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Executive Summary
The seminar on Technical and Vocational Education and Training “From School to
Work: Contemporary Regional Experiences” was convened by the National Institute for
Educational Policy Research (NIER) of Japan from 23 – 30 January 2007 in Tokyo.
This seminar was co-organised with the UNESCO-UNEVOC International Centre for
Technical and Vocational Education and Training (UNESCO-UNEVOC), involving
members of the Centre’s international network of TVET institutions – the so-called
UNEVOC Network. The meeting focussed primarily on TVET as a means to preparing
school leavers for the world of work and on policies and strategies supporting young
people through the actual transition process.
In line with mandates of NIER and UNESCO-UNEVOC to provide platforms for an
international exchange of information and good practice, the seminar served to increase
the understanding of contemporary regional experiences of transition to work issues in
the Asia-Pacific region. It was attended by thirteen representatives of UNEVOC
Network member institutions (UNEVOC Centres) from the Asia-Pacific region:
Bangladesh, Cambodia, The People’s Republic of China, Indonesia, Japan, Lao PDR,
Malaysia, Mongolia, Nepal, Republic of Korea, Sri Lanka, Thailand and Vietnam. In
addition, NIER had invited two resource persons to give presentations on key issues
related to school- to-work in Australia and in the Pacific Island States.
Several country case studies on school-to-work transition were presented, different
approaches and strategies were discussed, and common concerns and issues related to
school- to-work transition were identified during the seminar. Based on these key issues
and as an outcome of intensive group work, the participants formulated a set of
recommendations for a regional strategy on the improvement of TVET.
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Chapter 1: Introduction
1.1 Background
The assimilation of youth and young adults into the world of work has become an
important policy issue for the majority of countries. Worldwide, changes in the nature
of work and employment have weakened the prospects of long-term and secure jobs,
even for the most educated young people. A high level of youth unemployment has
become a global phenomenon, but it is especially prominent in the Asia-Pacific region. 1
This region is home to over 45 percent of the world’s young people without work (in
2005, 39.2 million young people were unemployed). Young people are three times more
likely to be unemployed than adults, especially young women are affected. 2
In past generations the options facing young people finishing their schooling were
narrow and clear cut. These days, particularly in the developed world, transitions from
full time education to full time work are no longer simple. A variety of post-secondary
educational options, either within TVET (Technical and Vocational Education and
Training) or higher education, and flexible part-time work form the basis of what may
be quite a sustained period of transition for many young people.
School-to-work transition is a broad term, and gained currency during the 1990’s with a
widespread renewed emphasis on labour market and educational reforms. The term
covers areas such as:
•

preparing school leavers for the world of work;

•

supporting young people through the actual transition process; and

•

strategies to increase labour market outcomes in initial employment
opportunities.

In the growing recognition of the transition, particularly in the Asia-Pacific region,
NIER has decided to organise a regional seminar in collaboration with the UNESCO
International Centre for Technical and Vocational Education and Training (UNESCOUNEVOC). The seminar focussed primarily on the first two stages of the abovementioned areas, in line with the educational mandate of the two organisations.
A number of issues come into play, and were explored throughout the seminar. As well
as obvious structural requirements such as a healthy economy and labour market,
appropriate policies and strategies which support young people in the transition from
school to working life have an important role. These may include effective guidance and
information systems, flexible pathways between school and further study and work,

1
2

The transition of youth from school to work: Issues and policies. UNESCO-IIEP, 2000
ILO Facts on Youth Employment, 14th Asian Regional Meeting, 2006
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support processes for young people, and special assistance for young people with
special needs.
The Organisation for Economic Cooperation and Development (OECD) undertook an
extensive study of school- to-work transition across a number of OECD countries
between 1996 and 1999, supplemented by meetings and seminars, and published the
results in a number of country reports and thematic reviews. The body of work
produced by the OECD describes the general context of youth transitions and sets out
key policy concerns and prospects particularly relevant to developed countries. It also
identified six key features of effective transition systems: a healthy economy, well
organised education and training pathways, widespread opportunities to combine
workplace experience with education, tightly knit safety nets for those at risk, good
information and guidance, and effective institutions and processes. 3
For countries in transition, and for developing countries, the issue of school to work
transition has received much less attention, even though these societies experience the
strongest growth in the youth cohort. And for many young people in developing
countries, the transition from school to work comes at a relatively early age. The
experiences relevant to developing countries and countries in transition in the AsiaPacific region were explored during the seminar.
1.2 Focus and Objectives of the Seminar
This seminar sought to bring together the best current information on school to work
transition in the Asia-Pacific region. It also aimed to build bridges, and to encourage
meaningful dialogue between researchers, policy managers and practitioners in the field,
and through this modality, promote improved policy outcomes in the region. The
seminar topic forms part of the ongoing focus of NIER and UNESCO-UNEVOC on
promoting relevant, quality outcomes from education and training for young people.
This regional seminar aimed to address the following key questions:
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•

How has young people’s transition to work been affected by global trends over
the past decade?

•

Which features of successful transition policies are most important in particular
national settings within the Asia-Pacific region?

•

What lessons can be learned, and replicated, from national and regional
experiences?

“From initial education to working life: making transition work” by M. Durand-Dourand & Richard
Sweet (OECD), in: The transition of youth from school to work: Issues and policies. UNESCO-IIEP,
2000
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The following outcomes were achieved:
•

Increased understanding of contemporary regional experiences of transition to
work issues, with particular reference to the Asia-Pacific region;

•

Increased mutual understanding of the issues from the perspectives of
researchers, policy managers and practitioners;

•

Strengthened base for regional sharing of information and action on the issues;
and;

•

A set of recommendations for a regional strategy on TVET.

1.3 Participants
There were thirteen participants in this seminar from Bangladesh, Cambodia, the
People’s Republic of China, Indonesia, Japan, Lao PDR, Malaysia, Mongolia, Nepal,
Republic of Korea, Sri Lanka, Thailand and Viet Nam. The participants were invited in
their role as representatives of their national UNEVOC Centres. In addition, there were
two resource persons from Australia and Fiji. The UNESCO-UNEVOC International
Centre for Technical and Vocational Education and Training, as the organising partner
of this seminar, was represented by its Director and a Programme Specialist.
Furthermore, a Programme Officer from the UNESCO Regional Bureau for Education
in Asia and the Pacific attended the seminar. NIER staff served as observers and
members of the secretariat. The list of participants is attached as Annex 1.
1.4 Preparatory work by the participants
Participants from each country were requested to prepare short reports on key issues
related to the role of technical and vocational education and training in the facilitation of
school- to-work transition in their countries. The full text of these country reports can be
found in this report in Annex 3.
1.5 Organisation of the seminar
The seminar was organised in a way to ensure maximum participation and interaction
between the participants in order to allow for an exchange of experiences and lessons
learnt with regard to different approaches to school to work transition in the various
countries. The country cases prepared by each participant were presented in roundtablestyle sessions followed by questions and answers. Overarching current trends and
concerns were elaborated upon in a number of key presentations delivered by the
resource persons and experts from UNESCO. Specific questions of relevance to all
countries were examined in several working group sessions. The agenda of the seminar
is in Annex 2.
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Inaugural Session
The session was chaired by Ryo Watanabe, Director, Department for International
Research and Cooperation of NIER. The opening address was given by Shigenori Yano,
Director-General of NIER. He warmly welcomed the participants and expressed his
thanks to the Japanese Ministry of Education, Culture, Sports, Science and Technology
(MEXT) for their continuing support to the work of NIER, and also to UNESCOUNEVOC for the cooperation in the organisation of this seminar. Shigenori Yano
briefly elaborated on the longstanding special role of NIER as a platform that facilitates
dialogue between researchers, policy makers and practitioners on different aspects of
education, not only from within Japan, but also from other countries in the Asia-Pacific
region.
The opening address was followed by the welcoming words of Kenji Seyama,
Secretary-General of the Japanese National Commission for UNESCO, and DirectorGeneral for International Affairs of the MEXT. The topic of school-to-work transition
has recently been recognised as crucial by the Ministry, and an action plan for careeroriented education programmes has been developed. In the light of the growing problem
of youth unemployment in Japan, Kenji Seyama congratulated the organisers on the
timeliness of the seminar, and expressed his appreciation for the efforts of NIER to
broaden the discussion beyond the boarders of Japan by inviting the views and
experiences from other countries in the Asia-Pacific region.
Rupert Maclean, Director of the UNESCO-UNEVOC International Centre for Technical
and Vocational Education and Training, followed Kenji Seyama in congratulating on
the positive impact that NIER had on education in Asia and beyond. He stressed the
importance of TVET in facilitating the transition from school to work and improving
the employability of youth. He made further reference to the significance of relevant
and good quality TVET in achieving the global goals set by broader international
frameworks such as Education for All and the UN Decade for Education for Sustainable
Development.
Election of office bearers
The participants unanimously elected the following as the steering committee for the
seminar:
Chairperson: Annette Gough, Australia
Vice-Chair: Huang Chunlin, China
Rapporteur-General: Epeli Tokai, Fiji
The following participants volunteered as facilitators for the country case roundtables:
Dhruba Dhungel, Nepal
Geethasena Hewa Katupothage, Sri Lanka
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Nordin Mahmud, Malaysia
Bujinlkham Duger, Mongolia
Idris Ali, Bangladesh
Country case roundtables
In these roundtable sessions, each participant had the opportunity not only to present on
issues related to TVET and school- to-work transition in their own country, but also to
engage in discussions with the other participants in the time set aside for questions and
answers.
Key presentations
NIER had invited two resource persons to give presentations on key issues related to
school- to-work in Australia and in the Pacific Island States. In addition, there were
presentations by UNESCO experts on global and regional trends, concerns and
strategies.
Group work
On several occasions the participants split up into smaller groups in order to discuss
more in-depth the following overarching questions and tasks:
•

How has young people’s transition to work been affected by global trends over
the past decade?

•

Which features of successful transition policies are most important to particular
settings?

•

What lessons can be learned from national and regional experiences?

•

Setting up a regional strategy.

Closing session
The seminar outcomes were discussed and synthesised on Monday, 29 January 2007.
Based on this, the report drafting team prepared a draft report, containing the key issues
and general recommendations. The draft report was presented to the participants during
the closing on Tuesday, 30 January 2007. After review and discussion, the report was
adopted by the participants.
The seminar ended with remarks from NIER and UNESCO-UNEVOC, and a vote of
thanks from a representative of the participating countries.
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2.1 Key presentations

“International overview of current issues and concerns regarding TVET”
Rupert Maclean (UNESCO-UNEVOC)
In his introductory presentation, Rupert Maclean, Director of UNESCO-UNEVOC,
gave an overview of current issues and concerns rega rding TVET. He elaborated on the
question “Why is TVET for All so important”, especially in the context of reaching the
goals set in international frameworks such as Education for All, the Millennium
Development Goals, the UN Decade for Education for Sustainable Development and the
UN Literacy Decade. Work is a central feature of most people’s lives, and having access
to decent work and being able to generate a decent income is an important step towards
achieving economic and social development, both for the individual and the society as a
whole. Since about 80 percent of jobs world-wide require technical and vocational skills,
TVET is a direct means for people to acquire these skills and to gain access to
employment. But in order to fully develop the potential of TVET, a number of issues
have to be addressed such as the financing of TVET, training of trainers, harnessing
ICTs and TVET, access to TVET, especially for marginalised groups, and quality and
relevance of TVET, etc. UNESCO, with UNESCO-UNEVOC as its specialised centre,
is working with Member States in addressing these issues, with a special focus on the
needs of developing countries, countries in transition, and those in a post-conflict
situation.

“Pathways and transitions from school to work: Aus tralian experiences”
Annette Gough (Royal Melbourne Institute of Technology)
To build up a highly skilled workforce for achieving economic growth, increasing
international competitiveness and to develop and strengthen Australia’s capacity to
effectively operate in the global knowledge-based economy, Australia has put into place
a number of policies with regard to education and training for the world of work. A
major focus of these policies has been on the creation of flexible pathways between
education, training and paid employment, as well as on the identification of key
employability skills in cooperation with the private sector. Under these policies, several
initiatives were designed to address skill shortages, to encourage young people to stay
in school longer, to acquire employability skills and to gain employment experiences,
and to see vocational education and training and other options as viable post-school
pathways between school and work as well as between school and university. This
presentation examined a range of these initiatives, with a focus on Victoria, and also
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looked in more detail at the Longitudinal Study of Australian Youth (LSAY) which
aims to help understand the transitions between education, training and work through
longitudinal surveys of cohorts of young people.
It can be said that the support structures and initiatives available to learners in Australia
have improved and increased during the past ten years. However, it is clear that the
nature of both students and the workforce keeps changing. Training and education needs
to remain adaptable to these changes, and should become part of the culture of the
workplace as well as an expected outcome of formal schooling as students make the
transition from school to the world of work.

“School to work transitions – Issues and concerns from the Pacific Island States”
Epeli Tokai (University of the South Pacific)
Traditionally secondary education in the Pacific region has been largely academic in
orientation catering only for students who aspire for white-collar jobs or providing
students with skills and understanding for further academic studies at universities. As a
result more and more students are being pushed out of the school system without
acquiring relevant knowledge and skills for paid employment and also for selfsufficiency, self reliance and self-employment. This has contributed significantly to the
high number of unemployment amongst youth and young adults in the Pacific.
Numerous studies reveal that, upon high school graduation, many students who are not
college-bound are neither prepared for nor connected to employment opportunities. The
effective preparation of students for life and work is beginning to receive more attention
now than before. School-to-work transition initiatives offer a promising approach to this
issue and require major school restructuring including the need to build genuine
partnerships between the Ministries of Education, industries, parents and training
institutions. It will also require a major shift in government policies and priorities.
School-to-work programmes provide ways for students to transit successfully into the
economy, either through paid or self employment. This paper highlighted issues and
concerns of Pacific Island governments as they try to put in place mechanisms and
systems to facilitate effective transitions/pathways between school and TVET, school
and the world of work, and between school and life. Lessons learned from the Palau and
Fiji case studies on school to work transitions and the teaching of TVET at secondary
level were also discussed.

“Review of policies and programmes concerning the transition from school to
work”
Astrid Hollander (UNESCO-UNEVOC)
This presentation examined to what extent, and under which conditions TVET can be
considered as an adequate instrument of school-to-work transition, and which policies
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work best in a given context. A number of main issues that transition policies are
addressing such as youth at risk, youth training schemes, training for the informal sector,
and creating links and partnerships with several stakeholders, especially from the world
of work, were identified. Typical components of school-to-work strategies include,
amongst others, the vocationalisation of education, targeted training schemes, provision
of subsidies, improved information systems, career guidance and counselling, and
reforms of the certification system. The success of many of these strategies often
depends on the availability of human and financial resources, political commitment, and
the flexibility of the education systems in place. It was stressed that while each of these
strategies can contribute to school- to-work transition, an approach that integrates a
variety of interventions that go beyond education and training strategies is more likely
to be successful. Furthermore, it has to be borne in mind that even relevant and high
quality TVET can only have a limited effect in a situation where economies and, as a
consequence, employment opportunities are stagnating and interventions at a
macroeconomic level are required.

“From school to work: A multi-stakeholder approach to youth employment”
Lay Cheng Tan (UNESCO Bangkok )
The increase in global youth unemployment is a major concern for Asia-Pacific
countries. The issues related to youth unemployment in general, and school to work
transition in particular, are multi-sectoral, cutting across many levels, and involve a
variety of stakeholders. UNESCO Bangkok is working with many partners to bridge the
thin divide between the world of learning and the world of work and to enhance
linkages between education and work. There is no one-size- fits-all solution. Features of
successful transition policies are manifold, including holistic and flexible approaches to
address the issues. Linkages with different stakeholders can help to enhance job
prospects for students.
At a brainstorming meeting held in November 2006 in Bangkok with participants
representing international organisations, Ministries of Education, Ministries of Labour,
industries and youth groups, the following key issues for youth unemployment were
identified:
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•

Mismatch of qualifications with employers’ needs

•

Lack of labour market information

•

Lack of proper career guidance and information

•

Lack of exposure of students to the real world of work

•

Lack of soft skills

•

Economic issues
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Within the scope of their possibilities, the participants committed themselves to address
some of these issues, for example by working on the advancement of national
qualifications framework, the development of quality assurance systems, the
identification of skills needs and demands, and the provision of career information and
guidance.
The outcomes of the meeting were meant to pave the way for the formulation of a
longer-term strategic plan for activities, involving and coordinating the various sectors
and stakeholders.

Additional presentations
There were additional presentations by UNESCO on the specific TVET related work
programmes of UNESCO-UNEVOC and UNESCO Bangkok. Furthermore, UNESCOUNEVOC presented the multi- media campaign kit “Learning and Working: Motivating
for Skills Development”. And Dhruba Dhungel (Nepal) made a presentation on
effective learning and sustainable development.

