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countries, has been negative” (Psacharopoulos 1987, p. 201). It is
doubtful that this lac k mpmcal support for ocatronal programs w111

y h
ears to come, and more countries will attempt, in vain, to tune their
formal educational system to the world of work™ (Psacharopoulos 1987,
p- 203). This view is echoed by King (1988, p. 291) who maintains that
the “vocational school paradigm may be dead in the view of many
academics and researchers, but in the world of politics it still seems to

—

Q

-
<

have a good deal of life in it....” In the present chapter a simiiar
conclusion will be reached but for different reasons, thus attempting to
add another dimension to the debate. he principal thesis is that even

though various negative evaluations are ignored, vocational education

has very little chance of surviving, primarily for various compelling

organizational reasons; the forces at play nearly all work against

vocational education, at least within the upper secondary school

system. The evidence is couectea wrtm he Icelandic system, but
- £,

There hae been rlvalrv between vocat10na1 and academic (liberal,
general) education in Iceland most of this century, and we have
witnessed a gradual takeover of academic education at the secondary
level (see, e.g., Jonasson 1996a). This is contrary to expressed
government policy during at least the latter half of this century which

1 1

has pl.l[ b[['Ol’lg emp'na51s on VOCﬁ[lOIlal education at the SC(.OIIUdI'y 1€vel
A

external factors some of whlch mDOSSlbl r ver dlfflcult to
control. These are the enemies of vocatlonal educatlon, even though it
might be conceded that some of the developments we have witnessed
may in the long run be beneficial to society in general and the world of
work, in partlcular (see e.g., t’sacnaropoulos 1986 p 562; Foster



Icelandic Vocational Education 269

FaNEE AT TRTEN

BACKGROUND

The compulsory part of the Icelandic school system covers ten years,
extending from age six to sixteen. The secondary school system, which
then takes over, can be divided into a number of categories.

1. Four years of academic programs, which conclude with
“Studentsprof.”!

2. Vocational programs, most of which conciude with a trade license

d typically take four years, even though some programs vary in
lanoth
lUllsl-ll.

3. Shorter vocational programs, some of which conclude with a
license.

4. Shorter pseudo-vocational programs, which mainly feed into the
four-year academic programs. These are normally within the
comprehensive schools and are perhaps most akin to what is
sometimes described as diversified curricula (see, e.g.,

12 VP AP, 1oz and T oxley 1028
Psacharopoulos and Loxley 1965).
5. Programs at the upper secondary level, which require some
previous secondary preparation for entrance
Cotagaras I.E cover Lo varational cnectiim that e haing congidered
Categories 2-5 cover the vocational spectrum tnat is being consiaered
in this chapter

The relative share of vocational education at the secondary stage has
appz re_j_l drmmrshed steadrlv but very gradually through the best part

school populatlon around the turn of the century to about 25 percent
today (J6nasson, 1996b, Figure 1). However, the evidence for this may
be disputed as the classification of many of the programs offered is
difficuit, especiaily within the present-day comprehensive system.

L b o~
inere are two paiws v
O

<

as representative of their respecti asse e

education for the licensed trades, and the second is the second is
university entrance examination (UEE). The former is a substantial part
of vocational education at the secondary level and the latter the bastion

of general education. Figure 1 shows how these two strands of
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Proportions of 20-year cohort obtaining a trade license and taking
university entrance exams
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Figure 1. The proportion of the 20-year cohort obtaining a trade license (lower
curve) and university entrance examination, UEE (upper curve). Available
numbers for the trade licensees prior to 1955 may be unreliable and are
therefore not shown.

Government Attempis to Stem the Fiow of Students into the
Ancndasmern Tewannlra
Aalauvcliiiiy 11au

It may be maintained that for the second half of the century there has
been a talrly continuous rhetorlcal ettort made by the Iceiandic

in particular to stem the relative upsurge of students in the academic
tracks. The policy has had varied emphasis and has ranged from very
direct calls for the strengthening of vocational programs to a more

general vocational emphasis which is more akin to calls for
diversification within the secondary schools (see, e.g., Psacharopoulos
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and Loxley 1985). In an attempt to reorganize the school system in
1946, a two-track set-up was proposed within the last part of the
compulsory system, where one track was meant to be with vocational
emphasis and the other of a more academic nature (J6nasson 1995). It
was, however, up to the municipalities to decide whether to adopt this
system, and many did not. Thus this attempt to underpin the vocational
system at the secondary level did not succeed. Since then, the
government has taken a substantial practical initiative—in 1955, by
taking over the responsibility for, and financing of, the vocational trade
schools, and in 1966, by allowing as an option that some of the
previous apprenticeship training would be transferred into the schools.
These two steps probably ensured the continued relative growth within
the licensed trades by taking the training burden off the trades
themselves. The third initiative was the establishment of the
comprehensive system at the secondary level in the 1970s. The effect of
these various steps has not been systematically studied, but a cursory
inspection indicates that it has not been effective in enhancing or
renewing vocational education in the long run, even though probably in
all cases some signs of the desired influence can be detected.

In the past decade the rhetorical emphasis the government has put
on vocational education has been especially consistent and strong.
Several reports supporting vocational education in general have been
published, and proposals, if somewhat diffuse, to enhance the share of
vocational education at the secondary level have been put forward.
Unfortunately the general criticism made by Psacharopoulos (1989)
with reference to educational policies in several Third World countries
probably applies here. This was that realistic financial implications had
not been worked out and firm policies were not implemented. There
have also been attempts made by several individual schools to
strengthen and diversify their vocational programs. It is however very
difficult to detect any substantial effect of this.?

THE FOES OF VOCATIONAL EDUCATION

In the following sections a number of the forces that contribute to the
stagnation or even the relative demise of vocational education at the
secondary level will be discussed and attempts made to produce the
relevant evidence.
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It is appropriate, however, to start with a brief description of what
is meant by the term vocational education, even though definitional
issues are taken to be among the foes of vocational education at the
secondary level, and, therefore, this issue will also be discussed under a
separate heading. In short, vocational education is taken to be any
educational track or program which has as its primary aim to prepare a
person for a particular field of employment. Preparation for further
study or general educational aims is thus taken to be of secondary
importance, even though these may be present in a vocational program.
Apart from this very vague definition, there exists no consensus on a
definition of vocational education. The spectrum of vocational
programs covers both workplace-based and school-based programs, and
these categories encompass a wide variety of programs (Lauglo 1983;
Psacharopoulos and Loxley 1985, Figure 2.1).

The principal factors that may hinder the build-up of vocational
education, in particular at the secondary level, are classified into the
following groups which will be discussed in turn:

1. The labor market (industry, the world of work)

2. The education system

3. Financial constraints

4. Problems of definition

5. A changing society

6. The differential status of vocational and liberal education

THE LABOR MARKET IS INIMICAL TO VOCATIONAL
EDUCATION

The labor market is the major enemy of vocational education. This may
seem particularly strange as it is often thought that the various forces
and bodies representing this sector are most appreciative of vocational
education. They seem to put the strongest emphasis on its development
within the education system and most emphatically claim that
education should be much concerned with preparing the adolescent
population for working life. If this is a somewhat self-serving attitude,
it is, however, normally considered perfectly reasonable,
understandable, and healthy. ,

But if one looks behind the scenes, a very different impression is
gradually formed. The labor market ceases to be seen as the
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affectionate guardian of vocational education. In many respects, it turns
out to be its enemy. This claim will be discussed and defended in the
following sections by explaining and demonstrating the negative effect
of the needs analysis movement and by demonstrating the lack of
encouragement for vocational education given by the labor market as
measured both by wage differentials and specific demands for
vocational opportunities. It will also be done by demonstrating that the
Icelandic labor market is composed of small firms, which makes it
unable to tackle in-service training even for its own employees. Finally,
it will be indicated that the economy dramatically influences the
licensed trade vocational education, which is the strongest component
of vocational education.

