tions of higher education benefit from the extensive contact with the world of work and
create a distinctive image for themselves by offering demand-based courses of study. In
2010, the total number of dual study programmes amounted to 776 in different subjects
including engineering, architecture, social services, business management, etc). Dual
study programmes are becoming increasingly popular in Germany. In 2010, 50,732 stu-
dents and 28,336 enterprises participated in Dual study programmes (BIBB, 2011a).

= In Spain, the so-called Upper-level training cycles (“ciclos formativos de grado superior”
in Spanish) relate to 5B ISCED level qualifications, where the students who successfully
complete the specific higher level vocational training obtain the title of Advanced Techni-
cian, considered to be the final qualification before starting work. However, and for
those students who want to continue with their studies, this qualification also provides
them with direct access to certain university studies related to the studied vocational
training cycles and without the need to sit for an examination. Usually, a student start-
ing an upper level training cycle will be 18 years old, and should have successfully com-
pleted the upper secondary education or a relevant initial VET degree. Courses last for
two years or a total of 2,000 tuition hours, and include a compulsory “in-company train-
ing” module of approximately 400-600 hours (around 20-30% of the total training hours
of an IVET cycle) that takes place at the workplace. In 2008-2009, 223,098 students
opted for these cycles.

= In The Netherlands, the Associate Degree (AD) has recently come into existence in 2006
as a pilot project, although the decision to give the AD program a permanent status has
only been taken in 2011. This is a 2-year course that enables the transition from voca-
tional specialists, workers and job seekers to higher education. This program leads to an
ISCED 5B level certificate, although the AD also allows a student to continue with the
bachelor program without delay when he or she has this degree. The program is (partly)
intended for VET students who finished school and still want to study but do not want to
follow a 4-year Bachelor study. In the second year of the study, the student must have
a job or an internship. In 2009 there were 2200 AD students (450 AD students in 2006),
where half of the students come from a work situation and only one quarter comes di-
rectly from a VET education. About 50% of the AD graduates continue learning via a
bachelor education.

= In the United Kingdom, it is worth stressing the so-called Foundation Degrees, intro-
duced in 2001. These Foundation Degrees combine varying extents of work-based learn-
ing with taught elements within higher education institutions depending on sector.
Foundation degrees are equivalent to the first two years of a traditional undergraduate
degree within the English system and are studied, typically, over two years in full-time
mode and three years in part-time mode. A Foundation Degree might be the study aim
of an apprentice who has completed the requirements of an Advanced Apprenticeship,
depending on the sector. According to several estimations, in 2009-10 there were
99,475 students registered on foundation degree programmes. Interestingly also, just
over half (59%) of full-time entrants to Foundation Degrees progress into further higher
education studies (HEFCE, 2010).

5.5 Assessment of financing and cost-sharing mechanism

As far as the assessment of the existing financing and cost-sharing mechanisms available in

the different case study Member States!?!. In this regard, the analysis of the national re-

ports provides the following main results'??:

121 For more details on these mechanisms please see section 3.8 with detailed information on this point
122 5ee more details in the different national reports.
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= In Denmark, and generally speaking, the existing Employers” Student Reimbursement
Fund (AER) is well appreciated by all stakeholders for a number of reasons. On the one
hand, the Fund allows alleviating apprenticeship-derived costs for enterprises involved in
this type of training, while at the same time sharing these costs with other non partici-
pating enterprises. Also, the fact that the State also partially funds the VET system fa-
cilitates that both parties (the State and the enterprises) share the responsibility of
making the VET system work. Meanwhile, the existing financial incentives for enterprises
(full wages paid by enterprises to apprentices during the time that the students attend
school-based education) are generally appreciated by enterprises, although they doubt
about the real final impact on the amount of apprenticeships provided by enterprises.

= In Estonia, there is a general concern about the fact that apprenticeship studies tend to
be underfinanced to some extent since they are more costly for VET schools but receive
the same level of financing as school-based VET'?3, In this respect, several interviewed
experts argue that in order to raise the attractiveness of apprenticeship studies in the
Estonian VET system, an additional financing coefficient should be introduced, but due to
the austerity measures and general attitude towards apprenticeships it does not seem
likely at the moment.

= As far as France is concerned, the qualitative information provided by the national report
stresses several problems related to the French apprenticeship funding system. To start
with, it is stressed that the Apprenticeship Tax is paid in the region where the company
headquarters (and not the establishments) are located, which results in a very important
bias in favour of the Ile-de-France (the Paris) region. Despite subsequent redistribution
amongst Regional Authorities (“Conseils Régionaux”), in practice some regional authori-
ties have far more limited means for financing innovative projects. In addition to this,
not all Regional Authorities give the same importance to Apprenticeship studies, result-
ing in important territorial inequalities amongst French regions. For instance, the Educa-
tion budget devoted to Apprenticeship is not the same in all regions. Also, Regional Au-
thorities' bonuses to companies for hiring an apprentice are very diverse, ranging from
4,000 Euro per apprentice per year in ile de France to 6,500 Euro in Lorraine. Finally,
the development of Apprenticeship schemes in post-secondary education had had a
negative side effect on the available budget for level 3 Apprenticeships (i.e. CAP'**,
BEP!%> or “Baccalauréats Professionnel” courses.

= In Germany, it is interesting to see that several interviewed experts (including employ-
ers’ representatives) point out that it is in the interest of the companies themselves to
get involved in vocational training having in mind both the economic and immaterial
benefits they obtain from this. In fact, a recent survey conducted in 2011 among 14,299
enterprises showed that only 5% of the enterprises indicated that involvement in voca-
tional training was too costly and would thus represent a serious obstacle for them
(Deutscher Industrie und Handelskammertag (DIHK), 2011). All in all, the active partici-
pation of the enterprise sector in vocational training does not only guarantee the provi-
sion of "real-life" training on the job but also relieves the state from substantial costs.
Notwithstanding this, some interviewed experts reckon that one of the main problems of
the German system refers to the existence of a large share of “free riders”, that is to
say, enterprises that no participate in vocational training but indirectly benefit from it
(approximately 30% of all German establishments actively participate in vocational
training). In this regard, some of the interviewed experts argue for the introduction of a
training levy on all enterprises not involved in dual system practices'?®. Finally, an obvi-
ous weak point of the market-based dual system is the decrease of offered training posi-
tions during cyclical economic downturns, as acknowledged by all interviewed experts.

123 Examples of elements that raise the cost of apprenticeship studies include the need to develop individual curricula,
high flexibility which means that the teachers need to spend more time for the students, the need to pay the company
supervisor a motivating fee or transaction costs related to the extra communication between the school and the company.

124 Certificat d’Aptitude Professionnelle
125 Brevet d’études Professionnelles
126 Interestingly enough, German business associations and all Federal governments have so far rejected this proposal
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= In Poland, one of the main existing criticisms refers to the low financial compensations
for employers providing vocational placements for students, which deters many enter-
prises to participate in them. Also, and from the students’ perspective, the existing
compensations for travel and living expenses received by students from their vocational
schools are usually low, which often results in students being reluctant to undertake vo-
cational placements outside their place of residence due to the high cost of living.

= As far as Slovakia is concerned, and despite the short period of time passed after the
main changes in the Slovak VET system, it is possible to argue that the new financial
measures intended to foster the participation of employers are heavily criticised. On the
one hand, the voluntary nature of the recently created VET Development Fund makes
this Fund vulnerable of illiquidity results. On the other hand, existing tax deductions for
employers involved in apprenticeship are not flexible and attractive enough for enter-
prises.

= Finally, and referring to the United Kingdom, it is suggested that employers believe that
the hourly training rate for apprentices (currently set as a National Minimum Wage stan-
dard at £2.60 per hour) is too high, specially having in mind the lack of both functional
(literacy and numeracy) and employability/soft skills (team-working, communication
etc) that apprentices have. In addition to this, employers suggest that their level of in-
vestment is far higher than the fees associated with Apprenticeship training, where this
element limits the expansion of Apprenticeship. In this regard, employers have the feel-
ing that they are being asked to make up for the failures of the education system.

5.6 Social considerations in apprenticeship-type schemes

One of the key elements when analysing the issue of apprenticeship-type schemes refers to
the existence of important social considerations. In this respect, elements to be analysed
include the important bias in the access to apprenticeship-type studies in terms of gender,
ethnic origin or ability considerations, as well as the problem of cheap labour (apprentices
used as a source of cheap labour) and the existing phenomenon of drop-outs. This section is
interested in analysing these elements.

To start with, available research in a large share of EU Member States shows that the ac-
cess to apprenticeship-type studies is subject to important biases in terms of gender, ethnic
origin or ability considerations.

Thus, and to start with, young women are usually underrepresented in apprenticenship-type
studies compared to their share in the total population, especially as far as some specific
professions and studies are concerned. To give some data, in Denmark men represent up to
70% of total students (data for 2011), whereas in Estonia men represent up to 58% of total
apprenticeship students (data for academic year 2010/2011). In Germany, male appren-
tices have a 60.1%-share in the total number of all concluded training contracts within the
dual system (data for 2009), whereas in Spain, 53.2% of Middle-level VET cycles are men
(data for academic year 2008/2009). In The Netherlands, men represent up to 64% of the
total BBL rote students (academic year 2009/2010).

In any case, apprenticeship-type studies are also characterised by pronounced sex-specific
differences in terms of studies. In this regard, women are usually strongly over-represented
in the service occupations (HORECA activies, health services, etc), while their share in pro-
duction and technology-oriented occupations is usually under-proportional. To give some
data form the United Kingdom, women are significantly under-represented in the sectors of
construction, plumbing, electrotechnical, engineering and vehicle maintenance and repair
(Marangozov et al, 2009), where similar results are also observed in other countries. Inter-
estingly, and despite different awareness-raising initiatives developed in several countries
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(i.e. “Girls days”, etc), these gender-related differences have remained almost unchanged in
the last ten years.

Meanwhile, and as far as ethnic origin considerations are concerned, it is interesting to iden-
tify important ethnic differences. Thus, the previously quoted British evidence suggests that
some ethnic groups are underrepresented in some training specialities (Marangozov et al,
2009). For instance, people from black and Asian minority ethnic backgrounds are particu-
larly under-represented in some learning fields such as hairdressing, construction, vehicle
maintenance or electrotechnical activities. More importantly, Danish and German available
studies show that young women and men with migration background have usually more
difficulties in accessing (company-based) vocational training than their autochthonous coun-
terparts. Thus, Danish data shows that the share of students with ethnic origins other than
Danish are highly overrepresented in school-based practical training'?’, with a share of
more than 16% (higher in any case than their overall share in the VET studies is 5.8%).

Meanwhile, and in Germany, approximately one third (33.7%) of young women and less
than half (47.2%) of all young men with migration background and interest in starting dual
vocational training were able to start a company-based vocational training twelve months
after terminating general school education, where both figures are considerably less than
their peers without migration background (50.8% and 67.8%, respectively) (BIBB, 2011).
According to the same institute, these results are explained by a mix of reasons, including
not only lower academic levels and lower school leaving certificates often attained by young
people with migration background but also to the so-called “social factors”, i.e., the less
favourable social background of young people with migration background, the lower school-
and occupational education of their parents, the lower professional status of the father,
etc!?®, All in all, these results are important, specially having in mind that the high share of
youths with migration background (23% in the age group of 20-24 years old, 25% in the
age group of 15-19 years old and 32% amongst children aged 5-9 years old) and the chal-
lenges derived from their successful integration the German educational and vocational sys-
tem and ultimately into the labour market.

