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Preface
Research on technical and vocational education and training (TVET research) is by now an internation-
ally established focus of  ↑ educational research. The  ↑ internationalisation of TVET research is expressed 
by the annual conferences of the European research network VETNET, the research and development 
programmes in the domain of vocational education conducted since the beginning of the European inte-
gration process, and the inclusion of this discipline into the international programmes of  ↑ World Bank, 
 ↑ OECD,  ↑ ILO and  ↑ UNESCO to promote the development of TVET systems, especially in  ↑ developing 
countries. Even though vocational education and training is important for the global economy because it 
serves the qualifi cation of skilled workers for the intermediary sector of the employment system, TVET 
research is still largely shaped by national traditions of vocational education.
The insight that vocational education cannot escape the dynamics of internationalised technological and 
economic development and that the establishment of international  ↑ labour markets depends also on the 
cross-border  ↑ mobility of employees has led to a growing interest in TVET research. The editors of the 
present handbook wish to make a contribution to support this development process and to promote the 
discourse within the international community scientifi c community of TVET researchers. This project 
was facilitated by the fact that the handbook had been published in German already in 2005. Of course 
the  internationalisation of the handbook necessitated a thorough revision of many chapters as well as the 
inclusion of additional chapters and sections. The question whether the study and development of voca-
tional education can be considered a branch of educational research in its own right was answered in the 
affi rmative by the authors in the most convincing way. Accordingly one of the sections is exclusively de-
voted to  ↑ research methods.
TVET research builds on the contributions of a number of different  ↑ research traditions and disciplines. 
These range from  ↑ qualifi cation research in industrial sociology to the didactics of the various  ↑ voca-
tional disciplines. The core of TVET research has developed into an original and independent  ↑ research 
fi eld that cannot be regarded as belonging to any other  research tradition. Admittedly there are many 
commonalities with pedagogy, labour studies, sociology, economics and engineering in terms of  ↑ re-
search questions,  methods and results. Basic research with a view to the further development of TVET 
systems, occupations and occupational domains, and to the design and evaluation of vocational training 
processes, however, belong exclusively to the core of TVET research.
The challenges for TVET research have increased with the acceleration of technological and economic 
change and the readjustment of the relationship of  internationalisation and  ↑ localisation in the qualifi -
cation of employees. The latter can be viewed as the decisive factor for innovation and prosperity in the 
international competition for quality. With regard to the manifold tasks of TVET research, including the 
refl ection of the foundations of vocational education, the shaping of vocational education and training in 
 ↑ pilot projects or the monitoring of international  ↑ TVET cooperation, this handbook aspires to be more 
than just a reference book to provide guidance and lexical knowledge on TVET research. The handbook 
is also intended as a tool that makes it possible to distinguish TVET research with all its domains in the 
competition with other research disciplines.
This handbook is part of a library of handbooks on vocational education and training to enable the in-
ternational TVET community to fulfi l their tasks and organise their work more and more in a profes-
sional way.
Parallel with the publication of this handbook, Rupert   Maclean and David  Wilson are publishing the In-
ternational Handbook of Education for the Changing World of Work (  MACLEAN/ WILSON/ CHINIEN 2008). 
This handbook consists of six volumes and stands out for an extensive portrayal of TVET taking into 
consideration all its abundant aspects and regional or sector related peculiarities.
TVET research can bridge the gaps between TVET practice,  ↑ TVET policy and  educational research. 
This means that innovations in vocational education and training can increasingly draw on the resourc-
es of TVET research.

Preface
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The present handbook with its 142 chapters is the collective work of 128 authors. Above all it is them to 
whom the editors wish to convey their gratitude. The handbook is the result of an excellent cooperation 
of one and a half years, to which all authors made valuable contributions not only with their texts, but 
also with their suggestions and their readiness to adhere to the very strict time-schedule. Special thanks 
are due to the section editors, who made an important contribution to the quality of the handbook by their 
conceptual suggestions and by the editorial supervision of the chapters in their sections with regard to 
style and content. With their help it was ultimately possible to present the fi rst international Handbook 
of TVET Research in which the  ↑ research tradition related to vocational education and training is com-
prehensively documented with its  ↑ research problems, methods and results.
We are well aware that this is no more than one more step towards the  ↑ internationalisation of TVET re-
search, albeit a big one. TVET research now has a reference point that allows for a more systematic dif-
ferentiation and deepening of the international scientifi c discourse.
The organisation of the project was done by Brigitte Schweckendieck and Daniela Marschall. In addi-
tion to that, Ms Schweckendieck edited the voluminous indexes and created the printing template for 
the work. Anne Kirkham and Wolfgang Wittig collaborated in the editorial revision of the chapters. We 
also wish to thank the publisher, Springer International, for the attractive realisation of the handbook. 
Without the support of the Institute Technology and Education of the University of Bremen and the 
 ↑ UNESCO-UNEVOC International Centre in Bonn this project could not have been realised.
We, the editors, are responsible for the gaps that remain and last not least for the shortcomings of the 
handbook. We therefore wish to close with the invitation to the users of this handbook to send their cri-
tique and suggestions for improvements to us so that they can be considered in a future edition.

Bremen and Bonn, October 2008
Felix  Rauner Rupert   Maclean
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It was with the establishment of national and in-
ternational research institutions at the latest that 
(technical and) vocational education and  ↑ train-
ing research became a central area of  ↑ education-
al research. The major steps in this regard were 
the establishment of the German Federal Institute 
for Vocational Education and  Training Research 
(BBF) (1970), which was subsequently named Fed-
eral Institute for Vocational Education and Train-
ing (BIBB), the French Centre des études et des re-
cherches sur les qualifi cations (Céreq) (1970), the 
All Union Institute for Technical and Vocational 
Education of the USSR in Leningrad (1963) and 
the establishment of the Center for Research and 
Leadership in Vocational and Technical Education 
( ↑ NCRVE) (1965) in the  ↑ United States, which 
was later (1977) promoted to the status of a Na-
tional Research Center. On the international level 
one must above all mention the  ↑ UNESCO Inter-
national Center for Technical and Vocational Edu-
cation and Training (UNESCO-UNEVOC) (2000) 
and the European Centre for the Development of 
Vocational Training ( ↑ CEDEFOP) (1975). The na-
tional and international interest in vocational ed-
ucation and  training research is a consequence of 
the direct connection of vocational education not 
only with education policy, but also with econom-
ic and  ↑ labour market policy.
Vocational education is considered a key factor for 
improving or maintaining the competitiveness of 
enterprises and national economies. For instance, 
the Modernization Forum in the  United States em-
phasises in its study “Skills for Industrial Modern-
ization” (1993): 
“As the pace of economic and technological trade accel-
erates, the abilities of workers and enterprises to learn 
and adapt becomes a core element in the global com-
petition among corporations and national economies” 
(MODERNIZATION-FORUM 1993, 4).
Public vocational education and  training research 
is therefore as a rule closely linked to the mission 
of  ↑ VET planning and embedded into the VET di-
alogue between industry associations, trade un-
ions and the governmental departments responsi-

