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Abstract

This paper presents the findings from the firsgstaf a doctoral research project that
investigates innovative pedagogic practice in fulle vocational education and
training (VET) in the 16-19 age bracket. Involvi@grmany, England and Austria, it
builds on prior comparative research, some of ithwi SKOPE, that calls for a
stronger focus on practitioners’ perspectives. phagect aims to discover teachers’
understandings and motivations for innovative pecact with a view towards
improving educational policy making. This paper liogs how initial expert
interviews facilitated the development of reseafoki as well as appropriate
analytical designs, and presents the results skth@erviews. In particular, it argues
that a comparative, qualitative, practitioner-famisapproach can capture the
complexity encountered in three diverse VET systems

The analysis of expert interviews suggested fouegmies for comparison in the
main research phase. These relate to VET systeraatkastics, innovation strategies
and mentality, the role of research in teachemimngi and practice and societal
attitudes and participation in VET. The findingggast that VET is not only much
more complex than traditional academic school sectbut also less clearly
delineated. In terms of innovation cultures, expeiihd a significant disparity
between the proclaimed importance of innovativefra and its lack of emphasis in
teacher training. While experts expect that rectainges in all three countries may
stimulate pedagogical innovation, it is not entirelear how incentives from such
diverse developments as increased school autonontlygeoone hand, and a surge in
guality management initiatives on the other, affeschers’ self perceptions and
professional conduct.






1 Introduction

Throughout the last decade education policy haacid increasing attention from
governments and the media as a strategic natissati(see, for example, EACEA
2010). Nonetheless, a recent Centre for Britishcliees Education Trust report finds
that in the UK ‘[tlhe widest gap between evidenoé action seems to occur in the
post-16 sector, where policies on skills, fundimgl atructures run counter to what
evidence and research tells [sic] us, and currmauthoices change from year to year’
(Perry et al. 2010:39). This calls into question the connectimtween successive
governments’ good intentions, and the effect thmficies have on educational
practice. There is a need to explore whether attempreform, ranging from gradual,
step-by-step initiatives to across-the-board systhanges, produce actual changes
for individual learners. In particular, it is imgant to discover whether teachers feel
their students are being equipped with the ‘21stwg skills’ (DfES 2003) needed
for entering job markets. Vocational education &nathing (VET) serves as an entry
point to employment. In this context, research masik what attitudes towards
concepts such as ‘lifelong learning’ are instiliadstudents. At the other end of the
skills spectrum, VET is increasingly seen as agautio higher education (HE), which
raises the question how its pedagogy lives up & #m, and how it copes with
potentially conflicting expectations.

This research paper outlines the design and soelenprary findings of a
research project aimed at investigating innovativange processes from the point of
view of VET practitioners. It is based on assummithat identify teachers as central
actors in the operationalisation of change. Inipaldr, their self-perceptions as
innovators, and in shaping policy implementatiore @eemed to be crucial for
reforms. Thus, emergent concepts and examples nmivative practice enable an
analysis of factors that foster and hinder clagsramovation. These findings can be
expected to aid the formulation of future VET pwglichanges. Based on prior
comparative work involving Germany and Englands thioject widens the scope by
adding Austria, aiming at a substantially largetadaase from interviews, and

incorporating some of the most recent policy depeents in all three countries.



2 Concepts and Framework

The literature on innovative change as a stratisgioe, both within and outside of the
education sector, is substantial. Innovation ideed, to pick just a few examples,
in terms of changes to systems, qualifications, liyjuananagement, change
management, introduction of new technologies, neathways, new ways of
financing, new government-supported schemes forgified, and students at risk.
However, crucial questions remain about the rengivend of such initiatives,
particularly in the VET sector. At the classroonvedk for example, teachers’
understandings of what constitutes ‘innovative b&ag (or learning) are overlooked
in favour of systemic approaches to change prosedses section outlines how the
choice of particular frameworks helps the curresearch project address this gap.

There are at least two interlinked levels of analys research on the
development and impact of innovation in schoolkgd-based VET. On the one hand,
research focuses on the institutional frameworkkiwiwhich innovation takes place.
This includes questions about factors that fatditar hinder innovation, and about
structures of knowledge flows required for effeetimnovation. This emphasis aims
at reshaping institutional mechanisms and rulegmbgvation processes. On the other
hand, there is a focus on individual roles in iremon processes. It looks at the ways
in which individuals interact with such processebat part they play in them, and
which skills and competences they need to intaracertain ways. This latter aspect
includes what is referred to as ‘innovation compe¢e in some of the relevant
literature (see for instance Schonknecht 1997).hBfoici recognise the context
dependency of innovation, but the criteria to t#jfadentify change, and the aspects
that qualify it as an innovation, remain unideeiifi

As an attempt to address this gap, the currentystwilds on two smaller
projects that shed light on some initial answergylwere conducted by researchers
at the universities of Oxford and Paderborn onithglementation of innovation in
VET, mainly with respect to German and English eatg (Ertl and Kremer 2003,
2005a, 2005b, 2006, 2009, Ertl and Sloane 20043%. fEsearch suggests a number of
core assumptions that guide the current projecticpéarly with respect to the nature
of innovation and its implementation dynamics inueational-institutional contexts.

This section will outline how each of them conndotthe literature, and how all three



highlight a need for a practitioner-focused redeaapproach. The assumptions
derived from previous studies are about:

* connections between different organisational leuvblat influence the
manifestation of change in pedagogic practice;

» the nature of ‘innovation’ as a multi-dimensionaepomenon;

» the subjectivity of linking pedagogic theory to gtiae, and hence the
determining role of practitioners.

This does not include argy priori conceptions of necessary or even beneficial links
between innovation in policy contexts, and innoxatclassroom practices. Instead,
these assumptions merely postulate certain dynanotschange processes,
highlighting the complexity of concepts of ‘innowat’, and pointing out the central
role played by practitioners’ understandings.

The first assumption derived from the literaturkates to a three level model
of education systems, namely pedagogic (teacheosyjanisational (school
administrators) and political (policy makers). Dte the power of institutions,
decisions at all three levels may influence pedagbglesigns at the level of practice
(Ertl and Kremer 2009). This impact may be indirect diffused, and intended
changes may themselves become modified in the mgiéation process. Raffe
(2008) suggests the term ‘transition system’ fag &@mtire machinery that produces
education-to-work progressions for young pedpimting that ‘the institutional and
structural factors which shape transitions are dwoahan education and training’
(2008:277). He proposes the inclusion of labour ketzr;, social welfare systems,
societal traditions and other factors. The threellenodel employed in this study is
intended to mirror some of these aspects, but améslay claim to a complete
representation of the transition system as expegiby learners. Instead, the focus is
on innovation in teaching practice in order to ustsnd it in the immediate work
context of VET practitioners.

The second assumption relates to Barber and Fsllg@005) postulate that
educational reforms affect the level of teachingl &arning practices in a multi-
directional process. This process has diverse lstddters such as school
management, teachers and even students. Thereforavation’ is not simply a
product of intentions at the policy level, but imerges as a product of several

1 Not to be confused with the German tefdbergangssystemfor which | suggest the preferred

translation ‘transition sector’. See also footnote
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imperfectly coordinated vectors of influence. Luiski (2009) and Eyal (2009)
support this interpretation of pedagogic innovatam process innovation (see also
Meissner 1989).