The Needs of the Labor Market

Many phrases in the educational discourse seem to be practically
devoid of meaning or used as ill-advised slogans. The phrase “needs of
industry” is in that category, probably near the top of the list. It is
certainly widely used, and it is even claimed that it is of paramount
importance that education cater to the “needs” of the economy,
industry, labor market, or whatever. It is argued in Jénasson (1992a)
that this phrase is ill conceived, and it almost certainly has a negative
effect on the development of vocational education. It may be one of its
most damaging but at the same time one of its most elusive enemies.
Perceived needs of an industry or an employer are determined by what
the known options are, by tradition, by the status quo, and by short-
term problems or interests. This may have very little to do with the
firm’s, the sector’s, or the industry’s long-term interests. If these needs
are influenced by a firm’s short-term financial problems, ignorance
about the available spectrum of competencies or developments in the
field, unwillingness to diverge from outdated traditions, or simply the
‘belief that changes are unnecessary, it might be surmised that the
asserted needs may be an assortment of demands which only by chance
coincide with the long-term interests of that particular sector of industry
that the education was designed to serve.? If some kind of need analysis
is used to determine the guidelines set for education, these factors
would probably be overriding and incidentally undermine arguments
based on vision, innovation, and dynamics. In what follows some
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indications of the interests, or in many instances the iack of interest, of
tha TlahAr smavl-af sxr:1ll savncrida cnsna 1rndasminninas ~nF ¢thnaca Alaisno
LIV 1aUVl 111alRACL Wil PIUVIU SUIIIT U lUUll}lll 11 lgb U1l L1IODCT Lialllid.

Nacmite whatmminnl Smxrm T mmmpmd tha Tob e s nolnt e dlan xxrmad 3~ oo 1
UCbpu, 111CL0IIC Al lllVUlVUlllCll\., 11T 1abUl 111dl1 KT, U1 1110 WOULIU U1 WUILN
more cenerallv has not been verv sunnortive of the development of
more gencrally nas not been very supportive of the development of

vocational education within the education system. Encouragement at
the practical level has been distinctly lacking. Three lines of evidence,
to support this rather harsh judgment will be presented.

Mixed Demands for Substantial Additional Vocational
Opportunities

It may be argued that practically all vocational and professional
education in Iceland that was built up in the nineteenth and the first part

o

of the twentieth centuries originated from within the working

nonnlation 4 Dt ac tha atata gradually falkas cvar aducational mlanning
PU}JUICI.I.IU 1 LUl ad UIv >tatv slauuau_y tanuvd uyvull vuuvauviiai yxau 11115
and finances, the initiative or encouragement given to the educational

field from the various sectors of the labor market turns out to be
marginal and seems to lack ambition, clarity, and force. To demonstrate
this, three very important sectors of the Icelandic economy will be
briefly discussed: the fishing industry, the tourist industry, and the
“new” trade and services sector.

L £ . St L O a1 4 et et ten 4L T Jh LA
111C 11SNIng 1naustry 1S DYy lar ine suongest seClor in uie 1ceianaic
ansrnnNamnuys 0"\{] ]’\')(‘ }\AA“\ tha r‘nm;nonf hrr\\y;r‘nr f\*‘v vapr“')] rauvanilie
vewuviiiviii ALV 11a0 ULVl UV uvilliiiiaiic PIUVJU\JA Vi vAawviliQl 1wviywviluwv,
above 90 percent for most of the century has slipped down to

r m ut S ¢
around 75 percent (Landshagir 1995, Table 10.9). It is also the source
of around 15 percent of the gross national income (Landshagir 1995,
Table 14.5). In spite of this enormous strength, formal education for the
fisheries workers has always been weak in relative terms, notably in the
latter half of the century

workers concerned with fishin g or fish processin g, an
recently some comnrehenswe schools have offered various courses

related to these fields. In the past decade or so, 4-5 percent of the
secondary school population has registered in those courses.> The bulk
of these students have been concerned with the mechanics of fishing
(skippers and mechanics in the nsmng and the commercial fleets) and
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series of short courses has been organized by the fishing industry and
the ministry of fisheries for in-service training, which make a very
important contribution to the education of the work force on the factory
floor. But compared to the importance of the sector, the effort put into
educating the participants is minimal, certainly, in relative terms. There
have been no emphatic demands by the fishing industry for the
establishment of strong vocational schools or specialized courses
covering various special fields within the industry to remedy this
imbalance in the educational system.6 In a recent collection of in-depth
analysis of the “needs for education within the fishing industry,”
submitted by four “representatives” from within the fishing industry,
they agreed that they were more or less satisfied with matters as they
stood (Fjorf fyrir menntun { sjdvaritvegi 1992). The conclusion
expressed in the summary is “that the education of the industry’s
workforce satisfies its demands and that the industry has been alert and
been responsive to changing demands” (p. 23). But the criteria used as
a basis for this judgment are nonexistent or at best obscure. That
document alone should suffice as a basis on which to seriously query
the whole needs analysis approach.

Tourism has become a major industry in Iceland in the past ten
years, contributing about 11 percent of exported goods and services and
approaching 4 percent of GDP (Atvinnuvegaskrsla 1993, Table 5.8.1).
There have, however, been no clear demands from this industry that
education should be a substantial part of the infrastructure that needs to
be built to foster the development of this sector. In several reports
published in recent years on this issue, education is almost entirely
absent from the discussion. The sector is either indifferent to education
or satisfied with the status quo.

In most western countries a huge sector has grown that is often
defined by the uninformative word “information.” This is a fairly
heterogeneous field, however, with some common features which seem
to involve dealing with verbal or numerical information, quite often
relying on computers (see, e.g., Williams and Yeomans 1994). Now it
might be suggested that the traditional liberal education offered by the
general education system stands beside the vocational ideal for this
field and that explains why there have been no strong petitions for the
enhancement of education within this domain on behalf of any
representatives of the labor market. No concerted pressure has been put
on the government to establish vocational schools in this field or to
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establish options within the existing schools. The practical initiative
that has been taken probably stems largely from within the education
establishment. To conclude, a cursory 1nspect10n of the formal

PV DS S, o e Ao nze Ao Loann dlocan o zrazemr fzamam mnd candman
1 UlLdllUIlb, lcquc b OI UcClliallud 110111 tll.lCC vCiy llll]:) llt 1 LtUlb U1
the economy demonstrates a lack of encouragement for serious

VLiGpvalavaiy AL SVAAURS

vocational effort within the educational system. This state of affairs is
both noteworthy and disappointing. In view of this evidence a list of
positive examples would not suffice to counter the conclusion reached

income distribution may be volatile nd hence it m be d1ff1cu1t to
obtain a clear picture. But at the same time, the market may be less
constrained by formal agreements, notably salary contracts, and hence a
more valid measure of how highly the market values education
obtained, than it otherwise would be, if unemployment had reigned

a2 Cc I‘AT‘QI\]D r\PfIf\f‘
a consigerabie pyiiva.

A reliable income indicator is hard to find, mainly because of
considerable overtime put in by a large proportion of the work force,
which results in a significant departure from the basic rates in many
sectors Official wage tables are untrustworthy, and in fact no method

of approaching the issue is to use surveys in which the respendents are
asked about their basic earnings, their overall earnings, their basic

working time, and their overall working time in addition to various
background factors (Olafsson 1993).7 In order to get a realistic estimate
of the earning differentials between various educational groups, two
measures were used (Jonasson 1990c) One is the total monthly income

PR TS IRSRERRL FAPEUT. DU FSRIVPPI MR . SR 8 Qawrnenl tanfaran~nac nan ) NP
dlld ul1c OUICT 1d LUIC dVCldgC 11 uuy lllbUlllU DO VOldal 11ICITIILOD Lall U
drawn ﬂonn the data. First, fha 1 nlverslfv education seems to be a very

hourly return. Thus, it seems sensible from the financial standpoint to
obtain a university education if it is at all possible. A careful cost-
benefit analysis may, however, grve a less favorable picture