ble for vocational education and training (→ 2.0). 
The differences regarding the role of the scientif-
ic VET discourse and its proximity to the overall 
national system of educational institutions depend 
on the extent to which vocational education is inte-
grated into the educational systems in question. 
In countries where a relatively broad university 
education of  ↑ vocational schoolteachers is man-
datory, the corresponding pedagogical study pro-
grammes, which are differentiated into  ↑ vocation-
al disciplines, constitute a research infrastructure 
that allows for a professional design of vocational 
education, learning and teaching processes. The 
 ↑ internationalisation of technological and eco-
nomic development and the emergence of transna-
tional (skilled)  labour markets – e. g. in the Eu-
ropean Union – have intensifi ed the convergence 
in vocational education (cf.  GROLLMANN/ SPÖTTL/
 RAUNER 2006) and given considerable impulses to 
the  internationalisation of TVET research. The es-
tablishment of the United TVET Network on In-
novation and Professional Development (UNIP) is 
a manifestation of this development.
The variety of  ↑ research questions and  ↑ develop-
ment tasks at the levels of vocational education 
and training systems (macro level), the organisa-
tion and design of vocational training programmes 
and institutions (meso level) and the analysis and 
shaping of education and learning processes (mi-
cro level) leads to the integration of different sci-
entifi c disciplines and  ↑ research traditions. TVET 
research therefore can be organised only in an 
 ↑ interdisciplinary way, notably through the  ↑ par-
ticipation of disciplines like psychology, industri-
al sociology, sociology of work, sociology of edu-
cation, organisation theory, natural sciences, en-
gineering, pedagogy and economics. Didactical 
and domain-specifi c competences are especially 
brought in by vocational pedagogues as the latter 
normally have a qualifi cation in a  vocational dis-
cipline and its didactics (→ 3.2).
Although the call for  ↑ interdisciplinarity in the 
study of complex  ↑ research fi elds and topics is re-
peatedly stressed from a scientifi c and political 
perspective, the practical realisation of  ↑ interdis-
ciplinarity turns out to be diffi cult. However, it is 
constitutive for TVET research to treat its research 
subject as an original one and to provide a sub-
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ject-adequate foundation of the  ↑ research meth-
ods (→ 5.1). The founders of TVET research al-
ready formulated this claim in their call for the de-
velopment of a  ↑ methodology for TVET research. 
For instance, the fi rst  ↑ research programme of the 
BBF included the 
“development of methodological and terminological in-
struments for the activities of the instruments, taking 
into consideration the  interdisciplinary relationships” 
(BBF 1971b, 6 [translated from German]).
Since the beginning of the 1970s the practice of 
TVET research has taken shape and increasingly 
been organised as an international scientifi c com-
munity. The European research network Voca-
tional Education and  ↑ Training Research Network 
(VETNET), which was established in 1997, as 
well as the international network of  ↑ UNESCO-
UNEVOC centres are an expression of this ↑ de-
velopment. However, the realisation of the claim to 
clarify the methodological foundations of TVET 
research fell short of the of the objectives set by 
the founders of the state institutes for TVET re-
search. The present handbook wishes, among oth-
er things, to make a contribution to fi lling this gap 
(→ 5; → 5.1).
The roots of the internationally established TVET 
research date back to the Swedish reform pedago-
gy at the end of the 19th century, which succeed-
ed in presenting the topic “education for the world 
of work” through its “pedagogical Slöj” at the fi ve 
successive world fairs between 1876 and 1904. 
The achievements of these vocational pedagogical 
traditions were even awarded a gold medal at the 
world fair in Paris ( REINCKE 1995, 7). An interna-
tional community of vocational pedagogues from 
the Scandinavian countries, the  ↑ United States, 
Russia and Europe treated this pedagogy at the 
interface between school and the world of work 
not only as a topic of educational practice, but in-
troduced it also into the education of teachers and 
thus made it a topic of scientifi c discourse ( HOD-
SON 1901;  LARSSON 1899). With regard to the devel-
opment of TVET research in Germany  Lipsmei-
er emphasises the scientifi cation of the refl ection, 
analysis and implementation of vocational educa-
tion in the context of the activities of the German 
Committee for Technical Schooling (Deutscher 
Ausschuss für technisches Schulwesen, DAT-
SCH) established in 1908 and the German Insti-

tute for Technical Work Instruction (Deutsches 
Institut für Technische Arbeitsschulung, DIN-
TA) founded by large-scale industry ( LIPSMEIER 
2005, 22). Already around the year 1900 an in-
ternationally comparative branch of  ↑ education-
al research emerged, in which vocational peda-
gogues also participated. The centre of this com-
parative research was the “International Institute 
for Teacher Colleges” at Columbia University in 
New York where pedagogues like  Dewey,  Kandel, 
 Monroe and  Kerschensteiner met ( LAUTERBACH 
2003b, 220 ff.).
The works of David  Snedden in the early 20th 
century on the development of  ↑ vocational cur-
ricula had a far-reaching impact. His concept of 
“Real Vocational Education” laid the foundations 
of VET didactical research in the  ↑ USA (cf. also 
 DROST 1967;  SNEDDEN 1912;  KLIEBARD 1999). This 
was accompanied by a fundamental debate on the 
function of vocational education, which continues 
to shape the vocational pedagogical discussion and 
TVET research to this day. The reduction of voca-
tional education to the dimension of qualifi cation 
according to the demands of the employment sys-
tem was expressed by the curriculum approach by 
 Bobbitt (1918). This approach viewed vocation-
al education for the industrial development in the 
 USA as a process that had to be organised accord-
ing to the rules of scientifi c management as for-
mulated especially by  Taylor (cf.  TAYLOR 1911). In 
contrast to this, John  Dewey represented a theory 
of  ↑ vocational pedagogy that situated vocational 
education in the context of democratic education 
( DEWEY 1916b).
It was already at the beginning of the 20th cen-
tury that tasks like the development of  ↑ occupa-
tional profi les, the defi nition of  ↑ specifi c domains 
and skills for skilled workers and the development 
of procedures to measure a candidate’s suitability 
for a specifi c vocational training course were cov-
ered by TVET research. This feature links TVET 
research to pedagogy as an action-guiding disci-
pline as well as to labour studies as a discipline 
that aims at the analysis and shaping of work ( EM-
ERY 1959;  HACKMAN/ OLDHAM 1976;  ULICH 1994). 
In TVET research the development of occupations 
and  occupational profi les, of  vocational curricu-
la and training media as well as training methods 
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are among the central research and development 
fi elds.  ↑ Curriculum research and  ↑ media research 
are therefore organised as a combination of ana-
lytic and developmental research.
TVET research is distinguished from  ↑ education-
al research especially by the contents and objec-
tives of vocational education as they developed 
historically along with the occupation-based or-
ganisation of work. This includes the develop-
ment of occupations and domains, the change of 
professional work and the analysis and design 
of vocational education, qualifi cation and learn-
ing processes. The vocational domains and their 
changes therefore become a reference point for the 
foundation of contents and objectives of vocation-
al education, which also entails the allocation of 
entitlements for the employment system. Whereas 
the Abitur certifi es the qualifi cation for university 
studies, the conferment of entitlements at the end 
of vocational training often refers to quite specif-
ic competences that enable the candidate to fulfi l 
professional tasks. Only the successful examina-
tion as a pilot leads to the licence to fl y an aircraft. 
If the trained pilot cannot demonstrate in the fi nal 
examination that he can transform the information 
displayed by the artifi cial horizon into the correct 
and situatively adequate operation of the aircraft 
in terms of elevators, yaw rudder and speed, he 
will be denied access to the  ↑ profession of a pi-
lot. This is a particularity of all forms of vocation-
al education, which aims at the acquisition of pro-
fessional competence for the exercise of specifi c 
occupations. With regard to the scientifi c study of 
vocational learning this situation leads to particu-
lar challenges, e. g. concerning the  ↑ decoding of 
the knowledge and skills incorporated in the prac-
tice of professional work or the assessment and 
evaluation of professional competences.
The term “vocational education” denotes the ap-
propriation of the entire range of skills that are 
acquired within and for the employment sys-
tem. Qualifi cation, competence and education are 
therefore key categories that are presented in the 
different chapters of this handbook. This means 
that the relationships between socialisation and 
education, general and vocational education as 
well as  ↑ vocational guidance and initial and con-
tinuing training are also treated as topics of their 

own. It is for purely practical reasons that in the 
present handbook TVET research is confi ned, fol-
lowing the  ↑ legislation on vocational education 
and training, to societal work in the employment 
system to the extent that the relevant training does 
not take place in higher education. 
Unlike the system of general education, vocational 
education and training is characterised by the cru-
cial importance of learning in the  ↑ work process 
(→ 3.6) as a dimension of intentional and informal 
competence development. 
TVET research also differs from (general)  edu-
cational research because its focus is on the vo-
cational learning of adults, which means that the 
theories of learning, cognition and development 
that are important for the analysis and design of 
education and socialisation processes of children 
are only marginally relevant for TVET research. 
What is important instead are development theo-
ries that can particularly be applied to the learn-
ing of adults (cf.  HAVIGHURST 1972;  ERIKSON 1966; 
 DREYFUS/ DREYFUS 1987;  LAVE/ WENGER 1991). 
Another particularity of vocational education is the 
fact that countries with comparable levels of eco-
nomic development brought about highly differ-
ent systems of vocational education and training. 
Vocational education is to a large extent shaped 
by the cultural particulars of the nation-states. 
Highly developed TVET systems with long-stand-
ing traditions, e. g. in the European countries, are 
competing under the conditions of economic and 
technological  ↑ internationalisation with industri-
al cultures where occupational work and the re-
lated type of education have only little relevance. 
This applies e. g. to  ↑ Japan ( GEORG/ SATTEL 1992), 
where accordingly no advanced TVET research 
has emerged. The situation is completely differ-
ent in the  ↑ United States, where there is a greater 
openness in higher education towards real life and 
practical contents. This has led to the establish-
ment of vocational programmes at universities. 
Nurses, whose education e. g. in Germany takes 
place at technical colleges, study subjects like 
“nursing” in long-established faculties at Amer-
ican universities. As a consequence of a distinct 
tradition of  ↑ vocational study programmes the 
 ↑ vocational disciplines and  ↑ research traditions 
in the domains of the personal service sector de-
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veloped earlier in the  United States than in coun-
tries with a clear demarcation of vocational and 
higher education ( vocational guidance;  ↑ vocation-
al preparation).
Similar differences in the international context 
are caused by the different modes of the transition 
from school to work with regard to the fi rst as well 
as the second threshold ( STERN/ WAGNER 1999). 
The investigation of transition problems at the 
fi rst threshold of the  ↑ school-to-work transition 
and the  ↑ performance of literacy studies on the 
basic competences of reading and writing as well 
as on elementary skills in mathematics and natural 
sciences have considerably grown in importance. 
This aspect will be treated in the topics maturity 
for training,  ↑ vocational preparation and  ↑ voca-
tional guidance.

