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Executive Summary

This is the final report for the project entitled ‘The social benefits of vocatedatation and
training for individuals in a European context’. The project, funded by CEDEFQRalfgrstarted
in December 2008 and hadduration of 14 months. The projectascollaborabn between the
Institute of Education in London and thestitut Arbeit und Qualifikation an deUniversitat
Duisburg Essein Germany Other participating institutions in the project wéne University of
Aix-enProvencen France the University of East London and the University of Sussex in the UK.

The projecthas three aims. The first is to review different theoretical approaches theih ekp
reasons why a learning experience can be beneficial for individuals, thédiesaamd communities

and to apply these theoretical principles to the particular case of Vocatounadti®n and Traimig
(VET). Overall, the project finds that there are important aspects from the theohetnalvorks
discussed-economic,identity and social capitaand the ecological modelthat are helpful in
understanding why a positive learning experience may lealdet generation of outcomes beyond
income and employment. Firstly, there are immediate changadividuals’ personal and social
circumstances that are thesult of the learning experience. Individuals engaged in learning acquire
skills and knowledge and improve their capabilities, which could, in principle, enalvere
efficient decision making with respect to different aspects of their lives (ee. hialth, their
family, engagement in community and social participation). Secondly, in th@ngpacontext
individuals form new social groups, modify previous ones, and form relationships aithets,
tutors, mentors, other studentsiearners and employers. These networks can increase individuals’
sense of belonging, identity and they may also enhance access to institutionsy, alpasitive
learning experience could have the potential to tackle structural inequaifiestning experience
which develops the capacity of individuals to find out what needs to be done and how to do it and
which fosters habits of setfirection has the potential to generate social benefits even within a
system characterised by high levels of social and economic inequalities.

Moving from the general concept of ‘learning’ to the specific case of VETrep@thighlights the
following featureghat a positive VET experienshould have if it is to generate social benefits: the
content of learning, impact on skills and competencasess to networksrecognition of
achievement, links to institutionand potetial for mobility in the labour market. Some of these
features are generic and may be sthdrg individuals learning in other educational contexts.
However, we rely on information that relates almost exclusively to the case of Miile
discussing the evahce to support each feature



The ontent of learning refers to what is taught in VHIearning practical skills exclusively may
increase individuals’ confidence and sedteem which could improve health. However, learning
civic and social skills in adglon to practical skills could have additional impacts on individuals’
civil and social engagement. Therefore, what is taught in VET maytteadprovements on
individuals’ psychosociaskills as long as the VET provision is nstrictly geared towardshe
‘know how’ or ‘the skills to do their job The VET learning experience shoulchprove
individuals’ competencies, which involves the ability to meet complex demandthe habits of
seltdirection In addition, in a VET setting, individuals have the opportunity to learn from other
learners, make new social groups and possibly modify previous dhese are interactions
between teachers and learners which are extremely important for theissms of knowledge and
improvementn psychosocial factorsuch as attitudes, motivations and values, which could lead to
wider social outcomes for learners. Important also for the case of VET tisléiienship between
learners and masters or employers, as a VET learning experience can takethaeerkplae.

Upon completion of formal VET, successful learners receive a degree or diplootasvalued in

the labour market. The value of the dednae been explained in terms of signalling to employers of
the potential skills and abilities acquired throutite VET experience. In several countries,
however, the VET qualification has been perceived and valued as a ‘secdrmpbest and this
has implications for learnergarticipation, engagement, and future ambitiohspositive VET
experience should ebk individuals to have mobility in the labour market, both in terms of
promotions within the field of specialisation and also a job change due to thiermbiigy of
skills. It is our premise that a positive VET experiesbheuld enable this mobilityf it promotes
individuals’ self esteem, confidencend habits ofself-direction which arébecoming extremely
valuable skills in the labour market. Finallyewvalso investigate the possibilities that VET begets
further learning as well as smooth transiamto the labour market. These issues are connected to
the national educational context in terms of the stratification of VET and ¢estkreationand
labour market regulations.

Henceforth, the second aim ofetproject is to locate VET within nationabntexts of educational
provision and its relationship with the economy. The main features of VET are emblveitliia
national systems, in particular educational systems. Systems of VET differ wagtsein which
learning is provided, the monetary anonamonetary value attached to a qualification, the links
with other educational institutions and with the labour market. All these are intfpledéures that
could enable a positive VET learning experience to result in benefits beyond incpmil® in
some cases VET can foster the development of these social benefits in other gasas the
inhibited. In addition, rational systems catomplementhe economic and social return to Viemr
they may diminish these returns. Although it is not possiblempirically identify how the
different elements of a VET experience relate to the realisation of social benefliswie Ise able
to demonstrate whether the social benefits of VET are context specific. Insiping may be able
to determine whether these contexts have the desirable characteristics for th&orealisthe
social benefits.

The third aim is to empirically test the social benefits of VET in a Europeaaxtoio do so, we

draw on data from the European Community Household Panel (ECHP) and obtain indicators of
individuals’ health, civic participation and wddeing. We also obtain indicators for the highest
educational qualifications achieved and more importantly we isolate episbdeitial VET and
continuing VET to investigate hothese relates to the different social outcomes. Our analyses are
performed using a lifecourse perspective, meaning that we differentiate betffemidstages of
individuals’ working careers when investigating the possible benefits of VHTakalysesre also
performed by systems of VET. The aim of these analyses is to investigatemthethealisation of

the social benefits is linked to national systems of VET. If this is the case, yarable to draw
general conclusions about the features of Wat yield social benefits.

3



Our results shovwevidence that IVET is associated with positive changes in health outcomes, such
as selfrated health and lack of chronic health conditions, with membership to organisations and
with satisfaction with job or min activity for individuals across Europe. Interestingly, some of
these associatiorsse only found for individuals living in Finland and Sweden. Having in mind that
the IVET system of Sweden and Finlargl characterised as egalitarian scHoaded systeqnthis
supports the hypothesis that an integrated school system offering options for pentamalement
through equal treatment of vocational and general education as well astadoiggeer education
affectsindividual wellbeing on the wholeOneimplication of this finding is that a general el

social welfares an important mediating factor for the realisation of the health benefits of IMET.
other words, there are complementarities between institutional factors at ¢he Iengel, in ths

case a strong welfare state, and the formation of social benefits for iradé/adithe micro level.

We also ind that IVET s associated with increakenembership to voluntary organisations and
with increasd satisfaction with jobor main activity These resultsra obtained for individuals
living in two particular systems dVET, Germany, Denmark, Luxembourg and Austria and in
Italy, Greece, Spain and Portugal. One reason why we may find a positive relptioestheen
membership to voluntary orgaations and IVET may be that participation in civil society is
rewarded in these systems and not in others. Hence, through patrticipation in IVEduaidivhay
find incentives to join voluntary organisation8gain, our results suggest strong links and
complementarities between institutional factors and social benefits for individuals.

Reasons for a positive correlation of satisfaction with job or main activitylBd may be
different between the two groups of countries: Traditionally in Southern European oyotrib
unemployment and NEET rate is rather high. Therefore, those who do nopbwargnat able tqQ
follow the route of general education but are integrated in the labour market via NJBT darive
satisfaction by comparing their sitiem with those who are neither in employment nor in
education. A positive correlation between satisfaction and IVET in countrieg @pprenticeships
are widespread might derive from the multiple legal frameworks that regulates the quality o
training, safety and labour provisions for apprentices as well as salaries. Inl,gieeirscrease of
satisfaction with job or main activity could be attributed to the fact that IVET ifitecgloaffair.

Lack of statistical association between IVET and aomiitcomes is also an important result. When
undertaking our analysis by systems of VET, wendt find evidence of an association between
IVET and social outcomes for individuals living in UK or Ireland and for only one outcome
(satisfaction with job or main activity) for individuals living in Netherlands, Befgor France. For

the UK a possible explanation is the low transparency of the VET systentedfiiéh certificates
with only minor value for getting access to the labour market. The contiseht@blbased system

of VET in the Netherlands, Belgium and France might not be associated wilh @atciomes for
individuals because of the strong meritocratic orientation of VET leading exandary’ status of
those who attend training. Hence, neiged or credentialised systems of VET are likely to fail in
generating benefits for individuals that are beyond that of employmenmemnue.

For the case of CVET, most of the associations between CVET and soc@hesére found for
individuals in their early careers, aged 26 to 45, who had working experience prior to 1994. As for
the case of IVET, weirid that individuals in their early careers undertaking CVET had positive
changes in selfated health, lack of chronic health conditions, higher rate of membership to
voluntary organisations and more satisfaction with job or main activity over time. Thik resu
mainly supported by individuals living in Finland or Sweden. This is not a surprising oustocee
Finland is well known for its politidaeffort to improve training and working conditions at the
workplace.Requirements to meet the challenges of an ageing workforce are broadlselisaus
Finland leading to programmes that aim to increase participation in training, to ingafete and
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work protection and to reward competencies of older workers. Thus, Scandinavian samitie

be seen as countries with a holistic approach to improve working conditions in order to keep the
ability to work at a high level over the lifecourse of individudlhis system is more likely to
enable individuals to generate social benefits from CVET.

Taken all our results together, we conclude that there are important compleinesrativeen the
institutional arrangements of IVE&nd to some extent CVE&ndthe realisation of social benefits

of individuals. Strong welfare states complement the realisation of healthtbesfefVET for
individuals. Systems that reward civic participation see more voluntarism in agans linked to
IVET. In policy terms, it is worth investing in IVET in systems that have the capacity to
complement this investmentVhere institutions are not in place, then there is a need for policy
coherence across sectors in order to raise the effectiveness, efficiencystamdabllity of the
efforts made in IVET to promote social outcomes for individudMET itself cannot generate
social outcomes without challenging economic and social inequalities at the nvatrstigma and
disadvantage attached to the value of IVET. Tackliegehssues maysure a net positive impact

of VET for individuals.
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Introduction

A large number of empirical studiesveashown that education, measured as years of schooling or
highest qualifications achieved, is strongly related to life expectancy, lityprdhesity, depression,
smoking, saving, voting, political interest, trust, volunteering, donating and ¢Hane=man and
Wolfe, 1984; Grossman, 2006; Feinstein, et al. 2006; OECD, 2007a; Cutler andNlerag,
2009). The 2009 edition &ducation at a Glanc@OECD, 2009) presents the relationship between
education and three social outcomeselfassessed healtpolitical interest and interpersonal trust
—for 20 OECD countries, and suggests a strong correlation whereby higher lezdiscafion are
associated with better outcomes.

Moreover, theres also agrowing number of studies that have establishadsal relationships
between education and various social outcomes. For example, Holmlund, Lindahl gui20R&)

review a number of empirical studies on the impact of parental education onrchilciognitive
development. Their review shows a genuine causal effect of parental educatioir ohilten’s
cognitive development as measured by test scores that is independent iofigkegtance. Many

of the studies reviewed by Holmlund et al. found that the size of the effect of paduntation is
modest, with differences by parental gender and social class. From a review oicarapidies on

the impact of education on health, Grossman (2005) concluded that there are a numiskesof st
showing that education has a causal effect on health outcomes, but less is known about the
mechanisms for educational effects on health.

This body of evidence, however, has tended to focus on the role of education meagaezd ab
schooling or highest qualifications achieved. Typically, studies using thesarsmasts of
education do not differentiate between qualifications achieved as a result ofl geheration,
vocational education or a combination of both. Studies using years of education or highest
gualifications as measures of education largely ignoee pibssible contribution of learning at
different stages of the lifecourse since these constructs do not take into accounthwhen t
educational qualification was achieved. Although some work has started to emerge on the
association between learning in adulthood and social outcomes (Kaestner and Corman, 1995
Rosenzweig and Wolpin, 1994; Heydon and Reilly, 2007; Sabates and Duckworth, 2009), or
between achievement of vocational qualifications and social outcomes (Bymhé&mgerton, 2001;
Hammond and Feinstein, 2006), the role and importance of vocational education and training
(VET) remain relatively unexplored.

This report has three aims. The first is to review different theoreticabaqes that explain the
reasons why a learning experience can be flwggle for individuals, their families and the
communities where they live and to apply the principles from these theoriesp@rticalar case of
VET. The way in which VET should be theorised in terms of msocial outcomes must be
interdisciplinary. Unlike the case of the economic returns to VET, where human capital models
predominate, the nature of the social benefits means that we must call upon blothogssal and
sociological theories. Moreover, the benefits of VET are not simply in terrassdts’ (perhaps
various forms of capital) that individuals acquire through the life course. VET, hke fatrms of
education, is associated with changes in perspedtidejiduation and agency. The conceptual
framework which we propose in this repe therefore not only interdisciplinary but also aims to
situate individuals within the social context in which decisions concerning lgaamd life
outcomes are taken. So whilst the report focuses on social benefits for individsialscessaryot
refer to these always as contextualised by rhegel theories (in particular we focus upon social
capital) and the institutional structures in which decisions are taken.



The second aim is to locate VET within national contexts of educational proviSigstems of
VET differ in the ways in which learning is provided, the monetary andnmametary value
attached to a qualification, the links with other educational institutions and witabiver market.

All these are important features that could enabfmsitive VET learning experience to result in
benefits beyond income or employment. So, while in some cases VET can fosterefloprdent

of social benefits in other cases they can be inhibited. Although it is not possihepirically
identify how te different elements of a VET experience relate to the realisation of sociatdenef
we should be able to demonstrate whether the social benefits of VET anret spetfic. In doing

so, we may be able to determine whether these contexts have théldesieaacteristics for the
realisation of the social benefits.

The third aim is to empirically test the social benefits of VET in a Europeaaxtoib do so, we
draw on data from the European Community Household Panel (ECHP) and obtain indicators of
individuals’ health, civic participation and wdleing. We also obtain indicators for the highest
educational qualifications achieved and more importantly we isolate episbdeitial VET and
continuing VET to investigate how these relates to the diffesecial outcomes. Our analyses are
performed using a lifecourse perspective, meaning that we differentiate betffeemidstages of
individuals’ working careers when investigating the possible benefits of VETagalyses are also
performed by systesof VET, meaning that we estimate the models for systems of VET separately
The aim of these analyses is to investigate whether the realisation of the epefékhs linked to
national systems of VET. If this is the case, we may be able to draw lgemechisions about the
features of VET that yield social benefits.

This report is organised as follows. Section 1 provides definitions for VET and fal ‘senefits’

and Section 2 describes different theoretical frameworks for educationefitbe Section 3
contains the key features of a positive VET experience which may ol benefits for
individuals. Section 4 locates VET within national educational systems and providagistic
classification of VET systems that can be used empiric8ction 5 describes the methodology
and Section 6 provides a summary of the results from the empirical models. We provide
conclusions and recommendations in Section 7.
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1.Definitions

The first section of this report offers definitions about the key concepts undeligatiest These
concepts are ‘vocational education and training’ and ‘social benefits’. The bengdits may be
‘final’ or ‘realisable’ benefits, that is those which accrue tangible (if meressarily immediate)
benefits to the individual. These benefits might include, for example, improved health dahd qual
of life. Some benefits, though, are not immediately realisable but may be tlodaghbeing assets
which individuals might draw on in future events. These benefits miglesilence or self esteem.
This chapter clarifies these issues.

1.1. Definition of VET

Traditionally, VET has been defined according to its aims, which are ditedtgd to the labour
market. UNESCO and the ILO, for example, define VET as “means of prepgariogcupational
fields and for effective participation in the world of work” (Unevoc 2006, p. 1). OECD (2008, p.
20) in the report “Education at a Glance 2008” defines vocational education in a suayla
“Vocational education prepares partiaips for direct entry, without further training, into specific
occupations. Successful completion of such programmes leads to a-radontet réevant
vocational qualificatioh CEDEFOPalso stresses the connection of VET with the labour market:
“VET aimsto equip people with knowledge, kndvow, skills and/or competencies required on the
labour market”.

The above definitions, however, could also apply to general education, in partideldiaey level,
which also equips individuals for the labour market. For this reason, Bosch and Cha@sagdao
additional features to the definition of VET. One typical feature of WEhd initial training in
particular— not shared with higher education is the earlier specialisation in an ocagpdiedd
(bdow bachelor degree)Another feature is that, in general, the status of VET not only in the
education system but also in the labour market is lower compared to higher education, although
status differs a lot across countries due to differences in the structurentcamdeinstitutional
embedment of VET systems. In countries where VET is well regarded,ijgstrtin in VET can

lead to further progression, a high likelihood of entering into the labour market, oppestdioi
promotion, and competitive remuneration. In other countries, the institutional embedding of VE
leads mainly to senskilled jobs with low potential for development. In the US, for example,
initial VET is seen to prepare individuals for occupations that “typicatjyire an educational level
that is less than a bachelor’'s degree” (Bailey and Berg, 2009, p. 271).

Definitions of VET not onlydemarcatdetween general and vocational educatmrthe status of
VET in whole national education systems, they also highlight differentsf@f VET. Two forms

of VET can be distinguished. Initial VET (IVET) which is defined as being forraking place in

the education and training systems and is passed through before entering they Whakin
Continuing VET (CVET) comprises all training activities after entry into wayKife and can be
formal, nonformal or informal. Formal CVET has an educational purpose, is structured s aérm
its objectives, time and learning support and it leads to a certificationfaloal CVET also has

an alucational purpose and structure, but does not lead to a certification. Finally, in@viaal

can have an educatiahintention but it is unstructured and does not lead to a certification
(CEDEFOP 2008.