1000\ YT PR — 1.1

(blgurjonsson 1980). UD[all’llIlg a UEE also seems to be a reasona o1y
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N

sensible option based on the “hourly return” indicator. Thus the

academic track at secondary school, even as a wa1t1ng option, is a
sensible choice. Second, a trade license seems to favor its holder with
comparatively good total income even though it seems to cost him a

fair number of working hours. The average nourly rate is not much
B A thne F cxritle mncanaaa nnial crmmntiam ]l fen i e e
ls >

tnai c W
h_ t] ce of interest here is that several vocational co

the equrvalent no vocational training at all. This holds true whether
we consider the total income or the average hourly return. Thus there
has been little incentive for young people to obtain vocational
certificates, except when these are formal licenses, g1v1ng JOb
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ives the broadest educatlonal base and opens up the most avenues
for eventual further study, but it also pays relatively well, at least on
average, and thus seems to be a most sensible choice. Miscellaneous
vocational education at the secondary level, on the other hand, does not

make much financial sense, and it is difficuit to see why it shouid be
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tha a apcadamic adncatinn ic ¢till a onnd het in tarme nf
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average long-term income, though this does not take into account the
invested cost. Here we are not investigating the rationality of
educational choice or the fairness of the labor market but only the
signals the market gives. To what extent these signals are actually noted
and then used or interpreted by the young is as yet not known. It is

PP s aoA FrarIee

O
mqu a somewhat

trend there fits w1th the v1denc esented bv Oskars ’ttrr ( 1995, p.
202), which shows that UEE does not result in higher initial salaries
than dropouts obtain. But this pattern changes with the older age
groups.

&
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Oskarsd6ttir (1995) investigated the criteria used for hiring people who
of P A4
oL L /C

are starting their careers in three occupational arcas—office work,
service jobs, and production work—where trade licenses or tertiary

degrees were not required. She concluded that formal education played
a very minor role (p. 291) and also that those responsible for the hiring
were not particularly well informed about the education system to put it
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mildly (pp. 321-324). This corresponds with Oxenham (1988) who
concludes “that employers do not know what they want in the way of
education, but simply take what is offered at prices they can afford” (p.
/4) lhe general conclusion of thls research is tnat the labor market is
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and the field of education. It was argued that some important sectors of

industry seemed indifferent to the educational options available related

to the sector, that the salary pattern in the labor market did not favor
; .

AAAAAAAAAAAAAA meral 2 raennnl 2 M A nmnhacio 1o
VUbd.uUlldl CUULdI.lUll dl beUllUd.ly 1 Vel 1l 551151(11 a ld lttlU C. uthablb )
placed on education in the hiring process. This is in line with previous

literature that shows little or very limited evidence for the relevance of
vocational education (see above and, e.g., Wilms 1988, pp. 88-89).

The important question that remains is whether the labor market is
justified in its basic attitude that is reflected in the indifference with

ALt a o ao o at S NURSRRS. ISR S S PSR, Ry SapNpap [ [N SUURI P
WIICH 1L reats vocauone 1 ducation or whnether the market couia blllll)ly
be drastically wrong, not appreciating the direct and indirect benefits of

vocational education? Is the labor market to blame for the apparent low
interest shown in vocational education, or is vocational education itself
to blame? Probably both.

The traditional view seems axiomatically to assume that the market

73 4

s right and, in fact, knows what it is doing: “In competitive economies

or private sector employment it is reasonable to assume that the
earnings of graduates are a good proxy for their productivity”
(Psacharopoulos 1987, p. 190). This fundamental premise needs,

however, to be defended on empirical grounds, which is normally not
done. Even though it may be possible on a macro level, it is doubtful

AI\I\I\\

that it can be done on a micro level (see, e.g., Bishop 1990). It is also
= : - 0 I3

Ji R RPN (RS TR, 2 s fatir tindiictiriace tha cmmmlagas hags availahkla
doubtful that, except in very few industries, the employer has available
the criteria, the monitoring devices, and the evaluation mechanisms to

estimate objectively the productivity of each and every employee.
Furthermore, if this is so, it is very unlikely that any effects of
vocational education could be objectively discerned except perhaps
with a very elaborate testing mechanism, which very few employers



" 270
(4 L/

could afford, and sample sizes that are simply not present within
individual enterprises. And even though this could be done to some
extent, it is likely that other factors such as experience and perceived
personal qualities would be considered far more importan the tormer
in the short run and the latter in the long run, and henc

e be
fart
factors when personnel is hired and rewarded. There are thus several a

priori reasons to doubt both Psacharopoulos’s premise and whether

vocational education, or education in toto for that matter, has been

positively valued within the labor market except, of course, when this is

done by government regulations or labor agreements. But it must also

be said, that even though there is a positive role played by the labor
i t
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market at the rhetorical level, what counts is what happens at the
practical level.?

But despite the verdict that the labor market is probably unable to
appreciate good vocational education, it may also be the case that
vocational education, on the whole, is not worth very much. Studies
that explicitly relate increases in productivity to “traditional” vocational

e st v T o £ o el o o b o Tk A i nndl e
progrd 1S are nard to 1ing, ana inere C ICAdUIIS WIly 4 1UL UL vupauuual
programs might be mistrusted. The main points of this chapter are,

however, that the needs analysis paradigm is probably unduly
conservative and, therefore, has a stifling effect on vocational education
and that the labor market, justly or unjustly, gives little encouragement
to the development of vocational education and gives very faint, if any,
encouragement to young peopie to choose vocational programs.

et e PR BN, N, Py R IR A AR, RSy B MR RS |
Vocational training does not, of course, have to be sCnool based, ana
there is not only a strong tradition for apprenticeship training for many

occupations but both pedagogical and economic arguments can be
made for the advantage of on-the-job training. But this type of training
is often very costly and in an apprenticeship system depends largely on
the trainees’ allowances. In the German dual system, which is often

1 At 118 ALIYIIN T T

looked upon as a model for apprenticeship training, ail the in-company
1

raining is borne by the companies themselves. It is estimated that this

"Ur

£

is about 60 percent of the total training cost, and the net cost per trainee
borne by a company in 1980 was estimated around $1,400 per annum
(Noah and Eckstein 1988, p. 61). The allowance paid by the German
companies to the apprentices seems to be relatively low.!9 More
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generally the investment in training seems to be heavily dependent

upon the size of firms. In France, firms with 10-19 employees spend

1.1 percent of their payroll on training, while firms with at least 200

employees spend some 4 percent (Drake 1991, pp. 224-225; see also
\

Salomé and Charmes 1988, p. 64). Thus, it seems that only large
establishments within a labor market can be counted on to take
responsibility for vocational training. Nearly 60 percent of the labor

force in Iceland are employed by establishments whose average size is
near 15 or less full-time employees and 80 percent by establishments

whose average size is around 50 full- trme employees (base on Table

independent continuing education infrastructure or having the capacity
to invest in the training of a labile workforce. It needs to be established
in the general debate about self-sufficiency in staff training and
development or the role played by the labor market in an
apprenticeship-type educationai system to what extent the capacity of

tha marlkat 1¢ danandant an tha qiza Af tha financial init cancrarnad and
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thus the degree to which demands on a market such as the Icelandic

labor market in these matters can be justified.
The conclusion reached here is that the structure of the Icelandic

labor market does not seem to favor company-based vocational training

when considered from this point of view. It is unreasonable to expect a
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system—even with some government support. In this sense the world

of work is hostile to some forms of vocational training, even though it
is of a purely structural origin and would not be directly detected.