2.2 Country reports
During the first two days of the seminar, time was given to each participant to give a
presentation of concerns and issues related to school-to-work transition in their
countries. The full text papers of these presentations can be found in Annex 3. Even
though there are different approaches to facilitating school-to-work transition, and
different challenges to be overcome depending on the local context, throughout all
presentations a series of common themes and challenges could be identified.
The status of TVET
In many countries, the status of TVET is low in comparison to academic oriented
education and suffers from a lack of social recognition. It is often considered as a
“second class education” and a last resort for those students who have difficulties in the
academic subjects. As a consequence, the role of TVET as an important vehicle to
facilitate transition to the world of work and as a contribution to reduce unemployment
is often not recognised or underestimated. There is thus a need to create a positive
image of TVET and to stress its importance in order to attract not only students, but also
investment from the government and the private sector.
School-to-work policies
For TVET to become an effective tool to facilitate transition, clear strategies and
policies need to be put in place and supported at a high political level to ensure a
consolidated approach by all stakeholders involved. In many countries, these policies
are already in place, but their implementation is lagging behind.
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The role of TVET instructors
It is often the teachers and trainers who are the “real” change agents when it comes to
educational reforms, as they are the ones who most directly deal with the clientele, i.e.
the students. They are also the ones who in the end have to put into practice the policies
that are decided at a higher level. School-to-work transition strategies and programmes
can only be successful, if teachers and instructors are motivated and well qualified, and
in touch both with the current demands of the local labour market and the needs and
abilities of their students. To attract motivated and qualified TVET teachers and
instructors, adequate remuneration and career prospects should be offered. Regular inservice training is necessary to keep their knowledge about new technologies and work
processes up-to-date.
Qualifications frameworks
Certificates and certification play an important role with regard to the transition process,
as they make the qualifications of a job candidate visible for the employer. In a situation
of a great diversity in TVET provision and a resulting variety of certifications, it is
difficult for an employer to asses the real “value” of the certificates presented by a job
applicant. National Qualification Frameworks can be an effective way to organise a
recognised certification system which increases the transparency of qualifications and
the visibility of skills for the employers. Furthermore, nationally and regionally
recognised qualifications provide the job seekers with greater flexibility and mobility,
even across boarders.
Creating partnerships with the world of work
Whether TVET has the potential to function as an effective pathway to employment
depends very much on the quality and the relevance of the content that is taught and the
skills that are trained. Several of the country reports reflect a lack of relevance and
mismatch between the supply of TVET and the demand of the labour market, with the
result that employers are dissatisfied with the skills level of the graduate TVET students
that come to apply for jobs. One very effective way to ensure the relevance of the
content is to involve the stakeholders from the world of work both at policy as well as at
implementation level. In many countries, this partnership is still lacking and a
consultation framework that brings together government, employers and the community
and that defines the rights and responsibilities of each partner has yet to be developed.
At the implementation level of transition strategies, participants considered it as
especially important to create links between schools and the private sector in order to
facilitate work experience programmes for TVET students, such as internships and onthe-job training opportunities, which so far do not exist in sufficient numbers.
Access and pathways
Youth, including those from marginalised and disadvantaged backgrounds, should have
ample opportunities to select and to be trained in their area of interest. Since training is
not always affordable to everybody, students should be given the opportunity to earn
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income during the training. This could be linked up with work experience schemes,
which would also help students acquire skills that are relevant to a future workplace.
TVET should not be a “one-way-street” for students but should open up to several
options for employment and/or further learning. There is a need for flexible pathways
which encourage lifelong learning and which enable vertical and horizontal mobility
between different types and levels of education and training, and employment.
Career guidance and counselling
Good information and guidance become increasingly important as the education and
employment choices that young people face are changing and becoming more complex.
In many countries of the Asia-Pacific region, there are no comprehensive guidance and
counselling services available. Also, reliable labour market information systems are
lacking which are a pre-requisite for adequate matching between job searchers and
available vacancies.
Economic development
While TVET is considered as an important path towards emplo yment, it is very clear
that in a situation of stagnating or low economic growth and development, the creation
of employment opportunities is beyond the scope of TVET. The lack of employment
opportunities remains a challenge, even if the TVET provided is of good quality and
relevance.
Local issues
Many Asian and Pacific countries are the home to very diverse population groups which
often speak different languages. Education and training often take place in one or two
official languages, not taking into account those learners who do not have sufficient
skills in these languages. In this respect, a need for TVET teaching and learning
materials in local languages was noted.
Other issues
It was noted that the real indicator for the quality of TVET would be the employment
outcomes of TVET graduates.

2.3 Group Work
On Days 3 and 4, the participants split up into two working groups to discuss more
intensively the following questions:
•

How has young people’s transition been affected by global trends over the past
decade?
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•

Which features of successful transition policies are most important in particular
national settings?

•

What lessons can be learned from national and regional experiences?

In a last session of group work, the participants were asked to set up recommendations
for a regional TVET strategy. These recommendations can be found in the following
chapter on “Conclusions and Recommendations”.

How has young people’s transition been affected by global trends over the past
decade?
The transition from school to work is no longer a matter of simply acquiring the
technical and vocational skills for a specific occupational field. As the world of work
becomes more complex and more changeable under the influence of global trends,
training and education for the world of work has to adapt accordingly. In order to be
able to provide learners and trainees with adequate TVET, policy makers and
practitioners need to be aware of what these global trends are and what repercussions
they will have on the world of work and consequently on TVET.
During this group work and the following discussion on the outcomes, a number of
global trends were identified:
•

Changes in the economy and the labour market
o Shift from focus on agriculture and manufacturing towards the service
sector
o Globalisation of the market leads to more competition, both globally and
locally
o Greater mobility of workforce across boarders
o Unstable employment – long-term or even lifelong employment is no
longer guaranteed

•

Introduction of new technologies
o New technology is cha nging manufacturing and production processes
o Changes in occupational profiles and respective skills requirements
o Work processes become more techno logy intensive, and less labour
intensive ? loss of jobs
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o New information technology, microelectronics, internet and e-commerce
are undergoing dramatic changes which also affect the relationship
between manufacturers, suppliers, distributors and consumers
•

Demographic factors
o Increasingly young populations ? age structure of the population and
the relative size of the youth cohort influence the ease of entry into the
labour market
o High migration from rural to urban areas ? increased competition for
employment in urban areas

•

Unsustainable development
o Depletion of resources
o Environmental degradation
o Climate change (affects, for example, employment in the agricultural
sector)
o Pandemics such as HIV/AIDS
o Marginalisation of specific groups in the labour market such as women,
ethnic minorities etc.

Which features of successful transition are the most important in particular
national settings?
In line with the themes and challenges identified throughout the country report, this
group listed a number of features that they would like to see implemented in their
countries to improve the transition process, such as better link to the private sector,
increased relevance and quality of TVET, formalised common qualification systems, etc.
A number of examples of successful initiatives were given from some of the countries
represented in this group:
•

Access and pathways
o Free provision of vocational education, including free boarding for
students from rural and remote areas, to facilitate access for all
(Mongolia)
o Flexible TVET system with multi entry and exit opportunities
(Cambodia)
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o Establishment of provincial training centres to improve access for remote
populations (Cambodia)
o Community-based, short-term mobile trainings for rural populations
(Cambodia)
o Establishment of a separate university for the NVQ qualification holders
to obtain a degree of Bachelor of Technology (Sri Lanka)
o Division of 4-year universities into two branches: Academic/Research
oriented and Vocational Education oriented (Republic of Korea)
•

Frameworks and policies
o Recognised national vocational qualifications framework in place (Sri
Lanka)
o Long-term national plan and national policy to develop TVET in place
(Cambodia)
o Ministry of Education upgraded to deputy prime minister level to
coordinate human resource development issues (Republic of Korea)
o Policy in place to increase the enrolment of vocational students up to 70
percent by 2010 (Thailand)

•

Linkage with the world of work
o Proper arrangements or agreements have been made with industries to
only recruit the graduates of authorised training institutions (Sri Lanka)
o Ministry of Education and Ministry of Labour cooperate in developing a
strategy for greater involvement of the private sector in policy and
implementation of TVET (Mongolia)
o Most TVET institutes have industrial liaison unit (Cambodia)

•

Labour Market information
o Employment promotion fund provides finance for labour market
information service & labour market survey to improve the match
between supply and demand side (Mongolia)
o Skills demand analysis to improve the match between TVET and labour
market demands (Cambodia)
o Incentive policies for graduates to take up unfilled vacancies in remote
areas and in unpopular professions (China)
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o Collection of information on alumni employment rates and career paths
(China, Republic of Korea)
•

Decentralisation
o Decentralised management system including a National Training Board,
Advisory Industry Technical Committee and Provincial Training Board
(Cambodia)
o Decentralisation of implementation of training programmes to different
providers, including private providers such as NGOs, through National
Training Fund and pilot voucher training programme (Cambodia)

•

Vocationalisation
o Pilot project on vocationalisation of higher education (Republic of
Korea)

More detailed information on these examples and the experiences of those countries not
represented in this particular working group can be found in the country reports in
Annex 3.

What lessons can be learned from national and regional experiences?
As reflected in the country reports, the challenges experienced across the region are
often similar and the approaches to find solutions to overcome the challenges often
circle around similar themes. Working on the assumption that what works successfully
in one country might also work in another country, the participants exchanged the
experiences of their different countries to learn from each other. Nevertheless, diverse
national contexts and conditions call for an adaptation of these various approaches to
each country’s specific economic situation and labour market requirements, local
demographic, social and political factors, the set- up of the education system, etc.
The results of this group work provided a basis for further elaboration in the group work
on developing regional TVET strategies, which is reflected in detail in chapter 3 on
“Conclusions and Recommendations”.
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As outlined in the introductory chapter, the objectives of the seminar were
•

to increase the understanding of contemporary regional experiences of transition
to work issues, with particular reference to the Asia-Pacific region;

•

to increase mutual understanding of the issues from the perspectives of
researchers, policy managers and practitioners;

•

to strengthen the base for regional sharing of information and action on the
issues; and;

•

to set recommendations for a regional strategy on TVET.

Supported by the feedback from the participants and by the impressions of the lively
discussions and exchanges of good practice examples and lessons learnt throughout the
seminar, the organisers are confident, that these objectives have been achieved.
It is clear that the issue of addressing youth unemployment by creating better pathways
from school to the world of work has already been recognised as an important task of
the relevant TVET authorities and institutions in most of the countries that participated
in the seminar. Not all countries are at the same level when it comes to the development
and implementation of the necessary policies and programmes, and, as stated above,
there is no “one-size- fits-all” approach that would do justice to the diversity of the
different countries. Nevertheless, the participants at this seminar developed a set of
recommendations and strategies which broadly apply to issues that are relevant to most
of them. These strategies can be found below and can serve as guidance to both the
relevant stakeholders in the respective countries, but also give an orientation to
international organisations with a mandate in TVET and skills development for the
world of work, such as the International Labour Organisation (ILO) and UNESCO.

Issue: International cooperation
The increasing globalisation of labour and education requires countries to be able to
collaborate, cooperate, and communicate with each other to ensure the exchange of
information and parity of qualifications. Such communication can be facilitated through
the involvement of both UNESCO and ILO.
Strategies:
§

UNESCO and ILO should assist countries conduct tracer stud y for job market
analysis both in-country and abroad

§

UNESCO and ILO to facilitate/organise regular conferences on TVET issues
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§

UNESCO and ILO to facilitate dissemination of information between countries

§

UNESCO and ILO to share successful experiences on TVET with countries in the
region

Issue: TVET Institutional Administration
With the growth of TVET institutions many people have moved into administrative
roles without adequate and/or appropriate preparation. For TVET institutions to
function effectively and efficiently, these administrators need training.
Strategies:
§

Develop an occupational standard for institutional administrators.

§

Provide training for administrators according to the standards

Issue: TVET for rural and adult populations
There is a need to develop TVET programmes for formal and non formal education
sectors to cater for rural and adult populations that are relevant to the local economy.
Strategies:
§

Introduce and expand TVET for adolescents, adult males and adult females in rural
areas

§

Design and introduce modular courses in entrepreneurship and self-employment
skills linked to the local market prospects for disadvantaged groups

§

Explore ways of supporting skills development programmes in non- formal sector

§

Develop national policy and regulatory framework for public, private and NGO
TVET providers

§

Improve information and communication technologies within TVET by providing
Government support through technical, financial and infrastructure assistance.

Issue: Gender equity in TVET
Girls seem to be under-represented in TVET in comparison with boys in most countries.
Gender inequalities in access to TVET may reflect not only a gender based division of
labour but may also reflect the status that societies attribute to girls/women.
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Strategies:
§

Introduce measure to attract large number of female entrance into under represented
fields

§

Introduce stipend programmes for female TVET students

§

Adopt measures and target to attract more women into the teaching and management
positions in TVET in schools and other training institutions.

Issue: Disadvantaged groups
In most countries poor people, disabled people and religious minority groups are often
underrepresented in formal and non- formal TVET programmes.
Strategies:
§

Introduce target/quota system for participation of poor, disabled and religious
minority groups in TVET programmes

§

Utilise Community Learning Centres to implement specific programmes for
disadvantaged groups

Issue: Employment of graduates
Improve the percentage of vocational and technical graduates obtaining employment
both in domestic and international market.
Strategies:
§

Update equipment and curriculum for TVET

§

Strengthen TVET teacher training and retraining by developing a competency
framework for teachers

§

Improve recruitment of competent TVET teachers

§

Improve skills and knowledge base of existing TVET teachers

§

Strengthen liaison with local and foreign employer associations
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Issue: Status of TVET
TVET has been the second choice of students in most secondary and post secondary
institutions in the Asia-Pacific region. It generally has much lower status compared to
academic education.
Strategies:
§

Conduct programmes to create awareness and to change peoples’ mindsets about
TVET being second choice

§

Promote TVET as a career path that has upward mobility to students and parents

§

Promote the potential and benefits of TVET as a pathway to work and tertiary
studies.

§

Highlight skills orientation of TVET such as through Skills Olympiad

§

Identify celebrities whose base is in TVET and use them as ambassadors for TVET

§

Expand TVET and dual vocational training system

§

All TVET courses must be encouraged for both genders

Issue: Increased role of business and industry
An effective demand driven TVET programme has to be coordinated by government
together with business and industry with support from other stakeholders such as the
private sectors and NGOs. Governments cannot afford to work in isolation. They need
the support of the stakeholders to ensure that gaps are filled, and duplication avoided.
Coordinatio n of effort is currently seen as the weak link.
Strategies
§

Strengthen linkage between schools and business and industry

§

Government policies should encourage participation of industries in TVET
provisions

§

Forge partnerships between the private sector, NGOs and training providers.

§

Involve industries in
(i)

Curriculum development, implementation and monitoring and evaluation

(ii)

Developing standards

(iii)

National Qualifications Framework
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(iv)

Student placement and on the job training

(v)

Representation on governance of school

(vi)

Developing teachers

Issue: New skills for new times
Globalisation, advancements in technology and other changes are having a major impact
in work places today. This will require new skills if industries are to remain competitive.
Strategie:s
§

Coordination among UNESCO member states for training and retraining need to be
given due priority.

§

Best practices of other countries with respect to training of school leavers should be
adopted and implemented.

§

Governments to develop and promote policies for regula r training attachment of
teachers and instructors in industries.

§

Training providers should involve industries in curriculum development and training

§

Ongoing research should be carried out to inform training providers of new
developments in the workplaces and in the labour market.

§

ICT and foreign language provision should be available in TVET institutions

Issue: Qualifications Framework (QF)
Most countries in the region do not have a transparent qualification framework for the
education system. This is a particular need in the TVET sector to give recognition and
pathways to further studies and life long learning. People are now increasingly
becoming immigrant workers so the national QF needs to be internationally recognised.
Strategies:
§

Each country needs to develop and implement a standardised regional qualification
framework that is agreed across the region so that skills and qualification is
recognised by all national training institutions, industries and countries in the region
e.g. certificate 1-4 , Diploma etc. in each occupational category.

§

Establish system and framework through dialogue with business, industries,
government and training organisation to enable vertical and horizontal movement of
graduates
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§

The Qualifications Framework needs to recognise that young people are likely to
seek employment locally, regionally and globally.

Issue: Occupational Standards (OS)
Each country needs to develop agreed OS to underpin their QF to ensure the training
programmes have a pathway and mobility so that they can progress through levels and
be regionally recognised.
Strategies:
§

Each country needs to develop agreed OS each with a set of skills standards (eg
level 1… level 4)

§

Countries need to work together to develop a standard OS for the region to allow
mobility of the labour force

§

Establish framework of standardise competencies for young people

§

Develop institutional capacity to provide up to date labour market information
system

§

Set up national board for making standardised competencies

§

Set up system for recognition of prior learning and accreditation of work
experiences

Issue: TVET Curriculum
In the region, TVET curricula are often outdated and do not meet the needs of industry
and the labour market locally, regionally and globally.
Strategies:
§

Competency-based standards should also include other learning skills

§

Needs to be flexible (modularised and compromise supply /demand)

§

Needs to be developed in consultation with business and industries

•

Build the capacities of staff in the curriculum development unit

§

Develop, implement and evaluate the curriculum

§

Internationally recognis ed competency framework (common regional/ international)
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Issue: Developing, attracting and retaining TVET teachers/instructors
Teachers/instructors are key actors in the development and implementation of TVET
programmes. However, some have outdated knowledge and skills to be able to cope
with the demands of new technologies and the changing needs of industries and some
qualified teachers move out of the sector for better benefits. Strategies are needed to
develop appropriately qualified skilled instructors and to improve their working
conditions and provide them with a career path.
Strategies:
§

Governments need to put in place industrial attachment policies for all TVET
teachers so that they can continue to upgrade their knowledge and skills

§

Strengthen teacher training in literacy and ICT and develop skills to adopt studentcentred learning

§

Develop occupational standard for teachers

§

Develop career structure for teachers

§

Improve working conditions of teachers such as social recognition and better
salaries in order to recruit and retain them on their job

Issue: Careers guidance and counseling
Students cannot make well informed career choices because of the lack of relevant
careers information and trained Careers Counsellors are needed to inform them about
career prospects and career pathways.
Strategies:
•

Each country needs trained career counselors in schools, training institutions and
information centres

•

Establish information centres in strategic locations around the countries and employ
suitable personnel

•

Develop and disseminate career and training information to students, graduates (job
seekers) employers and members of the community

•

Provide follow up support to successful graduates

•

Ensure career guidance information is available on CDs and websites

Issue: TVET infrastructures
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Teaching of TVET is often done in poor facilities, with poorly trained teachers and with
the absence of or lack of teaching and learning resources for effective learning to take
place. As a result, TVET subjects easily degenerate into being taught ‘theoretically’
with inadequate attention to practical skills learning thus affecting the quality of
programmes and the quality of graduates.
Strategies:
•

Governments in consultation with industries and training institutions develop
minimum standards in all training institutions and upgrade facilities in training
institutions to meet standards

•

Governments to facilitate the development of a master plan for upgrading the
institutions, facilities and equipment

•

Need collaboration between schools and industry regarding provision of equipment
and other teaching and learning resources

Issue: Monitoring and evaluation (Quality Assurance)
The monitoring and evaluation of TVET curriculum, teachers and graduate outcomes
(including employment rate) is essential for assuring the quality of programmes and that
they are meeting the needs of industry and labour market as well as being of appropriate
educational standard. Programmes need to be benchmarked nationally and
internationally
Strategies:
§

Curriculum should be periodically reviewed with the involvement of industries and
schools

§

Student outcomes (graduates and employment) should be regularly evaluated by
industry

§

Standards should be monitored and revised as appropriate

§

Secondary level teachers should be regularly licensed by training authorities

§

Institutions should be accredited by training authority composed of business
industries, government and professional bodies

Issue: Financing of TVET
Government funding is not sufficient to meet the demand of preparing young people for
the work force. School to work transition programmes are not being implemented
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effectively because of lack of funds and other related resources for TVET. Other
stakeholders need to be involved in funding TVET programmes.
Strategies:
§

Encourage stakeholders such as industries and corporate sector to contribute funding
for TVET

§

Government to provide incentives to industries and private sectors that provide
funding for TVET initiatives

§

Government to work with donor agencies to support implementation of TVET
related reform programmes