TVET Research – an  Interdisciplinary 
 Research Field

There is a particular affi nity with regard to content 
and methodology between TVET research and la-
bour studies. The difference lies in the  ↑ domain-
specifi c diversifi cation of TVET research. Whilst 
labour studies, e. g. in the analysis and shaping of 
skilled work, is above all interested in the aspects 
of workload, health protection and work safety, 
TVET research is primarily focusing on the con-
tents of work and training and also on the further 
development of  ↑ occupational profi les and  ↑ vo-
cational curricula. The affi nities and commonali-
ties as well as the differences between the two  ↑ re-
search traditions have been pointed out in mani-
fold ways (→ 3.8.1).
Research in labour studies gave important impuls-
es for the fi eld of “work and technology” research. 
This term points at a programme of technology 
and work policy that emerged from the policy of 
work safety and “humanisation of work” (→ 3.8.1). 
The “humanisation of work” programme includes 
the aspects of qualifi cation along the  ↑ work proc-
ess as well as the analysis and shaping of work-
places, work contents and  work processes with 
regard to qualifi cation (→ 3.8.1). The piloting of 
qualifi cation-adequate  work processes is a distin-
guished task of the “humanisation of work” and 
afterwards of “work and technology” research. In 
the early 1980s the critique of the reactive practice 

of estimating and mitigating risks that technologi-
cal innovations (might) entail for the world of work 
led to the initiative towards a “work and technol-
ogy” research to emphasise the aspect of shaping 
( RAUNER 1988a). The technological and econom-
ic determinism prevalent at that time in industri-
al sociology, sociology of work and  ↑ qualifi cation 
research was critically refl ected upon ( LUTZ 1988). 
Donald  MacKenzie and Judy  Wajcman termed 
technological determinism “the single most infl u-
ential theory of the relationship between technol-
ogy and society” ( MACKENZIE/ WAJCMAN 1985, 4). 
For TVET research, which in Germany partici-
pated in the promotion of a “work and technolo-
gy” research and development programme via the 
BIBB, this entailed the consequence of taking the 
fundamental shift of perspective to the “shaping” 
paradigm into consideration in the course of its re-
search and development activities. Since then vo-
cational education and qualifi cation is no longer 
interpreted as a mere dependent variable result-
ing from the demands of technological and eco-
nomic change – as qualifi cation requirement – but 
as a relatively independent variable in the inter-
play of technological innovation, the change of 
work contents and forms as well as the qualifi ca-
tion of workers (→ 3.8.1). The analysis of the in-
terrelationship between work, technology and ed-
ucation at the levels of learning and training proc-
esses, training programmes and educational sys-
tems led to the rejection of a type of TVET re-
search that interpreted vocational education, fol-
lowing the tradition of technological and econom-
ic determinism, as adaptation to the changes in the 
world of work.
This leads to a variety of linkages between sci-
entifi c disciplines and  research traditions that are 
occupied with these interrelationships. If one puts 
 ↑ vocational pedagogy and  ↑ vocational disciplines 
(→ 3.2) in the centre of TVET research one can 
distinguish fi ve  ↑ interdisciplinary fi elds.
Occupation research as a central fi eld of TVET 
research requires the cooperation of experts from 
 vocational pedagogy,  vocational disciplines and 
industrial sociology. The exclusive allocation of 
occupation research to only one of these disci-
plines would be accompanied by a narrowing of 
 ↑ research questions. The same is true of the close 
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cooperation between occupation research and  ↑ la-
bour market research. The occupational form of 
work is perceived under this perspective as an as-
pect of the employment system and the markets 
for skilled labour ( KURTZ 2005; → 3.1.1).
When the analysis and shaping of professional 
 ↑ work processes are also viewed under the aspects 
of occupational socialisation (→ 3.6.6), develop-
ment of  ↑ professional identity (→ 3.6.8; → 3.6.9), 
professional competence development (→ 3.5.1; 
→ 3.6.7) and VET didactics (→ 3.6), it becomes 
clear that occupation research is a central topic of 
TVET research.
Occupation research and  ↑ qualifi cation research 
(→ 3.4.1) are closely linked fi elds of TVET re-
search since the development of occupations is 
associated with the foundation and description 
of  ↑ occupational profi les and their characteris-
tic  ↑ work tasks and qualifi cation requirements, 
which have to be studied in this context.  Qualifi ca-
tion research, which is diversifi ed according to oc-
cupations and occupational domains, requires the 
cooperation of the relevant  ↑ vocational disciplines 
(→ 3.2). The latter typically build on the methods 
of curriculum and expertise research.
 ↑ Curriculum research is in turn closely connect-
ed to  qualifi cation research. The core question of 
 curriculum research is the legitimation of educa-
tional contents and objectives in vocational edu-
cation as well as the systematisation of these con-
tents and objectives in  ↑ vocational curricula and 
training programmes. To this day subject-related 
theories and concepts derived from developmen-
tal theory compete with such theories and devel-
opment concepts that justify training contents by 
making reference to the objective features of sci-
entifi c knowledge or to actual qualifi cation re-
quirements (→ 3.7.1). A particularity of  curricu-
lum research and development in vocational ed-
ucation and training is the systematisation of pro-
fessional competence development as learning in 
the  work process.
The fact that skilled work is differentiated into oc-
cupations and the associated variety of technical 
and vocational education and training renders the 
establishment of a learning and teaching research 
organised according to occupations and domains 
quite diffi cult. Unlike general  ↑ educational re-

search, which is in this regard above all concerned 
with  ↑ teaching and learning processes in reading, 
mathematics and elementary natural sciences as 
a part of  ↑ literacy research, TVET research has 
to distinguish between hundreds of different oc-
cupations. The existing research shows that this 
puts particularly high demands on  ↑ interdiscipli-
narity and  ↑ research cooperation. The character-
istic learning in the  work process, the organisation 
and shaping of learning-supportive work environ-
ments up to the design of the human-machine in-
teraction also require the integration of expertise 
from labour studies and engineering.

 Research Methods

It is hardly surprising that a research that is ori-
ented towards  ↑ interdisciplinarity is drawing, via 
the agents in the scientifi c process, on the meth-
odology of various disciplines. The researchers 
use their specifi c methods according to their dis-
ciplinary background and constitute their research 
subject as a topic of sociology, labour studies, eco-
nomics, engineering or natural sciences.  Qualifi -
cation research in the social sciences is an exam-
ple for this (→ 3.1.5; → 4.5). In  ↑ domain-specifi c 
qualifi cation and competence research the crucial 
point is to view the social and cultural rules that 
shape professional agency together with objective 
rules, the validity of which, e. g. in skilled work in 
technical and mechanical trades, can be explained 
only on the basis of natural sciences and technol-
ogy. The insight that professional agency and pro-
fessional competence are characterised by the 
mastery of social and objective rules (cf.  RÖBEN 
2004a;  MÜLLER 1978; HERITAGE 1984, 295 ff.) has 
far-reaching consequences for the methodological 
orientation of TVET research:
“The mastery of the interplay of objective and social 
rules in the competence for professional agency neces-
sitates a transdisciplinary  research approach” ( RÖBEN 
2004a, 20 [translated from German]). 
To this day TVET research is characterised, be-
sides the recourse to the methods of empirical so-
cial research, by a pluralism of methods that build 
on everyday situations and which are applied 
above all according to criteria of practical plausi-
bility. This practice is more common in the most 
heterogeneous  ↑ research traditions than usually 
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assumed, for an explicit consideration of the prac-
tical methods only rarely takes place. An excep-
tion to this rule is Gerhard  Kleining. Besides the 
methods of natural and cultural sciences or  ↑ hu-
manities he emphasised the methods of master-
ing everyday life as the ones “that so far have en-
abled the survival of mankind” ( KLEINING 1995c, 
12 [translated from German]). He summarises his 
methodological refl ections on the relationship of 
everyday methods and scientifi c methods in the 
thesis:
“Everyday methods are the basis of scientifi c meth-
ods. Qualitative and quantitative methods are everyday 
methods abstracted in different ways” ( KLEINING 1995c, 
14 [translated from German]).
If this thesis is accepted it is a logical step to 
present, after a period of diversifi cation in TVET 
research and on the basis of a methodological de-
bate and development in the past 15 years, a hand-
book in which TVET research is documented as a 
combination of  ↑ research fi elds with mutual ref-
erences among each other and with its variety of 
concepts, strategies and methods that are increas-
ingly developed and adapted with a view to the re-
search topics. 
The challenges for TVET research have increased 
with the acceleration of technological and eco-
nomic change. Another challenge is the shaping of 
the relationship between  ↑ internationalisation and 
 ↑ localisation in the qualifi cation of workers, which 
is the crucial factor for innovation and prosperity 
in the international quality competition. With re-
gard to the highly diverse tasks of TVET research 
between the orientation towards the foundations 
of vocational education, the shaping of the latter 
in  ↑ pilot projects or the monitoring of internation-
al  ↑ TVET cooperation, this handbook aims to be 
more than just a reference work for guidance and 
lexical knowledge on TVET research. The hand-
book is also intended as a tool that makes it possi-
ble to distinguish TVET research with all its do-
mains in the competition with other research dis-
ciplines.