Eyal's (2009) work enables a combination of thiewiof educational reform
with a systems research perspective that lend$ wed to this three-level analytical
framework. He notes ‘the resistance of educati@yatems to both bottom-up and
top-down innovations’ (2009:487), both in ‘institbtalised educational systems’
(e.g. VET in Austria) and ‘free-market educatiosgbktems’ (e.g. approximated by
VET in England). He explains the ‘resilience’ oksyms as a property emerging from
their ‘degeneracy’, referring to ‘the ability ofeshents that are structurally different to
perform the same function or yield the same outftyal 2009:488)In extremis,
educational regulations and institutional rules m@gan that innovative learning and
teaching, frequently one of the main aims of reguiachange, cannot develop. This
phenomenon is connected to both of this study eroissumptions, on the complex
nature of innovation and the defining role of pitaaters (cf. Holmes, in Schriewer
and Holmes (1992:127) ‘[tlhe power of teachers #&sist curriculum changes
proposed by politicians or other members of thecational establishment’).

To provide another perspective to this interpretatf pedagogic innovation,
the literature on complex teaching and learningragements (e.g. Mulder and Sloane
2004) can provide further insights. The concept deftned by the COST (European
Co-operation in the field of Scientific and TechaliResearch) network in the 1990s,
and has since been extended along several dimens®imons and Bolhuis
(2004:12), for example, derive ‘types of new leaghprocesses and strategies’ from
constructivism, and in doing so provide a concdptaage from learning theories to
innovative practice. Since the implementation ofhsithanges relies on multiple
stakeholders, their respective perceptions musickeowledged as determining input
factors in the creation of new arrangements. Thilgestive views and assumptions
concerning practitioners’ own actions are a relégabject of investigation.

The third assumption contends that actors adaptlaggy changes, for
example new curricular concepts, within the corseat their particular teaching
venues. As Holmes puts it: ‘Any institution we s@tis run by people. Their patterns
of behaviour determine how it operates. Theoretitstitutional models are modified
in practice by the way people behave’ (Schriewer ldolmes 1992: 127). This means

that implementation processes determine perceptibpslitical reforms because the
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latter’s interpretation and acceptance in vocati@thools and colleges varies to a
substantial degree. In Lipsky’s terms, teachers‘street-level bureaucrafsivhose
‘decisions..., the routines they establish, and tbeiags they invent to cope with
uncertainties and work pressures, effectiiebcomethe public policies they carry
out’ (Lipsky 1980:xii). Practitioners’ own views artherefore a rich source of
information on organisational factors that encoaragprevent pedagogic innovation.
In addition, one may ask to what extent VET prawtiers are equipped to recognise,
implement or initiate innovative classroom practi€®nsequently, an understanding
of ‘innovation competence’ and teacher professisnals a by-product of this study’s
focus on teachers’ experiences.

In summation, innovative processes initiated attipal and organisational
levels are assumed to be altered before they rbaclevel of teaching and learning.
Thus there is no guarantee that even the mostimieltioned or best-planned
reforms will improve learning processes. Instedtkirt impact depends on the
implementation processes applied, which in turnsheped by perceptions of the ‘real
innovators’: teachers in VET classrooms. This aatamt to external influences within
particular contexts results in complex teaching Eradning arrangements. Therefore
the underlying assumptions of the current studytptwwards the high relevance of
meaning-making amongst teaching practitioners. f#search aims outlined in the
next section derive from the need to recogniserties

3 Research Aims and Questions

Before delving into a discussion of specific reshafoci, this section outlines the
project’s general aims and how they are addresgeitisbcomparative, qualitative,
practitioner-focused approach. Considering prieagch and the context given by
the frameworks outlined in the previous sectionydts determined that the research
design should be able to meet several criteria:

» focus on practitioners (teachers and lecturers);
* make use of practitioners’ interpretations and axations;

» relate to daily practice;

2 \Whereas Lipsky applies the term to teachers te stzhools, the concept extends to teachers in any

setting that makes them act as the public face fewgards students) of an organisational structure
(institutions, but also policies, curricula, etc.)



* be sufficiently broad to allow findings to applyM&ET in general, not just
a particular sub-sector;

» allow for the emergence of meaning rather than ewipy pre-made
categories;

* represent an understanding and continuation of ftheneworks and
parameters employed in previous research, whitevalg for their critical
evaluation in the light of new data;

» fill gaps in existing research, but integrate wath its thematic coverage,;

» take into account practical considerations of reses) time and scope,
especially with a view to tackling a research aoégotentially nearly
unlimited scope.

In order to facilitate design decisions that wotutfil these aims, the central
research question was formulated ds1 what extent do policy changes in VET make
a difference at the level of teaching and learnprgctices? Subsequently, guiding
principles were established from practical congitiens, a close reading of prior
research and an effort to more specifically deli@¢he scope of relevant data sources
and analytical strategies. They fall into threeaareutlined below, namely the choice
of conducting a three-country comparative studg, decision to use a qualitative-

interview based approach and the study’s focugaching practitioners.

3.1 Comparative Approach and Country Choice

Since the central research question is not spetdfiany country, a comparative
approach involving three different VET systems vdgemed appropriate to allow
abstractions from individual observations, to mgeneral ideas about classroom
innovation. This reflects a focus on commonalitinsresearch data, rather than
systemic differences.

Germany and England were chosen for this reseagchuse they were the
basis for previous research, but also for theitabulity as comparators. England is
notable for the fast pace, broad scope and frequehoeform efforts, including the
establishment of new qualifications (e.g. diplomabe creation and abolition of
organisations (e.g. YPLA) and its vibrant and deeeeducational culture at further
education (FE) colleges. Germany has faced chakeng conjunction with its
particular dual-system approach to VET (e.g. casimdustry places), resulting in the
widening of non-dual VET (e.gBerufsfachschulgnand other changes. It is

characterised by a long-standing tradition of inoeatal adaptations within a
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public/private partnership frameworkSdzialpartney, which stands in marked
difference to England. Austria was added for tridagion. It has similarities to
Germany, for example in its dual system, but add$i¢ comparative scope a firmly
established and socially highly recognised collegeed VET sector that is
centralised Berufsbildende Hohere Schu)eand currently faces the consequences of
greater school autonomy, new modes of assessmemt Zentralmatura and
changing relationships to higher education.

There are practical considerations in favour ofn@ery and Austria, such as
the researcher’s ability to conduct interviews dath analysis in German, as well as
accessibility issues through extensive academidacts at German and Austrian
universities. However, there are also theoretioahsons: English educational
researchers and policy makers have a history diigato Germany in debates about
the perceived shortcomings of their own systemse Técent Wolf report, for
example, acknowledges that ‘English policy-makeavehbeen preoccupied with
German education and apprenticeship for well o\ gears’ (Wolf 2011:40). The
German VET system, and its dual system in particalee perceived to constitute a
stable, high-quality engine contributing to Germangconomic and industrial
prowess. However, German and Austrian researcheds policy makers voice
concerns about their systems being too stagnana@indompetitive, especially in the
face of an increasingly English-speaking globalnetoy and dynamic European
markets for labour and education. For these reasbeschoice of observing these
markedly different VET systems is expected to dbote to this project’s

comparative potential.