Different forms and levels of VET are also refld in statistical concepts. For instance the
International Standard Classification of Education (ISCED) distinguisixesdsicational levels
with elements of VET in the lower (level Il), upper secondary level (Ieyethe postsecondary
non4ertiary education level (level IV), and the first stage of tertiary education (leuelDUe to
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differences of VET systems across countries one main concern of a statistioaivark for
internationally comparable education statistics is to develop a methodoldggnslate national
educational programmes into an internationally comparable set of caselgorievels and fields of
education. This is done in the OECD Handbook for Internationally Comparative Education
Statistics (2004) with ISCED based profilesedlucational systems in all OECD countries. Many
datasets use ISCED as a basic concept for measuring and evaluatingatiensitf education and
qualification in and across countries. For instance the European Labour Force/ Surve
(EUROSTAT 2009) uses ISCED in order to classify the level and field of completeduarent
education with ISCO concept for the classification of occupations. Thisdsfalewed by the
European Community Household Panel, the dataset that is used for the empiricah rebdais
report

In summary, VET has been classified according to its aims, which are dinekdg to the labour
market. ISCED might serve as a salient example here since it classifiebyMETlabour market
orientation. This definition, hoswer, makes it somewhat difficult to differentiate between VET
and general education since both forms of education contain elements that atanirfporthe
labour market and others that are more general for citizenship and soci# ifeinlikely hat any
social survey contains sufficient information about the content of learning in tordéferentiate
between aspects of learning related to the labour market and those that pnovédgeneral skills
and competencies.

For this reason, this pegt takes a rather practical approach in order to investigate the possible
benefits of VET beyond the labour market. We focus on the links between VET and socia
outcomes across Europe and in five different systems of VET within Ebdapaddition, andn
accordance with concepts provided by CEDEFOP, we differentiate betweenalECVET, and
whenever possible formal from ndormal or informal, duration of the course and financing
sources. The specific construction of indicators for these variables wilhdiep®e information
contained in the ECHP, which is explored in Section 5.

1.2. Definition of non-economic benefits of VET

The idea that education produces benefits for individuals that are over and aboveabibir |
market productivity is not new. Early philosophers, such as Aristotle and Plato, tedgtied
education was central to the fulfilment of individuals and for the society in whichlitteeysee
Barnes, 1982; Hare, 1989). For them, individuals and their societies were able to flouyish onl
through a process of lifelong learning. Their focus was not on monetargs,ehut on the moral
development of the individual and the wk#ing of society. In recent times, through the
widespread dissemination of human capital theory, educhtierbeen regarded as an investment
with economic value. For human capital theorists, education is instrumental, and ewsanyete
improve the production capacity of individuals and with this achieve economic growth gSchult
1961). In endogenous growth theories (e.g. McMahon, 1998) human capital also has an impact on
growth through other non-market outcomes.

Apart from the economic value of education, social scientists started to olisarvadividuals

with higher levels of education live longeare healthier, commit less crime, and are more actively
engaged in society than individuals with lower levels of education (Haveman and Wolfe, 1984
Grossman, 2005). More educated parents have children who are healthier and morealbademi
able tharchildren of less educated parents. Although these associations do not imply cahsality

! We acknowledge that VESystems are different across countries and even across industhiescauntries, but this
is beyond the scope of this research.
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idea that education is perhaps a key causal mechanism for the generation of thésebbgaefto
emerge in the empirical literature (Haveman and Wolfe, 1984).

One of the first classifications of the benefits of education was provided ntdavand Wolfe
(1984). They differentiated between benefits of education for which there is a noaviedie its
return from those where there is no market. For examplenthease of individuals’ productivity

that may result from education can be valued in the labour market by wageasatherdecrease in
pain from ilkhealth that may result from education cannot be valued in the market. Haveman and
Wolfe also differentited between benefits of education that are exclusive for the individual, those
that produce externalities and those that are public goods. There are certaiis beatedidn have

the characteristics of being both exclusive for the individual and canagerextternalities. For
example, the health benefit of education can be classified as exclusive with ddsrnalis
exclusive as it benefits directly the individual and it can generate eiieshas it can reduce the
risk of contagious diseases father people. The impact of education on crime reduction has public
good characteristics, since crime reduction is beneficial for all membersiefysand its benefit is
nonexclusive.

A recent elaboration of the benefits of education was provided by McMahon (2009). In hne wit
Haveman and Wolfe, McMahon categorised the benefits of education into direct and izaddec
subdivided these into marketed and -moarketed. He also distinguished individual benefits from
social benefits, which he referredde externalities. Higher productivity is an example of a direct
marketed benefit, while better ovirealth is an example of a direct benefit, partly-ntarketed.

The increase in cognitive ability for children due to improved education for theintpagean
indirect nonmarketed benefit, whereas education externalities are the public benefitscafiea

that spill over to benefit others in society, including future generations. Irseéhse, increased
democratisation and better functioning insting resulting from educational investment are
considered public goods (McMahon, 2009).

An alternative, but complementary, approach was provided by Schuller €08R). They
proposed to classify the benefits of learning along three main dimensitarsi of three sets of
capital, namely human capital, identity capital and social capital. Humaralcegigrs to the
knowledge and skills individuals gain through education in order to enhance their proguwctivi
the labour market and also to functioetter in various other aspects of their lives. Identity capital
refers to tangible assets such as qualifications, and intangible assets satftesteem and self
efficacy. Finally, social capital refers broadly to networks, norms and cltstemships with
others in society and with institutions, including aspects of bonding, bridging and linkiiad) soc
capital. This approach therefore extends the analysis beyond human capital abosgldihe
advantage of this approach is that bendfitsedu@tion can be situated as being formed by a
mixture of capitals.

With these classifications in mind, it is important to highlight what we mean by thel ‘senigfits’

of VET for individuals. The term ‘social benefits’ is linked to roarketised(noneconomic or
non-monetary) benefits. Nemarketed implies that the benefits of education do not have a wage
return linked (hence the term namonetary or nofeconomic). Social benefits do not exclusively
refer to benefits for society. While in some sense this is true, for ¢éxamhe case of reduced
crime or increased civic participation, other social benefits of educationdirect and impact on
individuals, households, communities and society. This is the case of improved healthhbat is
resultof investment in education. Improved health is a direct benefit for the individual, dmutl

have important social benefits such as reducing the cost of national health caemprovi

These definitions are particularly important when undertakiegethpirical research on the social
benefits of VET. Our empirical model is based on data collected in several Euoopedries, the
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European Community Household Panel (ECHP). These data contain information on individuals’
life circumstances, includingealth and health behaviours as well as social and civic engagement.
From the data, we select namarketed or nomonetary outcomes, both private and social. These

variables are defined in Section 5.
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2.Theoretical approaches

A number of theoretical frameworks, from different disciplines, have been purtbiw order to
explain how education impacts on reconomic outcomes. Advocates of each explanation tend to
work within specific academic disciplines or traditions such as public healtinomcs,
psychology or sociology. All of these disciplines offer important insighame®imes there is clear
compatibility between the different traditions but it is not always obvious whttibse different
approaches are competing or complementary. For exampléhe approaches discussed by
Haverman and Wolfe (1984) and Schuller et al (2002) human capital is a sahieapt To some
extent the different theoretical approaches that will be reviewed here exssilation But, in
general theyfocus on similar issues. Sometimes they use very different methodolog@asaand
assumptions, and in some cases even different terminologies so that the sinfletiesn them

are obscured. For example, in economic models the term ‘allocative efficiefeng tiee how
education makes individuals’ more able to choose different goods and services and how these
enable individuals to achieve social benefits.psychological models ‘allocative efficiency’ is
explained in terms of different channels or moderatoesiatational effects.

In this section, we draw on theories from sociology, economics and psychologyam éixe social
benefits that emerge from a positive learning experience. In doing so, raet éxdm these theories

the main principles that arseeded for a learning experience to result in private and social
outcomes. We do not distinguish between learning that is the result of VET from ankindthef
education This section uses learning as a general concept and discusses the reasons why thi
learning enables individuals to be healthier or more active in society. liors8cive extract from

this general concept the main features that a positive VET experience must bialer o generate

social benefits.

2.1. ldentity and social capitd

From sociological approaches we extract the concepts of identity and agency addrashsiher
these can be impacted through learning experience. Furthermore, we also focuslenotfheocial
capital and structural inequalities that prevent irdligls from achieving their potential through
learning.

In its broadest sensilentity capitalrefers to tangible assets such as qualifications, and intangible
assets such as sel$teem and seéfficacy that help to determine how a person defines leiraétf
(Coté and Levine, 2002). As James C6té expressed it (Coté, 2005, p. 225):

“Identity capital represents attributes associated with sets of psy@icsialis, largely
cognitive in nature, that appear to be necessary for people to intelligeatbgste and
make decisions affecting their life courses (i.e., to individualise)”

A positive learning experience can be hypothesised to affect individuals’ ydeafgital by
improving selfesteem and seéfficacy and thus impacting on tbeerall pychological weltbeing

and thepotential of individuals to achieve livelihoodsLearning can also offer individuals the
potential to develop a professional identity, which enables individuals to take controlr afidhlei

as it provides them with a senseaftonomy that ultimately improves their psychological well
being (Deutschmann, 2005). Learnisgo leads to tangible assets such as qualifications which can
be realised in the labour market.

Emirbayer and Mische (1998) define the concepagdncya & a temporal embedded process of
social engagement in which past habits and routines are contextualised and futilmiétipsss
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envisaged with the contingencies of the present situation. For Bandura (2001) afersciorthe
capacity of individuals to act independently and to make their own choices. Evans (2002, 2007)
suggests that the study of human agency empirically lies in comparingyisep&ople report and
contextualise their present situation, their past experiences and their pogsiilities Evans
suggests that these different dimensions of agency can be identified etypisoed 12 indicators:
sociability and confiderg, fulfilled work life, fulfilled of personal life, believe that opportunities

are open to all, believe that your own weaknesses matter, believe in planning hahae or
randomness, believe ability not rewarded, active career seeking, unlikely to maiagliychctive,
helping/people career oriented, and negative view of fdture.

Mirowski and Ross (2005) assdlat learning can enhance a sense of personal control, which
directly impacts on individuals’ agency, and thus enables an individual to live a he&lgmpier,

and more fulfilled life. A positive learning experience encourages and inéipgluals to asemble

a set of habits and ways that are not necessarily related except as effective meansetttard h
(Mirowsky & Ross, 1998). In other words, learning acts as a root cause of godudbexltise it
gives people the resources to control and shape dhairlives in ways that protect and foster
health, regardless of the kinds of health risks faced in their time and place gklirawd Ross,
2005).

The emphasis osocial capitalemerged from a new frontier in sociological analysis based around
the work of Putnam (Putnam, 1999) and Coleman (Coleman, 1988), and refers to networks, norms
and close relationships with other members of society. The most basic formabfcapital is
bondingsocial capital, which coalesces around a single, shared identity, and tenddoicedihe
confidence and homogeneity of a particular grolgridging social capital refers to horizontal
social networks that extend beyond homogenous entities. This form of social ceyoket$ cross
cutting networks amongst people of various ethnic, cultural, and-deai@graphic backgrounds.
Linking social capital is characterised by connections with individuals and irmtguvith power

and authority. This is theorised in terms of vertical rather than horizontal ketwithinthe social
hierarchy. Through interactions with other learners and teachers a leexpeigence can impact
upon individuals’ social networks, hence reinforcing bonding and bridging sopitdlcaSimilarly,
learning can enable individuals to have access to institutions, not only those inadilventaarket,

but also government services, NGOs and civil societies.

2.2. Economic framework

Most economic models focus on the direct impacts of learning on economic amdarmmmic
outcomes, and the choicesade by individuals to maximise the impact of learning on these
outcomes. Recent economic models have their theoretical basis in human capiya{Sbbkoltz,
1961; Becker, 1965). Human capital refers to the knowledge and skills an individual gamg$ thro
learning in order to enhance their productivity in the labour market and to functienibetarious
other aspects of their livesLearningcontributes to the formation and accumulation of human
capital.

There are two main channels through whielarhing may impact on nestonomic outcomes.
Firstly, it may improve the effectiveness of the production of these outcomes.ex&mple,
Grossman (1972) developed a model to explain how learning makes individuals more praauctive
producing good healthin his model, health is both a consumption and investment good. It is a
consumption good since it is valued by consumiers a direct source of utility. It is also desired

as investment since good health enhances individuals’ earning capacities.le8ming improves

2 There are positive and negative factors in the agency scale measured byTRisaissa requirement of a Likert scale.
% Grossman uses the term education, rather than learning.
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efficiency in producing health, this reduces the relative price of health, malaith he'cheaper’
good for individuals with higher levels of education to consume. Therefore, the déan&uedlth
and investments in health improviéea a positive learning experience.

Secondly, learning may change the nature of production decisions, giving more teeigputs

that maximise the generation of meconomic outcomes (or alternatively, as suggested by
Rosenzweig and Schultz, 1982 and Deaton, 2002, individuals choose a different bundle of inputs in
the production process). For example, when parents decide to invest in activithsewhance

their children’s academic achievement, thpagents with higher levels of education are miidedy

to choose developmental enhancing activities for their chilffcenexample going to the library)

which may not be chosen by parents with lower levels of education. Also, parents weh mor
education may chose to read to their children more often than parents with low ledrisaifos.

So, this allocative efficiencyfocusing on inputs that are impacted upon learning to generate social
benefits, is the second channel for educational effects.

Regardless of the efficiency gain of education ortebeallocation of inputs, the strength of
economic models is that they make explicit the substitutions involved in depisiking to
produce the desired outcomes. For example, money spent on books and computers for children
cannot simultaneously be spemt holidays and restaurant meals for parents. Similarly, time spent

in the labour market earning income to buy consumer goods cannot be spent on leisties activi
and so on. The decisions about the relative allocation of time and resources dependharethe
individuals place on the different outputs obtained by them. In economic modaisdeiara key

factor that affects the relative value that individuals place on time and resaldudeg the
decisionmaking process. For this reason learning is theorised to impact on social @itcome

Although the economic framework makes no implicit mention of VET, it treats educatebraad
concept and therefore hypotheses generated from these models can be tedd fér téstable
hypothesis may be, for example, that VET enables individuals to have a bettericellaxfat
resources which will maximise their health outcomes.

2.3. Ecological framework

Bronfenbrenner’s ecological model (1979, 1986) underpins two frameworks developed by the
Centre for Research on the Wider Benefits of Learning for conceptualisiwgahtearning
experience can impact on renonomic outcomes (Feinstein, Duckworth and Sabates, 2008;
Feinstein, et al. 2006). The ecological model is based on interactions between individoedset

in particular contexts, in which dynamic processes support, sustain or hindeslcogtsomes.

For example, one particular context is the place where the learning experienceldaeked ips
context is characterised by material resoyrddé® books and computersand nommaterial
resourceslike the knowledge that practitioners have on the toghar@acteristics of contekxt In

this context there are interactions between learners and tegotostim@l processgs Learners and
teachers comirom different backgrounds which may impact on the ways resources asedighd
interactions are developedigtal factors.

In the ecological modelproximal processesre the primary mechanism for producing positive
outcomes, for instance school attainment, behavioural development, happiness. &xample
proximal process variables in the context of the family described in FeinsteckwbDrth and
Sabates (2008) include aspects of paohiit relationships such as warmth and affection, the use
of discipline, control and punishment, as well as the educational content and structureiagéang

* This section also addresses the pedagogical content of VET.
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used in the home. Examples of proximal processes in VET may be the use of langypagédjah
of teachers with learners, teaching methods, but these vakained later in Section 3.

Proximal processes change and adapt over the lifecourse and are constrainftdesnogdnby the
characteristics of both the immediate context, for example the familyplsadnavork. Context can
be defined in the ecologit model as the location and/or institutional grouping within which
particular sets of processes occur, the workplace being a particulpdytamt context for learning.
Proximal processes are also influenced by more distant social, economiceiuudraplc
environments, which in the ecological model are called distal factors. The awchr@vef
gualifications through VET and participation in unaccredited VET are exangpldistal factors,
but they also include social class, income and family strucaumeng others. In the ecological
model, distal factors cannot impact upon outcomes unless they are mediated odezhamoeigh
the resources available in the context and the use of these resources forighensait of
outcomes.

Let us exemplify thisnodel by using the case of an individual who receivethefob training, a
form of nonformal CVET. Box 1 sets the ecological model. Within the workplace, distal $actor
refer to the structure of the firm, its organisation, its social class composititmong others. These
factors cannodirectly affect outcoms, such asautonomy, higher productivity or better health.
Distal factors must impact on outcomes throutiteir impact on the characteristics of the
workplace, for example possibilities forgmotion and upward mobility or the material resources of
the firm, which then impact on the proximal processes within the workplace, whiahaaméy
characterised by the interactions between individuals within the firm. Leatamgmpact upon
individud’s outcomes in the workplace, for instance sense of autonomy, through possible changes
on distal factors, characteristics of the workplace and most importarglygthits interactions with
supervisors and managers.

Box 1: Conceptual nodel for the influences of learning on outcomes in the workplace

Source:Adapted from Feinstein, Duckworth and Sabates (2008)

® This framework could be modelled empirically kvidetailed micro data using statistical techniques such as structural

equation models.
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2.4. Summary

Overall, there are important aspects from all theoretical frameworksisdisd above that are
helpful in understanding why a learning experience may lead to the generation ofesub=ynd
income and employment. Firstly, there are immediate changes as a rfesh# kearning
experience. Individuals engaged in learning acquire skills and knowledge and impraove thei
capabilities, which could, in principle, enable a more efficient decisiaking process with respect

to different aspects of their liveghgir health, their family, engagement in community and social
participation). Secondly, individuals in a learning context, which could be an emhatati
institution or the workplace, formew social groups, modify previous social networks, and form
relationships with teachers or tutors, masters or employers. These netwenrksicrease
individuals’ bonding and bridging social capital.

