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1 Introduction
Agreements made by national education ministers to reform their education and

training systems are a majar contemporary force for transformation in European ski |l
formation. In particular, skill formation institutions are affected by the Bologna and
Copenhagen processes. The Bologna Declaration, origindly signed in 1999 by 29
European ministers, aims to esteblish a Europe-wide higher education area to
facilitate individual mobility, qualificational transparenc y and recognition,
coordinated national quality assurance systems, as well as mutual recognition of
duration and degrees of study courses. Several yearslater, in 2002, the Copenhagen
Declaration was signed by 31 ministers, aiming to enhance European cooperation in
vocational education and training. Goals include a unitary framework of
gualifications and competencies, a system of VET credit transfer, common quality
criteria and principles as well as improvements in citi zensO access to lifelong learning.

The joint relevance of these two specific instances & internationalization and
Europeanization is apparent: The European Commission (EC) has launched
ini tiatives to Oestablish synergiesO among the two methodsf coordination, such as
in the transparency of qualifications (Europass), credit transfer, quality assurance,
and the European Qualifications Framework (EQF). In sum, these European
declarations aim to establish an enhanced European skill formation area that will
strengthen the EUOs global competitiveness. Yet theefforts of decisionmakers to
achieve the diverse goals codified in the Bologna and Copenhagen declarations
imply the transformative change of historically evolved national skill formation
systems, understood as the organizational fields of geneal education and specific
vocational training. These goals stand in contrast to limited knowledge about recent
changes in specific national contexts,as well as the institutional configurations of the
respective educational systems, which are in turn embedded in nationally specific
education-economy nexuses. Furthermore, the consequences ofristitutional change
for organizations responsible for skill fo rmation demand enhanced research
attention, especially as multiple reform processes arecurrently underway.

Thus, focusing on shifting tensions between vocational and general education, the
VocGenE project specifically compares France and Germanyas thesecountriesO skill
formation systems respond to the exogenous pressuresof international diffusion of
educational ideals, Europe-wide Bologna and Copenhagen processes, and
endogenous reform processes. Moreover, we aim at a theretically well specified
analysis of the changes we find and those expected in the &ifting relationship
between higher education (HE) and vocational education and training (VET) in
France and Germany. In charting national dynamics of insti tutional change in skill



formation, focusing on the period from the early 1990s through to 2008, we are
interested in the on-going, possibly even heightened, competition for par ticipants
between organizations dedicated to the transfer of general and vocational skills.

Defining Europeanization as a particular form of internationalization (Pries 2008)
that puts exogenous pressure on national systems, we ask both where the dominant
models in skill formation originated and how they are normatively and politically
implemented (Olsen 2001) Europeanization can be specified looking at its ideational,
normative, and regulative elements, such as common dedarations, standardization
and the establishment of common reference levels and pinciples of certification to
ensure Omutually recognized qualificationsO as vell as specific policies at varying
levels of governance. On an abstract and discursive le\el, internationalization can be
seen to carry certain cultural models and ideas like One-liberal competitivenessO or
Oeducation societiesO. Arguably, it is these padigms that flow easily beyond borders,
requiring no direct policy interventions to be emul ated. Especially periods of deep
reform and political transformation, such as the past several decades, lend themselves
to the study of Oimitation and persistenceO(Jacoby 2000). But ifEuropeanization can
be viewed as a driving force, we must account for variations in European impacts at
national (and regional) levels and to explain the vary ing responses and robustness of
domestic institutions against such pressures.

The Bologna and Copenhagen processes are not just mnaged from above, via
supranational institutions and decisionmaking, because education still is mostly a
national responsibility. It has been primarily the g overnments but also the national
universitie s, the social partners and students as well as Eurogan institutions which
influenced these processes (Walter 2006). While thesegorocesses may be viewed as
largely exogenous, Europeanization is not a one-way causal relationship. Indeed,
Europeanization may lead to enhanced dynamics of social change, as it is Oliked to
harmonizing processes through which national societies become increasingly similar,
but it is also manifested in new heterogeneous practices, which increase internal
diversityO (Trenz 2008: . Both isomorphism and divergence of institutional s ettings
seem to be inherent to these longstanding and on-going processes. As the history of
these systems indicates, the consequences of theseootemporary changes in the
relationship of HE and VET for social inequality are likely to be considerable.