3.2Qualitative, I nterview-Based Approach

Given the broad nature of the research questiorg &nd other constraints rule out a
quantitative approach that is both comprehensiviepical coverage and statistically
representative for VET as a whole. The obstaclégrant in random sampling of

dozens of colleges and hundreds of teachers, &r todadequately reflect the breadth
of qualifications offered, combined with the diffites of quantitatively capturing

constructs such as practitioners’ views on innavgtied to an early decision to
pursue a purely qualitative route instead. Thisvedl for richer data sets, enabling
insights into system dynamics and actors’ self-gtions, rather than numerical

descriptions. It aspires to do this by employindeimiew partners as human
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extensions of the research instrument (Lincoln &uba 1985, Tesch 1990:44),
enabling joint efforts of meaning-making based igh,rrather than precise, data.

On the downside, this strategy does not allow tatigical generalisability,
and it is less straightforward to establish thdditgl and reliability of findings. To
address this, Stake (1995:8) paraphrases Erickig86), defining ‘qualitative work
as field study where the key interpretations topbesued were not the researcher’s
interpretations but those of the people being stlidiThis chimes with Kvale (1988)
speaking of ‘co-authoring’ data rather than ‘cdileg’. Choosing semi-structured
interviews as the principal data collection metipoomised to match this intention. In
addition, most teacher interviews were precededldgsroom observation sessions in
order to provide contextual information.

The data was gathered for a number of cases repirggéndividual teachers,
in certain settings, at particular institutions. wéwer, as Campbell (1975) and
Flyvbjerg (2006) contend, under certain conditiohds possible to make valid
generalised claims on this basis. The current pragms at such generalisations,
rather than presenting a case study without anmsitido form abstracted
understandings. Campbell (1975:1991) argues: ‘Adtieman is, in his ordinary way,
a very competent knower, and qualitative commorsasdmowing is not replaced by
guantitative knowing.” Flyvbjerg (2006) builds ohig reasoning and introduces the
‘critical case’ as one that is chosen to be vadidd large range of phenomena, based
on an understanding of the context. The importactois are the questions asked and
the cases chosen. To enable such choices, anl moitiad of expert interviews in all
three countries was designed to provide backgraafmmation on VET system
specifics, as well as general starting points foesgions of pedagogic innovation.

This paper reports on the findings of that initedearch stage.

3.3Practitioner Focus

In order to address the purpose of informing edanat practice, an investigation of
relevant actors’ perceptions of change processes baicentral to this project. This
links to questions of ownership of, and responigybfbr, educational reform efforts
and their connections to pedagogic innovation. Tteer could be defined more
clearly in terms of improvements in learning anacteng designs, not only from an
objective theoretical perspective, but also frone tubjective point of view of

stakeholders.



Ertl and Kremer (2005a) recommend that further aede should focus on
teachers’ views within their specific work enviroants. They suggest that particular
types of work or sets of aims require personalijaalthat might be fostered in order
to support the implementation of innovations. Tdiis requires the identification and
documentation of successful and failed instancegedfagogic innovation. For this,
the emphasis must be on practitioners and theinmganaking, whilst recognising
that contexts, institutional arrangements and aebrag reform initiatives are highly
relevant. As Holmes puts it, ‘it is necessary teognise the difference between
publicly stated normative positions and the expoesften in behaviour rather than
words, of deeply held beliefs’ (Schriewer and Ha@M©92:138). Thus interviews and
classroom observation provide accounts of pradtiocen which to distil a broader
picture.

The interviewees for this study can be picturechimitinstitutional and role
dimensions. As discussed in this paper, expertse Baggested particular foci within
the institutional dimension, most importantly atriesion to full-time VET education
in the 16-19 sector, even if it cannot always beady delineated. The spread of
research participants attempts to cover a broageratong both the institutional and
role dimensions. However, the number and varietyBT institutions even within
each sub-sector is substantial. Heeding the adkiate’'qualitative samples tend to be
purposive rather than random’ (Miles and Huberman 1994:2pportunities for
contacts with colleges and teachers arose fromrexpeommendations, based on

links with researchers at the universities of Oafdnnsbruck and Paderborn.

3.4 Contributionsto Research

As the current culmination of previous smaller saasearch efforts under the aegis
of SKOPE, this study extends their trajectory byplaying similar methodologies
and geographic and thematic foci. It connects sg¢vstrands from theoretical
perspectives on innovation, systems research amdgehnmanagement, but explicitly
does so from a bottom-up perspective. It endeaviouspproach its field of enquiry at
the Street Level as defined by Lipsky (1980). Couseatly, it asks straightforward,
but ‘big’ questions, both as research questions andhterviews with research
subjects. It aims to provide concrete examplesitatuiminates in an analytic account
of how innovation happens in VET. This inductiveeahy-building is based on a

structured, empirical understanding of the subjecteality of VET practitioners.
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One may surmise that this research unearths thal isapes: teachers are
limited by a lack of time and budgets and studeats suspected of getting
progressively worse. Indeed, those are recurrirgmés throughout this study;
however, its qualitative approach enables it tobggond that, and discover new
interpretations derived from possibly unusual redegarticipants: far from being
statistically representative, the teachers involwvethis study must be assumed to be
biased. They were often the most engaged individagatheir respective institutions,
which in turn had been approached for this studgabse they have acquired a
reputation for being particularly innovative. Thésequently represent best-case
scenarios, which lends a particular significancth&r reports of factors that motivate
them and obstacles that hinder them in their teacéfforts.

This should lead to convincing recommendationgrfgeroving the transfer of
curricular and organisational change to innovatikassroom practice. Alternatively,
if research discovers no scope for such a link, good or bad teaching happens
independently of top-down expectations, it wouldaméhat talk of innovation on the
level of policy-making remains without discernil@éect on teaching practice. This
would constitute an important finding in its owght. That is, if there are only weak
links between reform efforts and pedagogic innmrgtiand students and teachers
essentially do what they have always done despiémges in policies and curricula
(new pathways, different subject matter), then thtigdy cannot aim at definite
conclusions, but may serve to direct further redeaather than proffer immediate

verdicts.

3.5Research Foci

This section presents a catalogue of research ignsstesigned to meet the
requirements outlined above. That is, they enablgualitative, comparative and
practitioner focused approach to understanding ggla innovation. Clustered
around three focal points, they represent inihabretical considerations, informed by
results from the first-stage interview process vatlucational experts and developed
further during the data analysis stage employingr@gches from grounded theory.
The foci span the arch from individual perceptians|uding relevant definitions, via
experiences of innovation, to interpretations armbtractions. Starting with an
understanding of what teaching practice meansachtr's, the sequence of questions

represents an attempt to build a narrative of iatiom from the ground up.
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» Perceptions and Concepts

1. What are practitioners’ conceptions of teachingctica, and how do
they relate to pedagogy?

2. What are practitioners’ conceptions of innovation?

3. Who are the relevant actors in the operationatisabf innovative
change?

4. What role do practitioners’ self-perceptions andtiars of
professionalism play in the implementation of inatiwe change?

5. How do practitioners perceive changes in studemtd aocietal
expectations in relation to innovation processes?

« Documentation of Practice

1. What are concrete examples of innovative pedagogly leow were
they generated and implemented?

2. How do regulatory change, policy reforms, new digation
frameworks and modifications in assessment regaifest the design
and/or implementation of innovative pedagogies?