Also, one of the most important challenges for apprenticeship-type schemes refers to the
successful integration of students with weak core academic skills. This issue is particularly
relevant in those countries (i.e Denmark, Germany, The Netherlands) where the selection of
students by enterprises gives priority to the most skilled students. In this respect, it should
not be forgotten that apprenticeship studies have been designed (or re-designed) in a num-
ber of cases in recent years for dealing with this problem. Examples to be mentioned in-
clude the following ones:

= In Denmark, the Government has fostered the VET system as a way to include groups of
students who usually do not get secondary educations. In this regard, the Danish gov-
ernment, in consultation with social partners, has developed several initiatives such as
the so-called “School-based practical training” or the so-called "New Apprenticeship”
(see case study table). In any case, stakeholders worry that a system compelled to pick
up the students that are least skilled, might be challenged with keeping a high level of
excellence and attractive for students with very good technical skills. This is supported
by a public debate among vocational teachers who have assessed that students’ aca-
demic standards have declined the past years (Politiken, 2011).

127 The school-based practical training agreement is dedicated to students who don’t have a training agreement or stu-
dents who lost their training agreements. This makes it possible for the students to complete the practical training of the
alternating VET system, without having an apprenticeship in a company

128 Al in all, the BIBB also acknowledges that young people with migration background form a very heterogeneous group
where common characteristics are difficult to be generalised.
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Table 5.3

The school-based practical training is offered within
40-50% of main programmes and is dedicated to
students who do not have a training agreement or
students who lost their training agreements. This
makes it possible for the students to complete the
practical training of the alternating VET system,
without having an apprenticeship in a company.
There is however quotas on the school-based prac-
tical training meaning that not all students intend-
ing to apply are admitted. Generally speaking,
there are important concerns about the low quality
of this school-based practical training, so social
partners are currently involved in several pilot pro-
jects so to enhance the quality of this type of train-

ing.

The Danish “School-based practical training” and the “New Apprenticeship”

The New Apprenticeship is an initiative introduced
on the 1st of August 2006 in order make allow-
ances for practical orientated students. This scheme
was meant to include the groups of students usu-
ally not obtaining secondary educations, by ena-
bling students who are academic disadvantaged but
are skilled in a practical manner, to complete a VET
without having to deal with academic issues in
school. Thus, the students can enter directly into
the company-based training and skip school-based
training. Also, and in recent years, the new appren-
ticeship is also playing an important role in upgrad-
ing qualifications of unskilled employed adults who
can become qualified as skilled workers through
this scheme.

Source: Danish report.

= In Estonia, one of the initial target groups of the apprenticeship programme were
younger people who prefer practical training to school-based studies, often identified as

students with low academic levels'?°.

= In France, the French Government has intended to position apprenticeship as a remedy
for massive youth unemployment and early school dropouts without diploma since 2009-
2010. Also, the Government has recently emphasised the use of apprenticeships as a
solution to the unemployment crisis affecting unqualified young people without profes-
sional experience. In this regard, the National Assembly and the Senate have recently
passed on 27 June 2011 a law bringing down the legal apprenticeship starting age from
16 to 14, basically with the goal of curbing the number of very young people leaving
education with neither education nor professional experience!*°,

= In Germany, the German IVET-system takes social considerations to a large extent into
account, well reflected in the 2004 National Pact for Training and Junior Skilled Workers
(see detailed table below). On the one hand, an extensive so-called transition system
("Ubergangssystem") has been established for youths who do not yet have full training
maturity or who did not succeed in acquiring a training place!3!. On the other hand, en-
terprises are increasingly prepared to recruit young people with lower school achieve-
ments, where some (larger) companies show special corporate social responsibility and
explicitly recruit young people with social disadvantages or lower school achievements.
Finally, there are a large number of effective support measures exist which directly tar-
get young people who have social or other disadvantages that limit their access to the
dual training system. Examples include the so called extra-company training places
("auBerbetriebliche Ausbildungs—platze"), the aids for assisted training ("Ausbildungsbe-
gleitende Hilfen", abH), the company-based introductory training ("Einstiegsquali-
fizierung", EQ), the training modules ("Ausbildungsbausteine") programme, the voca-
tional preparation schemes ("berufsvorbereitende BildungsmaBnahmen")'32. Very inter-
estingly, some of these initiatives are aimed at an early identification of problematic pu-

129 Equally to the Danish case, apprenticeship studies are increasingly targeted at people who have not obtained a formal
qualification or who need update their skills.

130 This measure is objected to by teacher and parent representatives, as well as by enterprise representatives, who show
little enthusiasm for hiring excessively young apprentices.

131 The "Ubergangssystem" (transition system) encompasses various programmes designed to facilitate transition from
general school education into vocational training (for those who have specific difficulties, for example in coping with the
requirements of an apprenticeship). During a basic vocational or pre-vocational year students receive career guidance and
acquire the basic vocational skills designed to help them either to obtain a dual apprenticeship or to enter a full-time
school-based VET programme or to start working but without receiving a full qualification. This system is oftebn criticised
for being costly and inefficient (Bundesinstitut fir Berufsbildung (BIBB)/Bertelsmann Stiftung, 2011).

132 For an explanation of these measures see German national report.
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pils so to avoid future drop-out problems (i.e. the so-called Educational chains
("Bildungsketten"), see also below).

Table 5.4 German National Pact for Training and Junior Skilled Workers in Germany

In the National Training Pact, the Federal Government (in co-operation with the main German business associa-
tions (BDA, BDI, BfB, DIHK and ZDH), the Federal Employment Agency (BA), the Standing Conference of Minis-
ters of Education and Cultural Affairs (KMK) and the Officer for Migration Issues of the Federal Government) - is
committed to securing a sufficient supply of training places for young people, specially for those groups with
identified difficulties (i.e. repeat applicants, socially disadvantaged young people, young people with learning
difficulties or disabilities, young people with a migration background) as well as for highly talented school-
leavers. Since its start in 2004, the partners to the pact set themselves both quantitative and qualitative targets
whose accomplishment is assessed every year. The pact has been extended twice by the partners to the pact;
most recently in 2010 when it has been prolonged until 2014.

Source: Bundesministerium fiir Wirtschaft und Technologie, 2011 & 2011a.

Table 5.5 Educational chains until the completion of training

Launched in September 2010, the idea behind the educational chains ("Bildungsketten") is to bring about
a systematic optimisation of the transitions between general school education, the transition system and
dual vocational education and training. The focus is on preventing school drop-outs, avoiding waiting
loops, achieving efficient transitions into regular VET and supporting the successful completion of such
training for young people who have specific learning difficulties and/or social disadvantages. The Federal
Ministry of Education and Research (BMBF) has worked in conjunction with the federal states and acted in
accordance with a standardised catalogue of criteria to select over 1.000 lower secondary schools and
schools for pupils with learning difficulties right across the country which are to participate in the pro-
gramme. For all pupils of these schools an analysis of potential will be conducted from school year 7 on-
wards. The aim is to identify areas of strengths and latent potential and also to specify support require-
ments. A school-based and extra-school support plan will be developed for young people who are in need
of support. This process will be co-ordinated with all involved stakeholders, including the pupils them-
selves and their parents. The Ministry expects to fund approximately 60,000 such analyses of potential
per year. The participants will then receive extra-school support from full-time, experienced educational
guides on an individual and continuous basis. In difficult cases, this coaching will last until the completion
of training. The BMBF has planned to fund 1.000 such educational guides. Their tasks are to take on a
coaching role to support and monitor the young people personally and develop and implement individual
solutions for problems arising in the educational development, whilst co-operating closely with regional
educational and support institutions.

Source: German national report.

= In The United Kingdom, Apprenticeships are being seen as a critical route into the labour
market, specially for the group of young people unemployed in the current economic cri-
sis context. To address this concern, the Government has introduced in 2010 as a one-
off measure the so-called “Apprenticeship Grant to Employers”, which offers a small, fi-
nancial incentive (£2,500) as a recruitment subsidy to employers to take on a young,
unemployed person (aged 16 or 17) as an apprentice'?*. Also, the Government has re-
cently announced a new programme in May 2011, which is to be known as Access to
Apprenticeships and will provide a pathway programme for 10,000 disadvantaged 16 to
24 year olds. The scheme, which will be supporting by £60m in public funding, is aimed
at helping those who want to pursue an Apprenticeship but who cannot find an employer
to take them on since they lack the skills or experience. There are further approaches to
the support of vulnerable young people in the labour market which focus on the transi-
tion into and through Apprenticeships. These include the Apprenticeship matching ser-
vice which is run by the National Apprenticeship Service and its partners and provides
brokerage between young people and employers. Furthermore, there are examples of
Local Authority initiatives to address the needs of vulnerable young unemployed adults
and prepare them for apprenticeships.

133 This measure has been already presented in section 3.8 of this report.
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As far as the issue of apprentices used as a source of cheap labour is concerned, the avail-
able results collected in the different analysed Member States provides a very differing per-
spective. Thus, and in some countries such as Denmark, Estonia, Slovakia or the United
Kingdom, interviewed experts (particularly those from employers’ associations) suggest that
apprenticeship schemes are not being used by the companies as a source of cheap labour.
On the contrary, apprentices are often viewed as an expensive source of labour due to the
fact that employers invest significantly in apprenticeship training (in terms of red tape, ad-
ditional efforts by company trainers, mistakes made by trainees, etc) to a value far beyond
the fee paid to the training provider. Indeed, and in the United Kingdom, there is a big de-
bate amongst enterprises and employee representatives whether the national minimum
wage rate for Apprenticeship is set appropriately or should be lowered**.

Meanwhile, and in the case of those countries where compulsory vocational placement pro-
grammes are in place (i.e. Poland or Spain), generally speaking it is agreed that these pro-
grammes are structured in such a way'*®> as to prevent the possibility of using apprentices
as a cheap labour force, although the risk is always there. In any case, the Polish report
stresses that this risk is more present amongst those Polish students that independently
arrange a placement with an entrepreneur operating abroad, although there are no data to
confirm this.

By way of contrast, the available points of view in other analysed Member States reflect a
higher concern about the risk of using apprentices as a source of cheap labour. For in-
stance, the French report suggests that, in those cases where the skills that need to be ac-
complished are easily attained, it is very tempting for enterprises to accumulate apprentice-
ship contracts instead of creating permanent jobs!*®. In Germany, some studies suggest
that approximately 43.8% of all German enterprises engaged in dual training practices pur-
sue a so-called “investment strategy” with their apprentices (i.e. investing into the human
capital of apprentices), whereas a 18.5% follow a “substitution strategy” (use trainees as a
cheap substitute for unskilled or semiskilled workers), the rest is mixed or undetermined.
Interestingly also, the probability of a company following an investment strategy increases
in those sectors/enterprises which are relatively capital-intensive, pay high wages, have a
works council and are characterised by relatively complex work processes that cannot be
learned quickly (Mohrenweiser & Backes-Gellner, 2008). In the case of The Netherlands,
there is a certain risk that apprenticeship students are seen by enterprises as full-time
cheap labour instead of a student/employee in training, where this situation is even exacer-
bated by the current economic crisis (Petit et al, 2011).