Thirdly, a positive learning experience could hdkie potential to tackle structural inequalities.
Structurerefers to factors such as social class, ethnicity, gender and religioh inflience the
opportunities that individuals have. Structural inequalities are produced by rsaerad, policies or
prectices that tolerate or promote the unfair distribution of and access to powkh avehsocial
resources (CSDH, 2008). In this sense, a learning experience which develompdcdy of
individuals to find out what needs to be done and how to do iwdmch fosters habits of self
direction has the potential to generate-4egonomic benefits even within a system characterised by
high levels of social and economic inequalities (Mirowski and Ross, 2005).
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3.Main features of learning through VET

The treoretical frameworks reviewed in Section 2 provide important insights foraeeng why a
positive learning experience could result in benefits beyond income or employmt#ns. $ection
we focus explicitly on the learning experience which results fMBT. The VET learning
experience has the following features: the content of learning, impasilisnand competencies,
relationships with other individuals, recognition of achievement, links to institutaowis the
potential for mobility in the labour anket. Some of these features are generic and may bel blyare
individuals learning in other educational contexts. However, in the description of edcbsef
features given below, we rely on information and evidence that relates akocbsgively to VET®

3.1. Content of learning

In order to explore whether VET can impact on social outcomes for individualsrip@gtant to
investigate first the content of VET. In order to do this, we need to focus exclusivedynoal f
IVET. Nonformal and informalCVET are characterised by a very wide range of providers, with
different programmes, ethos and modes of delivery (Feinstein and Sabates, 2008).tHenoe, i
possible to provide a description of the content of learning for each of these pragatwil be

too broad. Focusing on formAIET enables us to look at the content of learning using information
provided at national levél.

In general, we found that moiirmal IVET programmes provide a set of skills that do not focus
exclusively on the thnical aspect of the profession, lalgoon otherskills that are more general
and useful for daily life activities. There are also national differemcesrms of the outcomes that
IVET may aim at, for example social integration as an outcome of IMBY be the focus of some
programmes but not in others. In Englafal, example,the governmenpiloted the inclusion of
functional «ills in English, Mathematics and Information and Communication Technology (ICT)
into a new diploma for 14 to 19 year oldswhich aims to provide both theoretical study and
practical experiencdDCSF, 2009) In France, accredited VET comprises seven core skills:
proficiency in French, knowledge of a foreign language, maths and sci€icéumanities, social
and civic skills, and independence and initiative. VET in France also includesdatitétre
(attitudes and behaviour) as well savoirfaire (professional skills), although the first is not
necessary for acquiring certificati¢g8peake, 2007). In Scotland, individuals engaged in VET have
to pass anraployability skillstraining in order to achieve certificatig8peake, 2007).

In other countries, such as Sweden and Finland, vocational education is integrated into upper
secondary school curricula, with very few apprenticeships in existence (Lgnd&3) Hence
VET provides a set of skills or competences similar to the ones provided in generéibaduthe
dual system which exists in Austria, Denmark, Germany, the NetherlandsSwitgerland
combines the acquisition of professional competences through training in cosppaitle a
curriculum consisting of vocational and general education in vocational nigaioolleges

® A recent study by Kelly and Price (2009) found the following featureg¢Ef in the USA. VET is a choice, so it
increases the engagement with school and work aesivéind it enhance individuals’ ability and motivation. Second,
VET is a career track, so it is linked with employment opportunities. Thiitdggntains an element of experimental
learning in the classroom, which enhances team activities, negotiatioleatership skills. VET is also based on
multidimensional performance assessment, which allows somenttpdéo were not academic able, to receive higher
assessments on their vocational skills. Finally, the tegmlygt is a mentoring relationship. Wewer all these features
in Section 3 of this report.

" There are a number of publications which cover the characteristics of vatatitucational systems in various
European countries, their structure and organisation as well as recensréfae for xample CEDEFOP, 2008a,
2009; Eurydice, 2008) While some of these publications report on the curricula of differempEan countries, the
content of learning is not discussed in any detad for this reason we do not use them here.
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(CEDEFOP, 2008b). Brockmann et al (2008) compare the VET systems in Englam&néand
the Netherlands, and find that the English system concentrates on a narobglsis, without a
focus on personal development or a more general education to increase sardplagability. In
contrast, the German and Dutch systems are knowdeaged and designed to develop multi
dimersional competencies, from theory to practitem civic education to personal development
The German and Dutch systems atrequipping students for lifelong care@sockmann, Clarke,
& Winch, 2008).

3.2. Skills, knowledge and competencies from VET experience

The second main feature of VET deals with the ways in which the content of the learning
experience impacts upon individuals’ skills and capabilities. In other womldpeus here on
whether the skills, knowledge and competencies learnt in VET may be translatedanomic and
non-economic outcomes. Much of the literature focuses on labour market outcahmesrates of
return or employment prospects, aretylittle has been done in terms of social bené¢Rteston

and Green, 2008).

From interviews with vocational learners in the UK, Tennant et al. (2005) found that uppe
secondary level learning and certification was directly linked to learnerdidence, workplace
skills and personal development. Indirect or seaondmpacts were attitudes to further learning,
improved employability and an awareness of the utility of qualifications fa@ecgrogression.
Unwin, et al. (2004) also found that formal VET was associated with increase inrdearne
confidence. In Frangethe vocational baccalauréat has been found to increase thestselm,
confidence and desire in education in those who had previously felt failed by théadagatem
(Gendron, 2005).

In Germany VET has been linked to the development of a professional identity (Deutschmann,
2005). Professional identity enables to take control of the work life but also to gadmlitions

on the workplace due to the autonomy and problem solving competencies gained fron®MEEF
(2005) and Streeck (1989) point out that the forming of professional identity is moretdilatgur

the earlier VET takes place and the more VETrecognised by the social and institutional
environment. Ehrke (2009) developed a five scaled ladder of social progression in vocational
training with the novice at the first step and the expert at the fifth step, wdt@iacterised by
possessing @roductive concept of personality and life. In a survey conducted by the German
Federal Institute for Vocational Education and Training in a questionnaire withed® ibn
economic and neeconomic benefits of CVETthe most affirmative item was personal
advarcement(Beicht, Krekel & Walden 2006, p. 137A different study by the German Ministry

of Education found that 80% of individuals generally agreed that CVET helped them to manage
their daily life situations (BMBF, 2006)This confirms that individuals regard nesonomic
benefitsas even moreelevant than economic benefits like higher incomdetter employment
opportunities.

Research into the impact of learning on health and social capital found thatdearnacational
courses showed a reduced consumption of alcohol, reduced authoritarian attitudes amsedinc
race tolerance. Learners on wdrksed courses had, on the other hand, an increased likelihood of
alcohol intake. However learners on wdrtised courses also had increasedskfiesaiction, more
tolerance towards race, higher levels of civic participation and did more exefamstein, etla
(2003) found that their results were mediated by gender, since there was a nesgatvatian
between vocational learning and reductionslife satisfaction found only for men. Similarly,
learners on vocational courses, who previously held low levels of qualifications,eseriéely to

be depresseffeinsteinget al.2003).
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Some evidence exists intbe social and culturddenefits of VET. Over 50% of apprenticesthe
Leonardo da Vinci programmeho uncdertook placements abroad, experienced high or very high
benefits in terms of interpersonal skills, adaptability and willingness to dakenew tasks.
However, it is impossible to determine whether the benefits were from theovatagxperience

itself, a theinternationalelement of the experien€@/SF Economic and Social Research, 2007).
Meeting people and forming supportive relationships are outcomes of VET idemtifigialitative

studies (e.g. Hammond, 2004n evaluation of a mentoring programme on a health education
course for people aged 55 and over living in the Netherlands (Kocken and Voorham, 1998), and a
national survey in Germany where 83% ofraBpondents fully or generally agree that (continuing)
training is a way to get in contact wipleople (BMBF 2006, p. 287).

3.3. Relationships between learners and between learners and
teachers, mentors, masters or employers.

“Vocational teaching is characterized more by socialization than by qualification, i.e. .mirs
a question of transmitting dispositions and attitudes than of giving the knowledge and skills
required for specific tasks(Frykholm & Nitzler, 1993, p. 434 in Colley et al., 2003).

Our third main feature relates to th@mation of social networks, both between learners and
between learnerandteachers, mentors, masters and employérs.quote above makes it explicit

that some of the benefits of VET are based on socialisation, through the transmissitndesa

and behaviours. However, this transmission of disjoosi and attitudes is not alwageswvarded in

VET. Students who do not fizith the dominant social group can be marginalised to the extent
selfexclusion from the VET programme. In a nursery nurse training progranfoneexample,
bonding occurred between the upper working class students leading to isolation of the lowe
working class students, who then left the programme. The tutors encouraged this bonding, in
conjunction with a process of learners identifying with the necessary chastazsereededor the

type of work for which they were trainif(@olley, et al.2003).

Different occupations will have different identities associated with ti@otiey, et al.(2003) gve

as opposing examples the male logical atmosphere of engineering and the femglanchrémce

of nursery nursing. They pord out that learners are not necessarily predisposed to the ‘vocational
habitus’ of their chosen industry, but have to adapt (as in the nursery nursmglexdove) in
order to succeed. Of course, different types of VET will encourage socialdapiifferent ways.
Learners on dayelease from their employers tend to have capital from their work, with atissmda

at college seen as aceessary part of their progression, but not as highly valued by learnbegras t
work-based practic@Colley, et al.2003).

Hyland (2003), as well as Preston and Green (2008), see vocational learniam@évina purposes

for the state (rather than the learner): increasing economic competitivertesxigeasing social
inclusion and cohesion. Howeyéne pursuit of economic capital through the state often occurs to
the detrimenbf socialinclusion and cohesion. Hylar{@003) believes it is important to strike a
balance between developing social and economic capital in VHe social gain from VET
depends on the learners’ existing networks and access to institutions. In ctissmwith strong
family structuresand high engagement with voluntary organizatidos éxampleNorthern Ireland)
there are low levels gdarticipation informal CVET. One possible explanation may be #iaing
community links lessenthe need for formagualifications for entry into the labour market. In
contrast,in these communities, there dngh levels of participation in neformal and informal
CVET (Schuller & Field, 1998)We can see here the interplay between micro and macro level
benefits of VET, whereby individuals could achieve positive benefits from the VRérierce
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(formation of networks andnore civic participationand these can produce benefits for society
(higher levels of social cohesion as well as reduced crime).

The relationship between learners and mentors is also important. Theddfenent types of
mentoring, for example industrial mentoring in schools through busetes=stion partnerships,
community mentoring aimed to support young people from ethnic minorities, or mengsran
intervention responding to issues of social exclusion. Evidence from Colley (2003jomastisat
mentoring learners is important as mentors usually represent positive rolks foodgiccess and
offer support and advice for young people in trainimgsome caseghe relationship between
learners and mentors can change people's attitudes, values and beliefs, hetthefmmer and the
mentor (Majors, et al. 2000).

The acquisition osocial networksnay differ depending on the place of learning. In some countries
the workplace is an importartontext for learning. A survey conducted among 271 German
apprentices in commercial occupatiansasuredhe relation between motivation to learn and the
degree of integration of apprentices into the corpogapeertculture Results shoed significant
effects of feeling integrated into the community of practice at the workplace, theedefself
efficacy and the motivation to learn (Muller 2009hhe achievement of these three outcomes for
learners was mediad by the relationship with their masters or employ®tglier, 2009) In other
words, masters or employers can help learners to achieve these outcoordg bhptdemonstrating
learners how to do their job, but also by supporting them to reflect and become indeperdent wit
respect to their ability to define and solve problems (Collins, Brown and Newman, 1989).

3.4. Recognition of achievement

It is no secret that in a number of European countries vocational qualifications hded te be
perceived agaking second place to academic qualifications, resulting in both policy makers
researchers being exercised by the question of how to increase the ‘partiyeof’ dsetween the
two strands of qualifications. This is the fourth main feature for th& &¥perience to generate
social outcomes for individuals.

The European Union has manhereasing the attractiveness of VET and its parity of esteem with
general education part of its VET agenda, while the academic communityolas giteater interest

in the concept in some European countries than others, for example mor&rmsglandthan in
France(Lasonen & Manning, 2001)The recent launch of the vocational baccalauréat in France
indicates an acknowledgement of the lack of parity of esteem. Before its iriboduihe
vocational track (the Certificat d’Aptitude Professionelle, CAP, or Brevet d’Etudes
Professionnelles, BEP) were perceived as the track of relegation dasi@x¢Gendron, 2005A
comparative analysis by CEDEFOP of IVET in the European context alse tefthe efforts that
various European Governments are making in order to address this idea of Vde€aml best”.
However the study also points out that some countries, such as Austria and Sweden, already have
larger uptake of vocational than general courses (80 and 54%) compared with the somesvhat low
uptake in Portugal (8%) and Denmark (36%) (CEDEFOP, undated).

Research in the UK has shown that students taloogtionalgualifications (GNVQ) were awarded
more points used for entry into higher education than General Certificate of iIBAUECE).
Studentdn vocational courses were also awarded more points than their peers takinghabdi
level examinations, which @amore directly linked to university progression in the UK. This has led
to an undervaluing of vocational qualificationtterestingly, tudents taking vocational
gualifications have been perceived as being less likely to progress to highati@u becase the
value of their qualifications is lower. Research, however, has not supportecanc(Vickers &
Bekhradnia, 2007). There are no differences between the aspirations of studewniscatitmal
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gualifications and those with academic qualifications when prior abilitykentanto account. Of
course the proportion of students from an academic route who aspire to unigdrgityer than the
proportion of students from a vocational t@uThis may be due to the fact that lower ability
students tend to choose to study for vocational qualificatimish is bound to reflect on the status
of this route in comparison with those who chose to study for academic qualifecati

Nowhere is te debate more alive however, than in the views of the young people engaged in
vocational training. In a report on young people’s perspectives on educatiomgtraimi
employment in England, many of the young people on Modern Apprenticeshipsijagtscheme

for 16-25 year olds launched in 1994 in the UK) talked about their teachers wanting them to stay on
at school and take academic qualifications at upper secondary lel@lgl8) rather than learn a
trade. One apprentice illustrated how their défé educational career options were presented to
them: “it's like a big hour talk on Aevels, and then it’s like ‘you could go to college’, half an hour

on college, or you could go to a job, full stop” (Unwin & WellingtonQ2P) Apprentices seemed

to be aware of the fact they were bridging the academic/vocational diyidetiv learning a trade

and continuing at college after the apprenticeship, and generally felt bettereprépr the labour
market than their peers who had gone to college or university but left without asydklin &
Wellington, 2001).

Finally, there are structural issues affectthg recognitionof formal IVET and formal CVET
which need to be addressed to ensuresatgr recognition compared with acadenualifications

In the UK, university admissions tutors still focus on qualifications acquired thrgageral
educationEdward, Weedon, & Riddell, 2008). Up until recent years the university entry system di
not include vocational qualifications when considering candidates’ prior quadifisator their
proposed course of study which further servediéwalue them(Connor and Little, 2005)In
addition, returns to vocational qualifications in some countries are still lower hareturns to
their equivalent academic qualifications. In terms of labour market stlicsgues, research has
shown small returns to low level of vocational qualifications compared with ndicptadns in
England and Scotland (Blundell, Dearden and Meghir, 1996; Feinstein, GRustta and
Vignoles, 2004; Booth, Francesconi and Zoega, 2003).

3.5. Possibilities for educational progression

The fifth main feature of VET is the possibilities for educational pssjos, not only within the
vocational route but also accreditation and progression within general educatothis Tend,
Green (1995) compares the VET systems of France and England. In France, althpugivéhe
three strands to their systemBaccalauréat (Bac), BEP and CAPall strands have general
education in common which faddites transfers between study routes. Curricula for all three strands
are centrally designed, enabling standardisation and movement between strantis F@son
Green suggested that in England fewer than half of 16 year olds attain five good Gibg#&red
with France where threguarters attain the comparaliesvet(Green, 1995). Nonetheleddéhaut
(2010) still suggests that there dlominance of general educationFrance, whichs attributed to
the ‘meritocratic’ convention of the French education system and wkab to a ‘secondary’
status of VET.

Hatt and Baxter (2003) showed that vocational learning in England left students less prepared for
progression into higher education than students coming dgademiaoutes. This failurevas due
to the lack of preparation in their previous educational experience for the crossavehent
academic route, so learners fell behind while acquiring the requisite skilisdiferent system of
assessment-urthermore, they found that the number of students moving from wvoahtio
academic routes was smadlhey concludd that the skills that the vocational students learn need to
be recognised in the higher education system to enable progression (Hatt & Ba88r These
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resuts coincide with Rainbirds’ (2M) statement of a ongoing polarisation of the English education
and training system although there has been a continual process of chargeoie bf the state
with a range of policy initiatives designed to engage empdayetraining (Rainbird 2010: 265).

On the other hand, Young (1993) reports on the case of Finland and Sweden, two egalitarian
societies, and the reforms made to their vocational systems in the 18@0shdnges concerned
integrating more academic edtica into the vocational courses to enhance progression to
university from either strandin Germany, a vocational certificate opens up career tracks to middle
management. After a certain period of work experience, usually five,yaHrs/ocational
gualifications can be supplemented kyromotional trainingthat equips participants for
advancement to the grades of master craftsman, technician or, in service ionsyjtsiness
administrator. These vocational career tracks remained separated fromeuaigbation. Amajor
progresswas made with regard to the permeability of vocational and general education in 2009.
Learnerswho completed an apprenticeship in the dual system and acquired a degree & a mast
craftsman technician or business administrataad access to higher educatiofransitions from
pre-vocational to vocational training in the dual system is also a concernatinae40% of school
graduates entering the differentiated VET systermatoget a chance to enter the dual system of
vocatioral training with an apprenticeship at firm level because of a lack of apm®mpcraining
positions (Autorengruppe Bildungsbericht, 2088).