3. How does the work situation of practitioners, irthg their initial and
continued training, affect their role as generatmd/or implementers
of pedagogic innovation?

* Analytical Perspectives

1. How are regulatory (top-down) changes received aridrpreted
(bottom-up) in VET contexts and what are the raedifferent actors
in this process?

2. Which factors support or hinder the development imfiovative
teaching designs?

3. How do educational reforms need to be formulatedrd®er to result in
more innovative teaching practices?

The qualitative interview-based approach provedaddfit for this agenda.
This paper concentrates on the initial round ofegkmterviews, and cannot go into
details of the on-going process of data analysssiltieg from teacher interviews.
However, at the current stage it is sufficientlgasl that the design of this question
catalogue as a result of guidance received fronuatiag the talks with experts has
contributed significantly to the success of lagsaarch stages.
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4 Current Status: Lessons Learned from Expert Intervews

The initial round of one-hour long semi-structurexipert interviews in England,

Austria and Germany was arranged in order to utalslsspecifics about each
country’s VET system, and to enable more accuratgsns for the main research
phase. Their analysis helped evaluate findings fpoor research and provided a first
opportunity to fine-tune the comparative analytppeach. In addition, the expert
interviews determined the focus for further invgation, and aided the creation of
draft interview schedules for teachers, school adstiators and further experts and
policy makers.

The expert interviews were based on a preliminatgrview schedule drawn
up for the study’s main interview phase. Howevdreit design emphasised
interactivity and spontaneity in order to achievaximum topical coverage, and to
increase the chances for serendipitous discovetgpi€s or points of view that may
not at first have been considered. This refinenteok place repeatedly and in
different forms

* adding or clarifying questions during interview paeation;

* adding themes or modifying questions during in@mg in response to
specific interview situations;

» re-formulating questions or topics after interviewased on notes taken
during the interview, or based on preliminary ingziens from the entirety
of previous interviews.

The Austrian interviewees for this phase of redeawere an expert at the
Austrian Federal Ministry for Education, Arts andiltdre Bundesministerium fur
Unterricht, Kunst und Kultur(bm:ukk)) working on coordinating innovation
initiatives in the VET sector, and an expert frolR@A-VET, the Austrian Reference
Point for Quality Assurance in Vocational Educatemd Training. In England, they
were a senior expert from the newly formed YPLA (¥ig People’s Learning
Agency, responsible for funding and coordinatingLét19 learning), the former head
of an FE college who now works for the LSIS (Leagnhiand Skills Improvement
Service), an experienced researcher and goverradgigor in the field of assessment
and development who had previously been at a sesl®iat the QCA (Qualifications
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and Curriculum Authorit}) and a former executive of QCDA who is now heading
major body at the interface of secondary and higkducation. In Germany,
interviewees included VET experts at two universistitutes focused on researching
VET; one in Bremen, for industrial training contgxiand one in Paderborn that
specialises on VET in white-collar vocations. Indi@idn, an instructor and
administrator of teacher training for VET collegéerufskolledy in North-Rhine
Westphalia provided a link to practitioners’ expeces. This stage did not yet
include teachers, since it focused on the instihai landscape, history, systemic
considerations and innovation cultures. Howevevera interviewed experts have
detailed personal knowledge and significant expegenorking in VET.

The three countries in this study show markedlyed#nt approaches to the
provision of education for the age group over 14bl€ 1 is not an exhaustive
description, education systems are in each case mmmplex, but it illuminates
important distinctions that have effects througheach system. In particular, it
underlines differences in the role of the state.

Each country has different age ranges for initiglTVin Austria, compulsory
schooling starts at six, and lasts nine years,itarfthal year typically ends at age 15.
VET colleges start in the last year of compulsary fime schooling, i.e. at 14, and
take up to five years, meaning that Austrian VETanpasses roughly the 14-19 age
bracket. The UK ‘entitlements’ agenda seems simbat does not match the 16-19
age range of the National Commissioning Framew®he latter starts at the end of
compulsory schooling (i.e. GCSESs) at the end of yiéa that is, at the age of 16.
German initial VET typically starts after the enflocompulsory full-time schooling,
which differs acrostander,but falls within the 15-16 age range, and lastsaafdeast
three years.

Considering this background of different systemaditions and cultures, the
preliminary analysis of interview results suggestederal categories for comparison:

» system parameters: e.g. structures, school typessament, qualifications;

* innovation strategies, mentality and culture;

3 Later QCDA: Qualifications and Curriculum Developmh Agency; legislation to abolish the

QCDA in autumn 2010 was announced by the coalijiovernment in May 2010.

The German system is highly dependent on diffeténtder policies, so this depiction should be
seen as a rough guide only.
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All four thematic areas were relevant for informitige more concrete aims of the

the use of scientific research into pedagogiesemcher training and

pedagogic practice;

VET participation and societal attitudes towardsT\*tialifications.

subsequent study. They will be explained in motaitie the following sections.

Table 1: Post-14 Education Systems

[

(72}

£S

Austria England Germany
14-19 state runs and funds state runs some educationstate runs and funds mos
or education institutions institutions education institutions, but
16-19 responsibility is atander
anticipation of largely non-state provider§evel with 16 potentially
demand/needs implicit different education
commissioned from systems.
state defines curriculum, | providers by state (local
qualifications and criteria | authorities), based on curricula are defined by
for assessment (for trainingriteria and according to | pyblic-private partnership
part in VET in cooperationidentified needs involving frameworks at
with industry and trade . _ the federal level, and
organisations) national curriculum for | yeiaijeq cyrricula atander
schools, but multiplicity of level.
state supports training | other qualifications exist,
places in dual system often offered dual-system training place
. . simultaneously (e.g. A-  |funded by industry;
dominance of full-time  ||evels and BTEC) assessment by industry
VET colleges bodies on voluntary basis
programmes to support
specific types of learners | gominance of dual system
and initiatives
state support for in-
company training places
Over | VET in HE sector VET in HE offered by VET in HE largely state-
19 |effectively state-funded buindependent bodies (FE |funded, but with university

provided by autonomous
entities (universities,
Fachhochschulén

all other VET with little
state regulation; providers
private or through industry
bodies and trade unions

state agency largest
commissioning body
(AMS: unemployment
agency)

some state support for
individual learners and

colleges, universities), bu
effectively largely state
funded

other VET with little state
regulation; providers
private

state supported continuin
VET or adult education
programmes

programmes

andFachhochschulen
autonomy

all other VET with little
state regulation; providers
private or through industry
bodies and trade unions

gstate support for training
and continuing VET
initiatives
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4.1VET System Parameters

The interrelationship of system characteristicoos&rdiverse fields of activity was
noted by most interviewees. The role of the stategxample, exerts a determining
influence on a number of issues that shape diffeemwvironments for pedagogic
practice. Running the 14-19 VET system from a @miinistry, as in Austria, with a
limited number of school types and qualificatiomsntrasts markedly with the
English approach of commissioning the provisioreaddication from largely non-state
providers. This differs again from German VET whasest prominent aspect, the
dual system, lies within a shared responsibilityttod federal government (for in-
company training) andLé&nder (for classroom-based aspects). The following
descriptions highlight the most pertinent findirfigam expert interviews.