In part, the project was inspired by the classic study that we take as a starting point
for our investigation, namely the 1986book The Social Foundations of Industrial Power:
A Comparison of France and Gemy, by Marc Maurice, Franeois Sellier and Jean
Jacques Silvestre, which comparesFrench and German educational and training
systems and work practices. In a book review in the Journal of Economic Issydobert



Solow (1987) argues that this work led to questions about the European Economic
Community and its developing efforts toward a common b asis for educational and
professional qualification as well as the promotion of the transnational mobility of
labor. Since that pathbreaking study appeared, nearly a quarter-century has elapsed.
We believe that the time has come to revisit the relaions in education and training that
serve to maintain national specificites of French and German education/work
relations.

The comparative institutional approach to be used in this project builds on
organizational and institutional analysis, relying on the approaches of historical
institutionalists (Thelen 2004: 12), on crossnational and historical analyses of
vocational training (Hillmert 2008), on change in universi ties (Kr¥cken 2003; 2007),
and on institutional and organizational analysis (Scott 1995). In this report, we
compare some of the major historical institutional configurations of the national skill
formation systems in France and Germany. In doing so, we analyze various
dimensions of change in the relationship between HE and VET. This refers to the
character of competition and cooperation between HE and VET, the hierarchy of
certificates and organizational forms in the two organizat ional fields, as well as the
differentiation of organizational forms (e.g. insituts universitaires de technologi@
France, or Fach(hoch)schuleand Berufsakademiem Germany) and newer vocational
educational institutions such as the Oprevocational transition systemO in Germany
(seeBaethge, Solga & Wieck 2007).

As self-proclaimed meritocracies, both France and Germany have regularly
initiated and implemented a variety of educational reform s that aim to increase
schooling quality and equality. Yet the varying institu tionalization of HE and VET in
France and Germany has led to considerable and persisten differences in the
organization of skill formation, representing contrastin g learning opportunity
structures and visions of equality of educational oppo rtunity upon which those are
based (see Duru-Bellat, Kieffer and Reimer 2008 on access to tertiary educaon in
these countries from 19832000). Further analyses, especially with regard to VET, are
needed to understand the complex structures and pathways made available and their
consequences for students in terms of accessing learning oppatunities, staying in
education, earning valued degrees, and participating in society. Among the most
important structural features affecting skill formation on the institutional,
organizational, and ind ividual levels is the nexus or the linkage between skill
formation and labor markets.? The purpose of this first report is to review the

2 Other aspects the research team will investigate during the EqualSoc-funded collaboration are the
respective participation rates, the reaction of students to information asymmetries and changes in the
costs of particular courses of study as wel as the value of certificates, but also youth unemployment.
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relevant literature and to begin to chart the changes in the relationship between the
differentially institutionalized  organizational fields of general and vocational
education, focusing on new organizational forms and the adjustment of educational
pathways and participation rates.

When and where possible at this stage of reforms, we also extrapolate the consequences of
contemporary institutional change for educational a ttainment, stratification, and inequality.



2 Shifting Tensions between VET and HE in France

2.1 Pathways into and within VET and HE
The history of education in France can be viewed as a lomg term differentiation

process. Emphasizing the need to concentrate more oneducation supply than on
demand, Chapoulie (1993) suggests a distinction between two successive Oschooling
typesO. The fist type, present till the mid -20th Century, was based on social origin.
Primary and secondary segments in education coexisted,with the former devoted to
the training of the masses, the latter to the elites. Thereafter, primary schooling was
extended to train middle class children as well. Finally, during gen eral education
expansion, new criteria were used to define what schooling types children should
attend. The future occupational destination of children is taken into account with
specialization of three different streams: academic, technological and vocational.
While this progressive (re)construction has been documented to some extent, more
attention has been paid to academic education than to lessprestigious levels (Briand
and Chapoulie 2003). If historians have been more active than sociologists on this
topic (Tanguy 2005), sociologists of education have repeatelly emphasized unequal
access to education. Sociologists studying skill formation in France have focused on
the problem of inequality in the Fr ench educational system and its social structural
effects (Brauns 1998; DuruBellat 1996).