Concerning the problem of early dropouts (i.e. students who leave studies without a certifi-
cate), it is possible to argue that this problem is a major challenge for all countries. In this
respect, it is also the case that vocational programmes typically face higher dropout rates
than general education, due partially to the profile of VET students (basically students with
poorer records, students’ lower social background, etc). In order to deal with this problem,
public authorities are paying special attention provisions to retain students in education and
training, and second chance opportunities for those who dropped out (OECD, 2010) (see
Spanish case study).

134 The Apprenticeship minimum wage rate is set at £2.50 per hour (£3.64 for 16-17 year olds who are above school
leaving age but under 18 and £4.92 for 18-20 year olds), compared with the adult (21 years and above) rate of £5.93

135 j.e. high control by vocational training centres on enterprises.

136 On the contrary, and for those enterprises where the acquisition of skills is a lengthy and costly process, training an
apprentice is seen as a long-term investment that requires mutual commitment from both sides
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Table 5.6 Spanish case study: Development of a grant scheme particularly aimed at drop-out

youngsters aged 18-24

The Spanish government is currently discussing the possibility to develop a comprehensive and consolidated
grant scheme particularly aimed at those youngsters aged 18-24 who have abandoned the education system
just after having finished compulsory education. The idea is to take them into the education system and facili-
tate the combination of work and study at the same time, basically through the promotion of part-time work
contracts that may allow young employees to continue studying and get higher qualifications while working.

Source: Spanish report.

Generally speaking, dropout rates are technically difficult to calculate, mainly because in
most educational systems a proportion of those who leave educational programmes re-enter
an education/vocational programme either immediately or within a relatively short period of
time'3”. This is the case of those students who terminate their contract because they decide
to switch to another company or another training occupation, or those students who experi-
ence temporary illness situations (West, 2004).

In any case, the analysis of the available information in the case study Member States
shows the following results that can be summarised as follows:

In Denmark, approximately 48% of students entering at VET were able to complete their
studies (data for 2008). In this regard, the high drop-out rate is regarded as a problem
in order to obtain the official goal of the education of the youth population (Danish Em-
ployer Association, 2009). Also, interviewed experts argue that one of the factors influ-
encing the drop-out rate is whether the students have a training agreement or not, in
the sense that students entering a training agreement early in the basic course have
lower drop-out rates than students who do not have a training agreement during basic
course. Similarly, students entering regular training agreements have very low drop-out
rates in comparison to students entering into a short training agreement.

In Estonia, the annual drop-out rate of apprenticeship students ranges from 20% in
2007/08 to 36% in 2009/10 (clearly higher than the drop-out rate for the whole IVET,
around 18-19% in the same period). Interestingly also, drop-out rates for apprentices
have increased during the economic crisis, due to the high percentage of mature ap-
prentices renouncing to their studies so to keep their full-time jobs.

In France, available partial evidence suggests that approximately 17% of apprenticeship
students finish their apprentice contract before obtaining a proper qualification, where
half of these terminations were at the apprentice's initiative (CEREQ, 2007). Also, the
available data shows that the drop-out rates are higher the lower the certification level
is, the smaller the enterprise is or in some sectors (i.e. HORECA sector).

In Germany, the available data shows that, in 2009, approximately 22.1% of all valid
training apprenticeship contracts were dissolved prematurely, where the largest share of
them (61.8%) were terminated within the first twelve months after the start of the dual
vocational training (Bundesinstitut fiir Berufsbildung (BiBB), 2011). Interestingly
enough, this dropout rate is slightly lower than the university one (28.4%) where,
equally to the French case, these drop out rates are higher amongst smaller firms and
the lower the educational attainment of students. All in all, about half of all those whose
contracts are terminated continue training in the dual system, under different conditions
and terms, where the percentage of contracts that are terminated before time decreases
as training places become scarce (trainees have more difficulties to correct their choices
of company or occupation) (Bundesministerium flr Bildung und Forschung, 2003).

In Spain, the percentage of middle-level students who get their Technician degree is
around 75-80%, whereas in upper-level cycles just about 90-95% of the students end
the programme (La Caixa, 2010). According to this literature, it seems that higher drop
out rates amongst middle-level students are explained by age and maturity considera-

137 This group may not be regarded as genuine dropouts.
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tions (they have just finished compulsory education and in a large share of cases they
have poor academic records), whereas students in upper-level cycles have already fin-
ished “Bachillerato” (upper-secondary level, academic / general track), and they are
generally more mature and ready to choose their professional career. Interestingly also,
and contrarily to the Estonia case, the remarkable economic boom experienced by Spain
during the last decade and the resulting exceptional generation of jobs (usually poorly
qualified) have encouraged youngsters to leave the education system and enter the la-
bour market, even before having obtained a degree. However, this trend has been in-
verted due to the economic crisis and the lack of employment.

= In The Netherlands, approximately 30% of the vocational training students leave educa-
tion without a certificate, where the percentage of drop-outs in the BBL route is slightly
higher than in the school based training (BOL). Interestingly also, dropout rates are
higher amongst lower level studies (Inspectie van het Onderwijs, 2011). Meanwhile, the
percentage of dropouts that return to school is lower amongst BBL students in compari-
son to BOL ones (Only 1/5 to 1/4 of BBL dropouts return to school in comparison to 1/3
amongst former BOL students) (Wijk et al, 2011).

Table 5.7 BBL Jobs in Emmen (The Netherlands)

The main goal of the project “Jobs in Emmen” was to create BBL jobs for young people in retail, catering
and logistics in the region of Emmen (The Netherlands). This project was part of the national Youth Un-
employment Plan, and was aimed at young drop-out people who wanted to get a qualification in retail,
catering or logistics and were not unable to attend school. This project was a initiative of the central em-
ployment agency (“UWV Werkbedrijf”) in the Netherlands and several local municipalities, the regional
entrepreneurs association and the regional reporting and coordinating point for early school leavers (“Re-
gionaal Meld- en Coordinatiepunt voortijdig schoolverlaters — RMC”). Basically, the project consisted in an
inventory of young people who were interested in obtaining a qualification. Subsequently, these young
people were matched with the needs of the companies, resulting in an added inflow of new BBL students
in the region in the already mentioned three sectors. This project is currently regarded as a best practice
and as inspiration for other Dutch projects related to youth unemployment and prevention of school drop
outs.

Source: Dutch national report.

= In the United Kingdom, some available studies based on 2007-08 data show that ap-
proximately 35% of Apprenticeship and Advanced Apprenticeships students do not com-
plete their degrees (this figure was up to 63% in the 2004/2005 academic year)'%8,
where this percentage is higher amongst men, Black and Pakistani apprentices as well
as amongst apprentices who have a learning difficulty, disability or a health problem
(Hogarth et al, 2009). These authors also note that opportunities for progression to fur-
ther learning and the provision of information and advice about progression opportuni-
ties are a factor in improving completion rates.

138 Some of the British interviewed experts suggest that the improvement of the achievement rate of apprentices in recent
years is the result of tightened entry criteria of students.
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6. Conclusions and Recommmendations

6.1 Conclusions

6.1.1 Rationale and objectives of the study

Apprenticeships as
an answer to
increasing
challenges in the
transition from
education to work

Nowadays significant humbers of young people in Europe face increas-
ing challenges in the transition from education to work. This is not a
new problem, but the current situation of crisis, with growing unem-
ployment levels in many countries, is making more and more difficult
for young people to successfully move from school to work.

Apart from that, the general evolution of the economic, financial and
productive systems, with the continuing introduction of new technolo-
gies and rapid changes in the organisation of the companies, are pro-
ducing skill mismatches between labour demand and supply which of-
ten hinder the chances of young people to find adequate employment.

In this context, apprenticeship schemes are generally viewed as a route that can facilitate
access of young people into the labour market: the combination of theoretical and practical
skills acquired in enterprises is regarded as useful both for enterprises and for VET students,
considering that training contents can be closer to enterprises needs, students get in direct
contact with companies and many of them remain in them after the apprenticeship period.

Graph 6.1 Apprenticeship-type schemes and education to work trasitions
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European policy
emphasizes the
key role of
workplace training
in initial VET. The
Youth
Opportunities

The European policy context on education and training has come to
underline the key role that workplace training can have in achieving
the ‘Europe 2020’ objectives, notably by equipping citizens with the
skills and competences which the European economy and the European
society need in order to remain competitive, innovative and socially
inclusive.

Initiative
recognises the key
role of
apprenticeships

In this sense, the Bruges communiqué (2010) includes a package of
objectives and actions to increase the quality of vocational training in
Europe by making it more accessible and relevant to the needs of the
labour market. The communiqué emphasises the labour market rele-
vance of VET, stressing that the employability of VET graduates should
be enhanced through cooperation and partnerships between social
partners, enterprises, education and training providers, employment
services, public authorities, research organisations and other relevant
stakeholders, in order to ensure a better match between labour market
needs and the development of knowledge, skills and competences. The
communiqué explicitly states that work-based learning carried out in
partnership with businesses and non-profit organisations should be-
come a feature of all initial VET courses and that the Member States
should support the development of apprenticeship-type training and
raise awareness of this.

The initiative Youth on the Move, under the Smart Growth and Education dimension of the
2020 Agenda, is intended to establish a youth employment framework at the EU level that
can promote young people's entry into the labour market through apprenticeships, stages
or other work experience, as well as increasing job opportunities for young people by fa-
vouring mobility across the EU.

Also the Agenda for New Skills and Jobs stresses that employers should be encouraged to
co-invest and participate in the activities of education and training institutions, particularly
in higher education and vocational education and training; these partnerships can develop
and update skills profiles, multidisciplinary curricula and qualifications, and facilitate the
provision of work-based learning, from apprenticeships to industrial PhDs.

Finally, the Youth Opportunities Initiative, officially launched 20th December 2011, explicitly
recognises the key role that quality apprenticeships places can have for equipping young
people with the skills needed to enter the labour market, stressing the key role of enter-
prises in the provision of these places. For this purpose, the Commission will use €1.3m of
ESF Technical Assistance to support setting up apprenticeship-type schemes through the
ESF so to increase, in cooperation with Member States and social partners, the number of
apprenticeships schemes in Europe by a 10% by the end of 2013 (i.e. 370,000 new appren-
ticeships).