Austrian initial (14-19) VET is split into two si@ens: the dual system and full-
time schooling. The dual system consists of schaskd Berufsschulg and
company-based components, where responsibilityplis lsetween the ministry of
education and local governments in cooperation imidlustry bodies and trade unions
(social partner§$ozialpartne). Dual system education generally takes threesydsut
offers add-on qualifications for higher educationire. Full-time VET schooling lasts
three to five years, where the longer options lepdo Matura, which is a series of
exams qualifying for university. As in academic @als, teaching in full-time VET
schools is based on centrally given curricula, Mmettura assessment takes place
locally by teachers with some elements of centraliyanised oversight and quality
control. This system is currently being changed] arterviewees drew attention to
the transition t&Zentralmatura a more strongly centralised assessment regintastha
widely expected to change the relation betweenhtyacand students into a more
cooperative learning environment. Full-time VET aals fall roughly into three
vocational streams: technical (HTL), commercial JAand humanities (HUM).
Each of these contains schools with diverse bateperialisation; e.g. chemistry,
agriculture, military aviation technology, glassheologies etc. Some vocations,
however, are treated as exceptions, such as nursiming, which takes place from
the age of 17 but is considered part of the higitercation sector as a ‘university of
applied science’ or vocational universifachhochschule

England’s initial VET sector is of course much krgn terms of numbers and
is much less centralised: the state sector, instiepe of local authorities (LAS),

commissions or contracts educational places fromargety of providers offering a
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wide choice to learners. This system applies tbtiimle and part-time schools, but
also includes very small programmes geared towdtdd-system-type approaches
and apprenticeships. FE colleges, forming the aufrehe VET sector, overlap
significantly with the non-VET school system’ orm, frequently offering several
qualifications, including proprietary ones (nottstaegulated) such as Microsoft
Certified Engineer or BTEC, in parallel. In fachey also teach around 200,000
higher education studenthiave more A-level students than schddf&ms and play
a significant role in continuing VET. All interviepartners pointed out that the sector
and its educational establishments are extremelrsk, and the variety encountered
at FE colleges is so great that there are few camecharacteristics. On the funding
side, the situation is similarly complex. One intewee in England drew attention to
an FE college that has over 50 different fundingans. English VET receives
significant funds from the state through 16-19 smning, which is guided by the
National Commissioning Framework in which the YP¥oung People’s Learning
Agency) until recently distributed budgets to LAsrfcommissioning. It is
symptomatic of the pace of change in the Englidiesy that the YPLA has already
been abolished again, to be replaced by the Educ&tinding Agency (EFA). Most
parts of the system are not under direct stateraipr@ind there are no binding national
curricula, although there have been several inat (most recently ‘14-19
diplomas’) to create for VET a set of qualificatsothat would play a role similar to
the ‘gold standard’ GCE A-Levé&lThis leaves education providers with a high degree
of flexibility in terms of courses, qualificatiorand alternate funding streams. On the
downside some experts see this competitive enviemtnas detrimental to the
educational responsibilities of colleges. They fdat the complexities of funding
contribute to administrative overheads and logsais.

German initial VET leans markedly towards the dsydtem approach of in-
company training, supplemented by one to two daysyeek of classroom education
provided atBerufsschulenvhich are either organised as dedicated institgtmmform

one of several different VET streams dBerufskollegor similar integrative college.

According to an interview partner about one thifEFCE funded, one third franchised by
universities, and the remainder funded by emplogefdHS (e.g. nursing).

It is interesting to note that interviewees weoé in agreement on the ‘original’ or true intenton
behind several initiatives; 14-19 diplomas, for mypée, were recommended in the Tomlinson report as
universal qualifications that would obsolete A-lsyeamongst others. Now diplomas are seen as
‘middle track’ applied qualifications, and commenta variously lament their ‘academic drift’ away
from vocational applications, and their lack of deanic quality to successfully rival A-levels.
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The college component is financed and controlledhgylander based on curricula
that are derived from a federally given curricultemplate Rahmenlehrplan but
individually modified atL&nder level. On-the-job training, however, is provided
within industry, and regulated at federal level dmoperation with thekammern
industry or trade bodies that are not under distate control but instituted and
protected by law. Although there are generally ndstdies or tax breaks for
companies that provide training, the traditionalsteyn, which includes the
organisation of assessment on a voluntary basisfurmated by the state, takes in
around 570,000 young people each year (BMBF 2010).

Interviewees gave several reasons for this streacamd referred to frequent
perceptions of a crisis due to a shortage of tngimglaces. However, they generally
held a personal view that system functioned redsdgnaell. In particular, they
highlighted the advantages of access to well-tchippofessionals, and what they
identified as German industrial culture, in par@&@uGerman industrial capitalism in
contrast to English finance capitalism. Severalegtgocited findings that trainees in
their second year have been found to provide ashmasc40 per cent of a qualified
worker’s labour output. The dual system takes amrlers from the compulsory school
system at the age of 15 to 16, as well as studerttee age of 18 or 19 who, having
achieved general university entrance qualificaticar® seeking vocational training
(typically in white-collar professions). Howevehngtsystem is facing problems at both
ends: there are growing numbers of young people ddaot find labour market
placements, and on the other hand, better qualdfadlidates increasingly opt for
Bachelor's degrees. These are provided at univessahd~achhochschuleand may
in some cases be directly geared towards the labwarket, but are not usually
considered to beberufsbezogene Ausbildung.e. VET. To address these
developments on the lower end, a growing ‘transisector’ Ubergangssysteyhof
full-time VET schools Berufsfachschulgrhas been established.

In conclusion, this study’s interview partners haveicated that speaking of
the ‘VET sector’ as an entity is highly problemataespite many parallels. The
Austrian Ministry of Education se&erufsbildungas basically initial VET and speaks
of 14-19 provision, leaving out vocational trainimghigher education contexts and

This is not to be confused with Raffe’s ‘transitisgstem’ which describes VET systems as
enabling a transition from school to the labour ke&rThe German ‘Ubergangssystem’, by contrast,
denotes a system that allows for a transition fiedents who do not find training places, into situas
where they can achieve better acceptance in tHesgsi@m.
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adult education. Superficially similar, the UK gowment pursues a ‘14-19
entittements’ agenda, and delivers part of it withthe 16-19 commissioning
framework. However, any provision above that agéh(wexceptions) does not fall
within the remit of the Dff. Germany adds to the complexity by having subtly
different arrangements in itsdander, and generally distinguishes between a highly
regulated segment of initial VET that includes matydents who have completed
compulsory schooling and start VET effectively atules, and little to no state

provision for continuing VET.