§

Give autonomy to schools and ensure transparency in financing

§

Introduce student loan schemes to enable TVET participation
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Annex 3: Country Papers
Australia
Introduction
Australian governments, both national and state, acknowledge the importance of having a
highly skilled workforce to achieve economic growth, to increase our international
competitiveness and to build “Australia’s capacity to effectively operate in the ‘global
knowledge-based economy’” (ACCI/BCA, 2002, p.1) through policies such as Backing
Australia’s Ability (2001), Backing Australia’s Skills (2004) and Skilling the Future (2006).
In order to achieve such a workforce there have been increasing numbers of initiatives by all
levels of government to address skill shortages and to encourage young people to acquire
employability skills and to see vocational education and training and other options as viable
post-school pathways between school and work. These initiatives are focused on both retaining
students at school until Year 12 (end of secondary schooling) and at providing opportunities for
students to acquire appropriate employability skills and work experiences while at school,
including qualifications, where relevant.
At the national level initiatives being implemented to date include
o Reinvigorating the Vocational and Technical Education System
o The National Training System
o Elevating the Status of Trades
o Rewarding and Encouraging Participation (DEST, 2005).
The Victorian State government released its skills statement, Maintaining the Advantage:
Skilled Victorians, in March 2006. Here school to work transition is highlighted through one of
the four significant action areas. Labelled “starting earlier”, this action area focuses on building
a skilled workforce by providing greater opportunities for students to participate in vocational
education and training while at school to increase their chances of further employment (DET,
2006). (The other action areas in this statement are learning longer, getting smarter and making
it easier.)
Currently approximately one third of Victorian senior high school students participate in a
vocational program while at school, but the government is investing in a program to help
students start their vocational education earlier, as about one in seven Victorian teenagers is still
not fully engaged in education or employment (DET, 2006, p.26).
It is well recognised that some students do not wish to remain at school beyond the
minimum leaving age and, as this age level is being raised to 16 years of age around Australia
(and it will be 17 in some states in the near future), there is increased pressure on alternative
training providers to address the education, training and employment needs (and interests) of
young people – especially within the context of the goal of achieving a skilled workforce.
An essential part of preparing school leavers for the world of work is the development of
their personal attributes and employability skills (previously called key competencies). As
discussed later in this paper, the Employability Skills Framework (DEST, 2002) is addressed in
competency standards and training packages in the vocational education and training sector in
Australia and it will soon be linked to the Years 9 and 10 of secondary schooling in Victoria and
to the work related skills units of the Victorian Certificate of Applied Learning (VCAL) for
Years 11 and 12 (Thomas et al, 2006).
Within this policy and Framework context, in this paper I will be discussing Australian
experiences of pathways from school to post-school education that include both higher
education and vocational education, and transitions from school to work. These pathways and
transitions have been studied over many years in Australia through the Longitudinal Survey of
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Australian Youth conducted by the Australian Council for Educational Research since 1995,
through projects conducted by the National Centre for Vocational Education Research
(NCVER) and through numerous individual research projects. Some of these will be discussed
here.
Firstly though, I will provide some background information on the current situation in
Australia with respect to numbers of students and retention in schooling.

Schooling in Australia, 2005 –a statistical snapshot
The following information from the Australian Bureau of Statistics (ABS, 2006) provide a
snapshot of the current numbers of students in schools in Australia, the age participation rates
and the retention rates. This information provides the background for the action projects
described later in this paper.
Students
o

In 2005 there were 3,348,139 full-time school students.

o

There were 25,073 part-time school students in 2005, a decrease of 4.1% since 2004.
In 2005 there were 135,097 Indigenous full-time school students, a 3.5% increase since
2004.

o

There were 3,427 Indigenous full-time students in Year 12, across all States and
Territories, in 2005, compared to 2,620 five years earlier.

Age Participation Rates
At the Australian level, the age participation rates for full-time school students in 2005 were
94.7% for 15-year-olds, 82.6% for 16-year-olds and 63.5% for 17-year-olds, the latter rising
from 58.6% in 1995.

Apparent Retention Rates
o In 2005 the apparent retention rate of full-time school students from Year 7/8 to Year 12
was 75.3% compared to 75.7% in 2004 and 72.2% in 1995.
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o

As in previous years, the apparent retention rate for females (81.0%) was significantly
higher than the rate for males (69.9%).

o

Apparent retention from Year 10 to Year 12 is down 0.7 percentage points between
2004 and 2005, while over the last decade it has increased from 73.4% in 1995 to
76.5% in 2005.

o

The Year 10 to Year 12 rate for females in 2005 was again considerably higher than that
for males (81.6% and 71.5% respectively).
Apparent retention rates for Indigenous full-time school students, from Year 7/8 to both

Year 10 and Year 12, have continued to rise over the last five years — the rate to Year
10 increased from 83.0% in 2000 to 88.3% in 2005, and the rate to Year 12 increased
from 36.4% to 39.5%.
This data is broken down by states and years in the following table.
APPARENT RETENTION RATES OF FULL-TIME SECONDARY STUDENTS, From Year 7/8 to Year 12
AUSTRALIA

NSW

Vic.

Qld

SA

WA(a)

Tas.(b)

NT(c)

ACT(c)

Males

Females

Persons

%

%

%

%

%

%

%

%

%

%

%

1999

67.6

76.2

77.5

67.0

71.5

66.7

52.9

92.5

66.4

78.5

72.3

2000

67.5

77.2

77.3

65.4

71.3

69.5

49.7

87.1

66.1

78.7

72.3

2001

68.2

79.3

79.0

66.4

72.0

68.7

50.9

89.3

68.1

79.1

73.4

2002

69.9

80.9

81.3

66.7

73.7

72.6

53.0

88.1

69.8

80.7

75.1

2003

70.5

81.4

81.5

67.1

71.2

74.9

56.3

89.7

70.3

80.7

75.4

2004

71.1

81.1

81.2

68.0

72.6

76.4

59.0

88.5

70.4

81.4

75.7

2005

71.1

80.6

79.9

70.7

72.5

67.1

59.1

87.5

69.9

81.0

75.3

Government
Nongovernment

65.8

74.0

73.0

61.7

65.4

65.5

70.5

99.6

63.4

75.7

69.4

80.6

91.0

92.5

88.4

85.2

70.9

39.0

73.3

81.5

90.3

85.8

All schools

(a) Data for Western Australia (WA) have been affected by changes in scope and coverage over time.
(b) Relatively small changes in student numbers in smaller jurisdictions can create apparently significant movements in retention
rates.
(c) Some Australian Capital Territory (ACT) rates exceed 100%, largely reflec ting the movement of students from non-government
to government schools in Years 11 and 12, and of New South Wales (NSW) residents from surrounding areas enrolling in ACT
schools.
© Commonwealth of Australia, 2006

While there has been significant growth in retention rates to Year 12 since 1999, data for
2005 indicates that in most states – including the populous ones, New South Wales, Victoria
and Queensland – the retention rates have plateaued or declined. This is of a concern to
governments such as Victoria’s, for example, which has a goal that by 2010 90 per cent of
young Victorians will successfully complete Year 12 or its equivalent (Kosky, 2003).

Employability skills
Industry and educators agree that in making the transition from school to work all young people
need a set of skills that will prepare them for both employment and further learning. Employers
are looking for these skills in people, whether they are prospective or existing employees, and
post-school education and training institutions are looking for students to have a similar set of
attributes.
In 1992 a set of seven generic skills, the Mayer Key Competencies, were identified as the
basic transferable competencies that underpin employability and the capacity to adapt to
different types of whole work roles, as well as personal and community activities throughout an
individual’s life. These Key Competencies are:
o
o
o
o
o
o
o

collecting, analysing and organising information
communicating ideas and information
planning and organising activitie s
working with others and in teams
using mathematical ideas and techniques
solving problems
using technology.
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These competencies have been incorporated into vocational education and training programs
for over a decade as they are seen as playing a critical role in ensuring that the Australian
workforce is equipped with the necessary skills for effective participation in the workplace.
More recently, the Australian Chamber of Commerce and Industry and the Business Council
of Australia (2002) conducted a research project to provide the Department of Education,
Science and Training with a detailed understanding of the employability skills needs of
industry. This project sought the views of employers with regard to the set of employability
skills relevant to Australian industry for the future. The project identified those key generic
employability skills that enterprises argue individuals should have along with the job-specific or
relevant technical skills. The project also identified the ongoing relevance of the Mayer Key
Competencies but confirmed that employers now required a set of personal attributes in all
employees and a set of additional skills. These additions were seen as essential by the
enterprises participating in the research project.
As a result of the research project, an Employability Skills Framework has been developed
to contribute to the thinking and curriculum development of the Australian education and
training system. This Framework reflects the personal attributes and employability skills needs
of enterprises seeking to grow and compete in an era of globalisation. The personal attributes
that contribute to overall employability are: loyalty, commitment, honesty and integrity,
enthusiasm, reliability, personal presentation, commonsense, positive self-esteem, sense of
humour, balanced attitude to work and home life, ability to deal with pressure, motivation and
adaptability. The enterprises saw these attributes as a new and essential component of
employability skills.
The key skills that together with the personal attributed make up the Employability Skills
Framework (DEST, 2002) are:
o communication skills that contribute to productive and harmonious relations between
employees and customers;
o teamwork skills that contribute to productive working relationships and outcomes;
o problem-solving skills that contribute to productive outcomes;
o initiative and enterprise skills that contribute to innovative outcomes;
o planning and organising skills that contribute to long-term and short-term strategic
planning;
o self management skills that contribute to employee satisfaction and growth;
o learning skills that contribute to ongoing improvement and expansion in employee and
company operations and outcomes; and
o technology skills that contribute to effective execution of tasks.
This Employability Skills Framework has generally replaced the Mayer Key Competencies
as the set of defined skills to be explicitly addressed in all future development of competency
standards and training packages in the vocational education and training sector in Australia.

Studying the learning pathways of Australian youth
One of the major policy thrusts of Australian governments in recent years has been the creation
of flexible pathways between education, training and paid employment. The Longitudinal
Survey of Australian Youth (LSAY) has been conducted by the Australian Council for
Educational Research since 1995 to help understand the transitions between education, training
and work through longitudinal surveys of cohorts of young people. Using annual telephone
interviews, the LSAY project studies the progress of several groups of young Australians as
they move from school into post-secondary education and work.
Recent reports from the LSAY project have included studies of
o Assessing the Value of Additional Years of Schooling for the Non-academically
Inclined (Dockery, 2005)
o Attitudes, Intentions and Participation (Khoo and Ainley, 2005)
o Course Change and Attrition from Higher Education (McMillan, 2005)
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o

o
o
o
o
o
o
o
o

Life Satisfaction of Young Australians: Relationships between further education,
training and employment and general and career satisfaction (Hillman and Thomson,
2005)
Non-apprenticeship VET Courses: Participation, persistence and subsequent pathways
(McMillan et al, 2005)
Participation in and Progress through New Apprenticeships (Ainley and Corrigan,
2005)
Pathways from School to Further Education or Work: Examining the consequences of
Year 12 course choices (Thomson, 2005)
The First Year Experience: the transition from secondary school to university and
TAFE in Australia (Hillman, 2005a)
The Transition to Full-time Work of Young People Who Do Not Go to University
(Marks, 2006)
Unmet Demand? Characteristics and activities of university applicants not offered a
place (Marks, 2005)
Variations in VET Provision across Australian Schools and Their Effects on Student
Outcomes. (Lamb and Vickers, 2006)
Young People Outside the Labour Force and Full-time Education: Activities and
profiles (Hillman, 2005b)

In addition, in 2004 LSAY published An Easy Reference Guide to Longitudinal Surveys of
Australian Youth Research Reports, 1996-2003 (Penman, 2004) to enable easier access to
information about the experiences of Australian youth as they move through secondary
schooling, into further education or training, and into the world of work and adult life.
Many of the findings from these surveys are relevant for this seminar in terms of their
relevance to discussions of preparing school leavers for the world of work and supporting them
through the transition process and they will be included in the accompanying presentation.

Supporting students to stay at school
Students are encouraged by governments (and often parents) to stay at school – because
education and training increases the likelihood of a better job and the likelihood of engaging in
lifelong learning, and because “research indicates that if young people have trouble making the
transition from education and training towards secure employment by their mid-twenties, they
continue to be disadvantaged in many ways, both financial and social.” (Department of
Education, 2006)
In this section I provide details of strategies to support students staying at school and to
prepare them for the world of work from the state of Victoria, but similar strategies are in place
in other states.
Youth Guarantee
While school is usually the best place for most students to complete their education through the
completion of a senior secondary certificate, usually the Victorian Certificate of Education
(VCE) or the Victorian Certificate of Applied Learning (VCAL), for some young people
options other than school may be more suitable.
The soon to be proclaimed Victorian Education and Training Reform Act 2006 provides a
guaranteed place (the Youth Guarantee) in TAFE institutions, the Centre for Adult Education
(CAE), Adult Multicultural Education Services (AMES) and participating adult community
education (ACE) providers to young people who have not completed Year 12 or its equivalent.
Young people must be aged 16 or over to access a guaranteed place in a TAFE institute, the
CAE, AMES or participating ACE providers. Youth Guarantee providers are required to offer a
place to eligible young people as a matter of priority. Providers are to work to place young
people in courses that will meet their needs and which are consistent with government training
priorities.
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Managed Individual Pathways
The Managed Individual Pathways (MIPs) program was introduced to help all students 15 years
and over through the final years of school and into further education, training or secure
employment. Each student has individual pathway plans and support to help them achieve their
goals, and each school has a MIPs coordinator.
MIPs aims to help young people to:
o make a smooth transition from compulsory schooling to further education, training and
employment
o develop skills to manage their pathways throughout their working lives
o develop their knowledge, understanding and experience of opportunities in education,
training and employment
Schools see the MIPs program as a way of addressing absenteeism and low retention rates as
students’ pathway plans are used within the school in ways that lead students to access, value,
identify with and ultimately retain their plans. Students retain their plan when they leave or
transfer to another school. The program also includes follow-up of early school leavers (those
who don’t complete Year 12) at the time of leaving and six months later.
At TAFE institutes and Adult Community Education organisatio ns, young people 15 to 19
years old who have not yet completed Year 12 and who are not in full time employment can
participate in a Youth Pathways Program, which incorporates MIPs support within a training or
education program.
Victorian Certificate of Applied Learning (VCAL)
The Victorian Certificate of Applied Learning (VCAL) is a hands-on option for students in
Years 11 and 12. It gives students practical work-related experience, as well as literacy and
numeracy skills and the opportunity to build personal skills that are important for life and work.
Many students commence or complete VET certificates as part of their industry specific skills.
Like the Victorian Certificate of Education (VCE), VCAL is an accredited secondary certificate.
The VCAL has been structured for students who are likely to be interested in going on to
vocational education and training, starting an apprenticeship, or getting a job after completing
school. However, students can also transfer to the VCE if they decide that they would like to go
on to university.
The VCAL has been a huge success for Victorian students, improving their pathways to
employment destinations and improving school retention rates. Beginning with over 5,000
students in pilot schools in 2003, in 2006 there were more than 12,000 students enrolled in the
VCAL.
The 2006 Victorian budget included funding to help VCAL teachers strengthen links
between schools and industry to improve opportunities for students and also tailor VCAL
programs to meet local and statewide skills shortages.
School Based New Apprenticeships
A recent initiative in Victorian schools is the School Based New Apprenticeships (SBNA)
which enable students to do an apprenticeship or traineeship part-time while still at school
completing VCAL or VCE. Currently there are over 800 apprenticeship and traineeship
pathways available to students and undertaking these can be credited as part of VCAL or VCE
studies.
Informing post-school pathways
Many Australian school students engage in the world of work through their paid part-time work
outside school hours. In addition, school students are increasingly being employed as schoolbased apprentices and trainees as part of their schooling program (see below).
Schools can use these work experiences as a resource to assist students to prepare for and
make decisions about their transition to work and working life. For example, teachers can
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incorporate instances of ‘authentic’ working-life experiences in classroom-based activities to
encourage individual reflection and collective discussion and appraisal of the world of work,
working life and post-school pathways.
A recent research project conducted by Stephen Billett (2006, p.2) around this topic
concluded that “the paid work experiences of Australian school students are different from and
potentially superior to [the] school organised work placements, because paid work expects both
students and employers to recognise the rights and responsibilities of their employee–employer
relationship.” Also, as the students’ paid work experiences are usually ongoing and of a longer
duration than school-organised work placements which gives them a more authentic experience
of the world of work, he concluded that using reflection and discussion of these experiences
instead of actual work placements by schools (Billett, 2006, p.3)
provides a practical solution to a shrinking pool of work placements, given the difficulties that many
schools experience in providing and monitoring these placements. Classroom-based reflections on
students’ paid work experiences can become an educational resource—one that is freely available in
Australian schools —and offer the prospect of considerable savings in school resources (for example,
administrative and travel costs to support work placement programs). These resources can then be
redirected to other means of preparing and supporting students for their post-school pathways. In this
context these paid work experiences have the potential to provide a rich resource.

As this is only a recent research report we will have to wait and see if schools take heed of
its conclusions.