Finally, the possibilities for educational progression should not only be relatled &xliievement

of qualifications as part of continuing fdlme education or early transitions, they should also be
available during the lifecourse of individuals. De Coulon and Vignoles (2008) found thatiadults
the UK who had acquired a vocational qualification at upper secondary level (NV@2)moee
likely to go on to further learning, particularly accredited, than those mhkatgtean NVQ2
gualification. Sixty percent of those with a vocational qualification went amtber accredited
learning, while just over twenty percent who had not achieved a vocationaiogtialif in the same
period, went on to accredited learning. Further analysis by the authors showeduttsgatvao
undertook NVQ?2 in the first period of learning (between 1996 and 2000) were 40 percentdgie poi
more likely to undertake further accredited learning in the second pegtwegim 2000 and 2004).
Sabates, Feinstein and Skaliotis (2007) found that educational experiences and raiticted
progression in education during adulthood in Britain. Using data from the British ctleiss the
authors found that cohort members who were enrolled in training between thé a§gesd 23 had

a seven percentage points’ higher probability to achieve level 2 by age 33. daangse leading

to a qualification increased progression by 3.2 percentage points. Similany, ém@olled in
courses not leading to qualifications increased the likelihood to achieve leveti2 pgrcentage
points. In addition, continuing learning between 23 and 33 was associated with porgtesevel

2 by age 42. The authors found that each additional training episode, lasting three daysore
taken between 23 and 33 improved the likelihood to achieve level 2 by one percentage point by the
age of 42.

3.6. Does VET leal to labour market mobility?

The sixth main feature for VET to lead to social benefits is the possiilitgrtical and horizontal
mobility in the labour market, that is, enhanciegrners’opportunities to advance within their
current position or to move to another industry. Recent studies have shown that individuals with
higher levels of education have more control over their work, with a sense of agency and ywutonom
that results in increased sel§teem and overall physical and psychological -befig (Field,

2009). It is our premise that there is a dual relationship between these factdre podsibilities

8 Euler & Severing (2006) with their concept of a moduldiosaof the dual system of vocational training set off a
controversial debate about the future of the German model of vocatidngdrain
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of vertical and horizontal mobility in the labour market for individuals engaged in \Hence, we
see in this section an interaction betwethe individual benefits of VET for individuals (e.g.
agency, selesteem, autonomy, overall physical and psychologicatveitlg) and the benefits of
VET for firms and industries (e.g. more engaged workforce, mobility based onnpanice).

The Germarvocational training system, with subsequent promotional training, preducekers
who are better equipped fariddle management positiotisan university graduates. A number of
comparative studies of German, British and American companies can be addueedence in
support of this argument. According to these studies, the standard form of work organisat
Germany, with its high shares of skilled workers and middle managetstedcfrom the shop
floor, has proved to be more efficient than a more hierarchical form of work organisation wi
polarised qualification structures (Prais andgi&x 1983; Wagner and Finegold 1997). Boant
Kalina (2007) showed that the income distribution of workers with a vocational qualifideas a
second peak abeuhe average income bracket (5000 to 5099 € gross income per month in 2003)
which reflects successful careers into middle manageethe same timéhe German system of
VET is often beseen as operatingn social selection by screening applicants accordintpeir
level of education and gendérhis might be associated with the fact that decisions on vertical
mobility most notably take place at firm level with employers takinditta¢ decisionon careers at
firm level. These processes, however, tend to reproduce social and gender iesequalit

According to Heinz, et al (1998) the apprenticeship system also provides mobility optjes tilnait
depend on the specific training occupasionith more opportunities for career development among
bank employees, but fewer opportunities for car mechanics, hairdressers, andlndestranics.

As stated by Heinz, et al (1998, p. 99) “moving along a certain occupational patsuétg from

an interplay between the structural opportunities and constraints of occupatiomaits;onn the

one hand, and the young workers’ aspirations and orientations, on the other”. As éxéroplihe
research, one female worker had the opportunity to undertake formal CVET and move upwards i
her employment, but it was not untilesaccepted this offer that personal barriers to training were
lifted and possibilities for upwards mobility realised.

A German study by Heise & Meyer (2004) citesearch on the relative advantages of different
types of job trainindor promotion and job mobilityPannenberg (1995) found that tseven days

or a week to a month’'turther training on the job increased upward job mobility significantly.
Shorter training programmes affected-company mobility and longer ones int@mmpany
mobility. Off-thejob training for 6 to 12 months improved the chances of employment, whereas
longer term training resulted in remaining unemployBdsch (2009)states that occupational
training of unemployed have a considerable positive effect on their perspdotivabour market
integration.Fitzenberger and Prey (1999) showed traininghmjob increased job stability, and
Schaeper, et al. (2000) found that initial tragndirectly affected successful career development,
with educational background having awlirect effect

In the UK, Booth and Francesconi (1999) used the British Household Panel Surnveg)(B#
investigate the gendered nature of job mobility in the UK, and found that whileshighalification

had no significant effect on promotion, a vocational qualification did have a sigmhi&tfact, but

only for men(Booth & Francesconi, 1999)Tennant ath O’Connor (2005) found positive impacts

on businesses in terms of staff recruitment and retention as well asn@arée for learners with
vocational qualificationsDronkers (1993) shoed that within the Dutch educational system,
vocational education ges graduates better opportunities on the labour market than general
education, although this varies by the discipline studied. His findings are based omotiré af

time school leavers remain unemployed before they find their firsGeberal educatigrhowever,
providesa wider range of lifechances than vocational education. So there is a danger that students
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are attracted to general education in the belief that it will help them achievgltesethrange of life
chancegDronkers, 1993

3.7. Summary

This section reviewed the main features that a VET experience dhanddo that individuals may
see benefits that are beyond income and employment. Among these features we eit@amined
content of learning, in other words, what is taught in VET contexts, and whether thiadea
experience that results from VET has the potential to increase individuals’ knowdedgsills,
social networks, peers, teachers and employers, and their psychosocg&l fassetample self
esteem, autonomy, and confidence. Formal VET experiences tasutlie achievement of
certificates or qualifications, which have an intrinsic value in the labour markéten\&uch a
gualification has been devalued or thought as ‘second best’ option, the potential for VET to
generate social benefits may be jeopardiSachilarly, possibilitesfor further learning and training
opportunities which may be opened as the result of VET, as well as mobility andlifiexibihe
labour market, are two other important features for the generation of sociatdbenef

Most ofthese features have an overarching theme, which is how VET is embedded within national
systems, both social and economic. The integration of VET and general educatiking tcf

pupils by capabilities, the institutional possibilities for easing setwwlork transitions, links with

the labour market and the political climate are all features of VET within the natiortaktorl his

is an important aspect of VET that is developed in greater detail in Section 4.

® Apart fromthese studies, we found very little European literature on VET atidateor horizontal mobility.
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4.Differences in national context for VET

Research on national economic systems (e.g. Hall/Soskice 2001) or natiosaissgsinnovation
(e.g. Lundvall 1992highlight the importance of national systems and institutions within systems.
Systems of education are influenced by national institutions as well (MidleglG2003). On a
macro level educational systems shape skill and knowledge formation of a society budlsoay
have an effect on agency, identity or social capital of individuals. In the contexalgées of the
relation between VEBNndsocial benefitsthis chapter presemsome basic typologies of national
systems of VETand patterns of stratificationvithin education and training systentanally we
present a heuristic typology of VET in the 15 countries covered in the datatBetEiflCPwhich
motivates our empirical analysis

4.1. Typologies for VET systems

Typologies of VET systems aim to highlight commonalities and differences dretMIET systems
within national models of education and training. Like other institutionahgeraents, national
systems of VET are the result of historical processes, in which nation#icspenstellations of
social actors pursue their interests (Ashton and Green, 1996; Thelen, 2004; Boscles, QBA.

This implies that national systemseatynamic processes that change over.tikhast typologis

tend to be static and do not reflect changes in the systems or changesanstieiation of social
actors. Nevertheless, they are important for improving our understanding of how S/ET i
conceptialised, planned and delivered in different countrié®re are several typologies of VET
systems. In this section we present a selection of typologies that retpgeei@l characteristics of
the regulation of IVET.

One typology of VET systems is offered by Rubery and Grimsfiable 1). They differentiate
national systems of vocational training with regard to the type of labour market amoldgne form

of regulationof VET. The type of labour market model has two oppositiocharacteristics:
Occupational and internal labour markets. As a precondition for the existence of mr@lpat
labour markets (OLM) the authors state the existence of vocational traystems with high
enrolment rates and nationally widéandardized andecognised occupational skills. A typical
feature of OLM is the provision of training to develop a broad set of skills and competenaes
specific occupation. Internal labour markets (ILM) are characterised bgatonspecific (formal

or informal)training programmes, with skills and competencies developed specific#lg teeeds

of the company and building upon general education. With regard to the form of regulation the
three characteristics markied, consensuked or statded refer to the main actors and places where
regulation of the system takes place.
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Table 1: Typology of national systems of VET by Rubery & Grimshaw

Occupational labour
Germany
= market (OLM)
-é Features of both OLM UK
D and ILM usS
<<
@ Internal labour market
= Japan France
5 (ILM)
'c:% Marketled Consensuged Stateled
Form of regulation

(Source: Rubery/Grimshaw 2003, p. 112)

Preston and Green (2008) offer a similar classification. Referring typbéogy of Greinert (2004)
who distinguishes three historical models of VET, Preston and Green find threefdrassc of
regulation: Societal (e.g. Germany), Market (e.g. England) aneé $al. France). Preston and
Green acknowledge that not all European countries fit neatly intoobrtbe categories, with
particular distinctions to be made in the Nordic context, and with adaptations of tish Bystem
in southern European countries, for example Portugal.

Rubery and Grimshaw (20passess the performance of countries’ trainirgiesys with some of
the aspects being relevant for effects of VET on-eaconomic benefits. Rubery and Grimshaw
state that in markded systems, the absencecobrdinated strategies of vocational trainingakes
the training situation hard to assess and sets considerable disincentives toaitercVET. This
results in low or uneven levels of training. In consededssystems, however, occupational skills
tend to be recognized in the labour market and this can impact upon indisdlfaesteem and
social networks. National systems which are dominated by internal laboketsnarore often tend
to offer opportunities for internal advancemeand create incentives for furthérm-specific
qualification. Therefore, vertical mobility is likely to beetliocus of systems based tuM. In
occupational labour markets, mobility patterns are more likely to involvefintetransfes, that is
horizontal mobility but des not necessarily excludeertical mobility if procedures for internal
advancemenbasel on broad occupations, are provided.

Another aspect for assessment of national systems of VET jp@ttegn and duration of schotd-

work transitions According to Rubery and Grimshg2003) schooto-work transition in countries
with a marketled form of regulation is generally short. At the same time it is associated with a high
degree of uncertainty concerning quality and quantity of training provision amdctdrégsed by
frequent job changes and recurrent periods of unemployment. In contrastintries with a
consensus-led form of regulation, transition to paid employment takes longer diretbdufation

of vocational training, mostly in form of an apprenticeship, with a minimum of warsy The
school to work transition is more structuitt it offers easier access to the labour market.

Regardingadaptability to change within a national systdRubery and Grimshaw (2008)gue that

the ability of firms to adapt to change tend to be stronger in mdekksystems, as decentralized
decisionmaking allows companies to react independently and smoothly to a changiranerent.

In consensuted systems, negotiations and bargaining procedures may slow down processes of
change. At the same time, the involvement of social actors and the dfa¢entodernisatignand

even creation of new occupationaight be an advantage with regard to the dissemination of
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modernisedVET curricula in the labour market (Bosch, 2008). A comparative study on the
introduction of apprentices into the IT industry in the UK and Germany eshthat in Germany
certificates from apprenticeships were recognised by IT compapiesumably because employer
associations, unions and the state spread information about the newly created occupétions a
offered assistance to cgamnies in the implementation of new occupatidnsghe UK certificates

from VET in the IT sector never achieved wide acceptance in the industry, pariesiwere more
likely to employ graduates from universities with general degreeoff@dtraining while on the

job (Steedman,Wagner & Foreman, 2003).

The typology by Iversen and Stephens (2008) refers to yheeties of capitalism” since it
distinguishes between Liberal Market Economies (LMEs) and Coordinated Mackeiomies
(CMEs) ™ The motive forcreating the typology is to summarise groups of countries with similar
political profiles of human capital formation. Iversen and Stephens state thattdopporcational
education is rather high within CME countries with a Social Democratic oriemtatide lower
within CME countries with a Christian Democratic orientation as well as in LMBtges (see
Table2).

Table 2. Expectedpolicy profiles of different worlds of human capital formation

Coordnated Market Economies and Liberal Market
Proportional Representation Economies and
Majoritarian
Representation
Social Democratic | Christian Liberal
Democratic
Day care or preschoo| High Low Low (but
substantial private
provision)
Primary and High Medium Medium
secondey
Higher education High Medium Medium (but
substantial private
component)
Active labor market | High Low Low
policy
Vocational education | High High Low

(Source: Iversen/Stephens 2008, p. 614)

lversen and Stephens make some statesmahout skill structures in the different groups of
countries. In LMEs, the rather low support of public educatiesults in a highly divergent skill
and wage structure. The middle and upper middle class privately invest in geshgcation a@
increaseheir labour market flexibility. Those at the bottom third of the ability distidoutave few
opportunities to acquire valuable skills and also have few incentives for sociakcechean by
investments in education.

In CMEs with a strong Social Democratic party, high public spending on all levetiuoateon
results in a much more compressed skill structure comparellio In these countrigsvorkers
are encouraged to acquire a solid basic education (general skills) as well as dsepspduific
skills. At the same time, these countries allow labour market flexibility tihroogprcompany

10 Approach based on Hall & Soskice (2001).
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mobility and extensive spending on retraining and public employment. In CMEsawstrong
Christian Democratic party the VET system offers opportunities for skillisitign that are
missing in theLME. High employment protection facilitates investment in compspscific as
well as industryspecific skills. However, opportunities for skill acquisition of {aamd semiskilled
workers are widely absent in thesmuntries.

Winterton (2007) presents a typology of VET systems distinguishing the mode of icegulat
marketled or statded, and focus of skill formation, workplace or school (§able 3). Winterton
states that stateegulatedVET with a school focus does guarantee an adequate volume of training
but is not necessarily well adapted to labour market needs.-r8tatiated systems with a
workplace focus are widely seen as the “gold standartNIBT. In marketregulated VET system

with a school focus, the absence of a binding legislative framework and geditaisiis on employers

to provide training leads to an ineffective VET system. In countries with a maddated VET
system with a workplace focus, market regulation createsen training provision, periodic skill
shortages and poaching of skilled labour. The workplace focus makes employersde phmwt

term adaptiveCVET to support flexibility, even if this rarely results in a portable qualification

Table 3: Typology of VET systems by Winterton

Focus Mode of regulation
Marketled Stateled
Workplace IE, NL, UK AT, DE, DK
School IT BE, FI, FR, IS, NO, PT, ES, SE

(Source: Winterton 2007, p. 284)

In sum, educational systems, and in particular VET systems, are diverse acmss Eypologies
stress constitutive features and distinctions between national VET systdrde aot deatlirectly

with the relation between VET systems asuatial benefits. Therefore we now turn to different
pathways of educational progression, strands and tracks of academic armhaboates that exist
within countries. A it was shown in Section 3, one of the main features of VET is the opportunities
for educational progression, which are linked to national sl systems.

4.2. Stratification within VET systems

With regard to the research question of our prejdlee influence of VET on social benefitsa
concept of Shavit/Muller (1998) seems to be useful in order to get more insightfiaterdipillars

of education and training systems within countries (see also Shavit/Miller, 200@y,MNAGI03.
Shavit and Miiller (1998) showed that besiseupational specificity the degree oftratification
within education and training systemseferring to theextent and form of tracking in educational
systems with clearly distinct forms of learning and traintis significant effects on the positions
and opportunities for enhancement for individuals.

First of all a distinction can be made between twarstis of education. In most European countries
on the level of upper secondary education two routes of education can be pursued. Upper secondary
education can take the form of general programmes owqua&ional/vocational programmes

' The degree of occupational specificity relates to the extent to which traimipgasizes broad occupational
competencies for a range of different activities rather than job specific erajeompetencies (Shavit/Muller 1998)
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(Table 4). Within the latter category it can further be differentiated between stiaseld and an
alternating model with a combination of school and work based training.