Objectives of the
study

In this context, the present study has been intended to provide an
overview of apprenticeship-type schemes in the EU Member States. A
focus has been put on specific countries (i.e. Denmark, Estonia,
France, Germany, Poland, Slovenia, Spain, The Netherlands and United
Kingdom) in order to conduct more detailed analyses on the character-
istics of the main national schemes. The study discusses the effective-
ness of these schemes in raising employability and facilitating labour
market transitions and geographical mobility of apprentices in the EU.
The study also provides recommendations for improving the function-
ing and performance of this type of VET schemes and for increasing the
availability of apprenticeship places (considering the possible effects of
the economic crisis).
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6.1.2 Concept of apprenticeship

Apprenticeship-type A first result of the research is that there is not a single and com-

VET schemes combine monly accepted definition of apprenticeship, but that different
in different proportions

company-based stakeholders have different views on what an apprenticeship pro-
training and school- gramme is. Also, the different EU countries have VET programmes
based education with different characteristics which are called “apprenticeships” (in

the national languages: apprentisage, opipoisibpe, mesterlaere,
beroepsbegeleidende leerweg, duales system, etc.).

Due to this variety of systems, in the framework of this research it has been considered
convenient to adopt a wide concept of apprenticeship, in order to be able to grasp the diver-
sity of national situations. Thus, the concept of “apprenticeship-type” schemes has been
introduced.

In this sense, apprenticeship-type schemes are understood as those forms of Initial Voca-
tional Education and Training (IVET) that formally combine and alternate company based
training (periods of practical work experience at a workplace) with school based education
(periods of theoretical/practical education followed in a school or training centre), and
whose successful completion leads to nationally recognised initial VET certification degrees.

It can be observed that no explicit reference is made to the existence of a contractual direct
relationship between the employer and the apprentice. Therefore, the definition is wider
than the one used by Cedefop and closer to the concept of “alternance training” also by
Cedefop. Eurostat is also working on an operational definition, which does not include em-
ployment contract requisite but requires a minimum six month time duration for the work-
place training period.

Additional requisites to the apprenticeship-type schemes analysed on this report are that
they are primarily aimed at young people (though may include older workers!*®) and that
their completion leads to nation-wide recognised VET degrees, either in Upper secondary
(ISCED 3B) or in tertiary levels (ISCED 5B)4°.

On the contrary, the definition does not in principle include VET degrees where work based

training is not formally required, neither other special compensatory schemes aimed at
those students who have not completed lower secondary school*!.

6.1.3 Overview of apprenticeship-type schemes in the EU

Apprenticeship-type As it is well known, there is a great variety of VET systems in the

schemes are well EU Member States. However, in all of them there are schemes at

spread all over the d | | wh kol traini | ianifi £

European countries upper secondary level where workplace training plays a significan
role, which means that apprenticeship-type schemes are well
spread all over the European countries.

First of all, it must be underlined that most countries combine different types of schemes.
Thus, in 24 of the MS, there are VET schemes which can be labelled as mainly company
based, this is to say apprenticeship programmes in a strict sense, where more than half of the
training activities take place in a company.

139 In fact this is a practice and a current policy objective in some EU countries, in order to use apprenticeship-type
schemes as a tool in lifelong learning.

149 On the contrary, In-company practices linked to University degrees (ISCED 5A) are not considered.

141 Though several countries are trying to combat drop-out problems via special apprenticeship type schemes addressed
students with bad academic results.
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In many countries, However in a wide majority of these countries, company-based
company-based apprenticeships coexist with other mainly school-based training
apprenticeship systems b 05 \where tuition takes place at school most of the time, but
coexist with mainly P P - . . Y

school-based schemes there are significant components imparted at companies in a real

work setting.

In a small humber of countries, just these looser apprenticeship-
type school based schemes exist, while contrarily in other 6 coun-
tries, the strict-sense work-based system is the only formula to
follow an apprenticeship.

It is interesting to mention that in about half of the EU countries also apprenticeships at
tertiary level (ISCED 5B) have been identified. In several countries apprenticeship-type
schemes are relatively recent or reformed to make VET more flexible and closer to the
needs of the production system

Considering now the coverage of the apprenticeship-type schemes in terms of number of
students, and in spite of all the national differences, it can be estimated that in the EU-27
approximately a total of 3.7 million pupils follow apprenticeship studies in a strict sense
(2009 data). However, another 5.7 million students attend other apprenticeship-type
schemes, mainly school-based VET training with some compulsory work-based training in
companies. All in all, the Member States supplied company training positions for a total of
about 9.4 million students in total.

Graph 6.2 Estimate of the number of apprenticeship-type places in the EU
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These figures mean that apprenticeship-type students represent approximately an 85% of
total secondary VET students and 40.5% of total secondary students in the EU-27. These
figures descend to a 33% and a 16% respectively if only strict apprenticeships are consid-
ered.

The countries with the highest numbers of VET students following apprenticeship-type
schemes are the largest countries, e.g. Germany, Italy, France, etc. However, countries
such as Germany or Denmark stand out as the major proportion of VET students attends
apprenticeship schemes in a strict sense (in the so-called Dual System).
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6.1.4 Characterisation and typology of apprenticeship-type schemes!*?

Apart from The State at a central level, usually under the aegis of the Ministry of
Ministries of Education or equivalent bodies, is generally the main institution re-
Education, in some . . . K
countries regional sponsible of the VET-related legislative corpus framework. In this
authorities and respect, training curricula stipulate in binding terms what has to be
social partners have learned for a particular sector/occupation/profession, providing the
:;g';o"',‘etr:‘:gsz'gf“ competency requirements for professional qualifications and their
apprenticeship-type levels. In some countries, regional and municipal authorities also
schemes have a role in establishing and/or complementing existing standards,

as it is the case in France, Germany, Slovakia or Spain

In addition to the role played by public authorities the social partners (usually through a
range of committees) are also an important stakeholder. However their degree of influence
is determined by the overall strength of social dialogue in each national labour market. In
this sense, in some countries (i.e. Denmark, Germany or the Netherlands), the role and
influence of the social partners is qualitatively strong, with a special focus at sector level.

Finally, in some of the analysed Member States it is possible to identify a trend towards in-
creasing the autonomy of schools in preparing the curricula and on the way courses are de-
livered, in order to adapt to the local labour market and local enterprises’ needs. Thus in
several cases (e.g. Denmark, Estonia, Poland, Slovakia, Spain or The Netherlands), voca-
tional schools also play a key part in the definition of curricula and educational profiles of
apprenticeship-type students.

Enterprises have a Obviously enough, company based training activities are a substantial

kfgv’i:i'sl:“o:he part in the curricula of apprenticeship-type schemes and in the more

50cationa| skills traditional systems constitute the very basis and raison d’'étre of the

and professional schemes as such.

knowledge
Their role is basically to provide students with a set of comprehensive
vocational skills and knowledge necessary to engage in a particular
profession, by carrying out a set of pre-determined training and
working activities in a real productive environment that complements
other knowledge and competencies acquired in the education centre.
Workplace training should also enable trainees to acquire the neces-
sary learning about the organisation and relationships existing in a
workplace. On the other hand, apprenticeship-type schemes also al-
low companies to identify potential candidates that may become fu-
ture employees, as well as to establish cooperation channels with
vocational schools.

Diversity in the However, with these same purposes, the percentage that company

distribution of based training represents in relation to the total training time may

ork-based .
‘t':airning and school greatly vary amongst countries and schemes. In some cases (e.g.

training, depending Denmark, Estonia, France, Germany, The Netherlands, Slovakia or

on the schemes and the United Kingdom), company based training represents the largest

the countries share of total training hours, usually between 66%-70% of total
training time. On the contrary, in other countries (Poland, Spain), the
length of workplace learning periods is much lower, in favour of more
extensive school based modules.

142 This section is based in the country reports, where case studies of the main national apprenticeship-type schemes
where conducted.
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The way school based training takes place also varies: while in some cases students attend
the training centres some days all weeks, in other cases this attendance is concentrated
during some periods along the course.

Table 6.1 Distribution of work-based training and school training in the main national schemes
% School based training and time distribution
Denmark 66%-90% 10%-35% By periods of 5-10 weeks

Estonia 66% 33% Flexible arrangements

France 66% 33% 2-3 weeks company/ 1 week VET centre
Germany 60% 40% 1-2 days/week

Poland 4-6 summer weeks Whole academic year

Slovak Republic >=60% <=40% 1-2 days/week

Spain 20%-30% 70%-80% At the beginning of training cycle

The Netherlands >=60% <=40% 1-2 days/week

United Kingdom <=70% >=30% 1 day/week

Source: National reports

School training has School training fulfils key goals for the students’ education and per-
a'f°_af““dame“ta' sonal and professional development, basically by helping to further
roein develop the general knowledge and skills that are needed in civil

apprenticeship-type .
schemes society and the knowledge economy.

However, the sense and contents of school training can be different depending on the ap-
prenticeship schemes. In countries with mainly work-based apprenticeship schemes, school-
based training is fundamentally theoretical and strongly coordinated with the training pro-
vided at the enterprises. Meanwhile, in the mainly school-based apprenticeship type
schemes, vocational schools complement theoretical classes relating to a profession with
strong emphasis on practical training in school workshops and laboratories.

Graph 6.3 School & workplace training roles in apprenticeship-type schemes

SCHOOL & WORKPLACE TRAINING ROLES IN APPRENTICESHIP-TYPE SCHEMES

SCHOOL TRAINING WORKPLACE TRAINING

. . = Practical training
. Theor_etlcal (_ad_ucatlon APPRENTICESHIP . Occupational skills
1 nggggs:igaﬂzrvgledge TYPE = Job specific knowledge
i . SCHEMES = Work organisation
1 Ger_leral Sk'".s = Real work setting
fEooc sontils = Soft skills development

Enterprises have to Companies’ participation in apprenticeship-type schemes is always
::'f::i:ﬁ'::it':, on a voluntary basis. Consequently, Member States often carry out
pa‘:ticipate in the special activities to encourage enterprises to take on apprentices
schemes (even those countries) with a well establish tradition.

However, some requisites are usually established for enterprise par-
ticipation, which sometimes must be previously approved by a com-
petent authority to become a training enterprise (DK, FR, DE). In
other cases, this authorisation does not exist and enterprises typi-
cally provide the training placements by mutual agreement with vo-
cational schools, which play a key role in the final selection of the
companies (EE, PL, SK, SI, SP, NL).
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A combination of There is a wide availability of different paths according to which
paths for the companies can select potential apprentices or, the other way round,
selection of students tudent h t ti hi | Th th

and their access to students can have access to apprenticeship places. These paths are
apprenticeship places  Often combined with each other, so that in each country different

systems coexist.

Thus, in Dual System countries, apprenticeship is substantially de-
mand-led, that is to say, apprenticeships originate from employer
willingness to offer training positions and students are expected to
actively look for an apprenticeship place, making direct application
to employers, who can select the most suitable candidates.

However, enterprises also publicly offer places through the Internet, or advertisements in
the regional or local media. Amongst SMEs, personal contacts are a very important tool in
order to identify and select candidates, while larger enterprises often have professional ap-
plication and recruitment procedures with this purpose.

Also, especially in the case of school-based schemes, VET centres play a very active role as
intermediate agents between enterprises and students, profiting from their networks of con-
tacts with companies at the local level and implementing student guidance programmes..

Other institutions such as Chambers of Commerce or business associations can also act as
intermediaries. In some countries, special websites and databases have been deployed for
demand-supply matching (DK, NL).