Post-school Learning Pathways
On Track
On Track is a Victorian Government initiative designed to ensure that Year 10 to 12 school
students are on a pathway to further education, training or employment after leaving school. It
builds on the Managed Individual Pathways (MIPs) program available in Government schools.
MIPs assists 15-19 year old students with individual career and education plans and support to
implement those plans.
On Track ensures that Year 10-12 students are contacted after leaving school and assisted
with further advice if they are not studying or in full time employment. It also includes a
research component to provide a comprehensive picture of what happens to young people after
they leave school. This information is available on the On Track website
(http://www.sofweb.vic.edu.au/voced/ontrack/default.htm).
Pre -apprenticeship programs
Pre-apprenticeship programs are designed for students without Year 12 certificates to acquire
the basic skills required to apply for and enter a formal apprenticeship course. Training
providers often then assist students to find an employer and take on a formal apprenticeship.
Currently pre-apprenticeships are available for the following industries in Victoria: automotive,
general construction, engineering, furnishing, hairdressing and recreational vehicle
manufacturing.
NCVER has funded a research project on pre-apprenticeship: policy options in key trades to
determine, among other things, the apparent value added through pre-apprenticeship. This
aspect of the study will seek employer and apprentice views on whether undertaking a preapprenticeship assists the student in gaining an apprenticeship compared with those who have
not done one; whether pre-apprenticeship graduates enjoy better retention rates through an
apprenticeship related to their pre-apprenticeship study and whether their apprenticeship
completion rates are better. The project report is due in mid-2007.
Vocational Education and Training and University Education
The formal VET sector is the main vehicle through which Australians can respond to emerging
skill needs so they are both employed and productive. Currently there are more than 1.5 million
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people doing formal VET studies, including over 400 000 apprentices. The most recent NCVER
student outcomes from VET studies survey reported that almost 90% of graduates who
undertook training as part of an apprenticeship or traineeship were employed after training
(NCVER, 2006), which is good news for students’ successful transition from school to work..
A different study, focusing on tailoring VET to meet the needs of the emerging labour
market, found a number of factors that drive participation in VET at the regional level (Teese in
Mouhtouris, 2007). These include
o Regional economic structure, which relates to the kind of industries in a region and the
state of the labour market. Regional economic structure is influential because it
represents a set of employment incentives to training.
o Population characteristics such as level of education, indigenousness, and non-English
speaking background have a significant secondary influence on the level of
participation in VET.
According to Richard Teese (in Mouhtouris, 2007), “Participation in VET depends upon
what you've got in your region in the way of jobs and what access you, as an individual, have to
these labour markets. Regional economic structure influences how many jobs there are. You
can't force people into training. They've got to have obvious economic incentives to engage in
training.”
The study has also pointed out the need for greater equity so that people from disadvantaged
and poorer backgrounds have much greater access to skilled and technician-level training and
the need for greater dialogue between employers and the community if there are to be skilled
people to do the work within the community.
For some time the Australian Government has argued that students need to be encouraged
pursue vocational rather than university programs – such as in the following extract from the
2005 budget papers (DEST, 2005):
For too long, students have been pushed to consider university as the one and only acceptable option
for achieving status and success after school.
Progressively people are realising that a vocational qualification can lead to a challenging, diverse,
independent and, for many, lucrative career.
Today there are almost 394,000 Australian Apprentices in training, compared with around 144,000 in
the mid 1990s. Australian Apprenticeships are available in more than 500 occupations –
commencements in trades and related Australian Apprenticeships increased by 19% in the 12 months
to September 2004.
The Australian Government will continue to provide choice and ensure that young people are aware
of their options.

However, the issue is not so simple. As Birrell and Rapson (2006) have argued, there is as
much a need for places in university education as in vocational education to meet the growing
demand for professional skills caused by the impending baby-boomer retirement. The
Australian Government’s (2006) Skills for the Future initiative includes more engineering
places at universities, but all other programs are targeted at vocational education. What is clear
from a recent research study by Harris et al (2006) is that young people’s moves between VET
and higher education are more like crazy paving than stepping stones. Students move as much
from VET to higher education as they move the other direction, and the moves they make are
both functional and effective to meet their particular choices – although in some instances their
‘zigzag’ paths were because of lack of guidance, lack of fit between courses attempted,
inexperience and lack of course prerequisites.
Back in 1982 Ted Mooney succinctly stated, “here we are getting older, there they are
getting different” (p.80). The Harris et al (2006) study had similar findings in that, instead of a
linear journey of learning as we would expect from past experiences, young people presented a
fragmented picture of a learning pathway as a crazy paving with five distinct patterns of
movement: interest chasers, career developers, career mergers, forced learners and two-trackers.
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Case study: Young Parents Access Project
In Victoria, one outcome from the ministerial Review of post compulsory education and
training pathways (Kirby, 2000) was that schools developed partnerships with local community
agencies to support students to successfully complete their schooling and make effective
transit ion in to further education, training or employment.
At Corio Bay Secondary College, a school in a low socio-economic area in the regional city
of Geelong, Victoria, low levels of retention, attendance and student outcomes had been an
issue for some time. Teenage pregnancy rates in the area are almost five times the national
average (>92 births per 1,000 women aged 15-24 compared with 18.1 for women aged 15-19
nationally).The school introduced the Young Parents Access Program around 5 years ago with
the specific objectives of retaining, re-attracting and supporting young parents into the
education system, and improving the educational levels and future educational and employment
opportunities for this target group (Armstrong, 2003). Students who have returned to schooling
through YPAP have done so for a number of reasons – to complete their school qualification, as
a stepping stone to employment or further education and training, or a better life in the short
term.
Returning to study has not been easy for many of the students. After short or long absences
the students are juggling being parents with being school students as well as being re-inducted
into learning practices. Their transition back into schooling requires that their previous
educational historie s are taken into account (often these have not necessarily been very
successful), that their readiness is assessed, their pathways are planned with realistic choices
and sensible study loads and that they receive support through pathway counselling and
planning (Shacklock et al, 2006). The school has introduced flexible modes of learning and
assessment which allows for irregular attendance and a more applied and adult approach to
learning.
Not all has gone smoothly for either the school or the students returning through YPAP,
although there are many positive stories. One of the major issues identified by Shacklock et al
(2006, pp.38.-39) is that “the school’s teachers operate from an expectation that students need to
conduct their participation in learning as if they were not pregnant or parenting. This is a
contradiction and sets up conditions for failure”. This issue is closely related to other issues
such as poor attendance, and it needs to be addressed through greater educational support to
complement the strong personal support being provided to the students.
What is important is about this story is that the school did establish YPAP in response to a
local need and it has been successful in retaining, re-attracting and supporting young parents
into the education system, and improving the educational levels and future educational and
employment opportunities for this target group. And the program is growing more success
stories each year as the students are supported through their schooling and into employment or
further education and training.

Summary
Australia shares an agenda with most other countries: to have a highly skilled workforce able to
operate effectively in a globalised economy. In order to achieve this goal, the national and state
governments have introduced a range of initiatives to support students to stay at school, to gain
employability skills and employment experiences while at school, and to have a range of
learning pathways available in the post-school period. But, what does this well-skilled future
look like, and how are we going to there?
Students in Victoria – and many other Australian states – are consciously being prepared for
work through the education system and managed in their transition from school to work through
a number of strategies The support structures and initiatives available are much more than what
was available a decade ago. The young people’s responses are also being monitored through
research studies such as the Longitudinal Surveys of Australian Youth (LSAY) conducted by
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ACER, and the studies being undertaken by the National Centre for Vocational education
Research (NCVER). However, what is clear is that the nature of both students and the
workforce is changing.
Much of the agenda for schools in preparing students for work is being driven by employers
and industry, through strategies such as the Employability Skills Framework (ACCI/BCA,
2002) which now provides the underpinnings of all vocational education and training packages
and into secondary schooling too. But, as Richard Teese (in Mouhtouris, 2007) recently noted,
while the formal VET sector has a significant role to play in skills development, employers also
need to be continuously active in training because the workplace is a major site of skills
development, including for students still in school engaged in casual employment: Training
needs to become part of the culture of the workplace as well as an expected outcome of formal
schooling as students make the transition from school to the world of work.
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Bangladesh
Bangladesh Profile
OFFICIAL NAME

The People's Republic of Bangladesh

CAPITAL

Dhaka

GEOGRAPHICAL LOCATION

Latitude : Between 20°34′ and 260 38′ N
Longitude : Between 88°4′ and 92°41′ E

AREA

147,570 sq. km.

BOUNDARY

North : India
West : India
East : India and Myanmar
South : Bay of Bengal

CURRENCY

Taka (US$ 1.00 = Tk. 71.00)

TIME

GMT +6

MAJOR CITIES

Dhaka, Chittagong, Khulna, Rajshahi, Barisal, Mymensing,
Bogra, Comilla and Sylhet.

CLIMATE

Average Winter temp (max 29°C min 11°C) Average
Summer temp (max 34°C min 21°C) Monsoon Rainfall :
Lowest 1194 mm Highest 3454 mm

MAIN SEASONS

Winter (November-February) Summer (March-June)
Monsoon (July-October)

SEA PORTS

Chittagong and Mongla.

AIR PORTS

Dhaka, Chittagong, Jessore, Rajshahi, Iswardi, Sylhet, Cox's
Bazar, Syedpur and Barisal.

POPULATION

145 million (about)

LITERACY RATE

65.5 %

NATIONAL LANGUAGE

Bangla

PRINCIPAL RIVERS

Padma, Meghna, Jamuna, Brahmaputra, Teesta, Shurma and
Karnaphuli (in all 230 rivers including tributaries and
branches).

PRINCIPAL INDUSTRIES

Readymade Garments, Jute, Tea, Paper, Newsprint, Cement,
Fertilizer, Sugar, Light Engineering, Electric Cable, Leather,
Tobacco and Fish.

48

1.

INTRODUCTION
At the advent of new millennium many known and unknown challenges are knocking at
the door. Human Resource Development (HRD) is one of the major challenges to meet
the demand of the ever-changing job market both in developed and developing countries.
This has become more complex with the globalization, rapid change of technology,
international labor migration, open market economy and the exploitation of information
technology.
This is the high time for the developing countries to be determined to compete in the
regional and world market or at least to survive. Bangladesh with her limited resources
and a large population has greater possibility of attaining socio-economic enhancement
through human resource development. To keep pace with the challenges of the 21st
century, for human resource development, Bangladesh is intended to prepare competitive,
flexible and adaptable workforces that would be able to seize the opportunities of a
knowledge-based, technology-driven economy. Recommendations of the NIERUNESCO seminar on Technical and Vocational Education and Training “From school to
work - contemporary regional experiences” will be useful to asses new technology, new
workplace and new skills for changing job. It will also be helpful in organizing training
and policy planning for school leavers, the entrants to the job markets from various
streams, grades and branch of education.
In context of the focus of the seminar the paper describes the following aspects :
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

2.

Introduction.
Present status of TVET system in Bangladesh.
School leavers-entrants to the job market
Impact of new technology.
Features of New work place and future skills.
Feature of training.
The main sources of supply of skill in Bangladesh.
The diversity and complexity of TVET in Bangladesh.
Training policies and strategies : Rationale and options for change.
Conclusion and Recommendations.

PRESENT STATUS OF TECHNICAL AND VOCATIONAL EDUCATION AND
TRAINING (TVET) SYSTEM IN BANGLADESH.
The constitution of Bangladesh obligates the government to adopt effective measures to
introduce uniform, non-discriminatory, mass-oriented and universal system of education
inducing free and compulsory education for all children.
The government has given due emphasis for the expansion and quality of TVET as a
means of human resource development for accelerated economic growth and social
development. The target is to enroll 20 percent of the secondary and post-secondary
students in the TVE stream by 2020.
2.1

TVET Structure
The present structure of the formal education system of Bangladesh is in 5-5-22/3/4/5 year pattern. The designated stages are Primary Education (5 years),
Secondary Education (3+2=5 years), Higher Secondary Education (2 years) and
Higher Education (mainly 4 years). In special cases higher education covers a
period for 2/3/5 years.
Technical and Vocational Education (TVE) in Bangladesh are offered both at the
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secondary and post-secondary level including higher education. The certificates
and diplomas in the TVE areas are awarded by the Bangladesh Technical
Education Board (BTEB) while the higher technical degrees by the universities
and BITs.
2.2

Policies and Legislation Authorities
The Ministry of Education (MOE) has the overall responsibility of making
policy decisions for all education including technical and vocational
education. The other ministries and organizations of the government involved in
decision making for education and training are: Ministry of Agriculture, Ministry
of Health, Ministry of Labor and Employment, Ministry of Textile, Ministry of
Environment and Forest, Ministry of Youth and Sports, Ministry of Women and
Children affairs, Ministry of Social Welfare and NGO Bureau. Ministry of
Finance is responsible for allocation of resources and Ministry of Planning is
involved in planning process of technical and vocational education program with
the assistance of the relevant ministries and departments.
Major organizations involved in organizing and implementing technical and
vocational education are :
q
q
q
q

National Council for Skill Development and Training (NCSDT) :
Bangladesh Technical Education Board (BTEB) :
Directorate of Technical Education (DTE) :
Bureau of Manpower, Employment and Training (BMET):

2.3

Programs, Institutions and enrolment.

2.3.1

Formal TVET.
Program
Post Secondary Diploma
(Engg/Textile/Marine/Forestry/
Agriculture /Medical/ Avionic
Post Secondary Business
Post Secondary Vocational
Secondary Vocational
NSS II & III
NSS Basic/Basic Trade

2.3.2

96000
2875
132360
880
43092

Public
72

Institutions
Private/NGO
261

Total
333

2
64
122
80

1318
1420
7
74

1320
64
1542
7
154

Non-formal TVET.
•
•
•
•
•
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Enrolment
capacity
41035

Ministry of Youth & Sports, Ministry of Women & Children Affairs,
Ministry of Social Welfare and BSCIC offer non-formal vocational
training through their training centers.
BITAC offers advanced industrial training.
Over 100 NGOs/Nonprofit Trade Schools offer skill training specially to
poor.
160 nonprofit Vocational Training Centers offers short skill training to
local people.
Over 200 private profit-motive skill training centers offer skill training,
particularly for workforce export.

2.3.3

Girls and Women's Participation (2006) in Formal TVET
Program
Diploma-in-Engineering (govt.)
HSC (Business Management)
SSC (Vocational)

3.

Male
27854
62496
96084

Female
13181
33504
36312

Total
41035
96000
132360

Female %
32%
34.9%
27.43%

SCHOOL LEAVERS AND THEIR TRANSION TO WORK
The present structure of the formal Education system of Bangladesh is given in Article 2.1
There are 3 streams of education in Bangladesh, namelya.
General Education
b.
Madrasha Education and
c.
Technical Vocation Education and Training (TVET)
(a)
(b)
(c)

After grade 8 general educations are grouped into science, commerce and
Humanity.
TVET system is detailed in status of TVET system.
Level of Madrasha education are Ebtedae, Dakhil, Alim, Fazil and Kamil

Among the 3 streams General education and Madrasha education usually do not provide
any skills for the world of work.
In Bangladesh School leavers are students Leaving School from any stream, form any
stage and from any group with completion or without completion of the prescribed
courses for him or for them and they are entrants to the job market.
Young people’s (School Leavers) transition to work has been affected by global trends
over the past decade. This is due to increase of world population and shrinkage of
traditional stable labor Market. With the exploitation of emerging technology, workplace
has been changed. For new workplace, workforce with new skill and aptitude are
required. So, for job entrants continuous pre-service trainings are required to keep them
fit for changing job market. Impact of new technology on new workplace, Features of new
workplace and future skills and Modalities of Education and training are briefly
described below:
4.

IMPACT OF NEW TECHNOLOGY
4.1

In the 21st century driving force of Global economy is Technology and it is a tool
for development. Technological change can advance Human development by
improving human health, nutrition, knowledge and by enabling communication,
participation and economic growth.
If any form of development is empowering in the 21st century, it is the acquisition
of knowledge and the creation of technological capability. Creation of
technological knowledge is possible only through education and training.

4.2

Emerging technologies are making a significant impact on the way people work,
produce goods and services.
Information technology and microelectronics, Technology of new materials, and
Biotechnology are evolved through a combination of a number of disciplines and
technological fields.

4.3

New technology is changing manufacturing and production process.
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5.

4.4

Developing countries have to develop ability to absorb technology rather than
using cheap labor. So, workforce should be trained properly.

4.5

The creations of Information technology and microelectronics the internet and ecommence are underdoing dramatic change the relationship among manufacturers,
suppliers, distributors and consumers.

NEW WORKPLACE AND FUTURE SKILLS.
5.1

Existing jobs are being lost but new jobs are being created.
It is seen from the foregoing discussion that as countries absorb and adapt new
and emerging technologies, the manufacturing processes and supporting services
such as logistics undergo rapid change. The traditional jobs and careers have little
relevance. The emerging new work place requires not only those who possess
new skills but also those with the right attitudes.
The products of new industries that use new technologies are less material and
energy intensive but more knowledge and information intensive. As the
production processes become more complex and integrated, workers at all levels
will require a whole range of new skills. Consequently, the types and levels of
skills of workers, irrespective of their level and category, and the patterns of
deploying them are changing rapidly.
In short, existing jobs are being lost. but new jobs are being created rapidly and
more frequently.

5.2

Future Skills
With the rapid change and advancement of technology, the life cycle of technical
and vocational skills is diminishing. Also the job market puts an ever-greater
premium on the ability to deal with people and information
Therefore, the future skills may consist of the following clusters of knowledge,
skills and attitudes:
i.
ii.
iii.
iv.
v.
vi.
vii.

Breadth of knowledge and skills more than their depth
Multi-skills in preference to mono-skills,
Diagnostic and problem-solving skills,
Computer skills to process information, and to perform related functions,
Ability to be highly flexible and adaptable to changes in the workplace,
Behavioral and interpersonal skills related to team work, co-ordination,
co-operation, and
The ability to understand the mission of an organization and to work
collectively towards its achievement.

The policies and strategie s on technical and vocational education must keep up
with these changes. Hence, in order to understand the issues involved in policy
and strategy changes, it is useful to have an idea of the sources of supply of skills
and the diversity and the complexity of the technical and vocational education
sector. These are outlined in the section 7 and 8.
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6.

7.

FEATURE OF TRAINING
6.1

The main features of training is that it manages to sound pro-market and proworkers. It prepares people for the job of tomorrow, rather than subsidizing the
job of yesterday.

6.2

New modalities for Education and training is that the 21st century will bring a
radically different economy and society with profound implication for Technical
and vocational education. TVET system must adapt to these key features, which
include globalization, ever changing technological scenario, the revolution in ICT
and the consequent rapid pace of social change. The knowledge based society,
which these changes are brining offers exciting new modalities for training.

6.3

Intractable division is taking place based on technology not on ideology. So,
training is a must to adapt new technology.

6.4

Life long learning will replace Life long employment due to technological
changes. In the 21st century all type workers are obliged to adapt to changing jobs
many times during their working lives.

6.5

Continuous training and career Advancement are the choice of New generation.
So, Job entrants must be trained and re-trained to keep up to date knowledge and
skill for new jobs.

THE MAIN SOURCES OF SUPPLY OF SKILLS IN BANGLADESH.
Technical education and vocational training is an integral part of education and training,
system. In the Asian region including Bangladesh it is the main source of supply of skills.
It is similar in the African and Latin American region. The components of the system in
Bangladesh consists of
i.
ii.
iii.
iv.
v.

Generic and Traditional experiences
Sector specific training institutes
Apprenticeship
Vocational training centers and institutes
Polytechnic institutes and colleges.

They are briefly described below

7.1

Generic and Traditional Job Skill :
From the very beginning of our civilization various types of artistical, handcraft
and Industrial works were famous in Bangladesh. As for example works of
Blacksmith, carpenters, weavers, potters, goldsmith, cobblers and Barbers.
Muslin clothes were famous all over the world, specially in Europe. These types
of works were confined only in a family or in a tribe and they transferred the
skills generation to generation. Very often street children works in a workshop for
8 - 12 years under a master craftsman and become skilled workers. This type of
long term job experience we can call “on-the- job” training. The above mentioned
skilled workers cannot cope up very quickly with the change of workplace and
technology. Because they have no basic education at all.