The Influence of the Economy (and the Labor Market)

It may be assumed that the expansion of secondary education has been
related to the strengthening of the economy. Figure 2 shows that the
growth of the most promrnent strands oI the secondary system when
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y dramatic divergenc nf these two
included here but would probably not alter the picture substantially.
Even though the relationship seems surprisingly simple and strong, a
causal link is not immediately obvious. It may, of course, just be the
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that two very important features of a complex society both grow at

a s1mi1ar rate. The rise in the educational level of the workforce may
also gradually contribute to the strengthening economy but with a lag
of decades rather than years. Not only is this difficult to detect but a
cursory analysis of the lcelancllc economy suggests otner more potent

wlnem nbnaer £on

expilanatory ractors o
that the develgpjng ec

relationshi p is more likely, i.e., that the n

the increased educational spending required by
system or that the state of the economy in some way controlled the
output of the secondary schools (as shown in Figure 2).
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Figure 2. The growth of the economy (gross national product per capita) and of
_the two major secondary sector tracks—the university entrance examination

Apart from the general positive relationship between these measures, it
is of interest to attempt to discern what direct influence, if any, the state

1

of the economy has had on educational choices. This might perhaps be

inferred by investigating the relationship between the fluctuations in the
economy and those in the secondary school system. The t reliable
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and best-categorized data in the secondary sphere are the number of
graduates shown in Figures 1 and 2.!! The most parsimonious
explanation of this close relationship is that economic expansion

“allowed” an expanding educational system. Furthermore, an optimistic

atmnaenhara in a raviving acnnn a
AQUUIVUSPLIVIV 111 d 1uv1vuxs vLuliivlii 1ia
n

seek further educ , and their parents mi
support them.

When apprenticeship is part of vocational education, the employer
normally takes on considerable responsibilities when he takes on an
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opemngs for apprentices was dependent on the state of the economy,
which normally determines the state of at least the larger industries.
1hu e state of the economy may be thought to determme directly or

shown that there was no relationshm between the ﬂuctuations in the
economy and the academic UEE, but a clear correlation between the
economic fluctuations and the trade licensees, with the expected lags as
tested by cross-correlation. The results of these tests are very clear. The
output of the trade licensed vocational education is very sensitive to

even minor fluctuations in the economy. The available evidence
suggests that th olling factors are in the labor market rather than

in the student population (e.g., the interest shown by students in
vocational training).

vocational education weil. This is especiaily true in the instances in
o .

which there is no tradition for such education and new initiatives in the
field are sir ply not seen as r,levanti It was argued that some lar e

prepared manpower. The extent to which vocational education is
rewarded is rather limited and confined to the licensed trades. The
evidence suggests that little value is attached to education in the hiring
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process for large sections of labor market. Furthermore, it is suggested
that the institutional structure of the labor market does not allow it to
take care of vocational training, and the available evidence indicates
that vocational education “on the job” is sensitive to year-to-year
fluctuations in the economy. When this empirical inspection of some
crucial aspects of the world of work is taken together, the general
conclusion seems amply justified that this sector of society turns out to
be inimical to vocational education despite its apparently genuine
positive attitude at the rhetorical level.

The Labor Market as an Enemy of Vocational Education: Second
Thoughts

Two important qualifications should be made when arguing that the
labor market might be viewed as inimical to vocational education. The
first is to remind the reader that the focus of the discussion is vocational
education at the secondary level, even though some of the arguments
may apply to vocational or professional education at the tertiary level as
well. The second and more important point is that it has not been
indicated that the labor market has intentionally been opposing the
general build-up of vocational education at the secondary level.
However, its functioning in general seems to have rather serious
negative effects on any such development, and its indifference at the
formal level has implicit negative effects. In a field where both implicit
and explicit encouragement is sorely needed and expected, little is
forthcoming. In this sense, one can call the labor market the enemy of
vocational education at the secondary level no matter whether its
indifference is justifiable or not.

THE EDUCATION SYSTEM UNDERMINES VOCATIONAL
EDUCATION

There are a number of features in the development of the Icelandic
school system that have been inimical to the strengthening of
vocational education at the secondary level. Most of these are to be
found within the secondary level, but it will also be argued that the
development of the tertiary system has weakened the status of
vocational tracks at the secondary level.
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explanatory factors. Invanably this trend is towards the general
education tracks and thus the vocational sections of the secondary
system are gradually undermined, at least in relative terms. This is

PR S, . . Jh I Py . ca A~ Alcmizacime 1 T2 oo
sometimes called the academic drift (see, e.g., discussion in J6nasson
1995; Raffe 1994, p. 151; Squires 1989, chapter 4). The relative

weakening of the vocational sector was indicated already in Figure 2. In
an extensive study of the cohort born in 1969 (J6nasson and Jonsdéttir
1992), it was found that over 80 percent of those entering secondary
school enrolled in courses that have to be classified as general or

VYoV s )

academic (see Table 1, based on Jénasson 1994, Table 1).

v school. Students born in 1969.

Table 1. First registration in secondary sch

Traditional vocational education 15 %

Other vocational education 3%

University entrance programs 82 %

Total 100 %
It was also found that of those who had obtained a degree or a formal
certifi _te the year they reached the age of 22, only about 25 percent

occurring within the licensed trades, which is the sturdrest part of our
vocational system (J6nasson and J6nsdéttir 1992, Table 4.1). The
comparable figures based on the whole cohort are 11 percent and 5
£
1

AAAAAAAAAAAAAAAAA ¢ is. however. well known that the average age o
percent respectively. It is, however, well known that the average age o
those nhtmmng a tmd license is above 25 years for many tr ades. At

any rate vocational education within the secondary system is definitely
not popular and has consistently become less so (see Figure 2). Some of
the reasons for this decline of traditional vocational education within
the secondary system may be found within the education system itself.

£ a1

Here we will consider some of ihe causes.

Uncertainty About the Role of the Secondary System

Ti Line Laan tmiacactiae tm Eallacs tha aradiial rhanas in the aime o a
it nas pbeen inieresting t0 IOUOW ine graaii 1 uhaugc i the aims of the
spectrum of secondary schools. During the first half nf t--e century, one

ary 1al  C ;
o divide the secondary schools woO categories.
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In the first category were schools with fairly well-defined principal
aims. They were either concerned with preparation for university
education (the UEE programs at the gymnasia) or some specific
vocation (within specialized vocational schools). These specialized

chools of either type were the dominant secondary scn001s aurmg tne

; middle secondary level with fairly gen
nfra:ask 3lar, which are akin to realschools a lﬂuskolar
herasskolar, which are related to the folkehdjskole. In the third quarter
these were largely absorbed by the compulsory system. But in the
1980s the secondary system became dominated by the comprehensive
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covers the whole of the secondary sector and contains a paragraph
outlining a common objective for all schools. The new law allowed for
the continuation of the dual system of gymnasia and vocational schools,
but an 1mp0rtant teature of th law was to confirm the ex1stence of a
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or participation in a democratic society
by providing condmons for learnlng and development for all students,
to prepare students for (qualifications in) different vocations, and to
prepare students for tertiary education (the UEE).!2

I have previously argued (J6nasson 1992b) that this apparently
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or if they could select some of them and offer different selections to
different students. The main point is that all schools within the system
have the ability to shift empnasm, even from one principal aim to
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originally established by merging vocational and general educational

tracks, it might go unnoticed if only the loose legal criteria were
applied. Such a shift would be squarely within the framework set by the
law. Furthermore, a shift in the organization of vocational tracks in
order to open channels into other tracks, notably the un1vers1ty
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much more complex and diffuse. It must be more difficult to plan and
direct an organization that has three grand (and presumably equally
important) aims rather than essentially one. Apart from the general
administrative problem this presents, it is suggested that it contributes
to the undermining of the vocational emphasis in the vocational tracks.
Having said this, it must be conceded that the present state of affairs
has allowed a development of the system that may in some sense be
“natural” (Jonasson 1996a) and, therefore, positive.

Mobility Between Different Tracks

One aim of the comprehensive system is to facilitate the flow between
vocational and academic tracks. The implicit assumption was that a
number of students who would not find the academic programs to their
liking would transfer to the vocational programs. An investigation into
the number of such transitions and their characteristics (Jénasson 1994)
showed that only 17 percent of the students have transferred from one
type of program to another, and of those more than half did so after a
year or less of study. It is of particular interest to note that the group
that turned out to be most mobile consisted of those who started their
secondary education in the vocational tracks in the comprehensive
schools; one third of them moved to the academic programs.!* More
importantly, there was a clear and significant positive correlation
between the probability of transfer from the vocational track and
academic performance at the end of compulsory school. Thus the drift
of academically able students from the vocational tracks continues well
into the secondary schools.