Table 4. Population that has attained upper secondaryeducation andupper secondary
enrolment rates byorientation of programmes (2005)

Upper secondary enrolment rate:

General Vocational programmes
programmes All programmes Of which: combined school and work based

OECDAverage 50.3 517 16.2
EU Average 44.1 56.2 16.3
Austria 215 78.5 32.7
Belgium 30.4 69.6 3.3
Denmark 52.1 47.9 47.7
Finland 36.1 63.9 10.5
France 43.6 56.4 11.3
Germany 39.7 60.3 45.0
Greece 64.0 36.0 a
Ireland 65.7 34.3 3.8
Italy 38.5 61.5 a
Luxembourg 36.6 63.4 13.6
Netherlands 31.8 68.2 20.0
Portugal 69 31.0 m
Spain 57.4 42.6 2.8
Sweden 46.4 53.5 a
UK 27.8 72.2 m

Source:OECD (2007), Table C1.Note:*Percentage of upper secondary graduates in the population at the typit
of graduation by programenorientation m = missinga = not applicable

Some countries show a high proportion of general programmes (e.g. Portugal GBpace) while

in other countries vocational programmes with apprenticeship systems denoéafuighent rates
(e.g. Denmek, Germany, Austria)Moodie (2008) proposed that a high proportion of general
programmes is an indication f@eneralist systemwhile differentiated systems with different
pillars within the system is an indicationtodicked systems

Some literaturgoints to the relationship between thegree of stratification and the likelihood of
educational progressionin other words the question is whether a higher degree of stratification
automatically leads to a detracted access to higher education irulparfar thoseengaged in
IVET. Lasonen and Manning (2001) provide a schemstiategies to enhance the links between
academic and vocational routg®vailing in different countries:
e Vocational enhancement:
o Promoting access to higher education through VET (Austria, Denmark, Germany)
o Enhance VET starting from traditions of low status (Greece, Spain)
o Transition process from VET developed under planned economy to market economy
(Estonia, Hungary)
e Mutual enrichment of general education and VET (Finland amivaly)
e Linking VET with general education (England and France)
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e Unificationof VET and general educatigSweden and Scotland)

These categories do not reflect the relative strengths and weaknesses fétiet dountries, nor

the amount of variation b&een countries with similar strategies. For example, Austria, Hungary,
Germany and the Netherlands are found to have stronger VET programmes tharhibbsexist

in Greece, Spain, Portugal, England and Estonia. But Lasonen and Manning (200 itbist
flexible access to higher education differs between countries with AustriahanNetherlands
creating a number of paths for progression from VET to higher education, followéerbyany

and Hungary. Lasonen and Manning state that differenceis reflected in the proportion of
students enrolling in VET programmes compared with general education progsdhatnle4)

Germany is an example with a clear dominance of the dual system of vocatonagtrAccess to
higher edgation is given within the VET system via legal regulation that promotes training for
further career advancement within the field of occupation. Germanyiamlexample of a national
tracked system of education. As early as secondary education, stadertacked into three
different strands according to their capabilities. The degree of stutitificis even deepened when

it comes to a divide on the level of upper secondary education between those who Hellow t
apprenticeship route and those who continue in general education programmes.

4.3. A heuristic typology of VET systems

For the purpose of analyzintpe social benefits of VET empiricallyye introduce a heuristic
typology that comprises the 15 countries covered by ECHP dataset, formingréivps of
countries calling them systemtd 5 (seeTable5). The most dominant features of VET systems
have been taken as a criterion for the grouping of countries.

Table 5: A heuristic typology of VET systems covering 15auntries in ECHP dataset

Type of VET system Countries System

Apprenticeshiphased Austria, Germany, Denmark, system 1
Luxembourg

Continental Schodbased Netherlands, Belgium, France system 2

Marketled UK, Ireland system 3

General Education Greece, Spain, Portugal, Italy system 4

Egalitarian Schoobased Finland, Sweden system 5

Apprenticeshipased systemA common feature of Austria, Germany, Denmark and Luxembourg
is that vocational education and training is widespreaerms of enrolment rates and takes place in
the framework of an apprenticeship system. In these coun@xmmenticeshipsystems are
characterised byan alternating structure of places of learnifigpeoretical aspects within the
occupational field and gemal contents are imparted in school while practical skills and
competencies arprovidedat the workplace. Occupational profiles, compulsory examinations and
certified degrees are regulated in a tripartist system with the state, the unibesnployers’
associations as central actdfdthin this systemoccupational profiles are regularyonitored with

an option to modernize occupations in order to link occupationthe needs of industries
Vocational degrees are highly recognized as a signal for employees as ¥allemployers on the
labour market and are a means to keep skill mismatch Exeept for the case of Denmatkgir
VET systems are highly stratifiedCloseness to the labour market provides custwede
gualificationsbutincreassthe distance between general and vocational programmes.
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Continental schoebased systenVET systems irFrance, Belgium and the Netherlands represent a
continental version of a schebased systemt is a schocbased system with high degree of
national stadardization and central coordination due to #teong meritocratic orientation
expressing a deeply rooted ideal of academic education. In these countries therensuaced
hierarchy of qualification levelsvith lower reputation for formal VETn adlition, theincidence of
vocational education and training at the workplace is low.

Market led systemVET systems can be characterized as mdekein the UK and Ireland.
Although most IVET is provided by the state (as in other countries) there isdedation and state
intervention than in other countries. For example, the bodies which supply IVETicgtialns are
independent entities subject to state regulation ratherpdwdrof the centrajjovernment. IVET is
also employeted with involvement of employers, rather than other social partners, at aHi.level
The state is selddyinvolved in the provision of CVET and generally does not provide subsidies
for its provision by employers or a regulatory framework for training atiével.

Sysem of general educatiorin Southern European countries (Greece, Spain, Italy and Portugal)
general education is the prevailing strand in the system of education. Ipstreca of institutions
that shape and enhance VET systestisdents acquire generatidwledge and abilities in schools.

If VET takes placeit is usuallyin form of on the job training at the workplac&hese countries are
economically poar than the rest of the countries in the datdlest GDP per capita and usually
have low levels oparticipation inVET.

Egalitarian schoolbased systemin Finland and Sweden, the VEJstem is embedded in a
national system of education that strives for equal opportunities for all citizémsegard to access

to education. Therefore, mrder to avoid negative consequences of early tracking and abolish dead
ends, these countries have created an integrated school system with genevahaodaV tracks in

the same school. After completion of schbaked vocational tracks, students have opporésniti
attend general courses to acquire certificates that provide access to tertiarypeddoatever,the

low degree of stratificatioleads to dow usabilityof VET certificates on thi&abour marketYouth
unemploymenamong graduates from VET programmes setadbe high.

4.4. Summary

In this section we reviewed different typologies of VET systems, focuminthe commonalities
and differences of these systems according to regulations, transitionshéntlabour market,
opportunities for mobility within the labour market, and the adaptability of the VEiemsyto
national and supranational changes. We also reviewed the degtatifitationof VET within
education and training systems, referring to the degree of tracking in educayisteshs, and the
role of this stratification in generating opportunities for enhancememdosiduals.

These different systems of VET mhglp toenhance or deteriorate the benefmsindividualsthat

arise from VETexperience. Systems of VET are immersed within other national institutions and
policy frameworks that mainly affect the labour demand as well asatc®ther institutions. For
example, a national system that enables a smooth transition from VET into thentevkat has a
direct impact in terms of employability and indirectly complements the sociafitseoieVET by
enabling individuals to maintain sedteem and confidence gained through the learning experience.
A strong welfare state provides the mechanisms, such as access to healds,stanaagh which

the health benefits of VET may be complemented. This means, any possible loéMHitsare not
counterbalanced by other institutional barriers that works against theagen&f these benefits.

For this reason, we provided a heuristic typology of systems of VET whittbevusedin an
estimation strategy geateat investigating whether theocial benefits of learning are linked to
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particular systems of VETThis is, in our view, one way in which we can assess complementarities
baween macrdevel institutional factors and the social benefits of VET at the micro level.
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5.Method

5.1. Data

Data for this report come from the European Community Household Panel (ECHP)itadiaat

panel survey designed to enable comparability across Member States of the Buwlirmobea of

social and economindicators. In 1994, the first wave of data collection involved the interviewing

of around 60,500 nationally representative households (approximately 130,000 adults agesl 16 year
and over)in the then 12 Member StatésAustria joined the project in 1995 and Finland in 1996.
Similar data is included from the Swedish Living Conditions Survey from 1997.

For the fourth wave of the ECHP (in 1997), the original ECHP surveys stopped in Germany,
Luxembourg and the United Kingdom and existing national panel surveys were d¢ae s last
wave of the ECHP took place in 2001.

5.2. Social outcomes for individuals

In order to quantify social outcomes, we have chosen indicators from the ECHP cospéeots af
health and welbeing, as well as civic participation. Two key aspects were considered when
selecting these indicators. First was their comparability across ceuatrée time. For this, we
relied on the design of the ECHP which enablesszountry comparisons over time. Second was
the variation of the indicators over time. In other words, we selected indicatoshéneed some
variation over the eight years of information collected for each individual who tooknp#re i
study. For example, we expect that health could vary during this time period, howengrivan
election is unlikely to show variation, unless several elections take place doertime of the
interview.

In the health domain, we selected the following threécatdrs: selrated health, chronic health
conditions and body mass index (BMf).Seltrated health was obtained from the question “how is
your health in general” with 5 possible responses from very bad to very §agqute 1 shows the
proportion of individuals with very good health and with bad and very bad health by country in
2001. We can see a lot of heterogeneity in responses, from a high of 95 per cent of individuals
reporting very good health in Ireland in 2001 to a low of 35 per cent in Germargrtlwhately this
information was not available for Luxembourg in 2001.

12 Belgium, Denmark, Germany, Greece, Spain, France, Ireland, Italy, Luxegabéetherlands, Portugal and the UK.

13 ECHP contains information on smoking. However, information collecigchat allow us to differentiate between
current smoking habits from previous smoking habits. In thigept we are mainly interested on the association
between an episode of vocational education or traimititya change in health or social outcomes. In this sense, it was
not possible for us to construct a change in smoking habits from thenation provided in the data.
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Figure 1: Self-rated health in ECHP by country in 2001
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For chronic health conditions we used the question “are you hampered in your dailyeadbiyvit

any chronic physical or mental health problem, illness or disability? This infiorma only
collected from 1995, so there is one lgesr of information compared with sethted health.
Figure 2 shows the proportion of individuals who were hampered in their daily activitiegyy a
chronic physical or mental health problem, illness or disability in each of the iesuimr2001.

Italy shows the lowest proportion of individuals, with only 12 per cent of participatte ECHP

in 2001 reporting limiting chronic health conditions. In Sweden, 48 per cent of individuals deporte
limiting chronic health conditions in 2001. In order to standardise this outcome witateelf
health, we recoded this variable so that a higher value indicates absence of chrohic healt
conditions, illnesses or disabilities.

37



Figure 2: Proportion of individuals who are hampered in daily activities by any chroic
physical or mental health problem, illness or disability by country in 2001

48

41

.36

.26

.24 23
.22

17

12

Proportion with chronic health or disability

DK NL B FR IRE IT GRE SP PORAUS FIN SW GER UK

Body mass index was constructed using person’s weight and height, and tididevanas already
contained in the ECHP. Information on BMI was only available from wave 5 in 10 of%he
countries. Countries not included were Denmark, Finland, Luxemburg, Netherlands, afict&.
6 shows the average BMI for the 10 countries with informatide.can see little variation in BMI
over the four year period, and following global trends in obesity, our data also showsesdrea
BMI over this period.

Table 6: BMI by year and countr

Year

Country 1998 1999 2000 2001
Denmark 24.5 24.6 24.7 24.7
Belgium 24.6 24.7 24.7 24.8
Ireland 24.6 24.7 24.7 24.8

Italy 24.4 24.4 24.4 24.5
Greece 25.4 25.5 25.5 25.5
Spain 25.2 25.2 25.1 25.4
Portugal 25.0 25.1 25.1 25.2
Austria 24.9 24.9 25.0 25.0
Finland 25.0 25.1 25.3 25.3
Sweden 24.6 24.7 24.8

Source: ECHP.
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For the domain of civic participation, we selected only one indicator: membershipriof ¢
organisations. ECHP contains information on whether the individual is a memberubf @mbrts

or entertainment), local or neighbourhood group or a political pertyrmaton is available in all
waves in all countries, except for Luxemburg (which contains only information fofirgte3
years), Austria (which does not contain information in 1994), Finland and Swedheinf@rmation
missing in the first years and the UKHiwh does not contain information on 1998, 2000 or 2001.
Table7 shows the proportion of individuals who are members to civic organizations in all countries
by year. There are large differences by countries, with higher piapait membership in the UK

and Denmark and lower participation in Southern European countries such as @&edgce,
Portugal and, to a lesser extent, Spain.

Table 7: Membership of civic organisations (proportion) by country overtime

Year
1994 1995 1996 1997 1998 1999 2000 2001
DK 0.57 0.59 0.60 0.60 0.63 0.65 0.64 0.65
NL 0.45 0.45 0.45 0.45 0.44 0.45 0.45 0.46
B 0.36 0.37 0.37 0.37 0.38 0.38 0.38 0.38
FR 0.28 0.26 0.27 0.28 0.28 0.27 0.29 0.29
IRE 0.43 0.45 0.45 0.44 0.45 0.46 0.47 0.48
IT 0.15 0.16 0.18 0.18 0.18 0.24 0.25 0.25
GRE 0.10 0.09 0.08 0.08 0.09 0.09 0.09 0.10
SP 0.27 0.27 0.25 0.27 0.26 0.25 0.25 0.26
POR 0.14 0.15 0.15 0.16 0.18 0.18 0.19 0.20
AUS 0.44 0.46 0.48 0.48 0.48 0.48 0.48
FIN 0.55 0.54 0.56 0.55 0.56 0.57
SW 0.67 0.65 0.66 0.68 0.82
GER 0.25 0.25 0.29 0.28 0.27 0.29
LUX 0.39 0.40 0.41
UK 0.60 0.60 0.61 0.58 0.56

Source: ECHP

The final domain is welbeing, for which we obtain two indicators of sedported sasifaction, one
with work or current main activity and the other for current financial situation.rdtivey of sel
reported satisfaction used a scale of 1 to 6, where 1 was not satisfied and 6 waatigfld.
Satisfaction with work or main activity and satisfaction with financial situation esemgable inall
waves in all countries, except Sweden (no information), Germany and Luxembargé@hbnwas
available in waves 1 to 3 and 7 onl)gure3 shows the average value of sedported satisfaction
with main activity and financial situation by country in 2001. Northern European cayrsteh as
Denmark, Netherlands and Belgium) showed higher values of satisfaction withaoti@ity and
financial situation than southeEuropean countries, such as Greece, Italy, Spain and Portugal. In
all countries, individuals reported higher satisfaction with main activity thémonrrent financial
situation. This issuenainreflect the wording of the question for main activity, @hincludes all
individuals who are in paid and n@aid employment. Those individuals working in mmaid
activities may report high satisfaction with current activity but low satisfactith financial
situation.
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Figure 3: Average selireported satisfaction with main activity and financial situation by
country in 2001.
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5.3. Educational variables

Key to thisreportis the categorisation of education that enables us to differentiate, firstlyeen
academic and vational qualifications and secondly, within vocational qualifications, whether
these were obtained directly after completing compulsory education and beterag fulltime
employment (which is regarded as IVET) or after entering-tilmé employment (QET).
Following the definition of CEDEFOP, IVET can only be formal, within the educatidrtraining
system, whereas CVET can be formal, fiormal or informal**

ECHP contains information on the highest qualifications achieved by the indivitidahia was
collected during the first interview. Although the documentation shows that detafiéethation
was collected on the type of qualifications, data archived only contains a dernedalevavhich
classifies the highest educational qualifications a@dewto the following four categories: (i)
recognised third level education, (ii) second stage of secondary levdirgiiijtage of secondary
level, and (iv) less than secondary educatfolinfortunately, wewere unable to differentiate
whether these highest qualifications were obtained from a vocational or an acadeteior a
combination of these. Across the whole sample of European countries in the ECHP¢&dt jpé
individuals had achieved lower secondary schooling (that is at least fgstaftaecondary school)
in 1994, 32 per cent had upper secondary schooling (second stage of secondary level) and 17 per
cent had tertiary education.

Aside from the highest qualifications achieved, ECHP contains information orpisedes of
education andraining that took place during the year previous to the interview. Education and

“ please refer to Chapterfdr definitiors.
!5 Available in all countries except fauxembourg in wave 1.
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training was classified into general education, vocational education or tgngoarses (or other
adult education courses) as well as all the combinations between treseglepisodes.

For the purpose of this report, we reclassified this variable into the folldwiagategories: (i)
general education or general education and language courses, (ii) gelneedloa and VET or
general education, VET and language sesr (iii) VET or VET and language courses, (iv)
language courses and (v) no education or training. The aim of this classificatiaalsl: first, to

try to isolate individuals who had undertaken VET courses alone (or in conjunction with language
coures) from the rest of individuals and then to be able to measure the association oftWET w
social outcomes for these individuals compared with other individuals.

Figure4 shows individuals’ participation in different types of courses across Europedretl 995

and 2001. Around 10 per cent of individuals participated in VET or VET and language courses and
around 8 per cent participated in general education or general education amatéacgurses.
Participation in combinationfoVET and general education courses and language courses was
relatively small, with only around 2 per cent of individuals participating in Europdt Will be
described below, our proposed estimation method uses variations over time in thpapartiof
individuals in VET courses and associates these with variations on social outooitiesé same
individuals.

Figure 4: Participation in continuing education across Europe from 1995 to 2001.
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IVET vs. CVET In order to distinguish between episodes of IVET from those of CVET, waedivi
individuals according to four age groups and work experience. The first group contains young
individuals, younger than 25 years during the first interview year. Our workswyngsion is that

any period of VET reported by these young individuals will be considered t/Ehe proportion

16 We acknowledge that some young people may have completeihfelleducation, joined the labour market and
achieved a VET qualification while working before they were 25 years ofifatlés is the case, this could have been
consdered CVET. However, our statistics showed that nearly tweeters of young people under 25 reported that
they had not work experience prior to 1994.
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of the ECHP sample who is under 25 years is 21 per detlg8). This proportion contains
individuals with and without work experiee’

The second group contains individuals in their early working careers, aged hétvaed 45 years

old who have had work experience by 1994. The third group contains individuals in their late
careers, aged 46 to 60 who have had work experience by 1994. The fourth and final gronp conta
individuals older than 60 years of age, most of which could be considered near retoeaieddy
retired, and who have had work experience by 1994. Our working assumption is that any period of
VET reported by these young individuals will be considered CVET. In the ECHP, 44 pefcent
individuals are in their early career, 17 per cent in their late careers aner T2 near or at
retirement age (Tabl®).