The conditions for student access to apprenticeship places always include some minimum
qualification requisite, while in terms of age, typically there are no specific limits for pro-
spective students, although the largest majority belongs to the 16-20 year old group,
though depending on the schemes there is also participation of young people in their early
20s, as well as older worker.

Graph 6.4 Basic differences between work-based & school based in apprenticeship-type schemes

BASIC DIFFERENCES BETWEEN WORK-BASED & SCHOOL BASED
APPRENTICESHIP-TYPE SCHEMES

= Training in Enterprises > 60% = Training at School > 70%

= Companies offer places = Training centres & students search for
= Students actively search for places companies

= Work contract: Enterprise - Apprentice = Training agreement: School-Enterprise
= Apprentice = Employee = Apprentice = Student

= High share of financing by enterprises = Public sector main source of funding

= Apprentice receives remuneration = Apprentice may receive compensation

= Companies define training plan = Schools establish training plan
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Work contracts In dual training schemes, the rights and obligations of companies and

between apprentices are reflected in a work contract between both parties.
enterprises and .

students vs. These contracts are regulated by the existing Labour Laws or appren-
agreements with ticeship rules and/or collective agreements. In some countries three-
training centres party contracts may exist (company, VET centre and student). The

contracts specify the duration of the apprenticeship, the balance be-
tween training and productive activities, the working conditions, the
remuneration, etc. As regards the latter, employers must usually pay
a wage (there are important differences among countries; normally
collective agreements and minimum national wages are to be re-
spected).

In countries where no such contract exists (Poland, Spain), students’ rights and obligations
are regulated by an agreement signed between the vocational school and the enterprise.
This is not an employment contract and the student status prevails. The school-enterprise
agreements establish the form and duration of placements, a training plan and the evalua-
tion procedures. In these cases, students may receive some compensation (for travel and
subsistence costs) or a monetary gratification for their work, but this is normally voluntary
for the company.

The company One of the main actors within the enterprise for the provision of
trainer plays a key workplace training is the so-called “company trainer”, the person(s)
role in the -_ - L .. . .

instruction and within the enterprise who is in charge of supervising and interacting
assessment of the with the apprentices. Usually, this is a senior skilled worker with a
apprentices relevant work experience in the company and enough pedagogical

practice and skills, who acts as a trainer on a part-time basis (except
for large companies). Some MS establish personal and technical re-
quirements that these company trainers, who sometimes have to
complete specific courses and exams.

Company trainers are also responsible for the assessment of the practical experience of the
students. In some countries, there are final exams (theoretical and practical). Apart from
the company trainer and the school, also a very important role in evaluations and exams
can be played by the social partners, business Chambers or sector representative organisa-
tions, which can even issue the specific degrees.

Financing of the Two basic financing models can be identified. In the mainly school-
schemes: based apprenticeship schemes, public funding (national, European)
f:st:;'::::znd can add up to 85%-95% of the total costs, which is complemented by
public funds private contributions (companies, students).

In the mainly company-based schemes, the funding comes from the
diverse participants, with a prominent share by the enterprises (up to
76% in Germany) together with contribution from the governments
and students.

In some cases, there are Special tools for channelling enterprises’ contributions: e.g. Em-
ployers’ Student Reimbursement Funds, Apprenticeship Taxes, etc.

Off-the-job education in vocational schools is usually free of charge for students. With re-
gards to company training, usually special grants for students area available, including
study allowances, low-interest loans, in order to cover travel and subsistence expenses,
etc.

Students can also receive remuneration from enterprises for the work done, either as a sal-
ary (in the strict apprenticeship systems) or as a gratification (in the mainly school based
schemes). However, enterprises often argue that they invest a lot more in the education of
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apprentices than the returns they receive from their productive activities. With this motive,
systems of financial and fiscal incentives to encourage companies are set in place in some of
the countries.

Quality assurance In general, apprenticeship-type schemes pay careful attention to qual-
:ueacr:;':':':‘s to ity to ensure that training meets minimum standards in all workplaces,
minimum training gnd a\{O|d allocation of students to‘unskllled. Fask; or to prevent train-
standards in all ing being too narrowly focused on firm-specific skills.

work places
In this sense, all analysed Member States have developed their own
framework and mechanisms, defining the contents and terms of train-
ing, including the curricula and duration of the company placements,
the required resources, the assessment of training outcomes or the
trainers’ qualifications.

The national Ministry of Education is usually the main authority involved (often through the
inspectorate and VET specific bodies), but social partners can also have an active role, to-
gether with other “competent bodies", e.g. Business Chambers.

International The international perspective of VET and apprenticeship recognised as
m°b"'t¥_°f an important training tool, but not yet a priority in the national VET
252;2:;331“ policy agenda. Even if it is gradually more common, data shows that
next future current international geographical mobility is still low, especially for

apprentices.

Public authorities, at European and national level, have developed a number of support pro-
grammes and institutions, but some important barriers (in terms of costs, information, rec-
ognition of studies, language difficulties, etc.) still seem to outweigh the clear advantages
that international mobility has for students, enterprises and VET centres. New efforts will be
needed in the next future to increase the number of apprentices that spend practical train-
ing periods in companies outside their home country.

6.1.5 Recent changes and impact of the economic crisis

Many countries All analysed Member States have introduced in the last years a hum-
ihnat‘:gdr:z::“y ber of changes in their national apprenticeship-type schemes, where

changes in their most of these changes respond to national specificities.

apprenticeship-
type schemes These modifications can be summarised in the following main strands.
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Graph 6.5 Recent changes in European apprenticeship-type schemes

RECENT CHANGES IN EUROPEAN APPRENTICESHIP-TYPE SCHEMES

= Additional incentives to enterprises to encourage the supply of apprenticeship-
type posts (Denmark, Germany, France, United Kingdom)

= Simplification of administrative procedures (France)

= Improved (on-line) information systems (matching supply and demand)
(France, United Kingdom)

= Short-time work practices for apprentices in companies in difficulties;
assistance to students in insolvent companies

= Facilitate inclusion of academically challenged or ethnic-origin students, avoid
drop-outs (Denmark, Germany, Spain)

= Performance-based schemes for VET schools (Estonia)

= Increased modularisation and flexibility of training (Germany, Spain)

= International opening of VET (Germany, Spain)

= Continuing training of teachers and trainers (Poland, Netherlands)

= Increase quality standards (Spain)

= Standardisation of examinations (The Netherlands)

= Guidance and coaching of students at lower secondary education (Netherlands)

Effects of economic
crisis on VET
systems and VET
apprenticeship-
type systems in
particular

The global economic crisis initiated in the second half of 2008 has had
significant effects on VET systems in general and on VET apprentice-
ship-type systems in particular. On the one hand, the number of stu-
dents interested in pursuing VET has experienced a remarkable in-
crease in the last two years in some Member States, probably due to
the poorer perspectives of finding a suitable job in the labour market
amongst young people. On the other hand, the amount of apprentice-
ships and in-company training modules/placements offered by enter-
prises has experienced a remarkable downward trend in almost all
analysed Member States, since hard pressed employers are more re-
luctant to offer apprenticeship-type training posts or even pay appren-
tices as a result of the uncertain economic climate.

Additional identified effects of the economic crisis include an increased use of apprenticeship
students as cheap labour, as well as an increasing share of already experienced unemployed
workers trying to find a job through an apprenticeship period.

Most of the analysed EU Member States have set up special support measures intended to
deal with these effects derived from the economic crisis, specially the encouragement of the
existing supply/demand of apprenticeship-type posts, despite public expenditure pressures.

6.1.6 Lessons learnt from national experiences wirh apprenticeship-type schemes

Different valuation
of VET studies
amongst Member
States. Efforts to
increase social
recognition of VET
studies

VET studies play different roles in the diverse EU Member States’ edu-
cational frameworks. Thus, and whereas in countries such as Slovakia,
The Netherlands or Germany more than half of students choose the
vocational path, in other Member States the percentage is between 40-
50% (e.g. Denmark, Poland, France or Spain) or even lower (e.g. the
case studies of Estonia and the United Kingdom).
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Typically, those Member States where VET studies are a less popular choice amongst stu-
dents usually coincide with those countries where VET studies have a poorer image amongst
the general population (including students and parents), usually considered as a “second
best” option selected by less skilled students. By way of contrast, in Member States such as
Denmark, Germany or The Netherlands, VET studies are perceived as a key instrument for
sustaining the competitiveness of the economy.

All in all, public authorities and social partners in those Member States where VET is not a
well-regarded option are developing a number of initiatives in order to promote the partici-
pation of students in vocational studies. The strengthening of the workplace learn-
ing/apprenticeship dimension within VET studies is one important strategy followed with this
purpose (e.g. Estonia, France, United Kingdom).

Apprenticeship- Evidence collected in this report shows that apprenticeship-type VET

type schemes schemes facilitate rapid school-work transitions for students in com-
contribute to

students’ rapid parison to more school-based VET schemes. Thus, Member States
school-labour where dual systems prevail and with high proportions of youth in ap-
transitions prenticeship tend to have lower youth unemployment rates.

Strong “on-the job” training periods provide students with a number of advantages such as
(1) acquisition of practical hard skills and professional experience on equipment, working
methods and technologies really used by enterprises; (2) development of key soft profes-
sional skills (i.e. problem-solving, conflict management and negotiation, entrepreneurship,
teamwork, communication with customers, etc) in an efficient and realistic way; (3) acquisi-
tion by students of real information on the day-to-day reality of occupations/professions;
(4) “recruitment advantages” (in the sense that daily contact between employers and train-
ees makes later recruitment much more effective and less costly or increased networking
possibilities of students); (5) the fact that students may receive a salary is also an attrac-
tive option for them; (6) Finally, and in some Member States (i.e. Denmark, Estonia or The
Netherlands), apprenticeship studies are often used by individuals as a tool in the context of
Lifelong Learning.

However, apprenticeship-type schemes are also subject to some critical elements from the
students’ perspective. Thus, some authors argue that the benefits for school-work transi-
tions for apprenticeship-type students seem to be transitory in time, so the value of skills
learnt tend to rank equally amongst experienced individuals, irrespectively of the type of
VET scheme. Secondly, apprenticeships’ long run prospects in terms of employment pros-
pects, pay and promotion are less clear in comparison to holders of tertiary degrees, as the
value of skills learnt through apprenticeship may tend to decay faster than those acquired in
tertiary education. Thirdly, acquired skills can be too enterprise-specific, limiting workers’
mobility afterwards. Finally, not all prospective students in dual-training oriented countries
are able to find a suitable training contract that may allow them to carry out an apprentice
linked to their wishes.

Advantages of Apprenticeship-type schemes have a number of advantages for the
apprenticeship- whole economic tissue. Thus, on the one hand, they provide a very
type schemes for t ignal for identifying skill shortages for which enterpri t
the whole strong signal for identifying s ill shortages for which enterprises sugges
economy and for needs for further workforce, since workplace learning opportunities pro-
individual vided are a direct expression of real employers/labour market needs. On
enterprises the other hand, employers may also influence the humber and mix of

places and training specialities in VET schools through their willingness
to offer such workplace training (especially in dual training countries).