Over the last 30 years, the educational landscape in Francehas undergone
dramatic changes, with undeniable increases in participation and attainment rates
(Coutrot and Kieffer 2009): in 1970, 56% of all individuals aged 2534 had received
either little or no formal education; their certificat ion level was at best the Certificat
dOZtudes primairesith a minority (12%) having attended vocational classes without
having passed the OCAPO, a vocational certificate that providedaccess to skilled jobs.
Not even a decade later, the rate of individuals with no qualification dropped to 32%
and by 2003, the proportion had fallen to 11%. At the end of the 1970s, those who
have received some extra vocational training (but did not pass the CAP) represented
between a fifth and a quarter of an age cohort, but this rate was halved by 2003
back to its previous level (12%). At the other end of the distribution, the proportion
of indivi duals holding a certificate or a degree had increasedenormously. Yet despite
this considerable reduction, these two groups with | ess qualification have not
completely disappeared. They form the bulk of all unem ployed, and to a lesser
extent, represent mod unskilled groups. As such, they are of particular in terest for
decisionmakers involved in educational and social polici es.

In terms of upper secondary vocational training, the share of CAP-BEP holders



increased consistently over the period but more recently has dropped, as the latest
vocational degree; the BaccalaurZat professionratracts a larger number of students.
Women, who used to be over-represented in the less qualified categories, have
caught up at most levels except for the CAP, which used to be, and still is, geared
more towards industrial jobs than towards white collar an d service sector jobs.
Technical education (BTSDUT) and tertiary academic education grow considerably
and a larger share of the cohort attends engineering sclools and Grandes Zcoles
considered the best tertiary institutions (see Figure 2.1 for overview of the
educational system from pre-primary to tertiary). The various aspects of educational
expansion have been widely documented and while it is not possible to refer to all
these studies here, most authors acknowledge a massiveincrease of educational
participation proportional to social origins (Girard 1970); however few authors take
into account the forms of internal differentiation that occur within the schooling
system. They point out that this rate of increase is somewhat slower among children
of working class origin (manual and non -manual) than among other categories and
that the former tend to be more frequently oriented towards technological and
vocational tracks. Children of less favored social origins less often participate in
longer duration schooling programs.

The organization of schooling had long consisted in a parallel but competing
coexistence between the OprimaryO segment, managed by t@l authorities, and the
OsecondaryO segment, ruled by the state and its powerfuMinistere de IOEducation

Since the late 1950s, France has witnessed a continuous dele about mass
education and how best to provide equal schooling to all children regardless of their
social origins while opening to them the doors to a form of s econdary education that
had been designed for the children of the bourgeoisie. At the end of the 1950s, access
to the first year of secondary education (IOentrZe en 6ejneemained quite unequal
(Girard 1970) and this situation was viewed as no longer tolerable: it was obvious
that access to the LycZes was not granted according to rarit but on a social basis: in
1962, for outstanding pupils, the chances to get access téhe LycZes were 79% among
upper class children, as opposed to 42% for children of working cl ass origin (Prost
1992: 93). As a result, 55% of working class children did notreach the first year of
lower secondary schooling, as opposed to 34% of Ocraftsme and shop keepersO sons,
23% of clerks,16% of mid-range executives and 6% of higher executives (Girard and
Sauvy 1965).



Figure 2.1 The Educational System in France
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Source: Kieffer 2008.