In addition, the ECHP contains information about the age at which individuals begamaikéng

life. For 13.8% of the sample, the response to this question was "never worked'hesef t
individuals, 63% did not do any episodes of training, 29% undertook general education, 2.4%
general education and VET, 3.8% only VET courses and 0.7% other training, mainly language
coursesTable8 shows that around 5 per cent of the ECHP sample are over 25 years and have never
worked. We classified these individuals aegely since any training undertaken by these
individuals is not related to their previous labour market experience, although it caeldted to
willingness to join the labour market in the future. We also assume that any peri@ihiofgt
undertaken by these individuals should be considered CVET.

Table 8: Description of lifecourse stages using ECHP

Group Description Percentage

Youth Young people aged 25 or younger during the first t 21.1
individuals were interviewed. Containindividuals with anc
without work experience.

Early career Individuals aged 26 to 45 years when they were interviewe! 43.9
the first time. Only those individuals who have had w
experience.

Mid to end career Individuals aged 46 to 60 yeanhen they were interviewed fc 16.8
the first time. Only those individuals who have had w
experience.

Retired Individuals over the age of 60 years when they were intervie 12.4
for the first time. Only those individuals who have had w
experience.

Never worked Individuals older than 25 years who have never worked. 5.5

Formal vs. Norformal CVET For each learning episode undertaken during the year prior to the
interview information was collected on the type of vocational education or traiRioggsible
responses for this variable were: Third level qualification, such as tethrollege; specific
vocational training at a vocational school or college; specific vocational gaivithin a system
providing both work experience and a complementastruction elsewhere; specific vocational
training in a working environment; and otirUsing CEDEFOR2008) definitionsthe first three

7 Unfortunately, three quarters of young people under 25 (16%) reported nekedvb@fore the inteiew and only
5% had worked. The latter group is too small to undertake empiriedfsis. For this reason, these two groups were
merged.

18 Since this question asks about any training which took place since theusrgeir it is only available from wage
(1995) in all countries except Sweden. Further exception is Luxembauwdhith there is no information available in
wave 4.
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options would result in a qualification, which is the main feature assigned to fo&al.dhe
fourth option is assumed to be nfmmal within the enterprise or organisation. The last option,
undertaking other type of vocational education or training, could be defined as infoutikere is
not enough information about this type of training to know whether it occurred within grpresd

or outside the enterprise, whether it had educational intention on not, or whetheisttweaged
learning or not. In addition, only 0.42% of individuals reported ‘other’ training. For egiimat
purposes, we only differeatie between formal CVET from ndarmal or informal CVET"® Of
those who reported an episode of CVET, 43% was formal, 31%onoral or informal and 24.8%
unspecified.

Duration of CVET In addition, information was collected on duration of the VET egisddverall
duration of the course was classified into VET of less than two weeks, two to reke aremore

than nine weeks. This information was available in all countries except in Luxembaodrg
Netherlandgonly information in wave 8) and Sweden (no information). For estimation purposes we
define ‘short duration’ as training with duration less than nine weeks and ‘long durattoainasy

with duration over nine weeks. Of those individuals who reported an episode of CVET, 60% had
short duration, 20% had long duration and 20% unspeditied.

Sources of funding for CVEFunding sources were only collected for individuals whose employers
paid for their education or training as opposed tofsgihcing. This information was available in

all countries rcept for Sweden (no information), Denmark and Luxembourg (not in waves 4 to 7).
This information was only available for individuals who were in employment. Oé timakviduals

in employment, who reported episodes of CVET, 68% of them had their traiaidgop their
employer, 16% were seffinded and a further 16% were unspecifiéd.

5.4. Confounding variables

The richness of the ECHP dataset also allows us to include-detiographic measures and
income to be able to establish whether any potential association between VET ahdwoomes

may be the result of these factors (in particular income). Among the vanaaddsn the analysis

we include gender (48 per cent men and 52 per cent women) and cohabitation status (67 per cent
living in a couple marital and 33 per cent living alone).

Income was constated as log real gross hourly wage (in purchasing power parity, PPRe€. i$

no perfect income measure. The ECHP contains informatiamebearningper country with the
exception of France and Finland where the measure is gross earnings. Heraealbhe wsedvas
gross monthly earnings for all countries except for Sweden and Luxembourg, gvhes income
was missing. For these two countries, a derived variable for total net income drmvas used
instead. The total number of hours worked week in main and additional jobs was used to
obtained hourly wage. Nominal hourly wage in national currency was converte® t6 &g the
official PPP rates in the ECHP country file. The use of PPP rates ratheththdixed rate is in
accordance to the official recommendations (see ECHP UDB manual p10). Alvatisns with

9 A significant proportion of individuals (24.8%) did not provide information abeeitype of vocational education or
training. This is because information was not collected in some countries (eede®wand not in some countries in
some years (e.g. Luxembourg). Rather than dropping these casesspvihém as an additional category for analysis.
In making comparisons on tlassociations between type of CVET and social outcomes, it is likélththanclusion of
this variable acts more like a country and year fixed effects, hence it mayahdifferent interpretation than being a
separate category for type of CVET experience

2 For individuals without information on duration of CVET carsve undertook the same steps as for individuals
whose type of CVET was unspecified and which we described in Fodtaiote

% For individuals without informatio on sources of funding for their CVET course, we undertook the sapmeas for
individuals whose type of CVET was unspecified and which we descridéabitnotel 9.
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non-positive wages were dropped as well as the top and bottom 1% within each sex, country, and
yearcell (to reduce the influence of outliers). Fortunately, this affected only 1% shthple with
information on earnings (s@able9).?

We used another variable dealing with the potential income effect on social ositddnsevariable

is a subjective measurement of the ability of households to make ends meet withtaheionthly
income. This was coded in a six point scale, with lower values indicating ‘djféatilty” and
higher values “very easily”. About 10 per cent of the households found it quite difficulake m
income from all sources meet their needs and a further 12 per cent found it quitet.di¥ircthe
other hand, 15 per cent of households found it emsyanage with their income but only 3 per cent
found it very easy (se€able9 for descriptive statistics of this indicator by country). Vidend a
0.29 correlation between this subjective measurement of income and the inctabée \derived
from earnings.

Table 9: Descriptive statistics for gross hourly wage and households’ ability to ake income
meet ends by country.

Log(gross hourly wage) Ability to meet ends

Mean Std Dev Mean Std Dev
Germany 10.25 7.60 4.17 1.19
Denmark 12.41 5.31 4.02 1.22
Netherlands 13.54 13.60 4.24 1.20
Belgium 11.67 6.08 3.87 1.17
Luxembourg 13.05 8.26 4.26 1.16
France 9.51 6.98 3.51 1.05
UK 9.79 7.59 3.77 1.06
Ireland 10.15 7.54 3.31 1.11
ltaly 9.17 5.19 3.23 1.08
Greece 6.49 4.30 2.55 1.17
Spain 8.11 5.31 3.07 1.20
Portugal 4.95 4.38 2.75 1.02
Austria 9.23 4.85 3.52 1.18
Finland 9.40 5.23 3.68 1.15
Swedef 5.92 3.76 3.42* 1.16*

Source: ECHP. Notes: (1) There is no information from Swedéheoability of households to make ends meet wi
their total monthly income. The reported value for Sweden is inputied tiee average across all other European
countries.

5.5. Estimation method

Let us approximate the effects of VET on social ontes for individuals in Europe by the function
f, such that:

Sltc = f(\/E-ﬁtc'Xitc’Yic’ai’ﬂ’t’ﬂc'nitc)+eltc (1)

wherei denotes individuald, stands for time and for country.S denotes social outcome, which is
a function of vocational education and training (VEX)is a matrix of individual, demographic

22\We would like to thank Dr Yu Zhu, from the DepartmenEabnomics, University of Kent, for providing us with the
income variable.
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characteristics which change across individuals, over time and by country, rigplexacome and
marital statusyY is a matrix of variables that only change across individuals and countries, but
showed no fluctuations over time, for example gender, ethnicity, and prior educational
qualifications. Individual time invariant fixed effects are denotedrbyeriod heterogeneity that
affects all individuals in a particular yedk; country specific fixed effects are captirby the
paramete.. Timevarying individual heterogeneity in social outcomes such as changes-in self
efficacy, selfesteem or aspirations are captured by the paramgieMeasurement error is
assumed random and capturedehy

Studies using crossectional data (which do not contain a time dimension) or panel data (which
contain a time dimension, but it is ignored in the estimation) tend to employ multivariagssiegr
analysis to estimate the parameters of the model propodeguation 1 Whether the analysis is
linear or nodinear depends on the nature of the outcome variable. For continuous outcome
variables, the most common estimation method is linear regression, which is estisiaigd
ordinary least squares (OLS). For dichotomous, ordered or categorical outcomesatieghimost
common estimation methods are Horear and assume that the error term in Equatitildws a
logistic distribution (logit type models) or a normal distribution (probit typel@ts). In addition,
estimation mehods which ignore the panel structure of the data may include country fixed,effects
by means of individual country dummy variables to estinigtand may adjust for the clustering of
information around individuals by relaxing the assumption of independence of observations.

Ignoring the time dimension of the data forces the estimation of parameter&eacomaparisons
between averagkevels of social outcomes for different groups of individuals. For the particular
case of VET, this estimation strategy compares social outcomes for intbwdua were engaged

in VET against those who were not. The inclusion of confounding variable, such as,iecaies

the researcher to investigate whether differences in average levels of socialesutebich were
thought to be the result of VET may be due to any of these other factors. One of the main
drawbacks of this approach is the fact that individuai® \articipate in VET may be different

from those who do not. This issue is likely to bias the estimation of parametelsmémssure the
association of VET with social outcomes.

The time dimension of the data can be used to estimate parameters that comparegbeharera

in social outcomes with the averageangein explanatory factors over time. For the particular
case of VET, this method estimates whether average changes in social oweassciated with
average changes in VET episodes farhemdividual. This estimation strategy only allows for the
inclusion of confounding factors that change over time, for example income. The role of
confounding factors in the model in changethe sameasfor the model in levels. Empirically, the
changemodel is estimated using random or fixed effects.

Fixed effects estimation absorbs the effect of fimariant heterogeneity:) with the inclusion of
individual intercepts in the model. Essentially, the effect of individual-thmariant heterogeneity

is cancelled out in this approach because -iuariant factors do not easily explain changes.
Random effects estimation modehis heterogeneity as a random disturbance. This assumes that
the unobserved time-invariant heterogeneity is not related to the decisigatgeen VET. For this
outcome the assumption of random effects is a strong one. Mundlak (1978) proposed that the
correlation between the explanatory variables and the unobservehvanant heterogeneity can

be explicitly modelled and dealt with in the estimation. The approach is to incorgjiwradeerage
value of our timedependent variable (average levels &TVepisodes over the time period) in the
estimation. This takes out the bias on the estimate of VET caused by comr@atVET and
unobserved time-invariant heterogeneity.
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The decision of whether to use fixed or random effects is not stfaigbdrd when dealing with
non-experimental data, as in our c&3dn this reportwe opted to use fixed effects whenever
possibleas the aim is to estimate a model in chandgesther words, we estimate whether an
individual’'s changes in social outcomes (whether there was an improvement in healthesutc
over time) is associated with episodes of VET (whether year on yeardinalsitook VET courses).
Fixed effects model necessarily uses a transformation of the vartabtdgain deviations from
each indivdual’s average and to difference out any timeariant heterogeneity (Hsiao, 2003). This
estimation can only be performed for individuals who have variations in their sociaimas.c

Another type of unobservable heterogeneity is esessional indivilualinvariant factors;, which
affect equally all individual observations in one period but not in others. An example gpthisft
heterogeneity will be the introduction of a national policy that may affecalsogtcomes. It is
relatively straightforward to model this heterogeneity by introducing one indicator variable for
each period in the panel data. This approach is similar to the inclusion of country durrablesa

to condition out for country specific fixed effects in an ordinary least sguagressian

The last type of heterogeneity that it is considereBgoation 1is individual timevarying within
country heterogeneityy.. Examples of this type of unobservable variable are motivations, locus of
control, selfesteem, aspirations, agency or gfficacy. These are features of the individual that
may contain stable elements but also elements which can be assumed &aodartgne. In the
ECHP there are no measurements of these variables, and even if there were, we twimilabie

to include all the individual factors that may determarpgerson’s health, her involvement in civic
activities or her decision to undertake VET courses. Hence, we have no other option thaméo ass
that the effect of the unobserved individual time-varying heterogeneity hpsoierty of a random
variable. Therefore, we do not model explicitly this tiwa@ying heterogeneity but assuthat it is
incorporated in the error term. This remains a limitation of this study.

5.6. Estimation strategy

We use the sample of young people aged 25 years or younger in 1994 to estimatectagoasof
IVET and social outcomes. There are two nramdels to be estimated. Firstly, we estimate average
differences in levels of social outcomes using OLS or logit models. This id taltelel in levels”.
Secondly, we estimate the average change in social outcomes over time using éxetinetir
regression or fixed effects logit models. This is called “model in changes”.

For the model inevelswe explore:

1. Base model: Average differences in levels of social outcomes for individuads w
participated in IVET courses and those who did not across the European countries in the
sample. To estimate these average differences we control for year atry efiects, initial
educational qualifications, and gender.

2. Base model plus income: We include the logarithm of gross hourly wage, household’'s
ability to meet ends with monthly income and cohabitation status to the base model. This is
done to investigate whether any associations between levels of social outcadmeg&an
from the base model may be explained by differences in income.

3. Base model by systems: Wise the classification of systems of VET described in Section 4
to investigate whether any differences in levels of social outcomes and NA€T irara
particular system.

2 For further details about when to use fixed versus random eféectd/sodridge (2002) and Hsiao (2003).
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4. Base model by systems plus income: We include income to the models estimated 8 poi
Again, the idea is to see whether income may be responsible for explainingsanyatons
found between IVET and average levels social outcomes in each of the systems.

For the model ithangeswe explore:

I. Base model: Average differences in changes of social outcomes associated vg#as ¢han
IVET episodes over time for individuals across the European countries in the sample.
estimate these average differences we control for year effects ontheadaztors that do
not change over time, such as genderge dropped from the analysis.

ii. Base model plus income: We include the logarithm of gross hourly wage, household’'s
ability to meet ends with monthly income and cohabitation status to the base magled. Th
done to investigate whether any associations between changes of socialesutnad
episodes of IVET from the base model may be explained by changes in incomenever ti

iii. Base model by systems: Using the systems classification, we investigate rwhethe
associations between changes in socidtaues and episodes of IVET are found in a
particular system.

iv.  Base model by systems plus income: We include income to the models estimated in point iii.

We use the sample of individuals over 25 and information on their previous work experience to
explore the association of CVET and social outcomes over the lifecourse. The follownauti$e
groups were selected: (i) individuals aged 26 to 45 in 1994 with previous work expetignce
individuals aged 46 to 60 in 1994 with previous work experience; (iii) individuals over 60 with
previous work experience; and (iv) individuals over 25 who have never worked. For each of these
groups we estimated the same models in levels and models in changes which we didake tie c
IVET. That is, we start with a siple model without the inclusion of income, then we add income as

a key control and we do the same analysis for each of the 5 systems of VET.

After completing these analyses, we explore some further features of the CVEilers® to
differentiate whetlr any associations found between CVET and social outcome maybe the result of
a formal CVET or a noffiormal/informal CVET, a short or a long duration, a glanced or
employerfinanced CVET. To undertake these analyses we only use the most robustaiogyhod
which uses the model in changes. Results will be presented for the pooled sample ddatsdivi
across Europe onRf. Although we estimated these models by systems of VET, we do not present
these results in this report. This is because there are countries withoutaindormon type of
CVET, duration of CVET or sources of funding for CVET hence we do not have complete
information on the countries that belong to a particular system. Furthermorabtheison of the
sample (by systems, over the lifecse) and the subdivision of the indicators (CVET subdivided
into formal, norformal, etc) make the estimation of some parameters impossible to achiewve. Thes
results can be found in our supporting Excel documents.

For sources of funding to undertake CVET, we only carry out the model for individuals i
employment, hence dropping individuals not in employment and those who have not had previous
work experience. This analysis is only carried out for the pooled sample of indivaltraks
Europe. Results bgystems are not presented here, but can be found in the supporting Excel
documents.

24 \We do not undertake this analysis for IVET. This is because all I'¢Edrinal and duration is longer than 9 weeks.
In addition, source of funding for VET episode was asked only to those ind&/idba were employed. Although it is
possible that some employers may pay for the initial training of individbglglefinition VET occurs before the
individual joins the labour market. Hence, IVET is funded by the perseubsidised by the state.
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6.Results

We first explore results that emerged from the association between NEJoaial outcomes using
models in levels and in changes. These results are described across all indivithelEuropean
countries selected in the ECHP and uding five different systems of VET. Then, we explore
results that emerged from the associations between CVET and social outcomgebaushodels in
levels and in changes. Thessults are described across all individuals in the sampled European
countries of the ECHP over the lifecourse and also by systems of VET ovéecberse.

Our main outputs are provided by auxiliary Excel files which contain all ékelts from the
estimations. Tables provided in this section focus exclusively on the associateerhepisodes
of VET and social outcomes and are intended to provide a summary of all results. &aletads
on the estimation output please refer to the Excel fAedescription of the content of the Excel
files is provided in the Annex.