Structure of the Handbook

The present handbook follows the structure of the 
German edition. The organisation of the chapters 
is based on the structure of TVET research as de-

veloped there. It had to be taken into considera-
tion that some topics that refer to the organisa-
tion and shaping of national TVET traditions can-
not always be presented by means of comprehen-
sive articles. In these cases we use the form of na-
tional case studies. For instance, the topic of  ↑ vo-
cational guidance is presented by means of case 
studies from Germany,  ↑ Japan, the Netherlands 
and the United Kingdom. The agreement with the 
publisher to take care of the  internationalisation 
of the German edition could largely be fulfi lled 
by means of the integration of additional chapters 
and the cooperation with additional authors. Nev-
ertheless the handbook remains a work in which 
the practice of TVET research as it has emerged 
in Germany on the basis of an innovative system 
of vocational training and the education of TVET 
teachers at the master’s level plays an important 
part also for the English version.
The fi rst sections of the handbook present the gen-
esis of TVET research as well as overviews of its 
 ↑ research questions concerning  ↑ vocational ped-
agogy and the various  ↑ vocational disciplines. 
Moreover, TVET research is presented as a fi eld 
of international and comparative research.
Compared to research on general education, TVET 
research is more intensively embedded in tensions 
that emerge from the interests of the stakeholders 
in vocational education as well as from the inter-
action between  ↑ TVET policy,  ↑ TVET planning 
and TVET practice. The second section of the 
handbook therefore features chapters that particu-
larly deal with the societal framework conditions 
in the national and international context. Unlike 
general and higher education, vocational educa-
tion regards education also as a dimension of cor-
porate  ↑ organisational development and thus as a 
human resource. In politics the economic and  la-
bour market dimensions of vocational education 
are no less important than the dimension of  ↑ ed-
ucational policy. The  research questions resulting 
from this situation are treated in the chapters of 
the second section.
A focal point of the handbook is constituted by the 
section on fi elds of TVET research with its eight 
sub-sections. The reception of the handbook in 
practice will show whether there is a need for fur-
ther differentiation and supplementation. Various 
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suggestions of the co-authors led to additions and 
improvements already in this fi rst edition.
For example, an additional chapter 3.5 on “Cost, 
Benefi t and  ↑ Financing of VET” was included. 
This chapter features contributions on TVET eco-
nomics. These range from the presentation and 
discussion of methods for the measurement of 
costs and benefi ts of vocational education to is-
sues of the  ↑ wider benefi ts of learning.
The central research and  ↑ development task of 
 ↑ curriculum development is presented in six chap-
ters, which describe the  ↑ research fi eld from occu-
pation research, embedded into  ↑ labour market re-
search, to specifi c forms of the study of occupa-
tions in sociology, pedagogy and the  ↑ vocational 
disciplines.
Research in the  vocational disciplines is of crucial 
importance in TVET research, for it is here that 
the contents and forms of vocational education are 
scrutinised on the basis of concrete occupations 
and occupational domains. The  vocational disci-
plines, which are differentiated according to do-
mains, face the diffi culty that neither occupations 
nor occupational domains are categorised accord-
ing to a generally accepted international classifi -
cation system (→ 2.3). It is true that in the interna-
tional practice of vocational education between six 
and 15 vocational  ↑ subject areas like health care, 
construction industry, agriculture, manufactur-
ing or business administration have emerged. But 
the different traditions of the occupation-based or-
ganisation of work and the related vocational ed-
ucation lead to considerable limitations concern-
ing the international comparability of research 
fi ndings in this fi eld. This applies also to the cor-
responding  vocational disciplines. In the present 
handbook eight areas of research in the  vocational 
disciplines are treated, which does not fully cover 
the range of  vocational disciplines. For pragmatic 
considerations the subjects agriculture,  ↑ nutrition 
and housekeeping were put together. This is justi-
fi ed to some extent by the structure of the value-
added chain.
The  research fi eld  ↑ TVET planning and develop-
ment represents an area that also contributed to the 
decision to recognise TVET research in the legis-
lation on vocational education and to establish it in 
the form of state institutes. The topics considered 

in this section directly relate to  TVET planning 
and to qualifi cation and  curriculum research. Oth-
er topics rather point to the corresponding basic 
research like competence and expertise research.
The  research fi eld VET didactics includes chap-
ters that discuss questions of general VET didac-
tics. The  ↑ domain-specifi c issues of didactical re-
search are assigned to research in the  vocational 
disciplines (→ 3.2).
The  research fi eld work and technology views 
work, technology and education as mutually 
linked cornerstones of a shaping-oriented  research 
fi eld that has its origins in the “humanisation of 
work” research. The topics treated here deal with 
the different forms of workers’  ↑ participation in 
the processes of shaping the world of work. This 
includes the question of the qualifi cation for  par-
ticipation and co-shaping. In this  research fi eld 
 ↑ interdisciplinary references to research in labour 
studies become visible in particular.
Inspired by the Handbook of Qualitative Social 
Research ( FLICK 1995a) and the review of the pro-
posal for the present book a particular section 
with research examples was included, which al-
lows for an illustration of TVET research and its 
genesis. The selection of these chapters was less 
based on representativity, but rather on original-
ity and innovations in TVET research. Vocational 
education and  ↑ training research is in a situation 
in which the research projects that may have an 
undisputed model character have yet to be identi-
fi ed. By means of the exemplary research projects 
the breadth and variety of TVET research and its 
epistemic and innovative potential for the scien-
tifi c process as well as for educational practice 
will be documented. The chapters also represent 
quite different methodological approaches. In all 
of them the genesis, the epistemic interest and in 
some cases also the innovative interest are dis-
cussed. The originality of the research concepts is 
emphasised so that the scientifi c and practical rel-
evance of the selected examples for the develop-
ment of TVET research becomes clear. 
In the fi nal section the methods of TVET research 
are refl ected. In addition methods are present-
ed that have a particular affi nity to the topics of 
TVET research. The reason for limiting this sec-
tion to a narrow scope of research and develop-
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ment methods is in order to explain and illustrate 
the relationship between research subjects and 
methods by means of selected examples. Above all 
the chapters in this section will stimulate a more 
detailed refl ection of the problems of the choice of 
methods and their adaptation to the research sub-
ject, and they will encourage the development and 
testing of new methods of TVET research. Vari-
ous  ↑ research methods that have no specifi c con-
nection with TVET research are treated in a mul-
titude of publications, especially from the fi elds of 
expertise and competence research, which were 
not included in this handbook
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1.0 Introduction: Genesis of 
TVET Research

Uwe  Lauterbach

1.0.1 The  Research Field of TVET 
Research

An overview of the worldwide historical develop-
ment of technical and vocational education and 
 ↑ training research (TVET research) is diffi cult 
to write. The defi nition of the  ↑ research fi eld of 
TVET research has always been determined by na-
tional defi nitions and structures, which in turn are 
shaped by cultural traditions. A course of study that 
counts as vocational education in one country may 
be a part of higher education in another, and it may 
be entirely absent in a third country because the 
professional domains and hierarchies are organ-
ised differently. Suffi ce it to mention the example 
of technicians, whose education is not only struc-
tured differently, but also takes place in different 
parts of the educational system in England (col-
lege, university), Germany (higher secondary level 
or non-university  ↑ tertiary level),  ↑ France (high-
er secondary level, lycée d’enseignement général 
et/ou technologique) and the  ↑ USA ( ↑ community 
college).
An examination of the classifi cation system ISCED 
(International Standard  ↑ Classifi cation of Edu-
cation) for educational programmes (see the fol-
lowing section), which is used by the  ↑ UNESCO 
and the  ↑ OECD for reporting on national educa-
tion systems, makes this differentiation easily vis-
ible (OECD 1999a; 2004c, UNESCO 2007). In or-
der to allow for an overview of national develop-
ments and to display worldwide trends the nation-
al fi elds of TVET in 176 states are listed and com-
pared in the  ↑ UNESCO  ↑ statistics ( ELLIS 2004). 
This task reveals the variety and systemic differ-
entiation of TVET already by the classifi cation be-
tween ISCED 2 and 3 (lower and higher second-
ary level), ISCED 4 (post secondary non-tertiary) 
and ISCED 5b (higher education). These educa-
tional tracks are highly different in their objectives 
and most likely are not present in any one coun-
try at once. Whilst ISCED 2 is focusing on liter-
acy and basic vocational training and concerns 