7.3

Sector specific training institute
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In addition to the organizations and institutions, Government of Bangladesh has
established training institutions that cater to the specific skills needs of different
sectors. These institutes develop specialized skills of the relevant sectors such as
Railway, telecommunication, Ports and shipping, clothing and Garments and
Printing.
7.4

Apprenticeship
Apprenticeship is an accepted and effective way of producing skills for school
leavers and entrants to the job market.
The employer is committed to provide training under apprenticeship ordinance
1962 and pay wages according to the stipulated norms. After training, a learner is
usually employed by the employer i.e. training provider.
Apprenticeship is however still problematic as a means of molding life long
learners because many apprentices are denied access to higher vocational and
university education. Life long learning progrmme is very important for workers
already in service to update skill.
Various government sectors also provide such type training for school leaver, job
entrants.

7.5

Vocational training centres and institutes :
They offer Formal, Non-formal and Informal training of shorter duration from
one-week to 2 years targeted at those with lower educational achievements. These
courses are job specific and more focused on semi skilled occupations such as
carpenter, Bricklayer and bar bender. The courses have a higher practical content
and are employment oriented.
For 6 month to 2 years formal SSC(voc) courses Bangladesh Technical Education
Board awards certificate.
For others Non-Formal training Courses of various duration respective training
providing institutes award certificate.
For informal training in various workshops no certificates are awarded.
School leavers having vocational training tend to have a smother transition to first
job and achieve more stable employment.

7.6

Polytechnic Institute and colleges
Technical Colleges and polytechnic offer formal Intuitional types of training to
those with good secondary education. These institutes usually conduct time based
courses of 4 years duration. In some cases course duration are of one or two or 3
years. The courses are generally skill or job specific such as Machinist, Metal
fabricator and Automobile technician, The theoretical content of the courses is
comparatively high. The students after completion of the courses are awarded
Diploma in Engineering Certificate.
After completion of Diploma courses a large number of students go for higher
education in technological universities, Some of them go for job market both in
the country and outside the country. Some of the Diploma certificate holder in
certain technology get job easily and some with certain technology get the job
with difficulty. At an average within two years, most of the Institute leaver get
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job. The leavers from this type institutes who fined it difficult to get desire job
due to shortage of appropriate knowledge and skills need pre-service specific job
oriented training.
A few of the diploma holder establish small and medium enterprises but they are
very small in number. They are provided with soft loan from Grameen Bank.
Most of them are successful as they have both strong practical and theoretical
base. Entrepreneurship courses are increasingly encouraging them to establish
small and medium enterprise for self employment.
Unsuccessful students of the Diploma course enters in the job market with some
vocational training or without any training.
Persons already in services having such qualification must be re-trained to cope
up with the technological changes and New Workplace.

8.

THE DIVERSITY AND COMPLEXITY OF TECHNICAL AND VOCATIONAL
EDUCATION
The diversity and complexity are the distinctive features of the technical and vocational
education (TVE) sector as outlined above. There are a large number of enterprise -based,
in-plant and other training facilities and programmes of the private sector companies,
privately funded training institutions as well as those operated by the non-Governmental
organizations (NGOs), and voluntary, religious and other bodies.
The Governments and other players of this sector use several training delivery modes,
such as formal institutional training, apprenticeships, and informal training. These are
designed to cater to the varying educational attainments and learning abilities of different
target groups such as unemployed youth, rural women, school dropouts and adult workers.
The duration of training and the delivery methodologies used depend on the levels of skill
to be attained.

9.

TRAINING POLICIES AND STRATEGIES: RATIONALE & OPTIONS FOR CHANGE
9.1

National Policy Framework
Development efforts are meant to reduce poverty. In order to do so, there is a
requirement for improving skill of the country's increasing labor force in order to
keep pace with global village and particularly in a situation when the bulk of the
foreign exchange earnings dependent on remittance from the overseas workers.
The country need improving of managerial and technical skills in order to
enhance growth of modern industries and agriculture for high productivity high
wages and surplus for the future.
The future growth process of Bangladesh must generate employment(both self
and wage/salaried) opportunities for the poorer sections of the population with
increased productivity, hence better earnings so that, they can come out of
poverty. Slow growth in formal sector and high unemployment particularly
amongst the educated youths school leavers demand special attention. A
summary' of the main points of those discussions is as follows:
q

The nature of new technologies, their impact on manufacturing,
supporting services and related functions,

55

q
q
q
q

Job losses, new and rapidly changing jobs, aspirations and anxieties of
the new entrants to and those already in the work place,
The knowledge, skills and attitudes of workers needed for the rapidly
changing work place,
The diversity and complexity of the training sector and the varied sources
of supply of skills, and
The future skills and key issues of training

The above points will be helpful in policy formulation for technical and
vocational education policies and successful transition policies from school to
work in the right perspective.
According to National Strategy for Accelerated Poverty Reduction(2005) the
strategies for generation of productive employment will therefore focus on:
•

Strengthening role of public investment in employment creation through
its direct and catalytic support to economic, physical and social
infrastructure building, and fostering growth of private investment and
labor market regulation which will support employment generation in
two ways:

q

Directly, by public works and enterprise development, contributing to
poverty alleviation by providing work and income, and

q

Indirectly, by enhancing workers knowledge, skill and attitude by
training and retraining considering followings.
a.
b.
c.
d.
e.

f.
g.
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Provision for demand driven policy for training.
The Government must take new role. The government should not
be the main provider of training and becomes its facilitator,
coordinator, standard setter and regulator.
Corporate sectors will play leading role in training.
Provision of incentives to the training providing corporate sector
for school leavers - job entrants.
The training institutions will provide training based on broad
based curriculum and they must be opened to the corporate sector
to train and upgrade their worker by better utilization of physical
facilities.
Provision of follow up support for successful trainees.
Inducing partnership between public and private sector for
providing training considering mutual benefits.

THE GOB STRATEGIES AND THE FUTURE PLANE
Evaluating the progress made so far in respect of human resource development for
generating employment, specially, with respect to Technical and Vocational Education
and Training (TVET) the National Strategy for Accelerated Poverty Reduction (2005)
provided following policy agenda for attaining strategic goal.

1.

2.

3.

4.

Strategic Goal
Introduce and expand TVET for •
adolescents, adults male and female and
make provision for TVET after class VI,
VII, and equivalent grades.

Policy Agenda (FY05-07)
Design and introduce in collaboration
with NGOs and entrepreneurs, modular
courses in income generating and self
employment skills linked to local market
prospects for underprivileged groups
including girls and women;

•

Explore ways of supporting skill
development in the informal sector;

•

Improve coordination and develop a
common policy and regulator framework
among various public and private sector
(including NGOs) providers of VTE;

•

Formalize information sector by
providing GOB support through
technical, financial and infrastructure
assistance;

•

Review VTE curriculum and courses of
VTE providers

Increase
female
participation
in •
Vocational, technical, higher and
professional.
•

Introduce stipend program for female
VTE students;

•

Adopt measures and target for teaching
and management positions in vocational,
technical, tertiary and professional
education.

Provide
market-related
effective •
education linked to the industrial sector
both in the domestic and international
market.
•

Introduction of training providers
agreements with industries, companies
and NGOs.

•

Update equipment and update curriculum
of TVET;

Improve the percentage of vocational and
technical
graduates
obtaining •
employment both in me domestic and
international markets.

introduce measures to attract larger
female entrance into under represented
fields;

Involve the private sector and NGOs in
designing the curriculum for TVET.

Strengthen teacher's training in TVET.
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9.2

Policy issues for Developing pathways from education to working life
(Regional and international aspects).
A major concern in several countries has been the transition from initial
education and training to work. Achieving stable employment combined with
providing skills training are the priorities.
Work-linked training, particularly apprenticeship, encourages movement between
school to work. Apprenticeship is however still problematic as a means of
molding lifelong learners, There is a growing realization in the countries
concerned that the possibilities for progression need to be opened.
For adult learners, pathways are facilitated by the diversification of tertiary and
adult education together with a unified qualification system.
Open and coherent pathways of initial education and training constitute a basis
for effective systems of lifelong learning. The following elements of well
organised pathways can be identified:
•

provision of vocational as well as general education pathways at the postcompulsory stage;

•

work experience as part of post-compulsory education for as many young
people as possible;

•

access to tertiary education from all general as well as vocational
secondary pathways;

•

modularised systems of qualification that allow to combine courses or
units from different pathways of education;

•

equivalence arrangements between general and vocational education
certificates;

•

double qualifying pathways which lead to both secondary and vocational
qualification;

•

availability of diversified and interconnected pathways of tertiary
education, open to young as well as adult learners.

Countries so far have developed these features in part, depending on their
individual education systems. The questions remains open to which extent these
different approaches could or should be combined.

10.

CONCLUSIONS AND RECOMMENDATIONS
The combined forces of globalization and emerging technologies are making radical
changes to the work place. New skills, or the future skills are those that combine the
knowledge skills and attitudes required for the changing workplace.
The conclusions and recommendations arising out of the above discussions are
summarized below:
*
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The training systems are the main source of supply of skills. Therefore the
systems should be restructured and reformed to meet the demands for future
skills of job entrants. The training institutions, must offer broad based courses
for diploma and higher level and subject-specific or job-specific ones for short
duration certificate courses. Behavioral and interpersonal skill related to
teamwork should be woven into all courses.

*

The governments must assume a new role in training. The governments must
formulate occupational skill standards, develop curricula guidelines and lay
down testing and certification procedures. Training provider should be
encouraged to conform to national standards of training.

*

The recent experience of Japan shows that ‘life Long Training' is replacing 'Life
Long Employment'. People particularly the young, look for mobility. They prefer
new skills to monitory gains. And training opportunities that prepare them for
technology oriented challenging jobs attracts them. The companies must,
therefore, offer continuous training opportunities to attract new comers.

*

The highest priority of the corporate sector today is to increase productivity and
remain competitive in a technology dominated global market. Therefore, it is the
corporate sector that must take the lead in developing skills needed to absorb
new and emerging technologies through training.

*

The corporate sector should be given financial incentives to train who enter the
work place as well as those already in it.

*

Innovative strategies should be developed to further encourage the corporate
sector to invest in training. It requires a partnership between the state and
corporate sectors and such partnerships could yield mutual benefits.

*

Training alone is not enough. There must be follow up support. For this purpose,
the government training authorities and institutions must assign a full-time
official who will have the responsibility and authority to assist trainees to access
credit and the necessary technical assistance and advice to embark on gainful
employment projects.

*

Entrepreneurial courses should be encouraged and strengthen in education and
training program especially in secondary education program for self employment.

*

Apprenticeship courses should be expanded and strengthen for school leavers job entrants.

*

Co-ordination among OECD countries and others for training and Retraining of
workers should be given due priority. Best practice of other countries in respect
of training for school leavers, the job entrants should be accepted and
implemented considering economical and social condition of the concerned
country.

Finally, it must be said that the ideas and proposals put forward in this paper are
pragmatic and feasible. Obviously, these ideas have to be adapted to suit the realities of
Bangladesh and the south-east Asian and Asia pacific region.
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Cambodia
I

BACKGROUND

The skills of the labour force are an important contribution to the economic and
social development of the Kingdom of Cambodia. There is a need for continuous
expansion and improvement in workforce skills to increase the rate of economic
growth. At this time, the Rectangle Strategy is an approved national economic
development framework and a five -year National Strategic Development Plan 20062010 (NSDP) is in place. The National Training Board (NTB) has the mandate to
respond to the NSDP with a National TVET Development Plan (NTDP). The
Directorate of Technical and Vocational Education and Training (DTVET) are
required to manage the national implementation of this strategy using the National
Training Fund (NTF) as a financial mechanism.
It is clear that the greatest and quickest gains in poverty alleviation and growth
will be possible in rural areas where most of the poor live. The National Strategic
Development Plan (NSDP) “will therefore direct 60% of resources to rural areas
with increased attention to productive activities like agriculture, rural
development and to health and education to increases and enhance human
capital and better contribute to overall development” The informal economic
sector accounts for 90% of employment. The formal sector creates approximately
50,000 new jobs are created each year while the workforce increases by 300,000.
Poverty reduction is at the heart of the economic strategy and the
development of skills that can be used in rural Cambodia is a main pillar of poverty
reduction. The direction for TVET is clear.
II.

NATIONAL TVET POLICY AND STRATEGY

The National Strategic Development Plan, 2006-2010 identifies poverty reduction as
a primary national goal. TVET is recognised as an important contributor to poverty
reduction as it improves farm productivity and rural services as well as improving
small enterprise. By contributing to Enterprise growth, TVET can create new
employment. Given the extent of poverty, the supply of skills training and the quality
of many of the programs is inadequate. The expansion of training must also include
non-institutional learning, as building sufficient training facilities is not possible even if
the majority of the rural poor could leave their farms for extended training.
To assure a match between training and demand for skills, decisions about training
need to be made as closely as possible to those who will benefit from the training.
Central planning cannot respond to local market opportunities or the needs of small
communities. The NSDP indicates that decentralization of decision-making will
improve the quality and effectiveness of actions to reduce poverty through economic
opportunity.
The demand for training is not consistent across all sectors. Large Enterprise meets
most of its own training needs at the TVET level with some demands for graduate
engineers. There is little current demand from manufacturing for technicians although
this may change over time. The primary demand is seen as coming from
communities for basic skills to improve family income. A review of opportunity over
the planning period suggests that a focus on demand for skills from rural communes
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will not only support the poverty reduction direction given by the NSDP but will orient
the supply of skills towards community responsive.
Over time, more detailed labour market projections at the TVET level will be
produced and these will enhance the quality of local decision making with stronger
data. This data will also allow the National Training Board (NTB) to set specific
targets across its mandate. Over time, Enterprise will demand higher-level skills in
greater number and sector council representative of enterprise will be required. At
this time, it makes sense to provide the best information possible to communes on
local market opportunities perhaps even to the Provincial levels.
NTB sees the role of government in TVET as ensuring that the demand for skills from
enterprise, communities and individuals is matched with a supply of the required
training to build competencies to an assured quality level. It must also ensure access
to training for women, minority groups and the disadvantaged. It should play a
coordinating role to ensure that the public training provided by all government
ministries is promoted in rural areas that have skills demands.
However Government by itself cannot provide or fund the provision of the majority of
this training. Enterprise and private sector TVET trainers will be increasingly
important as training providers. Public-Private Partnerships must play a larger role in
TVET. Encouraging an environment that supports partnerships in provision will be a
priority of the NTB.
In this NTDP, NTB has identified 14 policy priorities to support the NSDP, to give a
direction to TVET and to form the base of a National Skills Development Plan. These
priorities will be updated annually to ensure that the provision of TVET grows to
match demand and that poverty reduction and economic competitiveness remains
central objectives.
1

Poverty Reduction

“If growth continues to remain urban focussed, rural poverty will remain
high… A major challenge of the NSDP is, therefore, to adopt deliberate,
focussed and targeted strategies and actions to accelerate poverty reduction in
rural areas.”
“Enhancement of the agriculture sector is the key to poverty reduction
and would also contribute enormously to real GDP and macro economic
growth”
Policy: Target TVET programs at poverty reduction by developing for the poorest
communes a program that will provide basic income generating skills based on local
needs. Poverty reduction is a priority of the Government policies. TVET can make a
major contribution in poverty reduction by giving basic income earning skills to the
poor. NTF will target this priority.
Strategy: In pilot, we selected the 210 poorest Communes in 7 representative
provinces. Train Provincial Training Center (PTC) staffs in participative community
development. PTC staff will assist each Commune to write a 3-year training plan to
bring skills that will help it be more economically successful. Provide funding for the
training and find trainers who can give most of the training in the Commune. Use the
7 Provinces and their PTCs as models to train the remaining 17 Provinces.
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2

Decentralization

“A strategic Framework for Decentralization and De-concentration was
approved in June 2005….the framework will increasing devolve responsibilities
and resources…to Provincial, district and commune levels”
Policy: Selecting TVET training to be offered is the best done in Communes where
the training will take place and where local markets and village skills are understood.
It is the government’s policy to move decision making as close as possible to those
who will be affected by the decision. Government’s roles are to create the longer term
economic strategy, which gives guidance to these decisions, to expand access to a
quality, assured system and to provide funding within its resources.
At this time, the greatest demand for government supported skills training
comes from rural and urban Communes. Small family enterprises are the primary
employer and without a very refined labour market information model, data on the
needs of these micro enterprises is available only on a district and then Commune
level. Training to improve family income must be linked to markets for products or
services that grow from the training. Markets are local and decision on market
demand is local.
Strategy: Strengthen decentralization, the skills, knowledge and abilities in the
Directorate General of TVET, among the PTC Directors, Deputy Directors and
Community Development Specialists (CDS) will be expanded through training.
National Technical Training Institute (NTTI) will be strengthened to provide and
sustain this training.
The Provincial Training Boards (PTBs) under the NTB will be further clarified
as linking local economic development to training opportunities in the province.
Training is provided by many Ministries and is fragmented and uncoordinated from a
Commune perspective. PTB have a much better chance of bringing together a single
listing of planned training for Commune information.
Every effort will be made to build provincial teams based on strengthened PTB.
These will develop provincial training strategies that meet economic plans and will
expand training and micro credit access wherever possible. The PTB may advise the
PTC with regard to provincial training needs and the PTC may advise the PTB on
necessary steps to strengthen skills development in the province.
PTB will develop an inventory of all training available to communes from the
provincial offices of Ministries with a training mandate (Agriculture, Environment,
Culture etc.) The PTC Director will be invited to PTB meetings to facilitate this
exchange. With the assistance of PTC based CDS. Communes will determine their
own training needs to improve family income.
3

Community and Enterprise Based Training

“…as such, each commune, district and province would prioritise their own
needs and try to achieve those using funds available to them…from line
Ministries”
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“…establish vocational and other skills training networks…to respond to
labour market needs”
Policy: Support short term, non-institutional courses determined by the communes,
delivered on-site using existing facilities and provided by NGOs with experience or
existing involvement in the Commune. The 39 PTCs will become Provincial
coordinators of TVET and concentrate more on Commune based training and less on
PTC based training. They will assist in expanding the availability of TVET through
private sector trainers in each Province.
Education systems are cantered on buildings and schools. TVET is not
necessarily cantered in this way. Poor villagers work hard and it is very difficult to
leave farming for job training. Training for villagers must be short, often only part of a
day, as farm work must be done every day. Training should be close to village work
sites to reduce travel cost. Institutionally based residential learning models are
expensive and not always accessible to those who can most quickly apply training.
Strategy: Provide funding for Commune and Enterprise based training to be assisted
by PTC staffs.
4