6.1. IVET and social outcomes

Table 10 shows results for the association between IVET and average levels of soctahesit
with and without the inclusion of controls and by systems of VET. Our results showedizepos
association between an episode of IVET and all social outcomes exceptiséacsah with
financial situation. For the pooled set of individuals across European countriegpaatsiean the
ECHP, we found that IVET is associated with better-isglfd health, lower likelihood of chronic
health problems, lower BMI, higher likelihood of membership to voluntary orgammsatand
higher satisfaction with work or main activity (even aftenditioning out the impact of previous
educational qualifications). When income and other controls are added into the modesutar
remained unchanged, indicating that the association found between IVET ansbitiaseutcomes
is not mediated by some (or the other controls).

For the model in changes, across all individuals living in the sample of Europeanesouve also
found that the episode of IVET is associated with positive changes in social osifcoreelfrated
health, lower likelilbod of chronic health problems, greater likelihood of participation in voluntary
activities and greater changes in satisfaction with work or main activityl éddel11).

We did not find that changes in BMI were associated wétticipation in IVET over time. This
indicates the possibility that the association between BMI and IVET found for the iméeleels is
the result of timenvariant heterogeneity which is captured by the model in changes. It dsald a
indicate that thre is little variation in BMI for this age group (younger than 26 yehes)ce over
time we do not see that IVET is associated with changes in BMI. This lagiemation will be
true if we were to find in the model that none of the factors included associated with changes
in BMI. Nonetheless, our results showed that episodes of general educatignsad@g® of general
education and IVET were associated with changes in BMI over time (sets resthe attached
Excel files IVET_CHANGE). Hence, we believe that the lack of association betR&krand
IVET is due to unobservable tinievariant heterogeneity.

For satisfaction with financial situation we do not find that IVET is assatiaih greater average
level of selfrated satisfaction with crent financial situation across all individualfaple 10).
When income was included as a control, we found that IVET was associated with Vensgea
levels of satisfaction with current financial situation. For the model imgdsm we found that
participation in IVET is associated with lower satisfaction with financial sitnatieer time {able

11). However, this association is mediated by the inclusion of controls, hence, once immbme a
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other contrad were included in the model, the negative association between IVET aneé<sang
satisfaction with financial situation becomes statistically insignificant.

Interestingly, we did not find that the association of IVET and social oukdmkls in all 5
systems of VET. For selfated health, for example, individuals living in Germany, Denmark,
Luxembourg, or Austria (System 1) who had an episode of IVET had higher levels-citee|f
health than individuals who did not participate in IVETRle 10). However, in this same system,
we did not find that episodes of IVET were associated with changes ratseifhealth over time
(Tablell). Hence, it is possible that the association of IVET andra&dd halth found inTable10

is the result of timénvariant heterogeneity. The same result was found in System 2 (Netherlands,
Belgium and France) and in System 4 (Italy, Greece, Spain and Portugaystdm$S (Finland and
Sweden)we found consistent evidence that IVET is associated with improvements -ateellf
health over time whereas in System 3 (UK and Ireland) we found consistent evafetime
opposite, that episodes of IVET were not associated with changes iatedlfealth over time.
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Table 10: IVET: Summary of results for model in LEVELS, base and controls, for all ECHP countries and by systems of VET.

Selfrated Health | Lack of chronic BMI Civic Selfrated satisfaction
health problems Participation Main Activity Finances
Base Control | Base Control | Base Control | Base Control | Base Control | Base Control

VET Europe (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) ns. ()
VET System 1 (+) (+) (+) n.s. (+) (+) (+) (+) (+) (+) ns. ()
VET Systen 2 (+) (+) n.s. n.s. (+) n.s. (+) (+) (+) (+) n.s. n.s.
VET System 3 n.s. ) n.s. ) n.s. n.s. (+) (+) n.s. n.s. (+) n.s.
VET System 4 (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) n.s. n.s.
VET System 5 (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) ns. ns.

Source: ECHP: Notes: Positive (+) refers to an association between IVET eepisddhe improvement in the social outcomef¢sdhe case of BMI, this implies a reduction
BMI). Negative ) refers to an association between IVET episode and the datenioin the social outcome. N.S. refers to not statistically significantral per cent level.

Systems of VET are defined as follows: System 1 “Germany/Denmadhbourg/Austria”; System 2 “Netherlands/Belgium/France”; SysBertUK/Ireland”; System4
“Italy/Greece/Spain/Portugal”; System 5 “Finland/Sweden”.

Table 11: IVET: Summary of results for model in CHANGES, base and controls, for all EEIP countries and by systems of VET.

Selfrated Health | Lack of chronic BMI Civic Selfrated satisfaction
health problems Participation Main Activity Finances
Base Control | Base Control | Base Control | Base Control | Base Control | Base Control
VET Europe (+) (+) (+) (+) n.s. n.s. (+) (+) (+) (+) () n.s.
VET System 1 n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) (+) (+) n.s. n.s.
VET System 2 n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) n.s. n.s.
VET System 3 n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 4 n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) (+) (+) ) n.s.
VET System 5 (+) (+) (+) (+) (+) (+) (+) (+) n.s. n.s. n.s. n.s.

Source: ECHP: Notes: Positive (+) refers to an association between VETeepimbthe improvement in the social outcomef¢sdhe case of BMI, this implies a reduction
BMI). Negative ¢) refers to an association between VET episode and the deterioration in thesimaaie. N.S. refers to not statisticalgnificant at 5 or 1 per cent level.

Systems of VET are defined as follows: System 1 “Germany/Denmaghbourg/Austria”; System 2 “Netherlands/Belgium/France”; SysBeriuK/Ireland”; System 4
“Italy/Greece/Spain/Portugal”; System 5 “Finland/Sweden”.
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Focusing on the results using the change mddal€11), a clear pattern of results by systemis o
VET is the lack of association between episodes of IVET and changes in siowhes over time

in System 3 (UK and Ireland) and to some extent in System 2 (NetherlangisnBehd France}
Similarly, another clear pattern is the positive associdteiween episodes of IVET and changes in
social outcomes over time in System 5 (Finland and SwefeRyr individuals residing in System

1 (Germany, Denmark, Luxembourg, and Austria) or System 4 (Italy, Greede,a8BpaPortugal),

there is consistent evadce of the association between episodes of IVET and positive changes in
membership to voluntary organisations and higher satisfaction with work or maityamet time.

6.2. CVET and social outcomes

Table12 andTable 13 present results on the association between CVET and social outcomes over
the lifecourse. Across the sample of European countries in the ECHP we found thdtahsli

with previous work experience in their early career (aged 26 to 45) who had an episode of CVET
had higher average level in most social outcomes when compared with simitatuats who did

not have an episode of CVETdble12).?” For all outcomes except for BMI and satisfaction with
financial situation, CVET for these individuals is associated with positive changescial s
outcomes over timer@ble13).

For individuals in their mid to late career and for retired individuals, ssoépiof CVET is also
associaté with higher average levels of se#ited health, lower likelihood of chronic health
problems and higher likelihood of participation in voluntary organisatidablé¢ 12). However, in

Table 13 we found that an episode of CVET is associated with changes in membership to civic
organisations and satisfaction with employment or main activities over time for wawich their

mid to late career only. In the model in changes we did not find that episod®¢Edt were
associated with social outcomes for retired individuals or those who have not work recgerier

to 1994 Tablel3).

Turning to our results by systems of VET, there is some evidence that CVEJo@assd with
postive outcomes, in levels, in some systems but not in others and only for some individuals over
the lifecourse Table12). For example, we found some evidence of a positive association between
CVET and selrated health, lack of htonic health, civic participation and satisfaction with
employment or main activity in System 1 (Germany, Denmark, Luxembourg asitigd and in
System 5 (Finland and Sweden). For System 3 (UK and Ireland) most evidence poinatk thfe |
association between CVET and average levels of social outcomes and, in justaséswto a
negative association between CVET and social outcomes for some individuals when indome a
other controls are included in the analy&istor Systems 2 (Netherlands, Belgium and France) and
4 (Italy, Greece, Spain and Portugal) there is some evidence of an assdsatiean CVET and

civic participation and seffated health; but this is just found at specific stages of the lifecourse.

% We only found evidence of the association between episodes of IVETiginer satisfaction with work or main
activity over time forindividuals living in System 2.

% We did not find evidence that episodes of IVET were associated with changeisiacton with employment or
main activity or with changes in satisfaction with current finangtahton in System 5 using the 5 per tenlower
cut off point for statistical significance. We found, however, thisaiation to be statistically significant at 10 pertcen
level. One should bear in mind that we do not have informationtisfiastion with main activity or current finantia
situation in Sweden. Hence, for these outcomes, statistical sigo#iéaiharder to achieve.

%" The only outcome where this result does not hold is satisfactioniméthcial situation.

% This result is found for individuals in their early careerSiystem 3 for selfated health, lack of chronic health
conditions, satisfaction with work or main activity and satisfactigh current financial situation.
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Table 122 CVET: Summary of results for model in LEVELS, base and controls, for all ECHP ocuntries and by systems of VET.

Lifecourse Selfrated Health | Lack of chronic BMI Civic Selfrated satisfaction
Sample Grou health problems Participation Main Activity Finances
P Base Control | Base Control | Base Control | Base Control | Base Control | Base Control
VET Europe | Early career | (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) n.s.
Mid/late career| (+) (+) (+) (+) n.s. n.s. (+) (+) (+) n.s. (+) n.s.
Retired (+) (+) (+) (+) n.s. n.s. (+) (+) (+) (+) n.s. n.s.
Never work (+) (+) n.s. n.s. n.s. n.s. (+) (+) (-) (-) n.s. n.s.
VET System 1| Early career | (+) (+) (+) (+) n.s. (+) (+) (+) (+) (+) n.s.
Mid/late career (+) (+) (+) (+) n.s. n.s. (+) (+) (+) (+) (+) n.s.
Retired (+) (+) (+) (+) n.s. n.s. (+) (+) (+) (+) (+) n.s.
Never work (+) (+) n.s. n.s. ) ) n.s. n.s.
VET System 2| Early career | (+) (+) (+) n.s. n.s. n.s. (+) (+) n.s. n.s. n.s. n.s.
Mid/late careern (+) (+) (+) n.s. n.s. n.s. (+) (+) n.s. n.s. n.s. n.s.
Retired (+) (+) n.s. n.s. n.s. n.s. n.s. n.s. (+) n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 3| Early career | (+) ) n.s. ) n.s. n.s. (+) (+) n.s. ) (+) )
Mid/late career (+) n.s. n.s. n.s. n.s. n.s. (+) (+) n.s. ) (+) )
Retired (+) (+) n.s. n.s. n.s. n.s. (+) (+) (+) n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 4| Early career | (+) n.s. (+) ) n.s. n.s. (+) (+) (+) (+) (+) n.s.
Mid/late career (+) n.s. n.s. n.s. n.s. n.s. (+) (+) (+) (+) (+) n.s.
Retired (+) (+) n.s. n.s. n.s. n.s. (+) n.s. (+) (+) n.s. n.s.
Never work (+) (+) n.s. n.s. n.s. n.s. (+) (+) n.s. n.s. n.s. n.s.
VET System 5| Early career | (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) n.s.
Mid/late career (+) (+) (+) (+) (+) n.s. (+) (+) (+) n.s. (+) n.s.
Retired (+) (+) (+) n.s. n.s. n.s. (+) (+) n.s. n.s. n.s. n.s.
Never work (+) (+) (+) n.s. n.s. n.s. n.s. n.s. () n.s. () n.s.

Source: ECHP:Notes: Positive (+) refers to an association between CVET episode and tbgemepnt in the social outcome (so for the aasBMI, this implies a reduction ir
BMI). Negative ) refers to an association between CVET episode and the deterioratiosdatitdeoutcome. N.S. refers to not statistically significant at 5 or 1 petesel. Blank
refers to the inability to estimate the parameter for such group domtbsample.

Systems of VET are defined as follows: System 1 “Germany/DenmadhbourgAustria’; System 2 “Netherlands/Belgium/France”; System 3 “UK/I@larBystem 4
“Italy/Greece/Spain/Portugal”; System 5 “Finland/Sweden”.

Lifecourse groups are defined as follows: “Early career” for iddals aged 26 to 45 in 1994 with previous woxkerience; “Mid/late career” for individuals aged 46 to 60 in 1994
with previous work experience; “Retired” for individuals over 60 witkvpyus work experience; and “Never work” for individsi over 25 who have never worked.
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Table 13: CVET: Summary of results for model in CHANGES, base and controls, for all EHP countries and by systems of VET.

. Selfrated Health | Lack of chronic BMI Civic Selfrated satisfaction
Lifecourse . . — :
Sample Group health problems Participation Main Activity Finances
Base Control | Base Control | Base Control | Base Control | Base Control | Base Control
VET Europe | Early career | (+) (+) (+) (+) n.s. n.s. (+) (+) (+) (+) n.s. n.s.
Mid/late career n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) (+) (+) n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 1| Early career | n.s. n.s. ) ) n.s. n.s. (+) (+) n.s. n.s. n.s. n.s.
Mid/late careern n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 2| Early career | (+) (+) n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Mid/late careern n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 3| Early career | n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. (+) n.s.
Mid/late careern n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 4| Early career | n.s. n.s. ) ) n.s. n.s. (+) (+) (+) (+) n.s. n.s.
Mid/late career n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) (+) (+) n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. (+) (+) n.s. n.s.
Neverwork n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
VET System 5| Early career | (+) (+) (+) (+) (+) (+) (+) (+) (+) (+) n.s. n.s.
Mid/late careern (+) (+) n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.

Source: ECHP: Notes: Positive (+) refers to an association between CVEdlecpied the improvement in the social outcome (so for the case of Bdiimtiies a reduction ir
BMI). Negative ) refers to an association between CVET episode and the deteriorationaciti@stcome. N.S. refers to not statisticalignificant at 5 or 1 per cent level. Blank
refers to the inability to estimate the pareter for such group due to small sample.

Systems of VET are defined as follows: System 1 “Germany/Denmashbourg/Austria”; System 2 “Netherlands/Belgium/France”; SysBeriuK/Ireland”; System 4
“Italy/Greece/Spain/Portugal”; System 5 “Finland/Sweden”

Lifecourse groups are defined as follows: “Early career” for individugdsl 6 to 45 in 1994 with previous work experieritéigd/late career” for individuals aged 46 to 60 in 1994
with previous work experience; “Retired” for individuals over 60 witbvious work experience; and “Never work” for individuals oven®® have never worked.
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However, when reviewing the evidence for the association between CVET and changdalin s
outcomes over time, results are somehow different. Apart from indisidusheir early careers in
System 5 (Finland and Sweden) and to some extent in System 4 (ltaly, Greet@angdaortugal),
we do not find that episodes of CVET are associated with changes in social outcaasdhe rest

of the systems of VETT@ble 13). For individuals in their early career in Finland and Sweden, an
episode of CVET is associated with improvements onra&dfl health, lower likelihood of chronic
health problems, reductions in BMI, higher participation in voluntary organisationighdr
satisfaction with work or main activity over time. For individuals in their earhgearain Italy,
Greece, Spain and Portugal, an episode of CVET is associated with higher piamiap@oluntary
organisations and highsatisfaction with work or main activity over time (this result was found for
individuals in their mid to late career as well). In Systems 1 and 2 we found saatedscases
where CVET is associated with positive changes in social outcomes and this wé&suadl for
individuals in their early career.

6.3. Features of CVET and social outcomes

Table14 shows the results on whether different features of the CVET episode weretadsodia
changes in social outcomes over timeoas all European countries in the sample. We did not find
any evidence for an association between type of CVET experience and sociahesutioy
individuals in their mid to late career and those who have not had work experienc® 11984.

For most soial outcomes (all outcomes except for satisfaction with main activity), we did dot fin
evidence that type of CVET experience was associated with social outamnetsréd individuals.
For the case of satisfaction with main activity, we found that episodesmélf@VET courses
were associated with positive changes in satisfaction with work or maiityafdr individuals over

60 years of age.

Any significant statistical association between type of CVET experienceauia outcomes was
found for individuals in their early career. Even after the inclusion of controls, indisigutheir
early careers who undertook a formal episode of CVET showed positive changesatesdtiealth
and positive changes in civic participation over time. Similarly, individuals in dsly careers
who undertook noifiormal or informal CVET showed positive changes in civic participation and
higher satisfaction with work or main activity over time.

For duration of CVET episode, most statistical evidence was found for individuals rireénk
careers and some evidence for individuals in their mid to late careers. Farrtiex froup of
individuals, short duration CVET courses were associated with positive charggdisrated health,
lower BMI, higher likelihood 6 civic participation and more satisfaction with main activity over
time. For the latter group of individuals, short duration of CVET was also assbevith higher
likelihood of civic participation and positive changes in their satisfaction with nadiiity over
time.

Evidence on the association between long courses, that is courses lasting over, @nekeksial
outcomes is scarce and somehow mixed. While long duration CVET courses were found to be
positively associated with civic participatiornr fimdividuals in their early careers, it was negatively
associated with satisfaction with financial situation for the same groupdividuals. This result
shows the possibility that financial remuneration for a long duration CVET coypsehiaps not as

high as expected by individuals. Nevertheless, the long duration CVET experiayctave
enabled individuals to join voluntary organisations and hence increase their civic reagage
society.
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Table 14: Features of CVET: Summary of results for model in CHANGES, base and controls, for all ECHP countries

) . Selfrated Health | Lack of chronic BMI Civic Selfrated satisfaction
Sample: Lifecourse health bl L . — :
Europe Group ealth problems Participation Main Activity Finances
Base Control | Base Control | Base Control | Base Control | Base Control | Base Control

Type CVET: Formal (F), Non-formal/Informal (1)

Early career FLH+) F.(+) n.s. n.s. n.s. n.s. FL(H+)  FLH#) l.(+) l.(+) n.s. n.s.
Mid/late career | n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. l.(+) n.s. n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. F.(+) F.(+) n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.