above all children and youth, study programmes 
at the ISCED 5b level, which are mostly taken up 
by adults as  ↑ continuing education, presuppose a 
very good secondary education and practical ex-
perience at a complex level. This intricate varie-
ty of national TVET systems entails consequences 
for TVET research, for it has to be oriented fi rst to-
wards the national situation and thus a determined 
 research fi eld with associated  ↑ research questions.
Whereas the structural differentiations between 
countries are perceived in most cases, those de-
marcations of the  research fi eld that are related 
to cultural contexts are more diffi cult for TVET 
research between single national systems. It is 
enough to mention the semantic differences of the 
term TVET in the various languages. In the Ger-
man-speaking area berufl iche Bildung is used as a 
comprehensive term and denotes everything that 
relates, regardless of the  ↑ learning venue, to the 
imparting (including informal self-learning) of 
skills and knowledge directed towards the exercise 
of a professional activity that is mostly defi ned by a 
recognised occupation. In the Anglo-Saxon cultur-
al sphere, on the other hand, a more subtle differ-
entiation takes place. This refers to the occupation, 
which may be classifi ed, according to education-
al level (e. g. on-the-job training, secondary edu-
cation, higher education) or social standing as oc-
cupation,  ↑ vocation or  ↑ profession. How diffi cult 
the defi nition of the  research fi eld can be already in 
one and the same language is shown by the differ-
ent terminologies used by the UNESCO (technical 
and vocational education and training, TVET) and 
the EU (vocational education and training, VET). 
If these terms are translated back into other lan-
guages, problems of delimitation may be the con-
sequence. This is, for instance, the case in  France 
where there is a distinction between formation 
professionnelle and formation technique. Besides, 
this distinction of technical and vocational edu-
cation also applies to the English-speaking coun-
tries.
In the globalised world of today the national 
TVET systems are directly infl uenced by transna-
tional developments. This is why the demand for 
international research and for the exchange of na-
tional research fi ndings is increasing. How did the 
 ↑ UNESCO as the  ↑ UN’s educational organisa-
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tion with its worldwide activities respond to this 
challenge? At the 1974 General Conference of the 
 ↑ UNESCO the fi eld of political activities was de-
scribed as follows: (a) an integral part of general 
education; (b) a means of preparation for an  ↑ oc-
cupational fi eld; (c) an aspect of  ↑ continuing edu-
cation ( LEHMANN 1988, 55). The ideological root 
of this defi nition was the conviction that vocation-
al education is one way among many others to pre-
pare for professional work. In comparison to gen-
eral education, TVET was assigned less relevance. 
Thus the  ↑ research fi eld was narrowly defi ned. In 
the meantime this position has undergone a pro-
found change.
“These statements represent a broadening of TVET 
from the narrow task of providing training for indus-
try- and occupation-specifi c skills to the broader task 
of workforce development and  ↑ lifelong learning for 
sustainable development and citizenship” (UNESCO-
UNEVOC/BMBF 2004, 4).

The fi eld of TVET is not only broadened and sit-
uated in the social and economic contexts, but at 
the same time a reform of national TVET systems 
in the light of the new conception and challenges 
is called for.
“[T]here is an urgent need to renew TVET. This should 
be the top priority for every country … This is a task 
that can only be accomplished if a country can succeed 
in articulating TVET with its system of education within 
a framework of an overall sustainable development strat-
egy” (UNESCO-UNEVOC/BMBF 2004, 4).

This broad defi nition of TVET and its future tasks, 
which are specifi ed in detail in the results of the 
Second International Congress on Technical and 
Vocational Education (Seoul, Korea, 1999), out-
lines today’s worldwide  research fi eld of TVET.

1.0.2 International Standard  Classifi cation 
of Education (ISCED 1997b)

The well-known fact that the national systems of 
education and training are very different prompt-
ed researchers from universities and research in-
stitutes in the 1950s to initiate a discussion on the 
standards that have to be applied in the interna-
tional comparison of educational systems. Their 
aim was the further conceptual and methodolog-
ical development of international comparison in 
order to generate internationally comparable da-
ta and results ( ROBINSOHN 1992, 7 ff.). As a con-

sequence of these stimuli the ISCED classifi cation 
was developed as a standardised description of na-
tional educational programmes ( PORRAS-ZÚÑIGA 
1994, 959 f.). The ISCED system was fi rst used in 
the 1970s for the compilation of worldwide  ↑ statis-
tics on education. In 1975 it was approved at the In-
ternational Conference on Education in Geneva, a 
regular conference of national governments within 
the framework of the International Bureau of Edu-
cation (IBE) (http://www.ibe.unesco.org/), and at 
the 1978 conference in Paris it was adapted with a 
view to the standardisation of pedagogical  statis-
tics. Further adaptations were necessary over time, 
above all for the increasing variety of education-
al opportunities. The current ISCED classifi cation 
was approved by the  UNESCO in 1997.
In order to allow for international comparability 
of databases and classifi cation systems within the 
INES (Indicators of Education Systems) frame-
work (http://nces.ed.gov/surveys/international/
INES/), today the  UNESCO, EUROSTAT for the 
European Union (for the ISCED classifi cation of 
European qualifi cations and degrees see Eurydice 
2004) and the  ↑ OECD cooperate under the coordi-
nation of the  OECD. The ISCED-97 system, which 
was published in 1997 by the  UNESCO department 
of educational  statistics, has been adapted and up-
dated in the meantime by the  OECD. Under the ti-
tle Classifying Educational Programmes: Manual 
for ISCED-97 – Implementation in OECD-Coun-
tries it was published in several updated editions 
(OECD 2004c;). The  OECD publishes detailed 
manuals for the classifi cation of national educa-
tional degrees (OECD 2004c). These overviews 
allow for the internationally comparable catego-
risation of national educational programmes. For 
the industrialised countries that are members of 
the  OECD, this educational reporting with indica-
tors (Education at a Glance) takes place in great 
detail.
The following description summarises the clas-
sifi cation system ISCED 1997. The description is 
based on the original document of the  UNESCO: 
International Standard  ↑ Classifi cation of Educa-
tion ISCED 1997 (UNESCO 1997b).
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Pre-Primary Education (ISCED Level 0)

Level 0 comprises the age levels from 3–5 to 5–
7 years. This elementary education includes all 
forms of organised and permanently institutional-
ised activities to support the willingness to learn 
and the emotional and social development of chil-
dren. The term “institutionalised” draws a distinc-
tion between activities of institutionalised bodies 
(elementary school, pre-primary school, kinder-
garten, nursery) and activities that take place in 
private households and families. The typical entry 
age is three years.

Primary Education or First Stage of Basic Ed-
ucation (ISCED Level 1)

Primary education starts at the age of fi ve, six or 
seven years and lasts four to six years ( ↑ OECD av-
erage: six years). Educational programmes at the 
primary level normally do not require any prior 
formal education. In those countries where basic 
schooling comprises the entire period of  ↑ compul-
sory schooling – where there is, in other words, 
no division into primary and lower secondary lev-
el – the primary level is considered, for the pur-
pose of statistical classifi cation, to be completed 
after six years.

Lower Secondary Education/Secondary Edu-
cation First Stage or Second Stage of Basic Ed-
ucation (ISCED Level 2)

Level 2 features a system of specialised teachers 
(specialists for each subject) and lasts until the end 
of  compulsory schooling. The educational con-
tents are expected to be designed in such a way as 
to complete the basic education that started at Lev-
el 1. In this domain the  ↑ basic skills are applied 
and optimised. It is frequently at the end of low-
er secondary education that  compulsory schooling, 
where this practice is in use, also comes to an end. 
In countries where the primary level is also part of 
a common basic education the second level of the 
latter should be assigned to ISCED Level 2. In cas-
es where that basic education is not offi cially di-
vided into levels the period after the sixth year (i.e. 
the seventh grade onwards) should be classifi ed as 
ISCED Level 2. This level also includes special-
ised educational programmes for people with dis-

abilities and all types of  ↑ adult education that are 
similar to education at ISCED Level 2 in terms of 
content.

Secondary Education Second Stage/Upper 
Secondary Education (ISCED Level 3)

Upper secondary education serves general or vo-
cational education. A degree indicates the qualifi -
cation for work in a particular vocational domain 
and/or for admission to a higher school. The age 
level roughly ranges from 15–16 to 18–20 years. 
It normally includes two to fi ve school years. The 
admission requirement is usually the completion 
of Level 2 or a combination of basic schooling and 
professional work experience. 
Secondary education second stage can be prepar-
atory
– for the fi rst phase of the  ↑ tertiary level ISCED 5a 
(university education) via IS CED 3a (like  ↑ High 
School Diploma, Baccalauréat, Abitur, Matura 
etc.) and
– for the fi rst phase of the  tertiary level ISCED 5b 
(practice-oriented  tertiary education, e. g. study 
programmes for technicians) via ISCED 3b (e. g. 
apprenticeship training in the  ↑ Dual System)
or closing, i.e. serve the preparation for the direct 
enty into work via ISCED 3c.
In upper secondary education a greater specialisa-
tion than at ISCED Level 2 can be observed. Very 
often teachers have to be better qualifi ed and more 
specialised than at Level 2. The entry age for this 
level is usually 15 or 16 years. To be qualifi ed for 
admission to educational programmes at Level 3, a 
person must have completed a full-time education 
of approximately nine years (starting from the be-
ginning of ISCED Level 1) or acquired education 
in combination with professional experience. The 
completion of ISCED Level 2 or proof of the abil-
ity to master educational programmes at this level 
are considered minimum requirements.
ISCED Level 3 also includes specialised education 
for people with disabilities and  adult education. Ex-
cluded from ISCED Level 3 are supportive meas-
ures for participants in Level 2 programmes who 
did not achieve the learning objectives of these 
programmes. These measures are not equivalent to 
the programmes at ISCED Level 3 that were de-
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scribed above. They have to be assigned, depend-
ing on their content, to ISCED Level 1 or 2.