Apprenticeship-type schemes have other advantages from the individual enterprise perspec-
tive: (1) Work-based training periods act as suitable “assessment centres” for the recruit-
ment of future skilled employees (“recruitment benefit”), since employers obtain key infor-
mation of potential employees’ capacities in real life situations and, at the same time, ap-
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prentices are educated accordingly to the enterprise’s needs, values and cultures (skill tai-
loring); (2) apprentices and trainees undertake useful work and generate a productive
benefit for the employer (“productive benefit”); (3) apprentices bring new up-to-date
knowledge and fresh perspectives to enterprises, where this fact can be very important for
the smallest enterprises; (4) apprenticeships are often used by enterprises as a tool for
raising the qualification of current workers in some Member States (e.g. Estonia, Nether-
lands, United Kingdom (5) and, finally, enterprises that provide in-house vocational training
enjoy a higher social profile amongst stakeholders in some countries (e.g. Germany).

Graph 6.6 Advantages of apprenticeship-type schemes for the economy and the enterprises
ADVANTAGES OF APPRENTICESHIP-TYPE
SCHEMES FOR THE ECONOMY AND THE ENTERPRISES

= HELP IDENTIFY SKILL SHORTAGES

= ENTERPRISES INFLUENCE ON TRAINING MIX
= RECRUITMENT BENEFIT

* PRODUCTIVE BENEFIT

= NEW UP-TO-DATE KNOWLEDGE

= TOOL TO RAISE QUALIFICATIONS

= HIGHER SOCIAL PROFILE

Transferability of One of the most important challenges of apprenticeship-type schemes

g‘;‘tl:'v';ee: ::'t"':r_ is to ensure that skills acquired in workplace training are easily “trans-

prises/sectors ferable” to other enterprises, either in the same or in other sector, fa-
cilitating the labour mobility of workers. Indeed, this issue seems very
relevant in the current context of overspecialisation of enterprises and
work mobility of employees amongst sectors.

Member States have set up a humber of mechanisms that facilitate the transferability issue.
Examples include (1) the establishment of a universal professional examination (e.g. Den-
mark, Estonia, Germany, Netherlands or United Kingdom); (2) the design of standard cur-
ricula (Germany) or (3) the introduction of cooperative solutions amongst enterprises (e.g.
Denmark, Estonia, Germany).

Notwithstanding these efforts, available evidence suggests that apprentices tend to assess
more positively the training provided by larger enterprises than the one provided by smaller
firms in terms of experiences, competences and knowledge acquired by the end of the train-
ing period. Also, in some Member States (e.g. The Netherlands), the mixing of general and
vocational education is very low and training much specialised at sectoral level, which obvi-
ously does not facilitate the mobility of students amongst sectors.

The issue of “free An important additional problem related to apprenticeship type
riders af“d schemes refers to the fact that not all suitable employers participate in
reasons Tor apprenticeship type schemes (especially small companies), although

enterprises not / ; A=
participating all of them benefit (directly or indirectly) from them.

Some of the main reasons suggested by enterprises for not participating include (1) high
costs derived from training activities and financial risk of taking on an apprentice (i.e.
wages, red tape procedures, etc), especially in situations of economic crisis, (2) lack of
awareness about the existing apprenticeship offer (i.e. in some Member States such as the
United Kingdom, employers argue that they do not understand apprenticeship schemes);
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(3) lack of suitable in-house training facilities, equipment or personnel; (4) low quality of
school leavers as perceived by enterprises in comparison to the growing skill requirements
(i.e. lack of suitable applications, deficiencies in general skills, discipline issues).

Some Member States (e.g. Denmark, Estonia, Germany) have adopted interesting coopera-
tive/collaborative solutions amongst enterprises in general and SMEs in particular that may
help to overcome the mismatch between the broader educational requirements of students
and the curricula that enterprises may cover.

Student The importance of transfer and continuing in education for VET stu-
progression to dents in general and apprenticeship-type students in particular is a
further E&T. . . R

Higher level central element in the current national education debates. Thus, na-
apprenticeships tional lifelong learning strategies are trying to ensure that all learning

is transferable by effective transition points between the different sys-
tems and levels of education.

Member States are establishing a series of initiatives to facilitate progression of
VET/apprenticeship-type students into tertiary level education, such as (1) increasing sup-
port to VET students interested in taking higher level diplomas; (2) Accreditation of prior
learning experiences; (3) increasing permeability between different levels and types of edu-
cation; (4) development of tertiary level degrees based on the combination of work-based
and school-based training such as the German Dual study programmes, the Dutch Associate
Degree or the British Foundation Degrees.

Graph 6.7 Some critical issues and problems of apprenticeship-type schemes

SOME CRITICAL ISSUES AND PROBLEMS OF APPRENTICESHIP-
TYPE SCHEMES

= NEED TO ASSURE TRANSFERABILITY OF SKILLS
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= RISK OF CHEAP LABOUR

= EARLY DROP-OUTS

Important biases Available research in EU Member States shows that the access to ap-

in the access to prenticeship-type studies is subject to important biases in terms of
apprenticeship-

type schemes in gender, ethnic origin or ability considerations. Thus, young women and
terms of gender, some specific ethnic groups are usually underrepresented in some spe-
ethnic origin or cific apprenticeship-type studies and professions.

capability
considerations

Also, young women and men with migration background more difficulties in accessing
(company-based) vocational training than their autochthonous counterparts for a number of
reasons such as (1) lower academic levels and lower school leaving certificates; (2) “social
factors” such as less favourable social background, lower education level of parents, etc.

Particular attention deserves the successful integration of students with weak core academic
skills, especially in countries where enterprises prioritise access of most skilled students. In
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this regard, some Member States (e.g. Denmark, France, Germany, United Kingdom) have
taken a number of public initiatives to counteract this effect.

Apprentices as a As far as the issue of apprentices used as a source of cheap labour is

Isa";';"‘j‘: ;f::;‘:l’ concerned, there are very differing perspectives amongst experts con-

cases sulted in Member States, particularly depending on their specific pro-
file. All in all, apprenticeship schemes do not seem to be used by en-
terprises as a source of cheap labour in countries such as Denmark,
Estonia, Slovakia or the United Kingdom (apprentices are often viewed
in these countries as an expensive source of labour due to the fact that
employers invest significantly in apprenticeship training).

By way of contrast, experts consulted in other analysed Member States (e.g. France, Ger-
many, The Netherlands) reflect a higher concern about the risk of using apprentices as a
source of cheap labour and /or as a cheap substitute for unskilled or semiskilled workers,
specially in those sectors/enterprises which are relatively labour-intensive, pay low wages,
do not have works council and have simple work processes that can be learned quickly.

Problem of early The problem of early dropouts (i.e. students who leave studies without

dropouts amongst a certificate) is a major challenge for all countries, since vocational

apprentices programmes typically face higher dropout rates than general education
(approximately between 25-30% of the vocational training students
leave education without a certificate). This drop-out rates are higher
the lower the certification level is or in some specific sectors, and are
partially explained by the typical profile of VET students (students with
poorer academic records, students’ lower social background, etc).

In order to deal with this problem, public authorities are paying special attention provisions
to retain students in education and training as well as facilitating second chance opportuni-
ties for those who dropped out.

6.2 Recommendations

Having in mind the conclusions previously presented and the main lessons learnt from the
ample European experience with apprenticeship-type schemes, a number of recommenda-
tions for further policy action are suggested and described next.

Need for im- First of all, it is important to keep a parity of esteem between general

provement of the and VET education, avoiding the existing situation in some EU Member
general image of

VET, especially in States where VET studies still have a lower status in comparison to aca-
some EU Member demic education. In this regard, a preliminary first step refers to con-
States tinue the efforts to upgrade the social image of VET and apprentice-

ships amongst students, citizens and employers as a successful and very
interesting option for all youngsters to assure their full incorporation into
the labour market and further development in high-quality jobs.

Obviously enough, this initial step has to be reinforced by a humber of additional and muilti-
dimensional actions to be simultaneously addressed to improve VET quality and perform-
ance and that are subsequently explained.

Need to increase This report has shown that those VET systems with a strong work-
the importance based training component in a real enterprise setting provide students
and use of the . . . o .

workplace training  With @ number of skills and competences in addition to pure vocational
dimension ones, such as technical and social competences, which obviously re-

dounds in the possibility to attract talented young people to take up
these VET studies.
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In this regard, and without forgetting the importance of the training provided by schools, it
is necessary to increase the relative weight of the workplace training dimension in VET stud-
ies, especially in those EU Member States where school-based training provision dominates.

Ensure a correct
balance in the
provision of both
occupational skills
and generals skills
and competences

One of the main challenges of all VET systems in general and appren-
ticeship-type studies in particular is to provide young individuals with
skills, knowledge and competences to access and maintain their posi-
tion in the labour market and to progress well over their working lives,
thereby sustaining their current and future employability prospects

accordingly to the technical, economic and societal changes either in
the same or in other vocational domains (“life-long learning”).

For this purpose, it is of key importance to increase the breadth of knowledge provided to
individuals, so the emphasis on vocational skills should be also combined with an appropri-
ate supply of general skills and competences such as: mathematical skills, computer knowl-
edge, a fluent command of the native language and a foreign language, communication
skills, problem solving abilities, civil skills, analytical thinking and some concrete attitudes to

work such as self-reliance, resilience or openness towards further training opportunities.

Adaptation of VET
contents and
systems to
enterprises’ needs

Ensure homoge-
neous quality
standards of Ap-
prenticeship-type
VET studies, spe-
cially the work-
based training
dimension

Promotion of
horizontal and/or
vertical links
between
Apprenticeship-
type VET studies
and other
adjacent types of
education. Ensure
lifelong leaning
possibilities of
apprenticeship-
type VET studies

It is also important to make sure that apprenticeship-type VET studies
adapt to current and future demands in the labour market and the rap-
idly changing requirements of enterprises. This need for adaptation
may imply, for instance, provision of greater autonomy to lo-
cal/regional training centres, upgrading and modernisation of their
available equipments, changes in the established curricula, updating
the qualification system and new means of accreditation or improving
the existing linkage between vocational education and work

It is essential to ensure that Apprenticeship-type VET studies meet
minimum quality and content standards established and enforced by
competent actors. In this regard, it is particularly important to guaran-
tee that workplace training meets minimum standards across all com-
panies and specialities/branches, so to avoid the allocation of students
to unskilled tasks or to prevent heterogeneity and training being too nar-
rowly focused on firm-specific skills that may prevent graduate trainees
moving between companies via occupational labour markets. Examples
of interesting initiatives to assure minimum quality standards may in-
clude the definition and enforcement of contents and terms of practical
company training (including the establishment of a pre-defined curric-
ula and the duration of training), the official assessment of training
outcomes, the formal evaluation of the trainers’ qualifications, etc.