Out of School Youth

Policy: In the poorest Communes, target TVET at reducing the number of
unemployed, out of school youth. Develop from the 7 Pilots a national program to
assist youth in gaining basic employment and self-employment skills applicable to a
rural setting.
Unemployment of out of school youth contributes to increasing rural poverty,
urban migration and social instability. Unemployed youth lose hope and energy and
become burdens on their families. Training can give skills for employment or selfemployment and also build self-confidence.
Strategy: Target Commune based training at unemployed youth ensuring a gender
balance. Use family based and informal apprenticeship and very brief training inputs
to involve as many trainees as possible. It is best to identify skills that improve
productivity in farming, or lead to self or local employment.
5

Self Employment

Policy: Commune based skills training will include training in micro enterprise
management. Other than improved agriculture productivity, self-employment will be
the primary opportunity for increasing family income. The experience and skills of
existing community based training organizations will be useful in the design and
delivery of this training.
Strategy: A list of self-employment ideas will be taken to communes. An assessment
of local market opportunities will be made. Communes will be advised to use
enhanced farm productivity, self-employment and family based employment as the
planned outcome of most training in the training plan.
6

Micro Credit
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Policy: To be effective, training for self-employment must be linked to provision of
micro credit. Communes and individuals require information on micro credit
providers and costs during any training given.
Strategy: PTCs will assist each PTB to develop a Provincial Association of Micro
Credit Providers who commit to a statement of ethical behaviour, a simplified
process to assist clients and a range of interest rates. PTCs will give this list to
Commune Councils during the training plan design process and invite member Micro
Credit providers to present information to training participants in voucher based
training. PTCs will ensure that all NTF supported trainees receive training in micro
credit.
7

Small Enterprise

“SMEs play a vital role in promoting economic development and creating
sustainable employment and incomes closer to the people. They make up 99%
of all enterprises and almost half of all employment in the private sector” 1
Policy: TVET will develop a program to assist small, rural enterprise to expand
training through informal apprenticeship programs. The program will assist in
introducing appropriate technology where this can expand the opportunities for the
small enterprise. Vouchers and micro credit may be a part of this program.
TVET will assist small businesses to develop training strategies for their
employees that can be supported by training vouchers if approved by the PTB.
Strategy: CDS in each PTC will be trained to assist small enterprise in developing
informal apprenticeship programs and in developing training plans for application for
vouchers. A proportion of the Voucher System budget will be allocated to this activity
(current estimate, 30%). NTF funds can also support training in these areas.
NTTI will develop training competency in small enterprise development and
ensure that all trainee instructors receive instruction in this area.
8

Public–Private Partnership, Financing TVET

Policy: beneficiaries will fund TVET. These include, Government, trainees,
Enterprise and Communities.
International experience demonstrates that financing must be a partnership of
the State, Enterprise, Communities and Trainees. Those who get benefit must pays.
Beneficiary financing of TVET is the main hope of developing and maintaining a
system that meets real needs by responding to real demands for skills. To achieve
this, a public private partnership is required.
Stakeholders must be involved in the design, decision-making and often the
delivery of TVET if they are expected to support the program. The decentralization
policy will engage Provinces and communes more directly and as Provincial
revenues increase in the future, support for TVET may be requested.
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Strategy: Ask Commune Councils to contribute to training costs in the Voucher
System. It is recognised that in many cases no contribution is possible but a start
must be made in attitude change from entitlement to participation.
Encourage a small contribution from trainees. Experience shows that even a
small contribution greatly increases trainees’ commitment.
Set up Enterprise Sector Councils and begin the process of inviting financial
participation in sector level training.
Establish an Enterprise Advisory Council to NTB, lead by Enterprise and with
primarily Enterprise membership to provide private sector input to the NTB.
Request that small enterprise contribute to training costs as part of the
Enterprise Voucher System.
PTCs will be encouraged to start production units and service units to give real
employment experience to students and to generate revenue.
9

Public Private Partnership: Enterprise Involvement in TVET

“promote business membership organizations and strengthen their advocacy
capacity”
Policy: Increase the participation of Enterprise in the design, decision-making and provision
of TVET.
Enterprise must set the standards and training outcomes for TVET beyond the village
skills level. An effective system will even include village skills in a national skills ladder.
Enterprise must also support part of the cost of public TVET as a beneficiary. Although not
evident in the short term, Enterprise will depend on an expanding TVET system in the
medium term and early steps are needed to engage them in investment in the TVET process.
In the future, Enterprise can develop and operate sectoral technical institutes from which
Government can buy training.
Strategy: Involve Enterprise in TVET through membership in the NTB, the establishment of
Advisory Enterprise Council, and the inclusion of Enterprise in Provincial Training Boards.
Reduce recurrent investment in Technical Institutes until Enterprise creates demand
for graduates at the technician level and then develop PPP technical Institutes for each
Enterprise Sector, which they finance, and control within NTB policy.
10

Public-Private Partnership: Expanding the Provision of TVET

Policy: Expand the Provision of TVET by private sector training providers. Concentrate on
overall provision of TVET not on Government provision.
Government’s central role in TVET is to assure the development of an overall system,
assure access for all, ensure availability of a skilled workforce to meet economic needs and
assure quality of provision. To achieve this, private sector providers and Enterprise itself
need incentives to enter the training market in response to the demand for skills. Tertiary
TVET will be primarily by private sector provision.
Strategy: the Commune/Enterprise Voucher System will purchase Training from qualified
private sector training providers by the NTF and. Each PTC will develop list of private sector
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and NGO training providers in the Province. These will be asked to register with the
Provincial Branch of the National Association of Training Providers (NATP) as the first step in
qualifying to provide training in the voucher program. The list of training providers, the
training they can provide course length and course cost will be given to Commune Councils
to assist training planning.
11

Assuring Quality of TVET Provision

Policy: DTVET has the central responsibility of ensuring the Quality of TVET provision.
Training providers must meet and continue to meet an agreed standard to be eligible for
access to any Government training funds.
Strategy: The establishment of a National Association of Training Providers (NATP) built on
provincial branches; with agreed financial and ethical standards is an early step.
Development of training standards in core skills area, which are audited by government, is
another important step. Locating the secretariat for NATP at NTTI will assure continuity and
sustainability of the quality assurance process. Training Vouchers can only be used at
approved training providers who are members of the NATP provincial office. Only NATP
members are eligible for NTF support of training.
12

Quality of TVET Leadership, Management and Coordination

Policy: Improve the quality and consistency of TVET leadership, management and
administration in the public and private sector.
Strategy: Ensure transfer of capacity building training by consultants and others to NTTI so
that new inputs from each project are not lost when the consultants from that project leave,
but are supported by a continuing staff development plan for all DTVET staff (including PTCs)
by a professional body of trainers at NTTI.
Expand the role of NTTI to include a basic Technical Institute Unit and a model PTC
to act as practical training and application opportunities for new technical teachers and for
curriculum validation.
13

Labour Market Information

“ develop a labour data base and statistical system with disaggregated data by
gender, disabilities and other relevant social factors”
Policy: NTB is mandated to oversee the national labour market in the TVET area. Balancing
the market for skills requires information on both the demand and supply of skills. The further
development of a labour market information system is a priority.
Strategy: Involve PTCs and PTBs in gathering basic labour market information in each
province. Involve Enterprise Councils in providing labour market demand information.
Gather available information from other Ministries. Include market opportunity information
when possible.
14

Competency Standards

Policy: National skills standards will be established and a National competency assessment
system put in place.
In order to assure quality of training, there must be enterprise validated standards for
each employment cluster. Standards exist in neighbouring countries and over time, these
can be reviewed by enterprise and validated for Cambodia.

66

Strategy: Use existing competency standards and where needed, acquire international
competency standards from other Asian countries and validate them with Enterprise Councils.
Work closely with ILO and ASEAN in this and in the development of a regional national
qualification framework. .

III.

CONCLUSION

Despite the apparently insurmountable problems facing the effective development and
implementation of the TVET programs in Cambodia, there are prospects and opportunities
that could easily be exploited. Political and economic restructuring is mandatory; in
Cambodia has an opportunity under the current situation to plan and restructure the political
and economic systems that can favor wide and popular participation by citizens and also
effect policies that will create an enabling environment for economic growth;
⇓
⇓

⇓
⇓

⇓
⇓
⇓
⇓

The TVET system can and should play an even more dynamic role in improving
employability of the downtrodden and marginalized segments of society by imparting to
them the life skills to enable them to find jobs and support their families;
The TVET stream must be integrated in the overall education system so that there is
horizontal as well as vertical mobility making the TVET stream more attractive and
allowing those who drop-out for various reasons to get into the TVET system upgrade
their skills and leave the system and come back when convenient and affordable;
All the formal and non-formal training centres - if equipped well, funded well, and the
staff are trained properly - can function as skills testing centres, reducing the burden on
employers to test the level of skill of the applying workers and technicians;
Provincial training centres can and should be established in the provinces where no
Provincial Training Centre (PTC) exists and these new training centres should have
multipurpose workshops, equipment and trained staff so that these new PTCs with all
the existing PTCs will form a national network of training cum skills testing centres;
As part of public/private partnership, those private training centres that have the
capability of testing the skills levels in the various skill areas must be recognised as skills
testing centres; the passage of the skills development sub-decree is of prime importance;
The National Training Board can and should play the role of the apex policy-making
body in the TVET sector, since it has the experience to play this role, and since it has
representation of all the Ministries involved in vocational training;
NTF should also be able to play an even more effective role if this fund can be
replenished regularly through Government and non-governmental contributions;
Improved funding can make the courses offered by the training institutions even more
responsive to changing societal demands;

There is a need to look anew into various forms of technical vocational education and
training to ensure that TVET is effectively relevant and an integral aspect of the general
school curriculum. The network of vocational training institutions and programs are
developed to ensure a continuous supply of critical middle level manpower for national
development.
TVET must be liberal education, innovations, introduction of entrepreneurship education
and the link of TVET programs to privates sector could help TVET graduates ease into
employment because of its practical orientation toward solving problems. TVET is a good
agent for improving a nation's technological literacy and capability.
TVET must be effective and efficiency; it must be a shared responsibility between the
school and the work place. Linkages with enterprises, businesses and industries are critical. In
brief, all stakeholders (students, parents, teachers, employers and planners) must work as a
team to solve the problems following the socio-economic development.
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China
l Introduction
The rapid development of China’s economy has been benefiting to most of Chinese
people. Double-digit rise of GDP every year leads China to having US$1 trillion State
Foreign Exchange Reserves. The living standard of Chinese people has been rising
remarkably.
It is also clear that the huge population burden results in a very big job competition.
The city rate of unemployment, published by Chinese government, is 4.6%. But
authority estimates that adding the rural area and other reasons, the total rate of
unemployment may be around 20%. If you find a very crowded hall on the street in
China today, that may be job fair. Chinese government has been making a series of
policies to reduce the pressure of employment. On one hand, trying the best to create
new working positions, on the other hand, shorten the gap between school leavers’
competence and employers’ requirement. In addition, self-employment for school
/college leavers is also encouraged in policy like tax. But substantially, the
superfluous manpower is structuralized. The skilled workers and operational staffs are
still in need. So an unprecedented advocation of developing technical and vocational
education has been put forward by central government. Our Premier Wen Jiabao
chaired several meetings to discuss the acceleration of the development of TVE in
China. During the period of 2006-2010, central government will spend more than 14
billion RMB on TVE. TVE has been treated as an efficient pathway for the transition
of STW for school/college leavers and meeting the needs of labor market.
l Technical and vocational education in China
The system of vocational education consists of education in vocational schools
and vocational training. It is provided at three levels: junior secondary, senior
secondary and tertiary.
Junior vocational education refers to the vocational and technical education after
primary school education and is a part of the 9- year compulsory education. The
students in this stage should be graduated pupils from primary school or the youth
with equivalent cultural knowledge and its schooling lasts 3 to 4 years. To meet the
needs of labor forces for the development of rural economy, junior vocational schools
are mainly located in rural areas where the economy is less developed.
The secondary level mainly refers to the vocational education in senior high
school stage. Named as specialized secondary schools, skill workers schools and
vocational high schools, and as the mainstay of vocational education in China,
secondary vocational education plays a guiding role in training manpower with
practical skills at primary and secondary levels of various types. By the end of 2005,
there had been 14466 secondary vocational schools in China. The enrollment number
of these schools in 2005 was 6.6million and 16 million students have been studying in
these schools.
The postsecondary education system in China is huge and complicated. For
secondary school leavers, they can choose 4- year universities or colleges through
college entrance examination (CEE) to complete their academic education. Another
path is to go to 3 or 2 - year colleges to complete their TVE. For adults, there are
some adult colleges which provide diploma teaching in part-time. Self- learning
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examination and television - university are also favorable ways to the learners,
especially to adults. Comparing with adult colleges, Self- learning examination and
TV-university, full time universities and colleges have a bigger proportion in both
school number and student number. The vocational higher education is the 3 or 2 year
colleges which provide diploma for secondary school leavers in full time. Since 1999,
China has accelerated its higher education development by enlarging the numbers of
freshmen for higher college entrance gross rate. By 2005, the number of Chinese
universities and college students is 2 times more than that in 1999. Anatomizing the
rise of Chinese higher education, it is no doubt that higher vocational education
supports it mainly. By the end of 2005, there had been 1091 vocational colleges in
China, 60.9% of total universities and colleges and 53.1% freshmen of total.
Vocational training of various forms has been playing a more and more important
role in vocational education. At present, vocational training is mainly conducted and
managed by the departments of education and labor, but enterprises are encouraged to
provide vocational training for its own employees. By 2005, short-term training was
proved for 300 million person-time all over China.
l Reform on TVE
With the development of Vocational education in China, people believe that TVE
is different from our traditional academic education, but in the beginning of its
childhood, we have to push it on by imitating the model of academic education. With
China’s policy of reform and opening to the outside world, TVE stakeholders got the
chance to learn the models from other countries. Dual system from Germany was first
introduced to China. The combination of school learning and company apprenticeship
was thought as the “secret weapon” of its economy prosperity. Many joint schools
were consequently established in China. Decades later, Chinese are aware of the
obstacles of German experience. Admirations of techniques and completed legal
system for encouraging the involvement of companies have very strong German
culture background. In addition, the overemphasized skills make the student rather
rule following than innovative. The most influenced pattern in China’s TVE is
DACUM-CBE from Canada. In the late 1990s, a competency based education system
was imported from BC Canada. The analysis of duty-task in real working position
was treated as the closest way to fulfill the needs of industry or enterprise. Even today,
many TVE colleges are still using the principles to develop their curriculum. But it is
believed that the success of DACUM-CBE needs the involvement of industry. In
China, it’s hard to find the authoritative organization or expertise to be the
representative. A lot of enterprises in the industry have very different needs.
Meanwhile, Chinese industries are always hesitated to involve in school business or
just “show a pose”. There are no strict laws to govern and encourage such cooperation.
So DACUM-CBE can’t be copied in China although some philosophies are revelatory.
Besides, many other patterns from all over the world are also introduced to conduct a
pilot study, such as MES from ILO, community colleges from US, TAFE from
Australia. But TVE in China needs not only to learn from other countries but also to
fit the new pattern into its own culture and society, otherwise, it will lose its roots.
Based on the awareness above, we Chinese TVE practicers have been trying to
69

integrate the skill training with Chinese culture and education. It’s not easy because of
the conflicts between traditional culture and modern technology, but it’s possible
especially for the majors of economics and business. Since the main characters of
such majors are mental skill rather than physical skill, social and cultural basis are
needed. More or less, the success in the fields of economy and business depends on
the culture background.
Integration of foreign pattern and Chinese situation, TVE in China has been
implementing some of methods to upgrade its quality and feature.
Ø Cooperative educatio n. In various ways of setting up relationship with industries.
It is treated as the only way of TVE reform in China.
Ø Competency based Education. Analysis of occupational requirement, making
criteria for curriculum, adopting learning-by doing pedagogy, TVE reform in its
teaching methods has been encouraged to approach the needs of industry rather
than academic routine.
Ø Culture heritage learning. Traditionally, people believed that TVE is just working
skill education. But when we scan the requirement of job- needs, most of
employers want to list the moral character of the candidates as the top of their
qualifications. The basic points of view from Confucius’ work as Ren, Yi, Li,
Zhi,Xin ( similar meanings are Benevolence, Justice, Etiquette, Wisdom, Honesty)
have been infiltrated through TVE as the necessary needs of upcoming work.
l