Duration CVET: Short courses (S), Long courses (L)

Short (S) Early career S.(+) S.(H n.s. n.s. S.(+) S.(+) SL(+) SL.(+) |[S.(+) S.(+) L.(-) L.(v)

Long (L) Mid/late career | n.s. n.s. n.s. n.s. n.s. n.s. S.(+) S.(+) S.(+) S.(+) n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Never work n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.
Sources of Funding CVET: Employer paid (E), Own funds (O)
Early career E.(+) E.(+) E.(-) E.(-) n.s. n.s. E.O.(+) E.O.(+) |E.(+) E.(+) E.(+) n.s.
Mid/late career | n.s. n.s. n.s. n.s. n.s. n.s. E.(+) E.(+) E.(+) E.(+) n.s. n.s.
Retired n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s. n.s.

Source: ECHP: Notes: Letters refer to type of CVET, formal (F);faomal/informal (1); duration of CVET, short (S) and long (L); sourcéfunding for CVET, employer paid (E
self-financed or own funding (O). Positive (+) refers to an association betisaame of CVET episode and the improvement ingtheial outcome (so for the case of BMI, this
implies a reduction in BMI). Negative)(refers to an association between feature of CVET episode and the d&tarior the social outcome. N.S. refers to not statisticallyifsignt

at 5 or 1 per cent level. Blank refers to the inability to estimate the parfmesuch group due to small sample.

Lifecourse groups are defined as follows: “Early career” for indivgaged 26 to 45 in 1994 with previous work experience; “Mid/late careemdariduals aged 46 to 60 in 1994
with previous work experience; “Retired” for individuals over 60 wittmvamuswork experience; and “Never work” for individuals over 25 who have neweked.

For sources of funding we only used individuals who were in employatené time of the survey.
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With respect to sources of funding, for individuals who were emplayedin their early career
episodes of CVET funded by their employer were positive associated witbviements in self
rated health, higher likelihood of civic engagement and higher levels of dabisfagith
employment. However, for this group, we also found that episodes of CVET funded myerspl
were associated with more chronic health problems over time. For individudisiinmid to late
career who were employed, episodes of CVET funded by their employer wereghpsiisociated
with civic paricipation and higher levels of satisfaction with job over time.

Evidence on the association between episodes of CVET funded by the individuals and social
outcomes was only found for those in their early career and only for civic partinip&or
individuals over 60, who were in employment, we did not find evidence that episodes of CVET
funded by employers or sdifianced were associated with changes in social outcomes.
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7.Conclusions

In recent years, there has been a commitment from European governmemdisess dooth the
economic and neeconomic needs of their citizens. Governments have been looking beyond the
traditional economic measures of successich as per capita income, or rate of employmentd
focusing also on neaconomic aspects avell-being and societal progresssuch as health, civic
engagement, political interest, crime, family dynamics, intergenerational traremaf success,

and even happiness. In light of this policy change, educational research has movea from
traditiond economics of education approach towards investigating whether education mayeprom
well-being for individuals and society.

This study investigatethe role that VET may have on the realisation of social outcomes for
individuals in the European context doing so, we started the project with a discussion of the
definition of terms, VET and social outcomes and then reviewed three main thédratieawvorks in

the literature that explains why education, or more broadly a leaexjmgrience, can be beficial for
individuals in terms of their own health, family and social veling.Major progress has been made in
the area of social benefits of learning on the theoretical front. These effortsbeamemade by
researchers working across diverse disciplines. The challenge fprafgst was to locate and exploit
the concepts in order to generate a clear understanding of the main featuresriihg &egerience
should contain if it is to lead to the formation of social benefits and how these relaespmecific case

of VET.

We extracted théollowing main features that an episode of VET should have if it is to yield social
benefits for individualsFirst, we considered not only skills and capital formation but also aspects
relating to agency, sedsteem and more broadly psychosocial factors that are important for the
realisation of the social benefits. This is because the social bewefitedividuals are not only
economic in nature but are also psychological and social. In addition, leeamaist be divorced
from ther institutionalcontexts For this reason, relationship between learners and tutors, the value
of a VET degree or diploma in the labour market, and possibilities for progression atiealadter
participating in vocational edation are also relevant for the wbking of individuals.

However, it is impossible to extract from empirical datech element of a vocational learning
experience that could be important for the realisation of social benefits. Thipa@stidue tohe
lack of available data and also due to the lack of properly designed studiey toutdinis research.
Nevertheless, there are differences in the ways in which countries develop isad \delational
education; some have strong links with the labour market and with other educationatianstit
while others do not. We used these differences to provide a heuristic typologgt@isyof
vocational education and training that can be used in our empirical work.

Our empirical work used data from the HE. From the data we selected six indicators of social
outcomes: three in the health domain, one in the civic domain and two in theemgldomain.

We also classified individuals according to their highest qualificatiaméeaed by 1994 and
recorded dlepisodes of VET between 1994 and 2001. One key aspect of our estimation strategy
was to differentiate between episodes of IVET from CVET. Since I\é&Cbnsidered to be formal,
taking place in the education and training systems and is passed throogh é&etering the
working life, we assumed the VET experience of all individuals under the age of it
training. All individuals older than 25 who reported an episode of VET was considered to be CVET
We also differentiate three different stages of the lifesto see whether any association between
CVET and social outcomes were likely to occur at specific stages in life.

Our results showed evidence that IVET is associated with positive changedtiindogcomes, such
as selfrated health ah lack of chronic health conditions, with membership to organisations and
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with satisfaction with job or main activity for individuals across Europe. datergly, some of
these associations were only found for individuals living in Finland and Swigdeimg in mind
thatthe VET system of Sweden and Finland was characterised as egalitarianbedeabkytem
this supports the hypothesibat an integrated school systetny offering optionsfor personal
enhancementhrough equal treatment of vocational and general educa®mwell as access to
higher education affects the individual wk#ing on the wholeOne implication of this finding is
that a general level of social welfare in an important mediating factor for #fisaten of the
health benefits ofVET. In other words, there are complementarities between institutionataait
the macro level, in this case a strong welfare state, and the formation of smwsditsbfor
individuals at the micro level.

We also found that IVET was associated with increase membership to voluntargsatigasiand
with increase satisfaction with job or main activity. These results weeenelt for individuals
living in two particular systems of VET, Germamenmark, Luxembourg and Austria and in Italy,
Greece, Spa and Portugal. One reason why we may find a positive relationship between
membership to voluntary organisations and IVET may be that participation iinsaoiety is
rewarded in these systems and not in others. Hence, through patrticipation in IVEduaidivhay
find incentives to join voluntary organisationfkeasos for a positive correlation ofsatisfaction
with job or main activity andVET might be different between the two groups of countries:
Traditionally n Southern European countries youttemployment and NEET rate ratherhigh.
Therefore, those who do not want or aren’t able (because of capabilities or fordiimaasons) to
follow the route of general education but are integrated in the labour market via \gaTdexiive
satisfactionfrom IVET by comparing their situation with those who astherin employment nor
in education. A positive correlation between satisfaction and IVET aontdes where
apprenticeships are widely spread might derive fronmih#iple legal framework thd regulates
the quality of training, safety and labour provisions for apprentices as wellaggs#lence, he
regulatory framework for the integration of young people into the labour manidet be seen as a
mediatorfor micro-social benefits

Lack d statistical association between IVET and social outcomes is also an impestalht\When
undertaking our analysis by systems of VET, we did not find evidence of an associatiearbe
IVET and social outcomes for individuals living in UK or Ireland dod only one outcome
(satisfaction with job or main activityor individuals living in Netherlands, Belgium or FranEer

the UK apossible explanation ihe low transparency of the VET system affiliated with certificates
with only minor value for getting access to the labour market. The continental-beasaol system

of VET in the Netherlands, Belgium and France might not be associated wilh @atciomes for
individuals because of the strong meritocratic orientation of W&ding to asecondarystatusof
those who attend training in IVETHence, marketised or credentialised systems of VET are likely
to fail in generating benefits for individuals that are beyond that of employandnhcome.

For the case of CVET, most of the associations between CVET and social outcomésuwerfor
individuals in their early careers, aged 26 to 45, who had working experience prior to 1994. As for
the case of IVET, we found that individuals in their early careers undertaking @%@ positive
changes in selfated health, lack of chronic health conditions, higher rate of membership to
organisations and more satisfaction with job or main activity over time. Thi#t resmainly
supported by individuals living in Finland or Sweden. A possible explanation eg#héarian work
organization in Scandinavian countri@#h low social distance, flat hierarchies and low income
differentiation. Having thisin mind one could state that pay offs of CVET to social outcomes
depend on the existence of a work organisation that enables individuals to bcmmpetencies
gained fromCVET. In addition, Finland in particular is well known for its political effort to
improve training and working conditions at the workplace. In particular resgents to meet the
challenges of an ageing workforce areadly discussenh Finland leading to programmes that aim
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to increase participation in training, to improve safety and work prote@nd to reward
competencies of older workers. Thus, Scandinavian countries could be seen dsscuuitft a
holistic approach to improve working conditions in order to keep the ability to work at a Wgh le
over the lifecourse of individuals thereby affecting social outcomes for indigigoaitively.

For two social outcomes, membership to voluntary organisations and satisfatctigabadr main
activity, we found some evidence to suggest that individuals living in Italgecer Spain or
Portugal, who enrolled in CVET may have positive changes to these outcomes. This, haasver
found for individuals with working experience during their working careétsr the rest of the
systems of VET there is sporadic evidence that CVET is associated wittesharautcomes for a
particular group over the lifecourse. In just a couple of occasions, we found thdt €XyErience
was actually associated with a decrease in-baltg. Therefore we are unsure whether these
associations represent a genuine effect.

Taken all our results togethethere are important complementarities between the institlitiona
arrangements of IVET and the realisation of social benefits of individuals. Strelf@ye states
complement the realisation of health benefits of IVET for individuals. Bwstaat reward civic
participation see more voluntarism in organisations linkedVET. In policy terms, it is worth
investing in IVET in systems that have the capacity to complement this investiiaete
institutions are not in place, then there is a need for policy coherence actossisearder to raise
the effectiveness, effiency and sustainability of the efforts made in IVET to promote social
outcomes for individuals. IVET itself cannot generate social outcomes witti@lkenging
economic and social inequalitias the macro levektigmaand disadvantagattached to thealue

of IVET. Tackling these issues may ensureegpositiveimpact of IVET for individuals.
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Annex: Regression outputs irMicrosoft Excel

This appendix provides a description of the excel files attached to the report and ahtiaes
results eplored in the project. There are 7 files in total:

i. IVET_LEVEL_Jan2010
i. CVET_LEVEL_Jan2010

iii.  IVET_CHANGE_Ja2010
iv. ~CVET_CHANGE_Jag010

v. CVET formal CHANGE_Jan2010
vi. CVET duration. CHANGE_Jan2010
vii.  CVET_funding_ CHANGE_Jan2010

We use the sample of young people aged between 16 and 25 in 1994 to estimate the association of
IVET and social outcomes (documents with names starting with IVET_*). And wihesample

of people over 25 years of age to explore the association of CVET and social outcomée over t
lifecourse dividing the sample into four lifecourse groups: ‘early career’ individualgl(bgiveen

26 and 45 in 1994 with work experience), ‘rtidreer’ (aged between 46 and 60 in 1994 with work
experience), retired (60 years of age or older in 1994 with work experience) aadvirmsiever

worked (documents starting with CVET_*). For each of these groups we estimateaintbe s
models in levels and models in changes which we did for the case of IVET. Thatsisriweith a

simple model without the inclusion afidgome, then we add income as a key control and we do the
same analysis for each of the 5 systems of VET.

There are two main types of models estimated, which are called ‘level’ or ‘changbei
documents. We used OLS or logit models, depending onutiterne variable, to estimate average
differences in levels of social outcomes. These are models in levels and are presgotedients
named ‘LEVELS’. The second type of models we used are fixed effect linggasseon or fixed
effects logit models, demding on the outcome variable, to estimate the average change in social
outcomes over time. These are called models in changes and are presented in do@meshts
‘CHANGE'.

Below are detailed descriptions of each set of models.
For the model inevelswe explore:

a) Base model: Average differences in levels of social outcomes for individbals w
participated in IVET courses and those who did not across the European countries in the
sample. To estimate these average differences we control for year aty edfects, initial
educational qualifications, and gend®&ET_LEVEL_Jan201D We repeat the analyses for
CVET (CVET_LEVEL_Jan201p

b) Base model plus controls (including income): We include the logarithm of gross hourly
wage, household’s ability to meet ends with monthly income and cohabitation stttes t
base model. This is done to investigate whether any associations betvetenfisocial
outcomes and IVET from the base model may be explained by differences in income
(IVET_LEVEL_Jan201R We repeat the analyses for CVET (CVEEVEL_Jan201}

c) Base model by systems: We use the classification of systems of VETodederiSection 4
to investigate whether any differences in levels of social outcomes afddaige in a
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d)

particular systemlVET_LEVEL_Jan201R We repeat the analyses for CVET
(CVET_LEVEL_Jan201}

Base model by systems plus controls (including income): We include income to tals mod
estimated in point 3. Again, the idea is to see whether income may be responsible for
explaining any associations found between IVET and average levels sacahes in each
of the systemdYET_LEVEL_Jan201R We repeat the analyses for CVET
(CVET_LEVEL_Jan201}

For the model ithangeswe explore:

Vi.

Vii.

viii.

Base model: Average differences in changes of social outcomes associated wiéis amang
IVET episodes over time for individuals across the European countries in the sample. T
estimate these average differences we control for year effects onthieasagtors that do

not change over time such as gender, are dropped from the analysis
(IVET_CHANGE_Ja010. We repeat the analyses for CVET

(CVET_CHANGE Jan201pn

Base model plus controls (including income): We include the logarithm of gross hourly
wage, household’s ability to meet ends with monthly income and cohabitation stttes t
base model. This is done to investigate whether any associations bethaegascof social
outcomes and episodes of IVET from the base model may be explained by changes i
income over time (IVET_CHANGE_Jan201@We repeat the anales for CVET
(CVET_CHANGE Jan201pn

Base model by systems: Using the systems classification, we investigate whether
associations between changes in social outcomes and episodes of IVET are found in a
particular system (IVET_CHANGE_J2010. We repeat the analyses for CVET
(CVET_CHANGE Jan201pn

Base model by systems plus controls (including income): We include income to tals mod
explained in point j) to investigate whether association between changesainositcomes

and episodes of IVET found in a particular system may be explained by changesria inc
over time (IVET_CHANGE_Jan20)0We repeat the analyses for CVET

(CVET_CHANGE Jan201}

Base model including théype of VET acquired (formal or informal) as independent
variable. Since the initial VETIVET) can only take a form of a formal education, here we
investigate association between changes in social outcomes and type of CVET.
Additionally, we estimate the same models for each system
(CVET formal CHANGE_Jan2010

Base model including thigpeof VET acquired (formal or informal) as independent variable
plus controls (including income). We include income to the models explained in point I) to
investigate whether association between changes in social outcomes and tyEerah&y

be explained by @nges in income over time. Additionally, we estimate the same models
for each systemQVET _formal CHANGE_Jan2010

Base model including th@uration of VET acquired (short or long) as independent variable.
Since initial VET (IVET) can only be of a long dtion, here we investigate association
between changes in social outcomes and type of CVET. Additionally, we esthmatame
models for each syster@VET_formal CHANGE_Jan2010

Base model including tha@uration of VET acquired (short or long) as independent variable
plus controls (including income). We include income to the models explained in point n) to
investigate whether association between changes in social outcomes ar@hdifrCVET

may be explained by changes in income over time. Additionaiy,estimate the same
models for each syster@YET_formal CHANGE_Jan2010

Base model including the type fifndingused to pay for VET (paid by employer or self
paid) as independent variable. Since the information on sources of funding was collected
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from individuals who had been in employment, we investigate association between changes
in social outcomes and funding type of CVET for lifecourse groups excluding individuals
who had never worked. Additionally, we estimate the same models for eacim syste
(CVET _funding_ CHANGE_Jan20)}0

Base model including type dfindingused to pay for VET (paid by employer or sedfid)

as independent variable plus controls (including income). We include income to teks mod
explained in point p) to investigate whether aggamn between changes in social outcomes
and type of funding of CVET may be explained by changes in income over time.
Additionally, we estimate the same models for each system
(CVET funding_ CHANGE_Jan20130
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List of abbreviations

BEP Brevet d’Etudes Professionnelles (France)

CAP Certificat d’Aptitude Professionelle (France)

CSDH Commission Social Determinants of Health

CVET Continuing Vocational Education and Training

DCSF Department for Children, Schools and Families (UK)
ECHP European Community Household Panel

EU European Union

ILO International Labor Organisation

ISCED International Standard Classification of Education

GCE General Certificate of Education (UK)

GCSE General Certificate of Secondary Education (UK)

HNC Higher National Certificee (UK)

HND Higher National Diploma (UK)

IVET Initial Vocational Education and Training

LLN Literacy, Language and Numeracy

NGO Non Government Organisation

NVQ National Vocational Qualification (UK)

OECD Organisation for Economic Co-operation and Development
UNESCO| United Nations Educational, Scientific and Cultural Organisation
VET Vocational Education and Training
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