Post-Secondary Non-Tertiary Education 
(ISCED Level 4)

Level 4 is a transitional stage between the upper 
secondary level and  ↑ tertiary education, even if 
from a national point of view a clear allocation of 
programmes to Level 3 or Level 5 might be possi-
ble. ISCED Level 4 programmes cannot be viewed 
as  tertiary programmes as regards their content. 
Very often they are not located considerably above 
the level of ISCED Level 3 programmes. However, 
they offer the possibility to extend the knowledge 
of those who have completed Level 3. Usually par-
ticipants are older than those at Level 3. There is 
no age limit. Programmes may last from half a 
year to three years. There is a distiction between 
ISCED 4a programmes, which prepare for ISCED 
Level 5a or are an entry requirement for that level, 
and ISCED 4b programmes, which do not give ac-
cess to ISCED Level 5, but serve above all to pre-
pare for entry into the  ↑ labour market,

First Stage of  Tertiary Education (not leading 
directly to an advanced research qualifi cation) 
(ISCED Level 5)

ISCED Level 5 programmes are more sophisti-
cated than programmes of upper secondary edu-
cation (Level 3) or programmes of post-second-
ary non-tertiary education (Level 4). Admission 
requirements are typically the successful comple-
tion of Level 3a or 3b, or comparable qualifi cations 
at Level 4a. Level 5 programmes have a minimum 
duration of two years. They do not lead directly 
to a doctorate or a comparable advanced research 
qualifi cation (ISCED Level 6).

ISCED Level 5a

Higher education lasts three to fi ve years. Level 5a 
is in most cases completed by the acquirement of 
a degree (Bachelor, Master, Engineer) at a univer-
sity of applied sciences or a university. This level 
includes all research-oriented study programmes 
that are not part of a doctoral programme. The 
content of these programmes has a stronger the-

oretical and scientifi c orientation than the pro-
grammes at Levels 3 and 4. Admission to this lev-
el requires the successful completion of Level 3a 
or 3b or a similar qualifi cation from Level 4a. All 
university degrees are classifi ed at the  tertiary lev-
el in a comparative perspective in terms of type 
of programme, position within the national struc-
ture of degrees or qualifi cations, and overall dura-
tion. Included are consecutive study programmes 
like the American Master’s degree. The entire pe-
riod of study must be at least three years (full-time 
equivalent).

ISCED Level 5b

Qualifi cations at ISCED Level 5b typically en-
tail shorter periods of study than those at Level 5a. 
They are vocationally oriented, focus on practical 
work and are directed towards immediate entry in-
to the  labour market. Nevertheless there is some 
theoretical foundation. The degree awarded is rel-
evant for the  labour market. Direct access to the 
 ↑ research programmes at ISCED Level 6 is not 
possible. Admission requirements for Level 5b are 
the completion of ISCED Level 3b or 4a in a spe-
cifi c discipline in combination with a vocational 
qualifi cation.

Second Stage of  Tertiary Education (leading 
directly to an advanced research qualifi cation) 
(ISCED Level 6)

This level is reserved for post-graduate studies tha 
directly lead to an advanced research qualifi cation 
like the Ph.D. These programmes therefore focus 
on further studies and original research and not 
just on the attendance at advanced courses.

1.0.3 Determination of Consistency and 
Continuity of TVET Research 
through the Development of National 
TVET Systems

The national development paths of TVET systems 
are embedded into the respective historical proc-
esses. The fi eld of TVET research relates to the 
relevant domains of the TVET systems in ques-
tion. In the course of historical development the 
 ↑ research fi eld is continuously extended. The peri-
od covered may be only three decades (as in  ↑ Aus-



Genesis of TVET Research 27

tralia) or last more than a century (as in Germany 
and the  ↑ USA).
In Germany Georg  Kerschensteiner already in 
1901 presented a  ↑ comparative study of the TVET 
systems of Bavaria’s neighbour states in order to 
collect information for the further development 
of the technical  ↑ school system in Munich ( KER-
SCHENSTEINER 1901a). This way he established a 
(comparative) research whose major epistemic in-
terest was the development of the domestic sys-
tem on the basis of understanding “alien” TVET 
systems as an important department of TVET re-
search. In the  ↑ USA the scientifi c investigation of 
TVET also started at the turn form the 19th to the 
20th century when the fi rst schools and depart-
ments of education, whose primary mission was 
the education of teachers, were established at col-
leges and universities.
On the other hand the example of  ↑ France shows 
that the “disesteem” of TVET, together with the 
dominant supply of qualifi cations for the  ↑ labour 
market through the system of general education 
(including university education, naturally led to 
the consequence that an autonomous TVET sys-
tem and the corresponding research activities did 
not develop as fully as was observed in Germany 
and the Netherlands. 
In all studies included here the monitoring and 
support of the development of the national TVET 
system is identifi ed as the major reason for the gen-
esis of TVET research. What is crucial for the pos-
itive reception by policy-makers and thus for the 
promotion of the continuity of this constellation is 
the expected positive contributions of a developed 
TVET system for the economic development and 
for the welfare of a country. Moreover, the integra-
tive capacity of the TVET system with regard to 
socially  ↑ disadvantaged and marginalised groups 
is emphasised.
The systematic and comparative view across na-
tional boundaries, i.e. comparative TVET re-
search, on the other hand, is chosen as a focal point 
only in the studies on  ↑ China, Germany,  France 
and  ↑ Japan. Comparative TVET research is dis-
tinct from international TVET research in that the 
latter in most cases only accidentally extends be-
yond the national boundaries and in that the sys-
tematic comparison is not given priority.

A further aspect of the founding periods in Ger-
many and the  USA is typical of the worldwide 
tradition of TVET research. The early research-
ers were neither TVET researchers nor vocation-
al pedagogues. They were educational researchers 
in a wider sense and, in terms of scientifi c disci-
pline, predominantly “pure” social scientists (psy-
chologists, sociologists, political scientists) or ped-
agogues and philosophers, like John  Dewey and 
Georg  Kerschensteiner.
Germany has a special position in the develop-
ment of TVET research because since the aca-
demic drift (relating to the education at universi-
ties) of the teacher education for the TVET sys-
tem a recruitment of graduates for academic ca-
reers and thus for careers in TVET research has 
become usual. This situation led to the effect that 
in Germany, unlike most other countries, a scien-
tifi c discipline of its own called “ ↑ vocational ped-
agogy” could emerge, which in the beginning was 
present only in those places where TVET teachers 
were educated at universities ( LIPSMEIER 1972). In 
the  USA the research in TVET also has a long tra-
dition, but in the context of teacher education in 
general and thus in the context of research in edu-
cation. TVET research in the  USA can be traced 
back to the second half of the 19th century. Since 
then it has remained vital especially with the help 
of federal funding programmes and less in vir-
tue of the results of an independent research dis-
cipline.
This situation, which is quite common, also leads 
to the consequence that there is a lack of qualifi ed 
young researchers in TVET research. In ↑ Austral-
ia this situation is currently being reviewed criti-
cally and support for researchers is advocated as 
it can be predicted that the present generation is 
“greying” and that young researchers in  ↑ educa-
tional research rather specalise in one fi eld and are 
less inclined towards the multidisciplinary domain 
of TVET research, which involves many societal 
spheres.
Is it possible to overcome these problems by con-
stituting an independent scientifi c discipline TVET 
research on the basis of a monolithic paradigm and 
a homogeneous methodological concept? The es-
tablishment of TVET research as a ‘monopolist’ in 
the domain of TVET can be justifi ed neither from 
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the perspective of the philosophy of science nor by 
considerations of research practice. Other social 
sciences and  ↑ humanities like sociology, psychol-
ogy, economics, law or philosophy, but also nat-
ural sciences and engineering have just as well a 
research interest in TVET and its contexts in cul-
ture, society, economy and technology. Their self-
concepts will continue to be defi ned via  ↑ research 
objects and the epistemic interest. What is crucial 
for the attribution of a  research object to TVET 
research is the pedagogical research interest as it 
is explained in the defi nition of TVET research 
(see the following section) that is used here. In that 
sense pedagogical TVET research has a guiding 
function, for it is this pedagogical approach that 
integrates and concentrates the divergent interests 
of researchers from a multitude of different disci-
plines.