But there is an additional reason why the principle of transfer
between tracks turns out to be inimical to vocational education. By
insisting on good opportunities for transfer, education policy implicitly
sets serious constraints on the planning of individual programs. Thus
there is pressure to have initial courses be fairly standard (i.e., general)
and to postpone the vocational courses towards the end.'* This is in
spite of some serious pedagogical reasons for starting vocational
training “with substantial practical experience and placing the more
academic courses towards the end of the program. Thus organizational
pressure on the structure of the syllabus undermines the pedagogical
integrity of the vocational courses. The modular set-up that dominates
the Icelandic secondary system allows considerable flexibility in the
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organization of the curriculum and thus makes it perhaps vulnerable to
external pressure. In this sense the modular system can be said to
facilitate the academic drift and reduce the vocational/academic divide
(Raffe 1994).

Numerus Clausus (Explicit or Implicit)

****** it
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and in some additional programs the clausus is only implicit.!5 The
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formal evidence relating to this question is scarce, but an indication o
the general long-term effect may be obtained from the admission
figures to the Icelandic College for Pre-school Teachers, which has
operated a numerus clausus for a considerable time, and the number of

applicants has frequently been far in excess of the number being
accepted. The formal minimum requirement is two years of secondary

schooling, but Figure 3 shows that the proportion of successful
applicants who have finished the four-year university preparatory
program has risen steadily in past decades. The chance for others of
obtaining a place thus diminishes steadily. Thus even though the
program is formaiiy at the secondary stage, it is cieariy moving up and
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Even though comparable data are not available for other vocations,

a similar trend is discernible and thus 1t is debatable how the various
vocations should be counted at the secondary level. The data show that
nearly 50 percent of students in the first year (the basic year) in two of
the Iargest vocational categories within the licensed trades are eighteen
. older, ¢ N s
e age of those who finish these pro ve v
and twenty-six years.!7 Thus the vocatlonal part of the secondarv
school system seems to have moved out of the secondary arena, and it
does not seem to be fair either to students who may be interested in
- these vocations or to the curriculum planning within these vocations to

|

pretend that these are courses primarily designed for and taken by

inet laft the ganeral camnuleorv cunrriculum
oL AWiL Uliwv Bvllvlul \JU‘llyulﬂUl A\ %3 ~ A .

R



288

Access to pre-school teacher training

N . —0—9% who have the

% 40 -+ j/ UEE

Exp trend

e three-year course at the
School for Pre-s chool Teachers who have already obtained the university
entrance certificate. The figure also shows the best exponential fit based on the
years 1970-1994.
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The Development of the Tertiary Level (University Level)
It is conceivable that the single most important factor influencing the
development ot the secondary system is the development ot the next

is
difficult to determine whlch comes first

secondary system or the expansion of the tertiary system, lar,qelv
dominated by the University of Iceland. This development is dealt with
in some detail in Jénasson (1995), but two principal points will be
made here. The first is that direct or indirect pressure on applicants to

TTOT

various degree courses to have passed the UEE when applying is

steadily increasing within the education system. Thls can be seen by the
steady and considerable rise in the number of institutions requiring this

certificate or more importantly in the increase in the number of
different courses offered at “university” level (Jénasson 1995, Figure
6). There are several indications that this trend will continue, i.e., the
number of degree courses available at university level wiil continue to



Icelandic Vocational Education 289

grow in the near future. This is reflected in the second point being made
in this connection which relates to the number of students registering at
university level, which, until recently, has been dominated by the
University of Iceland. Figure 4 shows how this number has grown

steaauy during the wnole of tm century, and there are various reasons

nty wxrhsy ¢hin atan

. Av grot
us, wu_y tnis stcaqay growin

1
will probably continue. Thi:

students to pass the UEE nd thu pport the general
trend within the secondary system.

Students at the university level in Iceland
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Figure 4. The number of students at the university level in Iceland expressed as
a proportion (percent) of the average cohort size 20-24. The exponential best fit
is also shown extending to the turn of the next century.

Summary and Discussion of the Trends in the Education System

Thus there are several features in the character of the education system
that together tend to undermine the status or relevance of the more
tradi tlonal vocaiopal tracks at the secondary level. The uncertain role
of the m, the “lifting” of some of the major secondary vocational

tracks out of the secondary system, and the development of the tertiary
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system, all push in the same direction, undermining a previously strong
vocational bastion at the secondary level. Attempts may however be
made to establish some vocational tracks partly in some “new” fields,
partly perhaps of a remedial nature, but there are neither signs nor

reasons why these can have the status the existing stronger vocational
t_ra_ckq have hitherto enjoyed within the secondary system. The pressure

establish new tracks will probably come largely from within the
educatlon system and from central authorities in order to solve
administrative or general social problems and not from the labor
market which may, however, be coerced, or co-opted, to support these

In a world of scarce financial resources, the differential cost of
competing programs may be a crucial factor. It is argued below that the

relative high cost of vocational programs is certainly to their
disadvantage. The common Wrsdom is that vocational education or
training is more expensive than academic education, even though no
establrsned prmcrple exists that aiiows a simple comparison (Cumming
ikely that vocational programs
dc'7 In order to determine whether this m
cost must be obtained. As a very general guide it
may be presumed that the teaching and recurrent cost of vocational
subjects as compared to academic subjects is in the region of 1.5, with

all the caveats concerning enormous variety between countries, subjects
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might be so, some

(Cumming 1988, Table 1; Psacharopoulos 1987, p. 193), and types of
programs. The Icelandic case fits well within this norm. Individual

courses in the trade vocations are roughly 1.5 times as expensive as a
typical UEE course. The principal factors responsible for the difference
between academic and vocational programs are teacher salaries, group
sizes, and the cost of furnishing workshops. The variations in initial

1

costs may be assumed to be in the same region. The differential cost

can be further aggravated if the suppl" of students in the more
expensive class of tracks is below optimum number, which is probably

true in many cases in the Icelandic comprehensrve system. From this
vantage point the position of vocational education within the education
system must be considered very weak in the long run, especially when
the education sector faces either real or relative cuts. The facts are
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simple. If the education budget is not to be increased but the number of
students rises, what options are there, given the relative high cost of
vocational education and a lack of a real general incentive to retain its
strength? The vocational programs will either disappear or be gradually
transformed into fairly standard academic programs.

DEFINITION AND RATIONALE ARE UNCLEAR

Two rather innocuous philosophical factors within the sphere of
vocational education turn out to be among its serious and elusive foes.
One concerns the definition of vocational education, the other its
rationale. Protecting a vocational program that has no clear definition is
difficult, especially as it may be hard to discern its transformation into
something else. A program may be classified rather whimsically as
vocational or not, largely irrespective of its nature. Its classification
may be moved between categories of programs simply by changing
names. Similarly, if the rationale of a program is vague, it is very
difficult to stick to or defend any of its characteristics; none may be
deemed crucial. Consequently factors external to the program may to a
large extent determine its structure, especially if the internal practical or
pedagogical rationale is weak. It is hinted at below that both of these
theoretical factors undermine vocational education in two ways. First
vocational education gradually becomes academic partly because no
one appreciates why it should be otherwise. Second, any practical or
clinical parts of the programs are moved to the very end largely under
external pressure for reasons of expediency, exactly opposite to what
most pedagogical arguments require.

The Consequences of a Vague Definition

It was explained at the beginning of the chapter that vocational
education is any educational track or program that has as its primary
aim preparing a person for a particular field of employment. But behind
this rather innocuous statement lie various tangled issues. The
terminology is vague. It is not clear whether vocational education or
vocational training are the proper terms. The purpose is vague. It is not
clear whether vocational education refers to preparation for particular,
narrowly defined jobs or to preparation for any gainful employment
(see, e.g., Nilsson and Svird 1991, p. 4). The content or characteristic is
vague. It is not clear whether there are any necessary or sufficient
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ingredients that make a program vocational. At one extreme there are

the apprenticeship-based programs in the industrial trades (where the

apprenticeship seems to be the crucial part). At the other extreme there

are the business programs that seem very 31m11ar to any general liberal

education programs, with slightly more emphasis on bookkeeping and
ational

typewriting than is normally found in a general educational track, but
otherwise substantially composed of general academic subjects with no

apprenticeship component.