The current importance of apprenticeship-type schemes can be further
enhanced by reinforcing the existing horizontal and/or vertical links
with other adjacent types of education, so that individuals with Ap-
prenticeship-type VET studies are not stuck for life in the same sector
and/or original level of training and all the previously acquired skills
and knowledge are not wasted. Thus, as far as horizontal links are
concerned, it is advisable to foster stronger links and bridges between
both academic and vocational routes and between vocational routes
themselves, in order to facilitate the setting up of individual itineraries
for students accordingly to their personal needs and aspirations, e.g.,
through modularised systems of qualifications allowing to combine
educational courses and training units from different pathways, the
mutual recognition of the different routes and the acquired qualifica-
tions, changes in the curricula design and/or the qualification struc-
ture, the shift to competence-based training, etc.
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Meanwhile, further vertical integration of Apprenticeship-type VET studies with higher edu-
cation can be achieved through the creation of reliable pathways from secondary vocational
education to tertiary education, the encouragement of students to follow those paths, the
promotion of dual Universities and dual programmes at Universities (with increased practical
education in real work settings in all degrees) or the recognition and accreditation of prior
learning and experience.

Assure a sufficient It is particularly relevant to assure a sufficient supply of apprenticeship

provision of places provided by enterprises for all students interested in pursuing
apprenticeship- . . . . . ..

type places, this type of studies, especially in the current context of economic crisis.
specially in the In this regard, particular attention should be paid to the existence of suf-
current context of ficient incentives for employers’ participation, including the development
economic crisis of marketing campaigns aimed at enterprises not providing apprentice-

ship places, the creation of special economic incentives for the partici-
pation of enterprises, the support to collaborative solutions amongst
enterprises (especially for SMEs) or the reduction of associated burdens
and costs for enterprises involved in apprenticeships (in a way that
balances the need for quality in workplace training). Also, the public
sector can be active in the provision of apprenticeship-type opportuni-
ties within its associated enterprises/workplaces, as well as in facilitat-
ing the creation of high-quality classroom-based vocational education
for those young people who may not get an apprenticeship place.

Facilitate access In addition to assure a sufficient supply of apprenticeship-type places

of students to provided by enterprises, it is important to facilitate the access of all

:",’:;f,";.:.cstsl:";'i’;s suitable candidates. Examples of initiatives include the provision of
information on enterprises offering training opportunities, brokerage
services between students and enterprises (with special attention to
on-line services and data bases) or specific financial support schemes
to solve geographic mobility-related problems of students (housing
questions, travel expenses, etc.).

Reinforce In addition to the training of VET teachers in order to update their
::;:E;;W::tivities knowledge and skills to the latest working methods and techniques
ofVETichool used by enterprises (including stages in companies, visits and inter-
teachers and changes), the training and accreditation of company trainers should be
company trainers also a priority in those apprenticeship-type systems where VET stu-

dents develop a substantial part of their skills in a real workplace.

In this regard, company trainers play a key role as link between the occupational demands
of the training company on the one hand side and the apprentices on the other. Training
activities aimed at these trainers should include not only occupational skills and knowledge
related to the sector and the nature of the workplace learning being provided, but also other
appropriate special competencies (pedagogical skills, training methods, settlement of con-
flicts, etc) when working with youths.

Foster o This report has shown that transnational mobility practices of students

internationalisatio and teachers have a number of important advantages both for appren-

n of . . L

apprenticeship- ticeship students, enterprises and VET centres themselves. However,

type VET studies the report has also shown that the participation of apprenticeship stu-
dents in international programmes is still low. In this sense, it is sug-
gested that the transnational mobility and exchange of students and
teachers should be further enhanced, expanding the possibilities for

studying and training abroad.
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For this purpose, a number of policy initiatives might be advisable such as the introduction
of ad-hoc national priorities in this domain with the participation of all relevant stake-
holders, the provision of economic incentives for both participating apprenticeship students
and hosting enterprises (especially SMEs), the establishment of a common statute for those
apprenticeship students involved in transnational training placements, the increasing of the
visibility of mobility opportunities for apprenticeship students or the further promotion of
foreign language learning in VET schools. In addition to this, special attention should be
paid to amplify the recognition of qualifications acquired in other countries via initiatives
such as the European Qualifications Framework, the European Credit system for Vocational
Education and Training (ECVET) or Europass.

Take into account This report has shown that Apprenticeship-type schemes are charac-
social-related terised by important social-related considerations, such as the problem
considerations .
of cheap labour (apprentices used as a source of cheap labour), the
existing important biases in the access to apprenticeship-type studies
in terms of gender, ethnic origin or ability considerations or, finally,
the worrying phenomenon of drop-outs.

In this regard, it is important to avoid situations where apprenticeship-type students might
be used as a source of cheap labour, basically through a better regulation and control of the
working conditions of apprentices. Also, Member States should keep on encouraging the
participation of individuals who may have difficulties in accessing apprenticeship positions
(usually individuals with poor learning records, ethnical origin/migration students, early
school leavers, etc), basically through the provision of special support measures for this
group of students (ad-hoc training places, special transition training programmes, extra
support programmes, etc.) or the support to enterprises to incorporate these individuals
into their training supply).

Finally, policy makers and enterprises should take actions to counteract future skilled labour
shortage problems identified in several EU Member States (for instance, favouring the inte-
gration of foreign workers into the national enterprises).

Reinforce early One of the main tools to deal with drop out problems refers to the rein-

:i;ei:;g:si:ﬁ:’:e forcement of career guidance and counselling activities in all basic

activities 9 school,s so to assist students in making well-informed decisions about
education, training and career/development options available. In this
regard, it is of key importance to establish stronger co-operation tools
between schools, education/employment authorities and enterprises in
order to include a real market perspective in schools’ career guidance
and counselling programmes.

Moreover, these guidance/counselling activities may help to raise the existing awareness of
the whole spectrum of available VET-related occupations, avoiding current situations where
the large majority of students tend to concentrate on a relatively low number of profes-
sions/occupations. Also, these activities may help to solve the present gender biases to
some specific VET specialities.

Foster It is important to assure a high level of cooperation and participation of
cooperation of the different stakeholders involved in apprenticeship-type VET schemes
different . L. . .

stakeholders in (public authorities, enterprises, VET centres, trade unions, etc), both at
the local, national and international level, in the design, management and
design/managem delivery of the studies, including training curricula. In this regard, it is
ent of particularly relevant to ensure a significant participation of employers’

apprenticeship-

type schemes representatives and individual enterprises so to make sure that the VET

supply really meets demand requirements and students can benefit
from an easy and good quality access to the labour market.
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Facilitate This report has shown that there are very important differences

exchange of amongst EU Member States in their apprenticeship-type schemes, both
information and . L A .
good practices in terms of the role played by workplace training activities or the posi-
amongst EU tions and responsibilities of the different parties involved (enterprises,
Member States VET schools, public authorities, trade unions, chambers, etc).

Notwithstanding these differences, it is important to pursue a continuing comparison and
evaluation of existing national apprenticeship-type schemes, as well as the exchange of in-
formation and the transfer of good practices amongst Member States.
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Annex A. Methodology used in The Research

The present report has been elaborated from a combination of two main sources of informa-
tion. Thus, and on the one hand, an in-depth review of existing written information on the
issue of Apprenticeship-type schemes has been conducted at international level. In this re-
spect, detailed country sheets have been elaborated per each EU Member States that provide
information on main available apprenticeship-type schemes, the general characteristics of
these schemes, financing aspects, number of participants and, finally, recent/planned changes
affecting the apprenticeship schemes. In addition to this, an overview of existing apprentice-
ship-type schemes in all Member States of the EU has been elaborated, which includes infor-
mation about the main features of these schemes, ISCED levels covered, the available data
on the number of participants and, finally, recent/planned changes affecting the apprentice-
ship schemes. This overview has been based on the different elaborated country sheets.

For this purpose, the country sheets and the overview have been elaborated using the fol-
lowing central sources of information:

= CEDEFOP. VET-Bib bibliographic database, VET in Europe, Country Reports (2009 and
2010) (available in Internet at: http://libserver.cedefop.europa.eu/F?func=find-
c&ccl_term=(DEM=apprentice?)

= European Commission’s Lifelong Learning Programme, Information and data on appren-
ticeship schemes in the countries participating in the LLP (2009) (available in Internet
at: http://ec.europa.eu/education/vocational-education/doc/annex2_en.pdf)

= Steedman H, The State of Apprenticeship in 2010: International Comparisons - Austra-
lia, Austria, England, France, Germany, Ireland, Sweden, Switzerland. A Report for the
Apprenticeship Ambassadors Network, in: Paper No' CEPSP22, September 2010 (avail-
able in Internet at: http://cep.lse.ac.uk/pubs/download/special/cepsp22.pdf)

= In addition to these sources, some national websites have been consulted to solve spe-
cific doubts (mainly in UK, Italy, Belgium, etc.)

On the other hand, and having in mind the importance of reaching valuable in-depth infor-
mation at national level, the study has focused specifically on nine specific EU Member
States that have been treated as national case studies, due to the extent and interest of
their respective apprenticeship-type schemes in the European context. Specifically, Ikei
Research & Consultancy has focused the analysis of national case studies in the EU Mem-
ber States of Denmark, Estonia, France, Germany, Poland, Slovakia, Spain, The Netherlands
and the United Kingdom.

For this purpose, an extensive review of existing written information on the issue of appren-
ticeship-type schemes (available materials and documents, existing evaluations) has been
carried out in each analysed case study Member States. Also, and in order to complement
the already available information, a number of interviews with privileged informers on the
research issue has been also carried out (the list with the interviewed experts can be found
in Annex B). These interviews have tried to reflect as much as possible the different views
of social agents, so representatives of the both sides of social partners (together with repre-
sentatives of the public authority and experts on the issue) have been interviewed. Each
national country report is presented in Annex D of this report.

Due to the key importance of reaching national sources of information, Ikei Research &
Consultancy has collaborated with a network of national experts, who have been engaged
with the collection of all the information at national level, including the interviews. This net-
work of national experts is the following one (always co-ordinated by Ikei Research &
Consultancy).
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Table A.1 Network of national experts involved in the research

Name of the Institute/

Denmark Sandy Brinck and Mette Slottved Oxford Research A/S

Estonia Mihkel Nestor and Laura Kirss PRAXIS Centre for Policy Studies

France Isa Aldeghi and Nicolas Rose CREDOC

Germany Michael Holz Institut fur Mittelstandsforschung (IfM)
Poland Kazimierz Kubiak and Professor Anna Rogut Entrepreneurship and Economic Develop-

ment Research Institute (EEDRI), Lodz
Academy of Management

Slovakia Juraj Poledna PERITUS

Spain Jessica Duran and Ifigo Isusi Ikei Research and Consultancy, SA
Netherlands Michel Winnubst and Jacqueline Snijders EIM Business & Policy Research
United Kingdom Becci Newton and Kari Hadjivassiliou Institute for Employment Studies

Source: own elaboration.