1.0.4 TVET Research as Multi- and 
 Interdisciplinary Research: Epistemic 
Interest,  Research Fields and 
 Research Methods

Research in TVET has a multi- or  ↑ interdiscipli-
nary structure and extends beyond the original 
core, systems research, which mostly accompanies 
the development of national TVET systems and 
works out a philosophical classifi cation and justi-
fi cation of vocational education, as well as beyond 
methodological teaching research (teaching and 
learning research), which is important for the pro-
fessional work of teachers at  ↑ vocational schools.
TVET research nowadays is concerned with phe-
nomena of education and training that are direct-
ly or indirectly related to occupations, to the ac-
quisition of (vocational) qualifi cations, and to (pro-
fessional) work activities. It investigates the con-
ditions, processes and consequences of the acqui-
sition of these professional and general qualifi ca-
tions in the context of cultural, social, political, 
historical and economic conditions, e. g. person-
al and social attitudes and orientations that appear 
relevant for the  ↑ performance of (professionally) 
organised  ↑ work processes in initial and contin-
uing training (including  ↑ informal learning). The 
systems of vocational education have to be situated 
and viewed in the context of the entire education 

system ( ACHTENHAGEN 1999; DFG 1990;  LAUTER-
BACH 2003b). 
This extensive defi nition of TVET research in-
cludes the various national  ↑ research fi elds. These 
in turn are retrospective when they concentrate on 
the historical development of vocational educa-
tion, up-to-date when the philosophy of the TVET 
system in question, its curricular structure or its 
quality in relation to the current challenges are in-
vestigated, or prospective when the contribution of 
a specifi c TVET system to the fulfi lment of the ex-
pected future qualifi cation needs is assessed. It is 
the societal and economic contexts that deliver the 
 ↑ research questions for  ↑ qualifi cation research, 
 ↑ labour market research or  ↑ transition research 
(this sub-discipline is concerned with the transi-
tion – very often of particular social groups – from 
general to vocational education and from there to 
 ↑ further education or professional work). 
TVET research as practice-oriented research sup-
plies the public, the stakeholders involved, TVET 
planners and administrators as well as policy-mak-
ers with categorial interpretation schemes for the 
 ↑ structuration of reality. This way TVET research 
helps to prepare solutions for future reforms. The 
defi nition of practical research objectives is close-
ly connected to the controversial question to what 
extent TVET research actually can make a con-
tribution to the improvement of the TVET system 
and offer solutions for the planning of practical ac-
tions. This functionalist paradigm of “change for 
the better” has been a constitutive and dominant 
part of theories from the beginning to this day. It is 
this very functionalism that demonstrates the close 
interrelationship between the current research top-
ics and the political circumstances. At present, for 
instance, the quality of TVET in relation to the na-
tional TVET system or the autonomy of training 
institutions are in focus.
“The particular […] question raised is: how does the 
structure of a society, and in particular that of its schools, 
which can be conceptualized as systems, contribute to 
the viability of that society, its survival and ↑  effi ciency: 
in other words, what link is there between structure and 
function?” ( HALLS 1990, 36).

The  ↑ research design of the studies is based on 
fundamental theories and paradigms that refer 
to specifi c concepts in the philosophy of science, 
e. g. positivism, evolutionary theories, the func-
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tion of experiments in social research, induction 
theory, world systems theory etc. ( LAUTERBACH 
2003b, 125 ff.). As TVET research, being an in-
tegrative discipline, discusses and adapts theories 
from the  ↑ humanities as well as the social sciences, 
the discourse (regarding theories, methods and re-
search topics) that is present in the corresponding 
disciplines will sooner or later take place in TVET 
research, too. Whereas up to the 1980s there were 
fi erce fundamental arguments between different 
scientifi c schools, the war of paradigms has since 
then been replaced more and more by a communi-
ty of scientists who no longer concentrate on these 
disputes, but use their research capacities to real-
ise scientifi c products. Husén summarised with re-
gard to the ‘realistic turn’ that the single denomi-
nations are not capable of answering ‘all’ questions 
and that their results are prone to sustain confl icts 
and to communicate an inadequate world-view 
(HUSÉN 1988).
As regards the  ↑ research fi eld of TVET systems, 
two approaches can be distinguished. In the fi rst 
one the TVET system is perceived and analysed 
as a closed social system. The second theoretical 
model situates the TVET system in the context of 
social forces. By means of an  ↑ interdisciplinary 
 ↑ research approach the social, political and eco-
nomic functions that society assigns to the TVET 
system are examined (cf. KAZAMIAS/ SCHWARTZ 
1977, 159 ff.).
The practice of research is dominated by projects 
that follow a pragmatic realism and look into sin-
gle aspects of the national TVET system without 
calling the latter into question. These projects are 
in most cases commissioned by public bodies. The 
paradigms that defi ne the topics of these research 
activities develop further or are linked to specif-
ic phases. Current research projects – besides the 
comprehensive approaches of the  ↑ UNESCO – re-
fer, for instance, to the  ↑ mobility of citizens in the 
European Union with regard to  ↑ labour markets 
and national TVET systems. Theories determine 
the  ↑ research questions, which is exemplifi ed in 
the EU by the replacement of the theory of conver-
gence of national TVET systems with the theory of 
transparency of national systems. These theories 
are in most cases the extracts of research projects 

that were taken up by politics and led to a change 
of strategy.
This proximity to society and politics generates 
different paradigms for the national styles of TVET 
research. Whilst in  ↑ Australia a major  ↑ research 
problem is more oriented towards the  ↑ econom-
ics of education, like “important questions around 
the return on investment to enterprises from train-
ing”, in Germany or  ↑ France there are, besides 
many functionalist empirical studies, fundamen-
tal  research approaches that look into the parity of 
esteem of TVET in comparison to general educa-
tion at the systems level or into equality of oppor-
tunities (socio-economic status, gender) at the in-
dividual level. This also includes research activi-
ties that build upon a humanistic instead of a func-
tionalist paradigm. These investigate the societal 
issue of  ↑ work process oriented “skilled work”, 
which is supposed to lead to the identifi cation of 
the skilled worker with his work, under many as-
pects which are also practically relevant, includ-
ing the context of the  ↑ European Qualifi cations 
Framework. TVET research in the  ↑ USA also is 
not confi ned to the functionalist research most-
ly commissioned by the federal government (de-
partment of labour, department of education). Re-
search also examines the relationship between so-
ciety and the TVET system as in the case of a pri-
ority programme on the dissemination of vocation-
alism, which “strengthened the fi eld and helped to 
make it respected among other educators, business, 
industry and the general public”. In  France, funda-
mental  research questions like “socio-professional 
integration of young adults has developed consid-
erably” are addressed as well. These are standing 
in the tradition of French sociology of education.
In the context of  ↑ internationalisation ( ↑ OECD, 
 ↑ ILO,  UNESCO) and the development of the Eu-
ropean Union  research questions that relate to 
these wider geographical and political areas gain 
relevance besides the national aspects. Here it is 
not only the  research questions, which, as in the 
EU, start from the  mobility principle of the Euro-
pean treaties and cover various aspects like qual-
ity, competences, mutual recognition, the  Euro-
pean Qualifi cations Framework etc., but also the 
fi nancial support of projects that more and more 
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suggests itself as an alternative to national fund-
ing schemes.
In the EU diverse national  ↑ research traditions and 
developmental stages of TVET research encoun-
ter each other. The European Centre for the Devel-
opment of Vocational Training (Centre européen 
pour le developpement de la formation profes-
sionnelle,  ↑ CEDEFOP) in Thessaloniki, Greece 
(http://www.cedefop.europa.eu/), being the in-
stitution of the European Commission that initi-
ates and coordinates “European” TVET research, 
documents these national traditions in its Europe-
an Reports on Vocational  ↑ Training Research in 
Europe ( TESSARING 1998c;  DESCY/ TESSARING 2001; 
 DESCY/ TESSARING 2005), which are published since 
1998. The reports attempt to link these traditions 
to research aspects that are relevant for the EU and 
thus promote the establishment of a common basis 
for a European approach in TVET research. The 
fi rst report Training for a changing society wit-
nesses to the fact that fundamental systemic  ↑ re-
search questions were the starting point in this 
context, too. In the meantime special problems are 
addressed: Training and learning for competence 
(second report), Evaluation and impact of educa-
tion and training (third report) and Modernising of 
vocational education and training (fourth report). 
Currently the fi fth report is being prepared, which 
will feature a Foresight study on themes and is-
sues. Since TVET has gained considerable impor-
tance in EU politics in the context of the  ↑ mobility 
principle (with regard to the  ↑ labour market, initial 
and continuing training,  ↑ informal learning,  ↑ life-
long learning etc.) and the objectives of the  ↑ Lis-
bon declaration (2000), a multitude of projects 
in TVET research is directly commissioned by 
the Commission or by ↑ CEDEFOP. Research ac-
tivites relating to the monitoring of the develop-
ment of national TVET systems in the context of 
 ↑ TVET cooperation are pursued by the  ↑ ETF (Eu-
ropean Training Foundation, Torino, Italy) (http://
www.etf.europa.eu/), an EU institution, within the 
framework of cooperation with East European, 
Asian and Mediterranean countries by its own re-
search and particularly by project contracts. Euro-
pean collaborative research activities are also pos-
sible within the framework of the EU’s  ↑ Leonar-