The definitional problem has several aspects to it. The first is the
extent to which general education counts as a necessary ingredient in
the preparatlon for a certain vocanon The second is how a vocation is

-
k about vocational
S or ]

sectors ra_ther than jobs. The third

concerns the balance in the syllabus between actual practice at “on-the-

job” tasks and more academlc discussion about trends and issues

relating to the nature of a specific vocation. The literature on these

issues is growing, e. g about what is meant by skills (see, e.g., Ashton,

Maguire, and Sung 1991, pp. 233-236) but more on what skills may be
n s 1

relevant (see Gallie 1991 ¢

a review of new vocational skills). In the present context, the only
aspect of interest is the effect this uncertainty has on the standing of
vocational programs, and it is suggested that the main effect is that the
general (and academic) courses take over from the vocational
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programs. When there is financial pressure to reduce costly courses

C i
re are mounting problems with securin

spheres or
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dance within an apprenticeship system; when
there pressure fr om the m0b111ty principle within the comprehensive
system, when there are more problems of recruitment of qualified
teachers within the practical as compared to the academic disciplines,
then it seems relatively easy to accept graduaily a higher percentage of

general courses or modules within the ‘vocational track—as a
onmnrnmlce nntmg that there are convin(‘ing substa ial arguments for

it. Thrs does not mean that there will not continue to be ambitious and
temporarily successful attempts to maintain or even initiate vocational
programs such as the national vocational initiatives in Britain and
Norway or within individual dlsc1p11nes (Williams and Yeomans 199



The rationale for the practical, clinical, or apprenticeship part of
vocational training is at least threefold. First, and probably most

o
important, is the pedagogical necessity of being able to relate theory to
practice. This pedagogical factor has both a motivational and a
cognitive dimension. Another rationale is the necessity to learn to apply
any academic ideas o practrcal SKlllS in practrcal srtuatlons where the

ongoin throughout the vocatlonal course. These may be termed
student-centered arguments and are very important for the quality of the
vocational course. They demand that fairly intensive practical training
or at least practlcal experlence be placed early in the vocational
program and subsequenily remain an integral part throughout. The third

”
any type of “clinical” practice is the necessity to learn

skills that are very job specific. This training may come at the end o
the vocational period, or, as is of course more reasonable, at the
beginning of a new job. This rationale is often related to the direct
financial interests of the prospective employer and is of considerable

importance in an economy dominated by small firms and probably for
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arguments for vocational training are not clearly understood by those in
charge of the program and most importantly 1f their differences are not

appreciated, then even though some general feeling for the importance
of practlce may be present it is easy to succumb to several forces that

where its 'val‘ue as a potenti‘ﬂy crucral pedagogical ingredient is
minimized. T..fo additional reasons for maintaining a strong
apprenticeship system should be mentioned in this context. One is

access to cheap labor (Elbaum 1989 p. 342) and the other is an indirect
method by which the labor unions might attempt to control the number
of qualified additions to their labor market (p. 349). Only the former

might coincide with the need to organize practical training as an
integral part of the whole vocational program.

The economic nwurastu,,ctl.“P of many western socreﬁN is changing and
this is also the case in Iceland. And this change is probably perceived
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by many young people, who face selecting a career, to be occurring
rather rapidly. Many employers probably also have the same feeling.
Whether such an attitude or feeling could be justified is, however, not
at issue here. But the consequences are. There are at least three reasons
why a fast-changing society, or rather the perception of this change, is a
serious enemy of what we normally mean by vocational education at
the secondary level and probably at the tertiary level.

The first reason is that students may be reluctant to choose a
vocation at such an early stage in the system, if they have an alternative
option, as there may be several signs indicating the insecurity of jobs in
many fields. They may even be interested in a particular vocational
program but prefer to get some kind of insurance by finishing
secondary school and passing the UEE. The second reason why a
changing society undermines traditional types of vocational education
is that there is no tradition for vocational education in the new fields,
and such trends may be very difficult to establish. It is noteworthy that
substantial practical training exists principally within vocations where it
has built up over a long time. In more recent disciplines, the practical or
clinical experience is often minimal and superficial. Elbaum (1989)
notes, however, that the apprenticeship tradition was adapted in new
disciplines in the nineteenth century if there was a clear economic
benefit. The third reason is the uncertainty on behalf of employers and
educators alike as to what skills are most desirable in the coming
decades. The colorful spectrum of skills that has been suggested in
recent years (see, e.g., Levin and Rumberger 1989, pp. 235-236) shows
vividly the practically impossible situation curriculum developers find
themselves in.18 If the educational establishment attempts to go along
with these suggestions the result is bound to be equally colorful,
diffuse, and non-vocational. Note here that UEE does not result in
higher initial salaries than dropouts receive as discussed earlier, though
graduates presumably possess some of the new skills desired.

THE STATUS OF VOCATIONAL AND LIBERAL EDUCATION

It is often said that the academic schools have a higher status than the
vocational schools and, therefore, attract keener students. The
establishment of the comprehensive system was meant to counter this
apparent problem of differential status. No domestic study has a
number of important confounding factors, many of which have

specifically addressed this issue but there are indications that there are a number
of important confounding factors many of which have been discussed above.
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Most of the forces at play seem to direct the students
towards the academic programs, independent of their immediate
interests. A survey conducted among students at two comprehensive
schools in Iceland asked how interested they were in a number of
options open to them, but they did not, however, have to rank the
options (Bilddal 1993). Nearly half of the sample, 45 percent, said they
were very interested in obtaining a vocational trade certificate but over
80 percent of the same group said they thought it very important to pass
the university entrance examination. It is thus clear that the young
people have to choose, and it is clear what they end up selecting.’” In a
study among Icelanders born in 1969 who had not finished a secondary
program by the age of twenty-two, 68 percent said they were more
interested in practical than academic subjects (Jénasson and Jonsdéttir
1992, Table 5.3.2); more than 80 percent wanted to complete school
(J6nasson and J6nsdoéttir 1992, Table 5.4.4), and a large portion, at least
60 percent, expressed keen interest in some vocational program
(J6nasson and Jénsdéttir 1992, Table 5.4.5). This fits reasonably well
with the rather positive attitudes to practical or technical jobs reported
in Lauglo and Nérman (1988, pp. 248-249) and makes clear how some
relevant industrial education enhances this attitude.

It might be conjectured in light of the scant evidence available that
a large fraction of those who select the academic tracks do so for
reasons other than keen interest. One reason may simply be an attempt
to delay a vocational choice; another may be strong parental pressure,
or a difficulty in getting an apprenticeship.2 Many select the academic
track as a default or a negative option.

In view of the previous chapters on the enemies of vocational
education, it seems sensible for many students to make the general or
academic choice even though they could well envisage a vocational
choice. It is not the case that the relatively dwindling registration in the
“secondary” vocational programs is a true reflection of the interest
students may have in entering the vocations in question. The students
themselves should therefore not be counted among the enemies of
vocational education.



problems. One is that it is difficult to show empirically its relevance, at
least in general terms. Second, there are several forces at play which
seriously seem to undermine all genuine or ostensible attempts to
strengthen vocat10na1 educatlon at the secondary level It is not clear
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most damagmg come from w1th1n the labor marke and the educatlon
system itself. It is doubtful that any measures can be taken which would
suffice to reverse or even halt the eradication in the long run of
ut nominal vocatlonal programs at the secondary 1evc1
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These forces come from sectors that consrde themselves to be
favorable to the vocational enterprise. This holds true especially for the
labor market but also for important sectors of the education
establishment. Needs analysis is detrimental to vocational education;
the salary structure in the labor market does not encourage vocations
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licensed trade education unduly and the size of enterprises is not
conducive to on-the job vocational training. Similarly several features
of the secondary education system complicate the build-up of
vocational education or camouflage its transition into general academic
programs. The tertiary system has grown so strong and has such a wide
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any student who might have a chance by not opting for a university
entrance certificate. In addition to these rather formidable groups of
deterring factors, there is the lack of a definition to vocational
programs, allowing practically anything to be counted as vocational and
a lack of consensus about the rationale of vocational education, which
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again means that there is no defence against a smooth transition of any
vocational program into an academic one. An apparently fast-changing
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society encourages a student to defer any final educational choice and
gives an additional reason for choosing the general academic track at
the secondary level. The question of status may have some influence in
this respect but probably less than might be expected, given the
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overwhelming numbers selecting the academic program. The cost of

vocational programs as compared to academic ones certainly does
nothing to counter this development
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vocational ontions at the secondarv level to reconsider their rationale
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very seriously, and if they are convinced that such programs hold up to
close scrutiny, plan their actions so as to counter the hindrances
discussed above.
NOTES