In this sense, and in order to guide the information searching process, a methodological
dossier was elaborated by Ikei Research & Consultancy in collaboration with DG Em-
ployment, Social Affairs & Inclusion. This methodological dossier was conceived as the
basis for a mutual understanding of the objectives, methods and general concepts relevant
for the study amongst all national members of the research team. The dossier also included
a research guideline, to steer homogeneously the work of all partners, comprising the in-
structions as to how to conduct the research in practical terms. Finally, it is worth stressing
that all the work (including data collection and drafting of documents) was carried out since
January 2011 to December 2011.
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Annex B. Experts Interviewed

B.1.1. Denmark

= Simon Neergaard-Holm, Senior Adviser, Danish Employers’ Confederation
= Jens Juul, Adviser, Danish VET Schools
= John T. Larsen, Senior Adviser, Ministry of Education

= Morten Smistrup, Education Adviser, Danish Confederation of Trade Unions

B.1.2. Estonia

= Malle Pdeva, former manager of the ESF funded apprenticeship project, Foundation for
Development of Lifelong Learning INNOVE,

= Kalle Toom, Head of Vocational Education Division, Estonian Ministry of Education and
Research

= Tiia Randma, Educational Counsellor, Estonian Chamber of Commerce and Industry

= Aino Molder, Head Teacher of the Workplace Based Studies in the Field of Forestry, Luua
Forestry School

B.1.3. France

= Jean-Jacques Arrighi, Research officer, Centre d’études et de recherches sur les qualifi-
cations (CEREQ).

= Christophe Landour, Civil Administrator, Head of the Bureau of training and certifica-
tions with the French Ministry of Labour, Employment and Health

= Bérengére Sesqui, Head of Department, Department of Professional Training and Em-
ployability of Young People at the DARES (Directorate of Coordination of research, stud-
ies and statistics), French Ministry for Labour, Employment and Health.

=  Ruby Sanchez, project manager, Department of Professional Training and Employability
of Young People at the DARES (Directorate of Coordination of research, studies and sta-
tistics), French Ministry for Labour, Employment and Health

= Denis Joyel, President of FNADIR (National federation of directors' regional association of
CFA (Training Centres for apprenticeship))

B.1.4. Germany

=  Thomas Giessler, Head of Division VET-Policies, Confederation of German Trade Unions
(DBG)

= Dr Elisabeth M. Krekel, Deputy Head of Division "Sociology and Economics of Vocational
Education and Training”, Federal Institute for Vocational Education and Training (BIBB)

= Dr Thilo Pahl, Head of Division "National Training Pact, Support for Vocational Training",
German Association of Chambers of Industry and Commerce (DIHK)
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= Peter Rechmann, Expert for Vocational Training and VET-Training Centres, Chamber of
Skilled Crafts Koblenz

= Peter Thiele, Head of Division "Policy Issues of Initial and Continuing Vocational Train-
ing", Federal Ministry of Education and Research (BMBF)

B.1.5. Poland

= Dr. Jadwiga Parade, Head of the Department of Vocational Training and Continuing Vo-
cational Training, Ministry of National Education

= Dr eng. Krzysztof Smela, National training specialist, Institute for Sustainable Technolo-
gies, National Research Institute, Department of Vocational Education Research

= Dr eng. Romana Pawlinska, Chair of the Continuing Vocational Training Committee, Pol-
ish Chamber of Training Companies in Warsaw

= Mgr Janusz Moos, Director, Centre for Teachers of Lodz
=  Mgr eng. Adam Paprocki , Director, Bureau of the Chamber of Crafts in Lodz

=  Mgr eng. Bogustaw Staby, President of the Fashion Industry Employers "Leviathan".

B.1.6. Slovakia

= Roman Csabay, Director, Department of Education, Youth and Sport of Bratislava Self-
Governing Region

= Robert Schmidt, Vice-president for education, Slovak Chamber of Crafts (SCC)
= Marian Letovanec, Senior Adviser, National Union of Employers (NUE)

=  Zdenek Rada, Director, Secondary vocational technical school

B.1.7. Spain

= Antonio Gil Gonzalez, Area Manager, Spanish Ministry of Education-Sub Directorate Gen-
eral of VET and Career Guidance

= Patxi Sasigain (Innovation and Competitiveness Manager), Mikel Sarriegi (Knowledge
and Training Manager) & Nerea Zubia (Enterprise and External Relations), , Employers
Association of Gipuzkoa (ADEGI)

= Patxi Vaquerizo, Director, Vocational Training School of Usurbil

= Beatriz Zafra Caramé, Manager of Trainining Department, Superior Council of Spanish
Chambers of Commerce

B.1.8. The Netherlands

=  Annemarie Koks, Senior policy adviser, Ministry of Education, Culture and Science, De-
partment for Adult and Vocational Education

= Martijn van Blitterswijk, Policy Officer on vocational education and the labour market,
CoLO
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= Rini Romme, Advisor, MBO Raad (VET Council)

=  Douwe Grijpstra, Director, Research voor beleid

B.1.9. United Kingdom

= Richard Marsh, Employer Services Director, National Apprenticeship Service (NAS)
= Graham Hoyle (Chief Executive) and Judy Brandon (National Policy Manager),
= Association of Learning Providers (AELP)

= Alison Fuller, Professor of Education and Work, School of Education in University of
Southampton

= Simon Waugh, Senior Policy Adviser on Education & Skills, Confederation of British In-
dustry (CBI)
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Annex C. Summary of existing Apprenticeship-type schemes in the
EU-27 Member States

Table C.1

COUNTRY

AUSTRIA

BELGIUM

BULGARIA

CYPRUS

Summary of existing Apprenticeship-type schemes in the EU-27 Member States

Apprenticeship-type schemes

Upper secondary level- mainly school
based:

= VET schools (berufsbildende mittlere Schulen,
BMS), ISCED 3B

= VET colleges (berufsbildende héhere Schulen,
BHS), ISCED 3A/4A

Upper secondary level- mainly work based:

= Dual VET (apprenticeship, Lehre, Lehrlingsaus-
bildung), ISCED 3B

= Training guarantee for young people up to the
age of 18. ISCED 3B

Tertiary level

= Fachhochschulen (ISCED 5B)

Apprenticeship-type training schemes

= Alternance Education (Upper Secondary-
ISCED 3)

= Apprenticeship (ISCED 2 & 3)

= Industrial Apprenticeship Contract (16-21 aged
with poor school record)

IVET at Upper Secondary Level (ISCED 3)

= Framework Program B

= Framework Program C

IVET at Upper Secondary Level

= Practical Direction programmes in Technikes
Scholes (ISCED 3A)

IVET at Tertiary Level
= Institutions of Tertiary IVET (ISCED 5B)

Years

3-4

2-4

=3

=3

2 (lower
second.)
+2

4-6

2-3

School vs practical train-

Tuition hours:
- 90% school
— 10% practice

Tuition hours
- 80% company
— 20% school

Training workshops

Work placements

School:

2 days/week

Enterprise :

3 days/week

School:

1 day/week

Enterprise :

4 days/week

School and enterprise training

Theoretical/practical ratio:
5/1
School/enterprise ratio: 15/1

Theoretical/practical ratio:
1.5/1

School/enterprise ratio: 13-
14/1

2 first years: 100% school-
based.

Last year: 1 dy/wk in com-
pany; (school: 4 dy/wk)

Practical training including
project work and industrial
training

Recent/planned changes affecting the
apprenticeship scheme

Number of participants

In 2006, the Vocational Training Act was
amended, providing a legal basis for modularis-
ing apprenticeship which aims at making VET
system more flexible and responsive to sectoral
needs as well as increasing the number of
training enterprises. Also, the so-called ‘Training
guarantee for young people up to the age of 18’
has been introduced in June 2008, intended to
assure that all school graduates who cannot find
a company-based apprenticeship place are
given the opportunity to learn an apprenticeship
trade at a supra-company training centre

Approx. 80% of 16 year-old students attend
VET paths (in a broad sense).

The apprenticeship system (‘dual VET’) pro-
vides education to around 40% of all young
people.

In December 2008 there were 40,000 training
companies, which were training ca. 132,000
apprentices

The rate of attendance in vocational secondary

education (ISCED3) in the Flemish-speaking

community (75 %) and in the French-and

German-speaking community (62%) was

higher than the European average 46% (2006 The Belgian Government is currently working on
data). the development of courses of Higher Vocational
In Wallonia region, the number of students Education (with a key role of workplace learn-
enrolled in 2007 was 8,965. ing).

The number of students in VET training has

been increased due to the financial and eco-

nomic crisis.

Approx. 179,566 students were enrolled in Changes are planed in the legislative pro-

VET during the 2007-2008 school year. gramme to modify this “craftsmanship training”.
Training in the versions of Framework Program Also, the challenges related to the accession to
C are the most popular in the Bulgarian VET  the EU require to increase greatly the funds
system in terms of pupils. spent on training.

Only 12.8% of the Upper Secondary Students

chose the vocational/ technical path in Since 2005 a modernisation of the system is
2008/2009. under way, in order to develop a New Modern
The number of graduates in ISCED 3 (Techni- Apprenticeship. In view of the economic reces-
cal Upper Secondary) has increased slightly sion, the Ministry of Labour is offering additional
from 1,215 in 2005/2006 to 1,245 in subsidies to employers to hire apprentices.
2008/2009.

262 participants enrolled in the Apprenticeship

System in the school year 2008-2009.
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COUNTRY

CZECH RE-
PUBLIC

DENMARK

ESTONIA

FINLAND

Apprenticeship-type schemes

Upper Secondary Level IVET- Primarily
school-based

= Secondary technical schools (ISCED 3A)

= Secondary vocational schools (ISCED 3C & 3A)

Tertiary IVET
= Tertiary professional schools (ISCED 5B)
Upper secondary level

= Vocational Upper Secondary Schools (ISCED
3).
Tertiary level

= Vocational Colleges (short-cycle higher educa-
tion programmes) (ISCED 5B).

Primarily workplace based study
= Apprenticeship (“to6kohap&hine dppevorm”).

Primarily school based study

= VET at Upper secondary level
= Secondary vocational education (ISCED 3B)

= Vocational Training Based on Basic Education
(ISCED 3C)

= VET at Post-Secondary(non-tertiary) level

= Vocational Training Based on Secondary Edu-
cation (ISCED 4B)

IVET at Upper Secondary Level (school-
based):

= Programmes at vocational education
institutions (ISCED 3)

IVET at Upper Secondary Level (work-
based):

= Apprenticeship training (ISCED 3B & 4)

IVET at Tertiary Level:
= Polytechnics (ammattikorkeakoulu) (ISCED 5)

Years

2-3

F35

3-3.5

2-2.5

0.5-4

0.5- 2

0.5-2

ISCED 3:
2-4 yrs
ISCED 4:
4-12
months

3-4

School vs practical train-

Work placements of 6-8
weeks

Practical training 35-45% (at
special premises in school or
at external workplace)

3-month work placement

2/3 of training in the com-
pany

Compulsory 3-month
apprenticeship included

2/3 practical training in an
enterprise
1/3 theoretical instruction

Practical work: 50% of the
whole programme (practic-
ing in enterprises: ).

Practical work: 50% of the

whole programme (practic-
ing in enterprises: ).

6 months in the workplace

70-80% of the time in the
workplace

7 months of compulsory on-
the-job training

Number of participants

74 % of Czech pupils attended vocational
programmes in 2009/2010).

= There were a total of 347,414 students in

Vocational Upper Secondary Education in the
year 2009/2010.

In 2009 54,528 students were following a VET
main course and 40,447 a basic course. The
number of students with VET training
agreements was 50,62