do da Vinci programme and its current  Lifelong 
Learning Programme phase from 2007 to 2013.
European TVET research is also stimulated by the 
Seventh Research Framework Programme of the 
EU (http://cordis.europa.eu/fp7/dc/index.cfm) and 
by the support of scientifi c networks in the context 
of COST (European Cooperation in the fi eld of Sci-
entifi c and Technical Research) (http://www.cost.
esf.org/), an organisation of the European Science 
Foundation (ESF) (http://www.esf.org). These two 
initiatives refer to the entire range of research from 
technology to social research, but can be used by 
TVET research. Unlike the EU’s afore-mentioned 
commissioned research, where many parameters 
like  ↑ research fi eld, epistemic interest and meth-
ods are often already fi xed in the call for tenders, 
“independent” TVET research with its own project 
ideas that reach beyond the functionalist frame-
work is given opportunities for realisation here.
The extension of the  research fi eld in TVET re-
search leads to the question of the dominant  ↑ re-
search methods. Here a certain pluralism can be 
found, too. Whereas in the beginning there was 
a dominance of hermeneutical methods all over 
the world – suffi ce it to mention John  Dewey ( ED-
MAN 1955;  KONRAD 1998) – nowadays quantitative 
methods of the social sciences prevail. The choice 
of methods is the expression of a particular devel-
opmental level, a particular epoch of TVET re-
search, and it directly corresponds to the research 
themes and thus to the type of studies. With the 
turn towards pragmatic realism since the 1980s the 
idea of ‘the one and only correct’  research method 
was also abandoned. Whilst in a total analysis of a 
TVET system mostly qualitative methods are used, 
quantitative methods are clearly preferred when a 
problem approach is at stake. 
Moreover, one has to distinguish between studies 
that focus on one country and studies that address 
a topic or national systems in a comparative per-
spective. The complexity of the fi eld of TVET re-
search and the structural impossibility to defi ne 
it more precisely also have the consequence that 
methodological approaches are diffi cult to develop 
and that their implementation in research practice 
is quite complex. One can refer to the still miss-
ing international large scale assessments in TVET, 
which could not be realised so far for this reason. It 
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is also for this reason that comparative evaluative 
and categorising total analyses of national TVET 
systems, which were popular up to the 1990s, are 
hardly ever conducted nowadays. A widespread 
type of research are case studies, which investigate 
various national phenomena on the basis of a clear-
ly defi ned  research fi eld and epistemic interest and 
juxtapose the results. 
Here the cooperation of different researchers from 
various countries turns out to be particularly fruit-
ful for the results. For the purpose of describing 
and analysing the state of development or the cur-
rent state of a national TVET system, the Europe-
an situation or any other geographical space, in-
dicator-based educational reporting (mostly in the 
context of the entire national system of education) 
is becoming more and more important. Suffi ce it 
to mention the Conditions of Education ( ↑ USA) 
or Bildung in Deutschland. A valuable tool is the 
compilation of national data by Eurostat (http://
epp.eurostat.ec.europa.eu/) and Eurydice (http://
www.eurydice.org/), which has improved consid-
erably over the last few years. The European Re-
search Reports by  ↑ CEDEFOP that were already 
mentioned allow for a quick overview of the va-
riety of  ↑ research methods used and the types of 
studies.

1.0.5 Who are the Customers and Who 
Carries out TVET Research?

This leads to the task for the agents who use the re-
sults of TVET research to prepare governance de-
cisions, to evaluate their effects or to optimise vo-
cational qualifi cation processes. Besides the dom-
inant state institutions one has to name above all 
the social partners (employer associations and 
trade unions). Therefore the national, supranation-
al and international agents who are commissioning 
research projects can be found almost exclusively 
in the relevant institutions (like ministries of edu-
cation, ministries of labour, ministries of science, 
European Commission etc.). 
The tenderers are diversifi ed with regard to TVET 
researchers and institutions. As already explained 
there are, besides “original” TVET researchers, 
scientists from the most various disciplines. This 
statement also applies to the institutions carrying 
out TVET research. Besides classical university 

institutes there are independent research institu-
tions and private consultants. 
An intermediate position is assumed by institutes 
that are run or funded by the state like the Fed-
eral Institute for Vocational Education and Train-
ing/BIBB (Germany), the  ↑ National Centre for 
Vocational Education Research/NCVER ( ↑ Aus-
tralia), the Centre d’études et de recherche sur les 
qualifi cations/Céreq ( ↑ France), the Qualifi cations 
and Curriculum Authority/QCA in England or the 
 ↑ National Center for Research in Vocational Edu-
cation/NCRVE or, respectively, the National Re-
search and Dissemination Centers for  ↑ Career 
and Technical Education/NCCTE ( USA) etc. Be-
sides proper research they also contract research 
projects and carry out research coordination (at the 
mandate of the state executive) as well as docu-
mentation and  ↑ reporting on TVET and TVET re-
search. Similar tasks are fulfi lled by EU institu-
tions like  CEDEFOP and  ↑ ETF. 
An important part for the internal discourse and 
the external dissemination, and thus for the consti-
tution of the discipline, is played by the scientifi c 
associations of TVET research. These have a long 
tradition in the  USA ( ↑ American Vocational Edu-
cation Research Association) and Germany (Deut-
sche Gesellschaft für Erziehungswissenschaft, 
DGfE). At the European level it is the European 
Educational Research Association (EERA). Like 
the DGfE in Germany the EERA is an umbrella 
organisation of researchers with different themat-
ic and methodological orientations. Both organi-
sations feature a commission, or, respectively, a 
working group for TVET research. Given their di-
versity, TVET researchers are also represented in 
other national and international scientifi c associa-
tions, especially in those of sociology, psycholo-
gy and political science, but always among general 
pedagogues as independent associations or com-
missions for TVET research still do not exist in 
many countries. 

1.0.6 Results and Perspectives

TVET research has a history that cannot be de-
scribed as a closed development, given that the 
categorisation in one single discipline like educa-
tion, sociology, psychology etc. is hardly ever pos-
sible. This constellation is typical. It also shows 
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that TVET research is often inter- or multidisci-
plinary due to its complexity, and that – apart from 
research in established university institutes and re-
search centres – a multitude of agents is (often only 
temporarily) active in this domain so that an over-
view of their research activities is almost impos-
sible.
Moreover, TVET research is often application-ori-
ented and funded via projects. Accordingly this 
type of research is also attractive for consulting 
fi rms and private consultants. This diversity is also 
an effect of the proximity of TVET to the economy, 
the  ↑ labour market and thus to politics. Education 
and TVET are in the focus at the national, suprana-
tional (EU) and international levels ( ↑ UNESCO, 
 ↑ OECD) because it is hoped that their develop-
ment will improve the qualifi cation of the popu-
lation and promote economic welfare. In order to 
fi nd out more about these processes, manifold re-
search activities are conducted. This policy-driven 
research is supported by interested political insti-
tutions with increasing fi nancial means from the 
public budgets. At the moment this is done espe-
cially in the EU also with long-term funding per-
spectives. The agents within this scheme of com-
missioned research are quite different in terms of 
motivation and status. It might well be that “se-
rious” sociologists, psychologists, economists etc. 
who are recognised in their own scientifi c com-
munity occasionally perform studies in TVET re-
search.Sustainable perspectives with regard to the 
development and cultivation of paradigms, theo-
ries and methods in TVET research can be devel-
oped rather at university institutes whose primary 
mission is the edcuation of teachers for the TVET 
system, and at research institutes whose statutes 
prescribe that TVET is (also) addressed. Besides 
these it is especially the national and international 
scientifi c associations and the congresses they or-
ganise that can contribute to the constitution and 
consolidation of a recognised discipline TVET re-
search via internal and external discourse. The 
continuity of this discipline is particularly depend-
ent on the development of human resources. Up 
to now this took place rather by chance in most 
countries. Very often researchers came from one 
of the other social sciences. If no undergraduate 
programme is offered, the specialised education of 

young researchers as experts for the TVET system 
should therefore be promoted. As was shown here, 
the national, supranational and international con-
ditions for the project of consolidating TVET re-
search are particularly favourable at the moment.

1.1 Genesis of  VET Research: 
Case Study of  Australia

Philip  Loveder and Hugh  Guthrie

This chapter describes the genesis and develop-
ment of research in Vocational Education and 
Training (VET) in  ↑ Australia over the last thir-
ty years from the mid 1970s through to the mid 
2000s, a period of signifi cant and dynamic change 
in the vocational training landscape of this coun-
try. It traces the origins of research from the water-
shed Kangan Committee report of 1974 through to 
the present national program of research and eval-
uation. Finally, there is a discussion on the future 
of  ↑ VET research in  Australia that identifi es some 
challenges facing research in the system.

1.1.1 Origins of  VET Research in 
 Australia: The Period from 1974–
1984

 ↑ Research in VET began, as with so many things 
in vocational education and training in  Australia, 
with the Kangan Committee report of 1974. The 
committee was established by the Whitlam Fed-
eral Government in 1973 to provide advice to the 
then Minister of Education, Mr  Kim Beazley (Sen-
ior) on matters related to the development of  ↑ tech-
nical and further education in  Australia. It was 
chaired by Myer Kangan, the Deputy Secretary 
of the Australian Department of Labour and a re-
nowned educator.
With the exception of  ↑ curriculum development 
research, itself hampered by limited funding, lit-
tle research into vocational education and train-
ing was being done in 1974 in  Australia. Some oc-
curred in State/Territory education departments, 
but the results of most of that research were not 
published.
National research, conducted primarily in the 
higher education sector, did sometimes have rel-