1. These may be called university preparatory programs, UPPs, which
conclude with a university entrance examination, UEE, which awards a

Ul’llVCI‘Sl[y entrance cerunca[e, UEC. Cf. the French oaccalaurea[e, the
C rman “Ahit nr ? tha Cp r‘-r\

2. The positive effects of work experience programs are difficult to assess
(see, e.g., Watts 1983). Furthermore even though the surface characteristics
seem to be right, vocational programs seem to be difficult to maintain (see, e.g.,
Evans and Davies 1988, pp. 43-46).

3. Documented cases of short-sightednes of industries may be scarce, but
71, Ppp. 93-111.
exclusxvely attrlbuted certain 1nd1v1duals w1th1n each sector rather than the
sector as a unit (see, e.g., Nilsson and Svird 1991, p. S, on the initiative in
Sweden). This becomes of crucial importance if someone wants to argue that
1ndustry should be given control over vocational education on the assumption

1995.

6. The representatives of the industry have of course, when invited by the
government, taken seats on a number of committees set up to propose
educational initiatives and the individuals concerned have, without doubt,
played an important roie in moiding the proposais made.

7 The data wara onllacntad in tan indanandant talanhnana cnirvave hy t
fe L1lv Udala YFuiliv LVULIVLLLAE 1iL Wil AAAUUH\JIIUUIIL L\Jl\tl)ll\lll\/ ouL vy U 12

Social Science Institute of Iceland in the years 1993-1995 with the total number
of respondents about 10,000, of which 7,500 received a salary. The sample on
which these numbers are based, including the ages between twenty and seventy,
is around 5,800.
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8. It is assumed that inadvertent or conscious relative bias is independent
of the groups being investigated, and thus the pattern obtained is trustworthy,
even if the absolute numbers may not be.
9. Such initiatives are exempune by Salomé and Charmes 1988 in an
3

10. In the metal working sector in 1989, British apprentices received 73
percent of the pay of skilled workers, whereas the German apprentices received
35 percent (Marsden and Ryan 1991, Table 11.3).

11. It is problematic to extract the number of new entrants into the academic
and vocational tracks from the centralized database availabie, except for the iast
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few years.

2. It is also of interest to note that in an explanatory note following the
proposed law for secondary education, it is stated that these three aims should
be woven together as not to be seen as unrelated aims. In a regulation set
subsequently the number of aims is increased and the formal problem of

selecting between them o tollowmg al of them is further enhanced

(Y

- w

academxc or general.

14. There are other forces pushing in the same direction. The sheer
logistical problem of placing a huge number of beginners in “on the job
training” or in practical classes (many of which may drop out of the program) is
often formidabie. Prospective empioyers aiso aimost certainly prefer to train

aw amnlaveag tawarde tha oend of their ctndi
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. It is implicit if it is required to obtain an apprenticeship contract at some
stage in the study, and it is very difficult to obtain such a contract even though
in principle there is said to be no limit on the number of students who could go
through the program in question. The clausus is also implicit if it is known that

a very high proportion of students wiil not pass vitai exams in the program.
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17 ThlS is data made avallable by the Ministry of Education (May 1995)
and is deduced from the three largest vocations: house building industry,
electricity, and metalwork. These are fairly feeble indicators, however, because
the pressure on those who are actually in a program to finish is often fairly low
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18. This is a very old dilemma, and there is an abundance of references to
literature from the previous century and the early part of the twentieth century



Icelandic Vocational Education 299

to demonstrate this. See, e.g., Nilsson and Svird 1991, p. 6, on the Commission
on Rationalization in Sweden, which started work in 1936 and wanted to
emphasize intellectual skills in vocational education.

19. Thus when Wright (1988 30) reports that the
ol R lées am m 2
é 2

seems to allow ne choice.

20. There is an abundance of anecdotal evidence supporting these different
reasons for not selecting a vocational track, which may be of primary interest to
the student. It has not been possible to substantiate it with solid Icelandic data.

REFERENCES
Ashton, D., M.J. Maguire, and J. Sung. 1991. “Institutional Structures and the
Provision of Intermediate Level Skills Lessons from Canada and Hong

teri
Atvinnuvegaskrsla 1993.
1993. Reykjavik: frohazsstofnun
Bailey, A. 1990. “Personal Transferable Skills for Employment: The Role of
Higher Education.” In Industry and Higher Education: Collaboration to
Improve Students’ Learning and Training, ed. P. Wright. Buckingham:
Open University Press.

h g 1NNN er 1 ar 1 2 £ ) ) L M b & DR ) o EEE
Bengtsson, J. 1993. “Labor Markets of the Future: The Challenge to Education
Policy Makers.” European Journal of Education 28, 3, pp. 135-157.
Bilddal, S. 1993. Hugmyndir nemenda um ndm og storf ( he Ideas S udent%

g 7 n st

Entertain about Jobs and Study. Research project
Unpublished.

Bishop, J.H. 1990. “The Productivity Consequences of What Is Learned in
High School.” J. Curriculum Studies 22, pp. 101-126.

L,ummmg, C.E. 1988. “Curricuium Costs: vocatroni Subjecis.” In
2 I

Drake. K 1991. “Interventlons in Market Financing of Training in the
European Community.” In International Comparisons of Vocational
Education and Training for Intermediate Skills, ed. P. Ryan. London: The
Falmer Press.



300 Education and the Welfare State

Dunn, J.A. 1988. “The Future of Secondary School Vocational Education:
Curriculum Reform or Retrenchment—Basic Academic or Technical
Skills.” Journal of Studies in Technical Careers 10, pp. 372-383.

Elbaum, B. 1989. “Why Apprenticeship Persisted in Britain but-Not in the
United States.” The Journal of Economic History 49, 2, pp. 337-349.
Evans, J., and B. Davies. 1988. “The Rise and Fall of Vocational Education.” In
Education, Training and the New Vocationalism, eds. A. Pollard, J. Purvis,

and G. Walford. Milton. Keynes: Open University Press, pp. 35-51.

Fjorf fyrir menntun i sjdvaritvegi. 1992. On the Need for Education in the
Fishing Industry. Reykjavik: Menntamélardduneytid og Sammennt.

Foster, P. 1965. “The Vocational School Fallacy in Developmental Planning.”
In Education and Economic Development, eds. C. Arnold Anderson and
M.J. Bowman. Chicago: Aldine, pp. 142-166.

Gallie, D. 1991. “Patterning of Skill Change: Upskilling, Deskilling or the
Polarization of Skills?” Work, Employment & Society 5, 319-351.

Gospel, H.F., and R. Okayma. 1991. “Industrial Training in Britain and Japan:
An Overview.” In Industrial Training and Technological Innovation. A
Comparative and Historical Study, ed. F. Gospel. London: Routledge.

Grubb, W.N. 1984. “The Bandwagon Once More: Vocational Preparation for
High-tech Occupations.” Harvard Educational Review 54, 4, 429-451.

Grubb, W.N. 1985. “The Convergence of Educational Systems and the Role of
Vocationalism.” Comparative Education Review 29, pp. 526-548.

Gudmundsson, G. 1993. Tréun starfsmenntunar 4 framhaldsskolastigi
(Development of Vocational Education at the Secondary Level).
Reykjavik: Menntamalardduneytid og Sammennt.