Conclusion

TVE in China is commonly thought as one of the best ways to equip the
school/college leavers for fulfilling the needs of society. On the reform of TVE,
employment-oriented education needs a pathway of collaboration with industry,
competency based education and training as well as its own culture fostering. To
develop TVE has become a strategic option to Chinese government, and the best
choice for the support of their next economic jump.
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Fiji
Secondary education in the Pacific is largely academic in orientation, catering mainly for
students who aspire to white-collar jobs, or who seek the credentials for admission to
university. As a result more and more students are being pushed out of the school system
without acquiring the relevant knowledge and skills for paid employment, or the life and
work skills required for self-sufficiency, self-reliance and self-employment.
Pacific youth have been labelled an economic, social and political ‘time bomb’ due to high
levels of unemployment/underemployment amongst this group (PIFS: 2003:v). A lack of
appropriate education that links realistically into further training and or employment/selfemployment opportunities in the formal or informal sectors, has been identified as a key
factor in the so-called Pacific youth problem today. Another contributing factor to high
unemployment is that the relatively small formal sectors of Pacific economies offer few
employment opportunities and cater for only a small percentage of school leavers. The
increasing globalisation of trade and labour markets and rapidly changing technologies also
impact extensively upon the knowledge and skills needed for employment.
A major concern for Pacific governments, then, is that too many students are leaving high
school with inadequate occupational and life skills to succeed in the workplace or in postsecondary vocational training. Numerous studies reveal that, upon high school graduation,
many students who are not college-bound are neither prepared for nor connected to
employment opportunities. Ministers of Education also have noted the high proportion of
students in their education systems who do not aspire to carry on their education through to
formal tertiary education, and whose learning needs are not yet adequately catered for.
While there has been some improvement made in most Forum Island Countries (FICs), the
data show that large numbers of male and female school leavers have insufficient knowledge,
skills, attitudes and confidence to progress to further training, to secure a job, or to make a
living for themselves. The effective preparation of students for life and work is beginning to
receive more attention now than before. School-to-work transition initiatives offer a
promising approach to this issue and require major school restructuring. School-to-work
programs provide ways for students to transit successfully into the economy, either through
paid or self employment. The provision of TVET at the secondary school level also is
receiving increasing attention.
This paper will highlight issues and concerns of Pacific Island governments as they try to put
in place mechanisms and systems to facilitate effective transitions/pathways between school
and TVET, school and the world of work, and between school and life. The outcome of the
recent PRIDE Project regional workshop on The role of TVET in Pacific secondary schools:
New Visions, New Pathways that was held in the Republic of Palau, 15 – 22 November 2006,
will be discussed here. This paper also will highlight the Palau school- to-work transition
model, which is one of the success stories of the Pacific region.
The Pacific Region
This paper focuses only on those countries in the region that are politically independent and
therefore able to participate in the dominant political and economic policy grouping in the
Pacific, the Pacific Islands Forum Secretariat (PIFS): Cook Islands; Federated States of
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Micronesia (FSM); Fiji; Kiribati; Nauru; Niue; Palau; Papua New Guinea (PNG); Republic
of the Marshall Islands (RMI); Samoa; Solomon Islands; Tonga; Tuvalu and Vanuatu. To
this list should be added Tokelau, which is in the process of achieving self- government in
free association with New Zealand (Teasdale, Tokai and Puamau 2004:1).
These countries are spread across some 10,000 kilometres from east to west and 5,000
kilometres from north to south, with a combined Economic Exclusive Zone of close to 20
million square kilometres. In contrast, the total land area is just over 500,000 km², of which
PNG accounts for 88 per cent, and Fiji, Solomon Islands and Vanuatu for 11 per cent, while
the other 10 countries make up the remaining one per cent.
The population of these fifteen states is close to eight million people. Of this number, 5.6
million are in PNG. At the other end of the scale are Niue and Tokelau, with populations
below 2,000 people. The majority of people in each country are indigenous 1 . The countries
of the Pacific region can be categorised into three sub-regions, each distinct with its own
ethnic groups, namely Melanesia [Fiji, PNG, Solomon Islands and Vanuatu], Polynesia
[Cook Islands, Niue, Samoa, Tonga, Tuvalu and Tokelau2 ] and Micronesia [FSM, Kiribati,
RMI, Nauru and Palau].
The countries differ widely in terms of their history and ethnic make up, and exhibit an
unparalleled diversity of culture and language as well as great variation in physical and
political characteristics. The Pacific is the most linguistically complex region in the world
with one fifth of the world’s languages. More than 1,000 distinct languages are spoken by
less than 8 million, with multilingualism and bilingualism the norm (Puamau, 2005: 3).
Most economies are small and remote from markets. They rely on imports for basic
commodities. Most ha ve a narrow base of exports such as agriculture products, fish, tourism,
sugar and labour, which are the mainstays of most Pacific economies. Remittances from
relatives living and working abroad are a significant revenue earner for many Pacific nations.
These small Pacific states have many challenges in common including large public sectors,
poorly developed private sectors, large informal sectors, high public expenditures, and
problems of finance, aid dependency, patronage and nepotism (Puamau, 2005: 3).
The geography of the Pacific nations makes administration, communication and the
provision of services complicated and expensive. The islands are also very vulnerable to
natural disasters such as cyclones, hurricanes, droughts, tidal waves, and in some cases,
volcanic eruptions. The smaller countries such as Nauru, Kiribati and Tuvalu are particularly
susceptible to rising sea level. In most cases, Pacific countries rely heavily on aid from
Australia, New Zealand, Japan, the European Union (EU) and multilateral organisations.
Different historical influences and cultural factors affect education delivery throughout the
Pacific region today, including, for example, the recent autonomy of RMI, Palau, and FSM
from a heavily subsidised American system, compared to the education structure in Fiji
which is modeled on the British system. Vanuatu has a dual French and English education
system, while Cook Islands, Niue and Tokelau have a continuing close relationship with New
Zealand. FSM has the additional constraint of administering its four autonomous states of
1

Except Fiji where a little less than half of the population is Indo-Fijian (Indians).
Tokelau is not a member of the ACP States, but has been included because it makes up the 15 countries served
by the PRIDE Project.
2
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Yap, Pohnpei, Chuuk and Kosrae, each of which has its own distinct cultures, languages and
traditions.

The Forum Basic Education Action Plan (FBEAP)
At the Pacific Forum meeting in Palau in November 1999 the heads of government discussed
the human resource needs of the Pacific, and the failure of many education systems to satisfy
them. Schools and their curricula were criticised for not providing relevant life and work
skills, for being too focused on academic success in external examinations, and for not
graduating young people who could become productive members of their own villages or
urban communities. Accordingly the Forum directed its secretariat to bring together the
fourteen Ministers for Education of the region, asking them to deal with its concerns.
The Ministers met eighteen months later in Auckland, deliberating on what they referred to as
‘basic education’, which they defined as all education for children and youth, both formal and
non- formal, except for higher education. The Ministers have since met regularly under the
aegis of the Pacific Islands Forum Secretariat (PIFS), and have included the Minister from
Tokelau in their meetings. One of their major achievements has been the development of the
Forum Basic Education Action Plan (FBEAP) (PIFS, 2001), a short but important manifesto
setting out visions, goals and strategies for education in the Pacific. It is a working document
that is revisited and amended each time the Ministers meet. Its vision is clear:
Basic education as the fundamental building block for society should engender the
broader life skills that lead to social cohesion and provide the foundations for vocational
callings, higher education and lifelong learning. These when combined with enhanced
employment opportunities create a higher level of personal and societal security and
development.
Forum members recognized that development of basic education takes place in the
context of commitments to the world community and meeting the new demands of the
global economy, which should be balanced with the enhancement of their own
distinctive Pacific values, morals, social, political, economic and cultural heritages, and
reflect the Pacific’s unique geographical context (PIFS, 2001: 1-2).

The goal of FBEAP set by the Ministers is:
To achieve universal and equitable educational participation and achievement. To ensure
access and equity and improve quality of outcomes (PIFS, 2001: 2).

The Forum Education Ministers further committed themselves to the following specific
strategies:
§ The promotion of different forms of secondary and vocational education;
§ A review of the curricula of training centres and non-formal education
programs to match skills taught (outcomes) with the requirements for
employment and livelihood in traditional subsistence economies;
§ Development of non-formal education and work-based programs in
cooperation with civil society and the private sector, and;
§ Promotion of the role of civil society in providing non- formal skills training
(PIFS, 2001: 2)
73

The commitment stated above is a clear response to the concerns of Forum leaders that
Pacific schools and curricula are irrelevant, that they do not meet the needs of all students,
that they are too focused on academic success, and are not providing relevant life and work
skills to young people who cannot secure white-collar jobs or proceed to academic studies at
universities. In addition, the education systems in the Pacific are not preparing young people
to become useful and productive members of their own villages or urban communities.
Because the current curricula in most Pacific countries are irrelevant and not meeting the
needs of all students, the Ministers recognized that TVET must be an integral part of the
education process. New pathways to tertiary education and the world of work need to be
developed, not only in the context of paid employment but also of self-sufficiency, self
reliance and self-employment. This is reflected in the Ministers assertion in FBEAP that:
TVET must be included as a priority in the national plans of their countries; that governments
should endeavour to raise the status of TVET in national education policies; and that any
work on the financing of education should include studies on how best to finance TVET
programs (PIFS, 2001).
The second major achievement of the Forum Education Ministers was the development of a
successful proposal to the EU to provide €8 million over a five year period for the
establishment of a new project called ‘Pacific Regional Initiatives for the Delivery of Basic
Education’, now referred to by its acronym as: ‘The PRIDE Project’. The New Zealand
Government, through NZAID, agreed to join as a funding partner with an initial grant of
NZ$5 million over three years.

The PRIDE Project
The PRIDE Project 3 was established to implement the Pacific vision for education
encapsulated in FBEAP in the fourteen Pacific member states of PIFS together with Tokelau.
It is managed by PIFS and implemented by the University of the South Pacific’s (USP)
Institute of Education in Fiji.
In response to the goals of FBEAP, the PRIDE Project focuses on vulnerable students,
including those from low socio-economic urban groups, those in remote and isolated areas,
those with disabilities, female students, and school push-outs and dropouts. This is to ensure
that these vulnerable students attend school and remain in school until they acquire necessary
knowledge and skills for employment and for life.
The overall objective of the Project is:
To expand opportunities for children and youth to acquire the values, knowledge and
skills that will enable them to actively participate in the social, spiritual, economic
and cultural development of their communities and to contribute positively to creating
sustainable futures.

In order to achieve its objective, the Project seeks to strengthen the capacity of each of the
fifteen countries to deliver quality education to children and youth across all sectors except
higher education. The Project therefore has a wide mandate, covering pre-school, elementary/
3

More detailed information on the PRIDE Project can be found on www.usp.ac.fj/pride.
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primary, secondary, Technical and Vocational Education and Training (TVET), and the
delivery of education through both formal and non- formal means. The core function of the
PRIDE Project is fourfold:
(a) To assist Ministries of Education in the 15 countries develop comprehensive strategic
plans, primarily through provision of local/regional technical assistance.
(b) To implement key priority areas in these strategic plans via the provision of subproject funding; over 50% of the total funding is set aside for this purpose.
(c) To coordinate donor inputs and activities to ensure effective harmonisation of
educational assistance to the region.
(d) To strengthen regional and national capacities through the development of an on- line
resource centre.
What is unique about PRIDE? Why is PRIDE different from other aid-funded projects in the
Pacific? Some of the unique features highlighted by Teasdale, Tokai & Puamau (2004)
include:
(i) The fact that the Project was designed and approved by the Ministers of Education:
the process started with them, not with the donors. It is very clear that Ministers see
PRIDE as their own Project. They are strongly committed to guiding and directing it
according to their countries’ needs and priorities. The donors, in turn, have shown
quite remarkable preparedness to allow this to happen.
(ii) The acronym of the Project - PRIDE - is profoundly significant. Each country is
encouraged to build its educational plans and curricular on a strong foundation of
local cultures, languages, and epistemologies. All Pacific students should have a deep
pride in their own values, traditions and wisdoms, and a clear sense of their own local
cultural and national identities;
(iii) There is a strong emphasis on mutual collaboration and support among the countries.
The project is about countries helping each other. Drawing on regional expertise is an
important feature of the Project;
(iv) The project encourages consultative and participatory approaches to educational
planning within each country. There is a strong commitment to bottom- up processes
involving parents, teachers, students, private providers, employers, local communities,
NGOs and other civil society organisations;
(v) The project strongly encourages a holistic approach to education, with effective
articulation between each sector (pre-school, primary, secondary and TVET) and
between education and the world of work; and
(vi) The PRIDE Project team is committed to building a strong conceptual foundation for
the Project.
To achieve the objective of the PRIDE Project to help countries develop strategic plans for
the improvement of education in the Pacific states, the PRIDE team with the assistance of
National Project Coordinators (NPCs) has developed a set of eleven benchmarks as a tool to
guide this planning process (to consult the full benchmarks document please refer to
www.usp.ac.fj/pride). The benchmarks cover the following areas:
1.
2.
3.

Pride in cultural and national identity
Skills for life and work in a global world
Alignment with national development plans and regional and international
conventions
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4.
5.
6.
7.
8.
9.
10.
11.

Access and equity for students with special needs
Partnerships with communities and stakeholders
A holistic approach to basic education
Realistic financial costing
Use of data in educational planning
Effective capacity building for all education personnel
A framework for monitoring and evaluation.
Integration of health and physical education in the curriculum and in school activities

These benchmarks were derived from FBEAP and when countries include these benchmarks
in their strategic plans and implement them, they are seen to be implementing FBEAP. TVET
is very much covered here especially in benchmarks 2, 4 and 6. As mentioned, TVET is seen
by the Ministers as an alternative pathway for students and has the potential to: bridge formal
education and the world of work; address the drop-out, access, equity and quality issues;
make learning more meaningful and relevant to the world of work; and make education more
values-based and citizenship-oriented.
During the meeting of the PRIDE Project Steering Committee 4 (PSC) that was held in Suva
in October 2005, which was attended by the Directors of Education in the Pacific, TVET was
identified as one of the two priority areas for a PRIDE funded regional workshop in 2006.
The aim was to explore planning strategies for integrating TVET programs into the secondary
school curriculum, including credit earning arrangements, and for achieving more productive
articulation between secondary and post-secondary TVET programs and the world of work.

PRIDE regional workshop on TVET
In November 2006, the PRIDE Project funded a regional workshop in collaboration with the
UNESCO International Centre for TVET (UNEVOC) in Bo nn, the Pacific Association of
Technical and Vocation Education and Training (PATVET) and the Palau Ministry of
Education, on the theme: The role of TVET in Pacific secondary schools: New Visions; New
Pathways. The choice of the theme is a reflection of ho w Pacific states have started to rethink the teaching of TVET in secondary schools. About 36 senior staff responsible for the
planning and delivery of vocational education in secondary schools, and/or the articulation
between secondary and post-secondary TVET provisions, attended the workshop.
The aim of the workshop was to provide capacity building for senior educators by engaging
them in the process of reconceptualising vocational education at secondary school level in
their own country, and in the region. Part of the process required reflecting on global
developments in TVET provisions for secondary schools and examining the implications for
the Pacific. The notion of syncretising the best of the contemporary global with the best of
the local was embedded at the heart of this workshop.
Specifically, the objectives of the workshop were to:
§

4

review contemporary global thinking about the role of TVET in secondary schools
and examine the implications of these new ideas for the Pacific

Project Steering Committee consists of the Pacific Directors of Education, USP, SPBEA, UNESCO, UNICEF,
and PIFS meets annually to decide project direction and policy.
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§
§
§
§
§

reconceptualise vocational education in the Pacific, especially from the perspective of
local cultures and traditional ways of imparting vocational and life skills
explore the integration of TVET, life skills and academic subjects in the secondary
school using a more holistic approach
consider alternative pathways from school-based TVET to the world of work, not
only in the context of paid employment but also of self-sufficiency, self reliance and
self-employment
examine the interface between school-based and post-school TVET, and between
formal and non-formal TVET provisions
recommend strategies for the implementation and delivery of TVET programs that are
inclusive of best practices from local, regional and global perspectives

A ‘think tank’ approach was taken during the workshop. Participants worked in groups to
generate new ideas, formulate new visions, and recommend new directions on the role of
TVET in Pacific secondary school systems. The workshop took a highly interactive approach
where all participants contributed intellectually and professionally during the intensive group
discussions and were interactively engaged in reflecting on the implications of theories,
concepts and ideas provided in the keynote addresses.
The highlights of the workshop were the keynote addresses by the two resource people: Dr
Rupert Maclean, Director of the UNEVOC Centre in Bonn, and Mr Perive Lene, President of
PATVET. One whole day was set aside for the Palau Ministry of Education to showcase the
Palau TVET program including the school-to-work component. There was also a case study
on the teaching of TVET in secondary schools in Fiji and the link with the Fiji Institute of
Technology. The group tasks and presentations were based on the following topics:
§
§
§
§
§
§
§
§

Pre- and in-service preparation of TVET teachers for secondary schools
Status of TVET in schools and communities
Integration of TVET courses into the secondary school curriculum
TVET programs for students with special needs
Building traditional knowledge and skills into the TVET curriculum
TVET for self-sufficiency, self-reliance and self-employment
Bridging between school and TVET and school and work
TVET in primary schools.

Potential of TVET programs in schools
The participants, during their presentations acknowledged that countries in the Pacific are in
different stages of development in the provision of TVET, and that there is still not much
focus placed on school-to-work transition. During the group presentations and keynote
addresses, there were some common issues raised regarding the potential benefit of TVET in
schools and in the school- to-work transition:

First, the workshop highlighted the potential of school-based TVET as a new pathway to
develop young people who can become self-sufficient, self- reliant and self employed and are
able to actively participate in the social and economic development of their communities,
especially those children who will not get into white-collar employment or tertiary
institutions, and students who are not academically inclined but are good with their hands.
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TVET is considered a vital and important element of human resources development in the
Pacific region, with the general objective of preparing learners with adequate knowledge and
skills for life and for the labour market.
Second, it was highlighted that if education is the key to development, then TVET is the
master key that will open the doors to employment opportunities, sustainable livelihoods and
self reliance, and close the doors to life adversities such as poverty. TVET has the potential to
bridge formal education and the world of work. This is a weak link in most education systems
in the Pacific. There need to be transition programs that bridge the gap between learning and
work. The Palau school-to-work transition model, although not perfect, is one that could be
advocated as an exemplar for the Pacific. This will be described in detail later.
Third, TVET has the potential to address the dropout, access and equity issues. It makes
learning more meaningful and relevant to the world of work. TVET also has the potential of
meeting the needs of the most vulnerable groups in societies, such as youth, girls and women,
lower socio-economic groups, those living in remote areas, and the disabled and handicapped.
Fourth, TVET has the capacity to reduce unemployment, as it prepares young people for
wage employment as well as self-employment, thereby facilitating economic development. In
addition, it prepares young people to become useful members of their communities and
therefore is a vehicle to reduce rural- urban migration. It also has the potential to make
education more values-based and citizenship-oriented with emphasis on partnerships and
living together.
Despite the huge potential of TVET in the Pacific, there are still many issues and concerns
that confront its development. Ongoing attention must be given to allow for changes and
improvement. If these concerns are addressed attentively real progress surely can be made to
ensure programs will have a lasting impact on our children and youth. A successful schoolto-work transition program is a key initiative. The following issues and concerns were highlighted during the workshop, and are common to most Pacific states.