4.2 nnovation Strategies, Mentality and Culture
Perhaps as a result of their long-standing sectperéence, several interviewees
speculated about the cultural differences anduditg towards innovation in different
countries. They generally remarked that the is$yedagogic innovation must not be
seen in isolation from its wider context and ingt@nal or organisational traditions.
Austria was characterised as a cautious innovatbest, and the interviewees
pointed out that there is no history of acrosshbard changes in its education
system, with the exception of the then-revolutignstep of forming full-time VET
schools in the 1970s. This study’s experts expthitteat Austria’s tendency for
incremental rather than revolutionary improvemeamghe systemic level may reflect
complacency in its pedagogic traditions: there héberto been little directed
innovation, resulting in a marked gap between peda&diterature and practice. This
appears to be changing in wake of recent regulatbaynges that bring project-based
and practice-related assessment in VET to the rfamef However, what one of the
interview partners called ‘real innovation’, for ample breaking up subject
boundaries or even discussing approaches such easGémmanLernfeldkonzept
(learning areas) has not yet taken place. Thisysuekperts agree that significant
change has often been stifled by Austria’s traditaf coalition governments and
strongSozialpartnerinvolvement. While they contend that innovatioril \yrow at a
local level due to developments like assessmenhgehge.g.Zentralmaturd, a
widening of competency-driven learninBildungsstandardsand supported bottom-
up initiatives such as COOL (cooperative open lieg)n they fear that the spread of

pedagogic innovations may not gain much tractionaosystemic level. In their

8 Department for Education, renamed from Departrf@n€Children, Schools and Families (DCSF)

by the coalition government.
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opinion this is largely due to the lack of evaloatiand institutional structures to
collect and disseminate new pedagogies.

In contrast, changes in the English education systave been characterised
by experts as a reflection of what intervieweesidig as an English approach to
innovation (often termed in its ‘non-germanic’ peofes): total system changes are
attempted at structural and regulatory levels, avbgsentially the same actors remain
out of necessity, which hampers real change anduatado re-labelling exercises.
Moreover the classroom impact of reforms is haréddsess since there are no state
mandated curricula or assessments. However, thxésts @ direct link between state
and providers via funding, so central directiveskte down through a web of formal
and informal agencies and quangos as recommendatigaidelines, quality
assessment regimes and funding decisions. Someiewees pointed out that the
overall climate of change and experimentation leastd the successful adoption of
programmes such as ‘e2e’ (entry to employnieat)d that colleges appear willing to
attempt both new qualification programmes (e.g.lodiy@s) and radically new
pedagogies (one interview partner explained theeginof ‘five-minute-lessons’). It
was argued that the flexibility inherent in offegiseveral different learning streams at
large colleges (e.g. BTEC alongside A-levels) leaktb a culture of communication
and teamwork at English FE colleges that is inanghg being supported by more
formal procedures of quality control and documeatat However, experts also
cautioned that teachers already feel stifled byoma&my and other non-teaching
requirements. The most significant current systdmange, the move of funding
decisions from the Learning and Skills Councildodl authorities in cooperation with
the YPLA and later EFA, was expected to changerifige within the provisioning
process for 16-19 VET, which may ultimately stintalgpedagogic innovation with
learning providers.

German experts have drawn attention Modellversuchsforschungpilot
project research), an approach that for over 30sybas generated around 1400
experimental initiatives at schools and collegespapanied by scientific evaluation.
However, the programme was abolished by policy msake 2007 due to their
perceptions that pilot projects failed to take rd&jects at.anderlevel continue to
take the German approach of empirically assesdiagges in the education system.

®  The success of e2e has led to the formulation dbllaw-up initiative termed ‘foundation

learning’.
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However, experts agreed that there has been nbleatsstitutional change in recent
decades, and only one significant, system wide icar transformation, the
Lernfeldkonzepflearning areas) initiated in the 1990s. Changes described as
gradual, and are effected through existing instihg, based on consensus driven
policies with significant industry and union inveiment. Vocations are circumscribed
in a list of approximately 350 Ausbildungsberufe(training vocations) which
regulates assessment standards and learning brgagso training and employment
standards. Innovation on a system level is usuailyerstood as the creation of new
vocations or curricular changes to existing onesceRt years have seen a widening
portfolio for theUbergangssystertransition sector, often remedial) for learndratt
fail to obtain dual system placements, and expeatge indicated that they expect
significant pedagogic innovation to take placehattarea, both in terms of catering
for learners that are considered at risk of dropmunt of the system and by attempts

to replicate some of the practice-based qualitigeeddual system.

4.3Use of Scientific Basisin Pedagogic Practice

Interviewees in all three countries noted that éhex a gap between pedagogic
practice and relevant research. In each case titelyute a significant part of this
effect to shortcomings in teacher training. In Aiasfor example there is no tradition
amongst VET teachers of a reflective scientific rapph to the field. Austrian
interviewees noted an increased focus on pedagoggatice as an element of teacher
training at Austrian universities, but VET is sadfto a significant extent by
experienced practitioners who frequently lack fdrpedagogical training, and are
almost never introduced to formalised thinking abteaching practices. In each
country, in-company VET trainers are not usuallynfracademic backgrounds, and
thus may see their focus in implementing innovafpamely in terms of vocational
practice or new subject matter. A very similar piet emerges in England, where
teaching qualifications are a relatively recentuisgment. The German situation has
been described as somewhat different, with a muohe npronounced tradition of
pedagogic research in VET, and until recently gjropilot project research
(Modellversuchsforschungand a marked interest in subject specific didactic
Academically trained pedagogues for vocational atiao in particular place greater
emphasis on professional reflection. However, thase generalisations, and the
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overall relation between theoretical pedagogy &aathing or learning practice in all
three countries is quite diverse.

England’s VET system is reported to feature a gngwdulture of cooperation
not only between teachers, but between instituttdnarying types. This continues to
change the outlook teachers have on their role,thed willingness to adopt new
practices or research findings into their teaclitigtegies. Some VET qualifications
pose new challenges for structuring learning exoees: both diplomas and BTECs
have been given as examples of qualificationsréguire teams of teachers to reflect
deeply on their practice. All English experts imststudy were enthusiastic about a
number of education institutions that they desatie very innovative. This indicates
that successful innovation does seem to be commat@tiand noticed to some extent,
although the dissemination of good practice walh séen as a limiting factor.
Austrian experts hoped that several centrally-stkattempts to influence pedagogic
practice via structural and curricular aspectseicent years would enliven interest in
changed pedagogies amongst school administratarstesthers. Increased school
autonomy and European cooperation efforts are ¢xg@elo accelerate the rate of
change. In Germany both initial and continuing VERcher training has become
more strongly interwoven with academic researchrddeer, the German concept of
the vocation in the dual system places an emploasisflective practitioners training
on-the-job learners in a way that has been destriyeone interviewee as ‘deeply
linked to the idea of thinking about what one isngothey may not call it innovation,
but it is self-motivated, problem-driven, reflexiaad creative’.

Several, but not all, experts suspected finan®aktraints (which ultimately
translate into time constraints) as factors thatlér practitioners’ attempts to pick up
academic pedagogy and learning theories. Othersthgpised that the problem
should more properly be addressed by school Ielaigersn active attempts to
confront teachers with new findings or by challemgthem to try different strategies.
Interestingly, both the assertions that teacher¥HET either come from a purely
academic background, or that they have no acadbatkground at all, have been
cited as reasons for a lack of innovative pedagoigie/ET. In the first case they are
seen to have little personal relation to learnemsl ¢he particularities of VET
(expressed by one interviewee as ‘VET is for otbeople’s children’) and in the
latter case they are well-practiced vocational gssionals but lack the academic

framework for conceptual pedagogic thinking. Ip&t of this study’s main analytical
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phase to determine to what extent such a framevgogkprerequisite for innovative
practice or whether, as the quote in the precedarggraph suggests, such practice

can arise independent from its theoretical reseloaske.