J6nasson, J.T. 1990. Menntun d Islandi i 25 dr, 1985-2010 (A Forecast about
Various Aspects of Education in Iceland for the Years 1985-2010).
Reykjavik: Framkvaemdanefnd um framtidarkonnun.

J6nasson, J.T. 1992a. “Voxtur menntunar 4 Islandi og tengsl hennar vi
atvinnulif” (Growth of Education in Iceland and Its Relation to the World
of Work). I Menntun og atvinnulif. Reykjavik: Menntamélaraduneytid og
Sammennt, pp. 54-83.

J(’)nassbn, J.T. 1992b. “Tréun framhaldsskolans: Fra starfsmenntun til almenns
békndms” (The Development of Secondary Education: From Vocational
Education to General Education). Uppeldi og menntun, 1, pp. 173-189.

Jonasson, J.T. 1994. “Skipt um skodun” (On the Movement of Students
Between Different Tracks in Secondary Education). Uppeldi og menntun,
3, pp. 63-82.



n N7
JUil

Jénasson, J.T. 1995. “Er skélakerfi a springa? Um flréun hdskolastigsins 4
[slandi” (Is the Education System Bursting? On the Development of
Higher Education in Iceland). In Rannséknir i félagsvisindum, ed. F.H.
Jénsson [Research in the Social Sciences]. Reykjavik: Social Science

e

. The Resilience of an Academic Pro
of Erghty Years of Steady Growth of the Student Population Passmg the
Icelandic University Entrance Examination (UEE).

Jonasson, J.T. 1996b. The Relationship Between Trade Licences and the
Economy. Manuscrlp

(s 2}

s

Iceland. Manuscript.
J6nasson, J.T., and G.A. Jénsdéttir. June 1992. Namsferill { framhaldsskéla.
Reykjavik: Félagsvisindastofnun. (A research report on the educational
development of the cohort born in 1969, prepared by the Social Science
Research Institute of the University of Iceland for the Ministry of

Education).

Kino W 1099 “nunln r\n a Oantavt Af Nivarcifiad Cannandary FEduicatinn in
‘\llls, AN, vai ua 15 l. l SOUVLILVAL VUl L1 VUl D1LIVGE v vliuiar Aauvalrivil 1
Tanzania.” In Vocationalizing Education: An International Perspective,

eds. J. Lauglo and K. Lillis. Oxford: Pergamon Press.
Landshagir 1995. 1996. Statistical Yearbook of Iceland. Reykjavik: Hagstofa

Islands.

Lauglo, J. 1983. “Concepts of ‘General Education’ and ‘Vocational Education’
TANTIEPNT] DR O » VOYRY o PUSSSIGES Pipapens QoAb Vi v 2en W acébnsen Teadeivodainliaad
Luliivula 11Ul roudst- \,uurpurbur_y DULUULIILE HI VY ODLUIIL 1HUUdLLIAlIdTU
Countries: When Shall the Twain Meet?” Comparative Education 19, pp.
285-304.

Lauglo, J., and K. Lillis. 1988. Vocationalizing Education: An International
Perspective. Oxford: Pergamon Press.

Lauglo, J., and A. Narman. 1988. “Diversified Secondary Education in Kenya
mL Qe o o ~ R B ) | : TY e Lo . Q_ 1L ___ 19 T
1ne Stawus o1 l’rd(,[l(,dl DUDJ ecls and Their Uses after School. 1n

Levin, H.M., and R.W. Rumberger. 1989. “Education, Work and Employment:
Present [ssues and Future Challenges in Developed Countries.” In The
Prospects for Educational Planning, ed. F. Caillods. Paris: UNESCO:

n 1001 “Tnitial Traini
. 1771, allluadrl 11

(0]
Public Policy: Intermediate Skills in

o)
=
=
v
=
e
(=N
Q
€]
=
=
i~
=
fasnl
=
(=9
=1
@
(s
!
<
[avnl
=



302 Education and the Welfare State

International Comparisons of Vocational Education and Training for
Intermediate Skills, ed. P. Ryan. London: The Falmer Press, pp. 251-285.

McKinley, A. 1991. “‘A Certain Short-Sightedness’: Metalworking,
Innovation, and Apprenticeship, 1897-1939.” In Industrial Training and
Technological Innovation. A Comparative and Historical Study, ed. H.F.
Gospel. London: Routledge.

Nilsson, A., and B. Svird. 1991. “The Quantitative Development of Vocational
Education in Sweden 1950-1990.” Lund Papers in Economic History 12.

Noah, H.J., and M.A. Eckstein. 1988. “Business and Industry Involvement with
Education in Britain, France and Germany.” In Vocationalizing Education:
An International Perspective, eds. J. Lauglo and K. Lillis. Oxford:
Pergamon Press.

Olafsson, S. (1993). “Variations Within the Scandinavian Model: Iceland in a
Scandinavian Comparison.” In Welfare Trends in the Scandinavian
Countries, eds. J. Hansen, S. Ringen, H. Uusitalo, and R. Eriksson. New
York: M.E. Sharpe.

Oskarsdéttir, G.G. 1995. The Forgotten Half. Comparison of Dropouts and
Graduates in Their Early Work Experience—The Icelandic Case.
Reykjavik: Social Science Research Institute and University Press,
University of Iceland.

Oxenham, J. (1988). “What Do Employers Want from Employment.” In
Vocationalizing Education: An International Perspective, eds. J. Lauglo
and K. Lillis. Oxford: Pergamon Press.

Psacharopoulos, G. 1986. “The Planning of Education: Where Do We Stand?”
Comparative Education Review 30, pp. 560-573.

Psacharopoulos, G. 1987. “To Vocationalise or not to Vocationalise? That Is
the Curriculum Question. International Review of Education 33, 2, pp.
187-211.

Psacharopoulos, G. 1989. “Why Educational Reforms Fail: A Comparative
Analysis.” International Review of Education 35, 2, pp. 179-195.

Psacharopoulos, G., and W. Loxley. 1985. Diversified Secondary Education
and Development. Baltimore: Johns Hopkins University Press.

Raffe, D. 1994. “Modular Strategies for Overcoming Academic/ Vocational
Divisions: Issues Arising from the Scottish Experience.” Journal of
Education Policy 9, 2, pp. 141-154.

Ryan, P., ed. 1991. International Comparisons of Vocational Education and
Training for Intermediate Skills. London: The Falmer Press.



Icelandic Vocational Education 303

Salomé, B., and J. Charmes. 1988. In-Service Training. Five Asian
Experiences. Paris: Organization for Economic Cooperation and
Development (OECD).

Sanderson, M. 1993. Vocational and Liberal Education, a Historian’s View.
Frvivnnonn Innivnal AFf REHMPB _tin ,'_ 1 () nn 10.192

European Journal of BHMR-tfindi. 1 (2), pp.10-12.

Siguriénsson, B.B. 1988. “AEvitekjur og ardsemi menntunar.” European
Journal of Education 28, 3, pp.159-175.

Squires, G. 1989. Pathways for Learning. Education and Training from 16-19.
Paris: Organization for Economic Cooperation and Development (OECD).

Standert, R. “Technical Rationality in Education Management: A Survey

Watts, A.G. 1921 “The Eff
Experience and Schools, ed. A.G.
Books, pp. 84-98.

Williams, R., and D. Yeomans. 1994. “The New Vocationalism Enacted? The
Transformation of the Business Studies Curriculum.” The Vocational

atts. London. Hemema Educational

<

AT AN

Aspect of Education 46, pp. 221-239.
Wilms, W.W. 1988, Captured by the American Dream.” In Vocationalizing
Education: An International Perspective, eds. J. Lauglo and K. Lillis.

Oxford: Pergamon Press.
Wolf, A. 1993. “Some Final Thoughts: Vocational Education Policy in a

European Context.” European Journal of Education 28, 3, pp. 241-243.
right, C.A.H. 1988. “Curriculum Diversification Re-examined—a Case Study

» In V, Ii E
n n Annf!nnn 1’rrmn .
" In Vocationalizing Education: An Intern

Perspective, eds. J. Lauglo and K. Lillis. Oxford: Pergamon Press.