Issues and Concerns
Low status and quality of TVET teachers in schools
Most TVET curricula in Oceania have been driven by the demands of the work-place and the
need for specific, job-related skills and qualifications. Many TVET teaching staff have been
recruited from the workplace, with limited if any teacher training, and have an instrumental
view of their responsibilities; i.e., they view their role as the development of specific
technical capacities in their students. Once again a profound shift in the mindset of teachers
and lecturers is necessary if they are to contribute effectively to a holistic process of lifelong
learning. Every TVET teacher needs to be confident in helping students learn how to learn.
And every TVET teacher needs to promote TVET as an integral part of each student’s
preparation for life and work.
There is a need to improve the status and quality of TVET teachers as they are the most
valuable assets and they are at the heart of the learning process. Teachers are the key to
improving quality and play a lead role in any reform of education. In addition, they are an
important component in the development and implementation of TVET programs in schools.
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Lack of industrial experience with most teachers was also a concern. TVET teachers must
first be qualified in their subject area before doing a teacher qua lification. There is also a
need for all TVET teachers to have industrial experience and for governments to put in place
industrial attachment policies for all TVET teachers to upgrade their knowledge and skills on
new developments in their specialized areas on a regular basis. Apart from industrial
experience, there is also a need for an exchange scheme to be established, as this would
provide an opportunity for teachers to share experiences and to learn from their colleagues
within and beyond the Pacific region.
In order to raise the status of TVET teachers, there is a need to upgrade their qualifications to
degree level as most of them only have certificates and diplomas. Salaries should be reviewed,
as well as their working conditions relative to market forces. There is a need to establish
career paths and succession plans for these teachers so that they do not look at teaching as a
‘bus stop’ profession where they are seen to take up teaching while waiting to get into their
preferred career choice.
The notion of ‘second chance’ rather than ‘second class’ in schools and communities
Academic subjects normally are the first choice of students and their families. Vocational
education has been the second choice in most Pacific secondary schools. It generally has
much lower status. If TVET continues to be seen as being of low status and less superior than
academic subjects then school-to-work transition programs will not work optimally.
In order to lift the status of TVET in the Pacific, governments should ensure that TVET is
included as a priority in their national strategic plans for education. Provision of TVET must
not be seen as a lip service by politicians and industries but a genuine commitment to its
implementation. A genuine partnership should be developed amongst stakeholders where
resources are shared, funding sources secured and there is willingness on the part of
employers to accommodate students to do work attachments in their workplaces.
In addition, communities, parents and students should be well informed about the importance
of TVET in education. Awareness programs can be organised to create awareness and to
change peoples’ mindsets about TVET being second class to academic subjects, and to highlight the potential and benefits of TVET as a pathway to work and tertiary studies. All TVET
courses must be encouraged for both sexes, and if possible compulsory for all students.
Lack of clear national policies on TVET and school-to-work transition
Countries need to have a clear TVET policy highlighting the importance of TVET and its
socio-economic benefits. The policy needs to be aligned with national plans and priorities.
The policy with associated legislation and guidelines on school-to-work transition should
identify the level of responsibility of the government, industry, trade unions, and various
providers of vocational education and training.
National policies also should include the establishment of a qualifications framework,
guaranteeing that credentials obtained in one institution within a country will be recognised
by other institutions within that country. A regional Pacific framework also needs to be
developed, based on the national frameworks, to allow articulation between countries. TVET
policies also should put in place to establish and monitor quality to ensure that the skills and
competencies learned by the students will meet the needs of the labour market.
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At the moment, government policies in some countries may not facilitate school-to-work
programs. In Pacific states, most go vernments have put in place Occupational Health and
Safety (OHS) policies which may restrict students entering the workplace. In Palau, for
example, government has had to make provision for the payment of insurance for students so
that they can do their workplace attachments. In Fiji on the other hand, a work attachment
program was introduced in the 1980s but this was later abandoned because of the risks
involved and the need to pay compensation if students are injured in the workplace.
Vocationalising the curriculum: Integration of TVET courses into the school curriculum
The effective preparation of students for life and work in Pacific settings is significantly
hindered by discontinuities between the secondary school curriculum and the provision of
TVET, both formal and non- formal. A more holistic approach is required. In adopting a more
holistic approach to learning the old boundaries between the various sectors of education
(pre-school, elementary, secondary, TVET) need to be reviewed, and the question of effective
articulation between them addressed. There is a particular need to explore how secondary and
TVET curricula might be planned together in a more holistic and interconnected way.
In order to integrate the long-separated 'tracks' of academic and vocational from middle
school on, schools should orient youth to work, help them explore different types of jobs,
provide guidance about career paths, and assist them in finding work relevant to their needs
and interests. Vocational education is considered by many to be too narrow and specific,
outdated by modern technology, and ineffective in building language and mathematical skills.
Ideally, TVET courses should be woven seamlessly into the school curriculum alongside
academic courses. In practice, the curriculum in most countries lacks this integration.
Another key issue identified at the Palau workshop was that relevant TVET curricula must be
needs based. A strong message that came through was the need to ‘vocationalise’ and
‘localise’ the curriculum at both elementary/primary and secondary levels. This should be a
priority for all Pacific countries. TVET courses must be relevant to each particular school and
community, based on the availability of resources, labour markets, school location and the
main economic activities of the community.
The need to build traditional knowledge and skills into the TVET curriculum
Traditional knowledge can be defined as local or indigenous epistemologies and skills that
are passed on from generation to generation through observation, mentoring, and oral
presentations, including story-telling. Building traditional knowledge and skills into the
curriculum is not generally practised in the Pacific, especially at the secondary level. The use
of traditional knowledge and skills will enable students to develop a deeper pride in their own
values, traditions and wisdoms, and a clearer sense of their own local cultural identity.
This requires partnerships with senior citizens and the wider community in order to utilise
local expertise in the teaching of local values, knowledge and wisdom. This area needs to be
strengthened. Traditional knowledge and skills, as in the performing and visual arts, farming,
fishing, values, navigation and traditional healing, should be integrated into the TVET
curriculum. Teaching of these skills may not be too expensive as schools will be using local
expertise and local resources. There is also a need to syncretise the best of the local skills and
knowledge with the best of the global and the implication of these new ideas for the Pacific.
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Lack of proper resources and infrastructure due to high costs
The cost of teaching TVET in schools is high. Introducing school-to-work transition
programs will incur significant additional costs for school management and for government.
This additional cost will include insurance cover for all students on work attachments.
In most countries in the Pacific, minimum requirements for facilities and resources are not
met. As a result, teaching of TVET is done in poor facilities, with poorly trained teachers and
with the absence of or lack of teaching and learning resources for effective learning to take
place. Lauglo (2005: 8) stated that: “In the absence of minimally adequate workshops,
equipment, consumables, and trained teachers vocational subjects easily degenerate into
being taught ‘theoretically’ with inadequate attention to practical skills learning”.
To effectively teach TVET in schools, proper workshops, laboratories, equipment, and
learning resources (including stationery, raw materials, textbooks and teaching aids) must be
provided. Governments must secure funding and technical assistance from industries and
donor agencies to supplement their own funding. As TVET is seen as the master key, finance
must be allocated accordingly and not as presently practised in many Pacific countries.
Weak institutional - industry linkage
There is a need for proactive partnerships between industry and schools. A successful schoolto-work transition program will only work if there is a strong school and industry partnership.
Industries can provide training for teachers and attachment opportunities for teachers and
students, thus ensuring appropriate skills for employment. This would allow for students to
do work attachments in industries. Work attachments can be for one or two days per week, or
for longer periods during holiday breaks, or at weekends. Attachments require commitment
from all TVET stakeholders (businesses, industries, trainers and service providers, parents,
communities, government agencies, donors, etc) to ensure sustainability of the program.
A school-to-work transition program has to be driven by industries/business with support
from other stakeholders. Pacific governments cannot afford to work in isolation. Partnerships
must be forged with the private sector, NGOs, and with private training providers.
Coordination of effort is required, to ensure that gaps are filled, and duplication avoided.
Every stakeholder will play an important role in the integration of TVET into secondary
schools and the school- to-work transition phase. Their participation will involve policy
development and planning, provide financial support, review of the curriculum, research,
development of guidelines and implementation, setting standards and benchmarks, and
monitoring and evaluation of programs.

Lack of political will
For TVET to be an integral part of the education system, political leaders must be convinced
of its key role and fully support it. The Ministers for Education, through FBEAP, have
indicated that governments should include TVET as a priority in their country's education
sector strategic plans. However, in terms of funding, the amount allocated for the
implementation of TVET is not seen as a priority in most countries in the Pacific.
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Without political will and commitment, however, TVET will remain as lip service with no
tangible outcomes seen by the community. Starting with the most senior level, and continuing
to all levels of management, sustained political will and commitment is required to ensure a
successful school-to-work transition program is in place and human and financial resources
are allocated for its implementation.
TVET not accessible to all students and communities
While TVET programs normally are quite expensive, this should not prevent or limit
students’ access to them. All efforts should be made to make programs accessible to all
students. This is especially true for the bigger countries of the Pacific with populations living
in rural and isolated areas including outer islands. There is a need for TVET courses to be
oriented towards rural/remote and village development. They can be modularised with
flexible entry and exit points and where possible recognition of prior learning.
Another way of ensuring accessibility to TVET programs is to teach courses through open/
flexible pathways for TVET students from secondary and tertiary levels. Effective use should
be made of distance and open learning systems only where there is evidence of significant
cost-benefits and necessary conditions are met. Using new technologies is one way of
delivering programs to 'unreached' students in isolated communities.
Need for the introduction of TVET programs in primary schools
In many countries, especially those where children spend 7 or 8 years at primary school, there
is a need for initial TVET in the later years of primary, and perhaps even in the earlier years.
Many of these students will not continue to secondary school. Their only chance for
integrated, in-school TVET is during their primary schooling.
In early primary (classes 1-6) TVET should be generic, providing opportunities to gain basic
TVET knowledge/skills across the curriculum, including exposure to different vocational
pathways. By classes 7 and 8 all TVET curricula should include career pathway exploration
allowing for informed decisions in secondary TVET programs.
TVET primary curriculum begins with what students know and are exposed to in their local
community. Traditional knowledge such as indigenous crafts, fishing methods, subsistence
skills, traditional agricultural practices, etc, become the foundation for TVET curriculum at
the primary school level.
Education aid/aid dependency and the politics of international aid
Pacific Island states, because of their small size and the slow growth of their economies, rely
very much on donor funds to provide funding to supplement national education budgets. In
most countries, education budgets are just sufficient to fund operating costs, capital developments and emoluments for their large public sector leaving very little to cater for new reforms
in education. As mentioned earlier, TVET is seen by many as very expensive in terms of
establishment and operating costs, and some donors are reluctant to fund such initiatives.
Sanga (cited in Puamau 2005) stated that: “In educational aid projects, a micro level analysis
would show that donors often set the agenda for aid activities, define the terms of reference
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for the consultants and set the questio ns for problem identification”. In other words they are
dictating to the countries what they should do with their funds instead of allowing countries
to decide for themselves how they should utilise the aid. As a result, any education reform on
TVET could be neglected and Pacific states will continue to lag behind in this area.

Two Case studies: The Palau High School Work Based Program
and the Fiji TVET Programs in Secondary Schools
During the Palau workshop, one day was allocated for the Palau Ministry of Education to
showcase the TVET programs offered at the Palau High School, the only public high school
in Palau, and half a day was allocated for Fiji participants to showcase the teaching of TVET
in their secondary schools. This provided an opportunity for participants to experience the
Palau and Fiji models and explore what they could learn from them and take back to their
countries. It is about countries learning from each other and helping each other.
It is also worth noting that, in the case studie s, two distinct systems were looked at. Palau is a
small country with only one public high school and funding provided through its Compact
Agreement with the USA. On the other hand, Fiji is a very large country by Pacific standards,
with 160 secondary schools, 46 of which offer school based vocational programs, although
funding for school-based TVET is only 0.36% of the total education budget.
The Palau school-to-work transition model: a success story
The Palau school-to-work transition model can be advocated as one of the best in the Pacific.
The most notable feature of the Palau education system is its attention to career development.
It seeks to make education more relevant to students’ future careers by aligning curricula with
the needs of industry, by integrating academic courses with TVET subjects, and by making
links between students’ classroom experience and the world of work.
Students through the normal academic stream are required take TVET subjects based on their
career choices. This is an example of TVET courses being integrated with academic courses
allowing all students to take TVET subjects at secondary level. While in school, students
have a variety of options to choose from before they select their field of specialisation at Year
11. The curriculum and instructional strategy used by the school are geared to preparing an
academically and technically competent workforce.
The career academies are based on the idea that all students select a career path upon which
to focus their studies while in high school. In the academies, TVET is integrated into the
academic stream with students taking a minimum of three academic subjects and one
vocational-technical course in a block-scheduling format each semester. The aim is to
develop workplace skills needed by employers. It incorporates a workplace- learning
component under the supervision of local employers through job shadowing, career
mentoring, career practicum, and Summer Work Experience Program (SWEP).
The types of work-based activities are organised so that in Grade 9 students take a
compulsory career development course that includes field trips to work sites, guest lectures,
computer studies, a business academy, and the study of occupation options and job
requirements. In Grade 10, all students complete a Workplace Skills program focusing on
communications, ICT and workplace skills development.
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In Grade 11, students select a Career Academy from one of the five options: business; natural
resources; automotive; construction and tourism. Within the academies, students learn
specialised skills and gain considerable hands-on experience. A full week is spent in a
workplace setting. Instructors from the Palau Community College come in to the school to
assist with the academies. At Grade 12, students continue with further academy based courses
in their selected area, and participate in a one semester career practicum where they work
four afternoons per week in an appropriate workplace.
During SWEP, all high school students from 9th to 12th grade from Pala u High School also
work for a total of 320 hours and are provided a stipend of US$100.00 weekly. It is important
to note that in all work-based activities, student insurance coverage is provided by the
Ministry of Education. In addition, all work-based activities are credited towards the
students’ career academy requirements.
Further to the work-based activities, the school, in partnership with the Palau Community
College (PCC), administers a dual enrolment program where high school students start taking
College courses while still in High School. These courses are taught by the staff of the
Community College next door. Grades and credits earned can be cross-credited towards
students' courses of study when they enrol at PCC after high school. The advantage of this
arrangement is that, as students move to PCC for tertiary studies, they will be taught by the
same lecturers and there is a seamless transition from high school to PCC. Motivated students
can fast track through high school and complete one semester ahead of schedule. Most
students are able to earn credits during high school studies towards TVET programs, many
gaining as much as one semester of credit.
The work-based learning is made possible through collaboration and partnership between the
Ministry of Education and (i) the Belau (Palau) Employers and Education Alliance (BEEA),
whose role is to: identify skills needed in the workplace; connect school based learning to
work based learning; host students in work based activities; and to prepare students for a
future in the workforce; (ii) the Belau Family School and Community Association (BFSC),
whose role is to support career interest at home, encourage parents to sign consent forms, and
provide logistic support; and (iii) the Palau Community College (PCC), which administers
the dual enrolment program.
The articulation between secondary school and tertiary education is impressive, as are
relationships between the Ministry and the private sector. The workplace program receives
strong support from local businesses.
There are a lot of lessons that can be learned from the Palau school-to-work model. First,
there is strong commitment by the government in the implementation of the school-to-work
transition program. Second, there is genuine partnership between the Ministry of Education,
the Employers Alliance, the parents and PCC. Third, there is effective career counselling and
guidance by the Counsellors. Fourth, the programs offered are very relevant to workplace
skills requirements. Last but not least, the strong leadership demonstrated by the Minister of
Education and staff of the Ministry, the commitment shown by the teachers, and the effective
management of the work based program by staff of the High School and PCC, all play an
important role in the success of this important initiative.
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The Fiji model on teaching of TVET in secondary school
As mentioned earlier, Fiji is a large Pacific country (although tiny by Asian standards), with
more than 600 primary schools and 160 secondary schools. Of the 160 secondary schools,
about 55 offer TVET programs running either a school-based or a stand-alone model. A
favourable development in TVET is the increasing support provided by the school
management committees and principals, particularly in the urban and semi- urban areas. The
establishment of TVET programs in a school depends very much on the interest of the school
management and their capacity to funding such an expensive initiative with some support
from the government.
For the school-based model, vocational subjects are taught parallel to the academic stream
and the vocational pathway is geared for students who are not academically inclined. The
stand-alone model is employed by fully fledged stand-alone vocational schools. Both
programs caters for school leavers who have completed ten years of general education with
an age range from 15 to 20 years. The programs provide either one or two years of intensive
skills training with a focus on self-employment, paid employment, further education or
training for skills useful for those who will go back to their villages or rural settings.
Montfort Boys Town, one of the stand-alone schools, enrols school dropouts. These are
economically poor and disadvantaged youth, orphaned youth, single parents and other
underprivileged students needing to regain self-esteem. The records show that between 95%
and 100% of students graduate every year find employment in the labour market.
The Enterprise Model which is part of the school based program employed at Ratu Navula
High School in Nadi is a good example of a successful school- to-work transition program.
The school is strategically located amidst the chain of large hotels in the western part of Fiji,
and took advantage of its location by fully engaging students in the hospitality and tourism
industries during work based attachments leading to permanent employment. The school
itself runs its own restaurant, bar and housekeeping facilities, which is part of the enterprise
program, which in turn generates income for the school.
Regardless of the models employed by the schools, the vocational courses offered are being
franchised with the Fiji Institute of Technology (FIT). Stages 1 and 2 of FIT courses are
taught at those schools that have met FIT standards. Students who pass these courses will
earn credit for stages 1 and 2, and will then do stages 3, 4 and 5 if they decide to pursue
further studies at FIT itself. FIT courses on franchise with the schools are being taught by
teachers at the school, but are monitored and evaluated by the FIT staff.
In terms of work-based learning, the current ad hoc arrangements with employers are not
satisfactory. The government has no clear policy on school-to-work transition. Students are
responsible for securing their own workplace in order to complete their work experience. The
government does not have any insurance schemes for students, and employers are taking risks
in accepting them into their workplaces. The current OHS policy and the lack of work-cover
for students are deterring factors in the establishment of an effective school-to-work
transition in Fiji. Although the Education Ministry and industry linkage is strong in the
development of curricula and programs, it is still weak in the establishment of effective and
better coordinated school-to-work transition programs for students. This partnership needs to
be developed further and needs to pull in the support of the parents and training institutions,
as is the case in Palau.
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Conclusion
The development of TVET, including the school- to-work transition phase, is still at different
stages of development in the Pacific region. Countries such as Fiji, Palau and Samoa have
relatively well developed programs that are exemplars in the Pacific. Some countries are
following closely behind while others, especially the smaller states, are seriously thinking
about establishment of TVET but are wary about the costs involved and are still
contemplating the best model to meet the needs of their people.
TVET, according to participants in the recent PRIDE workshop, is an important component
of education as it prepares students for the world of work and develops young people to be
self-sufficient, self- reliant and self employed, and able to actively participate in the social and
economic development of their communities.
A successful school-to-work program requires genuine partnerships amongst stakeholders,
especially the key players such as Ministries of Education, employers, parents and training
institutions. In addition, the countries will need commitment and political will from decisionmakers, including politicians. The leaders need to take ownership of this important area, and
commit scarce resources to it.
Because of the relative smallness of the countries and their economies, and the limited
capacities of their Ministries of Education, it is important that they work together in a
collaborative way. They must champion regional cooperation and they must be willing to
share resources and expertise. Effective TVET provisions in the Pacific require count ries to
help each other and learn from one another.
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