4.4 Participation and Societal Attitudes Towards VET Qualifications
Experts interviewed for this study stressed thateustanding learners in VET is
crucial for putting pedagogic practice into contekhe different demographics of
initial VET in the three countries result in a \aion of policy aims and different
scope for change. In each case VET encompasses davge proportion of young
learners and spans a wide range of activities, sefing aside vocational training in
higher education, such as practical engineeringsesuor particular medical degrees.

Austrian VET covers around 80 per cent of 16-19nees, of which half are in
the dual system and half in full-time school-bad4€T. Of the latter, a growing
proportion opt for a five-year option at a highercational schoolBerufsbildende
Hohere SchulBHS), leading for many to university entry. Newetess, Austrian
experts state that subject focus, assessment am@lityeat BHS differs notably from
those at purely academic (i.e. non-VET) schogligémeinbildende Hohere Schule
AHS). They knew of little formalised research ifstarea, and expect that practitioner
interviews will prove fruitful in exploring the dgberceptions of teachers in Austrian
VET. Strong social stratification in Austria stithakes for rigid paths through the
education system: students from non-academic baukgs rarely pursue academic
schooling and are seldom found in the five-yeagastr at BHS that opens up options
for university entry. Thus the social divide langelins within VET, not between
academic schools and VET. There are some oppadsiriidr dual-system learners to
proceed to university entry exams (e.gehre mit Maturg, but the uptake and
support of such programmes is still very low, adawg to the interviewees.

In England, with its more diverse 16-19 educatigstem, the delineation of
VET is less clearly recognisable. FE colleges cauly multiple tasks, and teaching
staff may be involved in both VET and academicastre. However, purely academic
6™ form colleges or school"6forms leading to A-levels or similar qualificat®mre
still afforded the highest social prestige. ‘Panfyesteem’, a repeated aim of English

VET qualifications reforms (for example with thersduction of GNVQY’), has not

10" General National Vocational Qualifications; phasetlin 2007
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been achieved. Interviewees reported that thest sijnificant regional variations in
the social prestige of vocational training, espcipprenticeships. Whereas gaining
an apprenticeship has always been an achievemdrd morth-east of the country, the
south-east has no such tradition. This can probadlirypothesised to be the result of
underlying economic issues, different employmemticstires and traditions and
different regional industrial patterns. Similarlgcial class differences mean that a
large majority of policy makers, decision makerdmanistrators and teachers have
never experienced VET themselves.

This situation is markedly different from Germanyhere dual-system
apprenticeships continue to be the norm for inMB&IT, even including learners who
have already achievedbitur, i.e. university entry qualifications. According t
interviewees, the system has not yet acknowledbatl the social status of some
training vocations is falling relative to others.héebretically all vocational
qualifications from the dual system are equivalevitjch differs increasingly from
how they are perceived by society. Apprenticeslgns be followed up by one-year
Fachoberschulgprogrammes that result in qualifications to erffachhochschulen
that offer Bachelor’s degrees. This path contirneese popular, with for example 60
per cent of Germany's academically trained engmebaving completed an
apprenticeship beforehand. However, social stcatifon still persists in the choice of
vocations and in reality entry requirements for rapficeships in different
occupations are very diverse. In recent decades thes been an increasing number
of learners who did not find apprenticeship pladesthe open market due to
demographic factors, German re-unification and #astern region’s associated
dissolution of industry and economic cycles. Inpaesse,Berufsfachschulemare on
the rise, offering full-time vocational courses.wyer, their students are frequently
seen as socially at-risk, and the emergence oéthesools is considered symptomatic
of increasing dysfunctions in the dual system. @werviewee stated that ‘the system
nowadays does not nearly exhibit the same sodiatigrative function that it did in
the 1970s’.

4.5Research Focus Decisions Based on Expert | nterviews
To enable both comparative and contrasting appesadchwas decided to hold certain
parameters constant for the main part of this st&dgusing on the classroom-based

elements of initial VET in all three countries elemba comparison of similar age
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groups, while still allowing for institutional diveity. In particular, schools and
colleges in this age range have experienced noteywohanges in all three countries
in recent years, which adds to the opportunity fovestigating the internal
mechanisms of pedagogic innovation. For exampkettpert interviews have drawn
attention to the interdependence of VET and otlaetspof education systems, most
notably higher education. The HE sectors of alldpean countries have been subject
to changes and pressures in conjunction with Ew@nopation (e.g. the Bologna
process), widening participation agendas, and dawng state involvement (an
overall rise of neo-liberal or new public managetridaologies). This has significant
effects on VET, since the VET sectors are increggiexpected to enable smooth
transitions into some form of HE, and since libised institutional arrangements
enable new modes of interlinking VET and HE ingtitns.

Such thematic choices do not reflect all that ieresting in the respective
countries’ VET systems. The transition from pedagagademies to higher education
Padagogische Hochschuldar teacher training in Austria, for example, iighly
relevant recent development, both because it coedeacher training and because it
is in itself vocational training. However, interwiepartners have suggested that the
transition has been politically contested and aggionally heavily criticised, which
may prove fatal to research at the moment. Sirgilale change in provisioning in
England alters the arena of operations for FE geeand may therefore change
innovative practice. However, the reforms are smé that their effects fall outside
the time frame for this study. In Germany, presswe the dual system are highly
relevant, but its education and training is fundataky different from exclusively
school-based contexts in Austria and England, abttte choice for comparison falls
on an emerging element of German VET that represantull-time schooling

approach.

5 Conclusion

The analysis of expert interviews enabled discegethat aided designs for data
gathering and analysis in the project’'s main reseahase. They are summarised in
this section, together with topics that may be ragliest for further research. The
analysis presented in this paper indicates clustecommonalities between different
VET systems that provide reference frames for corapa:
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Invariably, VET is a complex sector, featuring bathvariety of college
types and colleges with highly specific profilesicieasingly, VET
institutions branch out into other sectors suchhigher education and
academic 16-19 provision.

 There is no clear delineation of the ‘VET sectar any of the three
countries. While the Austrian and German demarnatians along
institution types (academic vs. VET) and age (d@&strocational education
and training is not recognised as VET proper),BEhglish system splits by
gualifications (e.g. A-levels vs. diplomas).

e« As far as a ‘VET sector’ can be seen as distirmhfthe academic school
sector, it constitutes a very significant part @19 education by any
measure.

* Public perceptions of VET are limited or skewedfhbm terms of the
guality and pervasiveness of the system. VET pakcgften pursued by
people with little first-hand experience in the teecand is therefore
frequently dominated by academic preconceptions.

* In each case experts reported a gap between tokipned importance of
innovation and its lack of emphasis in teachenirg.

Overall, experts identified key developments thaynead to innovation in
teaching and learning practice. This list doesrafiéct an abstract enumeration of all
possible factors that may lead to new pedagogias,répresents a summary of
influences mentioned in interviews. They include:

» top-down curricular or assessment changeife- und Diplomprifuigs
Matura and changes in conjunction witAentralmatura in Austria;
Diplomas in England; creation of nefwsbildungsberuféen Germany or
changes to existing ones);

 the move of vocational training into the higher ealion sector
(Padagogische Hochschulen Austria, HE at FE colleges in England,
Bachelor degrees crowding out the high end of dyatem education in
Germany);

» the strengthening of school management and autorfoeognt in Austria
and Germany, on-going in England);

» quality assurance initiatives (a double edged sywoitén placing an extra
burden on teachers, but also stimulating the eaptor of new avenues);

» the development of pilot initiatives at schools tfbm-up approaches to
innovation; cooperation between schools or diffetgpes of institutions
such as FE colleges and ‘academies’, changes irgsutom halting
Modellversuchat a federal level in Germany).

Several of these findings revolve around the ladkckear definitions,
understandings and delineations. In response,nieeview schedules for the main
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research phase were designed to include questlmatsefucidate teachers’ own

understandings of relevant definitions. This inelsicconceptions of terms such as
‘pedagogy’ and ‘innovation’, since there appearb® different relevant traditions:

experts in Austria and England frequently addressetvative approaches in

structures, initiatives and pathways. Pedagogictipexr was not at the forefront of

their attention. By contrast, German experts rdlat®re strongly to the tradition of

Modellversuchsforschungand were particularly interested in subject-specif

didactics.

Several aspects of the preliminary findings go Inelythe scope of this study.
It is hoped that they may inspire research alongslithat have not been explored in
detail. Discovering a better way to delineate theamng of ‘VET sector’, for
example, would have a bearing on much of the rekeiar this field. In terms of
understanding VET policy, an investigation into tsieewed public perceptions of
VET, especially when taking into account differem@ross countries, may be an
interesting line of inquiry. This connects to isswgeirrounding its changed status in
relation to socio-economic developments, and VEThiso many cases driven and
managed by people who do not have a VET backgrthemdselves.

Within the current research, uncovering the dynamiationships of the VET
sectors in England, Austria and Germany with peditand curricular and regulatory
change, is an on-going process. Findings show #pertlency of conceptions of
‘innovation’ on different societal and institutidnarrangements, so that the
emergence of commonalities and general patternis beilparticularly helpful for
hypothesising about ways to formulate VET polidesnaximise their potential for
affecting classroom practice.

26



References

Barber, M. and Fullan, M. (2005) ‘Tri-level developnt’ Education WeekMarch .

Bundesministerium far Bildung und Forschung (BMBF) (2010)
Berufsbildungsbericht 2010 Bonn: BMBF. http://www.bmbf.de/pub/
bbb_2010.pdf [verified 24.10.2010].

Campbell, D.T. (1975) ‘lll. ‘degrees of freedom’cathe case studyComparative
Political Studies8(2): 178-193.

DfES (Department for Education and Skills) (20@3kt Century Skills Realising Our
Potential London: Her Majesty’s Stationery Office.

EACEA (EU Executive Agency Education, AudiovisuabeCulture) (20105trategic
Framework for Education and Trainingttp://ec.europa.eu/education/lifelong-
learning-policy/doc28_en.htm [verified 13.06.2010].

Erickson, F. (1986) ‘Qualitative methods in reskaoo teaching’, in M.C. Wittrock
(ed.)The Handbook of Research on Teachigw York: MacMillan.

Ertl, H. and Kremer, H.-H. (2003) ‘Innovationskongyez von lehrkraften an
berufsbildenden schulen’, in B. Dilger, H.-H. Kremand P. Sloane (eds.).
Wissensmanagement an Berufsbildenden Schulen.A@®itm Kontext des
Modellversuchsverbunds WisLgip. 215-230Paderborn: Eusl.

Ertl, H. and Kremer, H.-H. (2005a) ‘Innovationskoetgnz von lehrkraften an
beruflichen schulen’, in H. Ertl and H.-H. Kremeed§.). Innovationen in
Schulischen Kontexten: Ansatzpunkte flr Berufsiiege Lernprozesse bei
Lehrkréaften pp. 43-64, Paderborn: Eusl.

Ert, H. and Kremer, H.-H. (2005b) ‘Der umgang mihnovationen an
berufsbildenden schulen: Erste befunde einer eafp@n studie’,
Erziehungswissenschaft und Be&8(4): 451-469.

Ertl, H. and Kremer, H.-H. (2006) ‘Curricular reforand college-based innovation in
vocational education and training in England andn@ay’, Research in
Comparative International Educatiofi(4): 351-365.

Ertl, H. and Kremer, H.-H. (2009) ‘Innovation andfarm in college-based VET
contexts: An outline of research in England andn@ery’, SKOPE Research
Papers No. 87, Cardiff: Cardiff University, SKOPE.

Ertl, H. and Sloane, P.F.E. (2004) ‘A comparisonV&T structures in Germany and
England: Contexts of complex teaching-learning rageaments’, in: R. Mulder
and P. Sloane (edsNlew Approaches to Vocational Education in Europee T
Construction of Complex Learning-Teaching ArrangetseSeries: Oxford
Studies in Comparative Education. pp.27-43, Oxf@&ygmposium Books.

Eyal, O. (2009) ‘Degeneracy, Resilience and Freerkbta in Educational
Innovation.’ Systems Research and Behavioural Scie2gepp. 487-491.

Flyvbjerg, B. (2006) ‘Five misunderstandings aboase-study researciQualitative
Inquiry, 12(2): 219-245.

Kvale, S. (1988) ‘The 1000-page questiddhenomenology and Pedagody2): 90-
106.

27



Lincoln, Y.S. and Guba, E.G. (198Blaturalistic Inquiry. Beverly Hills, CA: Sage
Publications, Inc.

Lipsky, M. (1980)Street-Level Bureaucracy. Dilemmas of the IndividnaPublic
ServiceNew York: Russell Sage Foundation.

Lubienski, C. (2009) ‘Do quasi-markets foster inabon in education? A
comparative perspective’, OECD Education Workingpd?aNo. 25. Available
from www.oecd.org/edu/workingpapers [accessed 08532010]

Meissner, W. (1989) ‘Innovation und Organisation.ie DInitierung von
Innovationsprozessen’, @rganisationenMuinchen 1989.

Miles, M.B. and Huberman, A.M. (1994)ualitative Data Analysis: an Expanded
Sourcebook?™ ed. London: SAGE.

Mulder, R. and Sloane, P.F.E. (eds.) (200é4)v Approaches to Vocational Education
in Europe. The Construction of Complex Learning€h&ag Arrangements.
Series: Oxford Studies in Comparative Educationfo@k Symposium Books.

Raffe, D. (2008) ‘The concept of transition systed@gurnal of Education and Work
21(4): 227-296.

Schonknecht, G. (1997Thnovative Lehrerinnen und Lehrer. Berufliche Emtiung
und Alltag Weinheim: Deutscher Studienverlag.

Schriewer, J. and Holmes, B. (eds.) (1992gories and Methods in Comparative
Education 3¢ ed. Frankfurt a.M.: Verlag Peter Lang.

Simons, R.-J. and Bolhuis, S. (2004) ‘Constructilesarning theories and complex
learning environments’, in R. Mulder and P. Sloéeds.).New Approaches to
Vocational Education in Europ@p. 13-25, Oxford: Symposium Books.

Stake, R.E. (1995)he Art of Case Study Researcbndon: SAGE.

Tesch, R. (1990)Qualitative Research: Analysis Types and Softwao®IsT
Basingstoke: The Falmer Press.

Wolf, A. (2011) Review of Vocational Education - The Wolf Repdmndon:
Department for Education.

28