This is why, at the same time that compulsory schooling age was increased to 16,
the decision was made to split the primary segment from the secondary and t 0 merge
all secondary classes in a single system. Major questios of the reforms were about
how to integrate the different intellectual and cultu ral expectations of the various
groups, e.g., working class parents wanted their offspring to have access to a meoe
practical education whereas bourgeois parents favored a more classical/academic
teaching.

As compulsory schooling was extended to age 16 and as moe and more pupils
attended lower secondary schooling, a debate emerged about what the proper age
for orientation towards vocational training should be. | t was then moved from the
end of the 5th form to the end of the 3rd form. Therefore, pupils oriented towards
vocational training had two more years of g eneral training, but this reduced by one
year the period of time left for vocational training. T wo vocational certificates were
simultaneously created in 1966 both at secondary (BEPBrevet dOZtudes professionnelles
and at tertiary level (BTS, Brevet de échnicien supZrieurThe BEP was conceived as a
certification less specialized but of a higher level than the CAP. The creation of BEP



results from this idea that, in order to be able to adjust to technological change,
young peopleOs technological competace should be higher than at CAP level. As a
result, the CAP became a narrowly specialized certification, focused on a precise
trade. Thus, distinctions should be made between vocatonal and tertiary
certification. Following the creation of the BEP, the CAP did not disappear. Until the
end of the 1960s, it was used to recruit young people caning out of primary
schooling (certified or not); it later began to enrol | pupils who have been through 2 or
3 years of lower secondary schooling. More recently, most people entering the CAP
classes have attended the lower segment of the secondar

Reform after reform, year after year, a vocational educational ladder was
established, parallel to the general one, with the samehierarchical organization: as in
the general system, each step is clearly marked as being inferior or superior to
another one: CAP, BEP, vocational or technological baccahureate in the secondary
segment, BTS and DUT in the tertiary. In principle, each level in the vocational
system has its correspondng level in the general system. Pathways with access b HE
for the originally less successful graduates of general education do exist. While in
theory youth are allowed to switch from vocational educ ation into the general
system, in practice this rarely happens. The implementation of the vocational
baccalaureate became an opportunity for the young people who were doing best at
BEP level.

2.2 Vocational Education and Training
The CAP (Certificat dOaptitude professionnefias held a major historical role both in

education and in collective agreements as a marker of skiled jobs: the line between
skilled and unskilled jobs rests upon the CAP. Those jobs in which the possession of
such a secondary vocational certificate is required are ®nsidered as skilled in the
wage grid and in bargaining agreements. Because the CAPhas continuously been
criticized for its fragmentation (over 200 sections with numerous sub-programs leads
to opacity for possible students) and its (relative) devaluation due to general

education expansion as well as the creation of new rival certifications, a wide public

debate has ensued as to whether the CAP should be ternmated. Some advocates
think it should be abolished, but it still has its de fenders (Maillard 2005).

CAP can be prepared through two different tracks N schooling or apprenticeship N
where the proportions of time granted to general and v ocationally oriented topics
vary. Each track corresponds to different training inst itutions. The school-based
lycZes dOenseignement profesdiameemostly operated under the supervision of the
national Ministry of Education (rare exceptions: CAP in Agriculture, Health and
Social Affairs; Youth and Sports Departments). In contrast, centres de formation
dOapprenti€CFA), are mostly run by Chambers of Industry and Commerce and Craft
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and under the supervision of the relevant department, but with strong involvement

of corporate representatives and local actors. Here, stidents work part time as
apprentices in a firm to which they are bound by a labor contract. The general
education aspects of this program are also very demanding and the CFAs are in
charge of this schoolbased portion of training.

To date, the preparation for CAP lasts two years after the completion of a BEPC
(3rd form). A limited fract ion of students (7%) aged 16 and over may attend the CAP
training once they have finished their 4th form, after they have completed special
preparation. The access to classes preparing for CAP hadow selectivity; it attracts
mainly students of less privil eged social background and/or students with previous
low schooling achievement. However, the CAP certific ation remains highly selective
as a result of steady demand for general and vocational skils. As a result, a large
number of students enter the labor market without any visible, formal certification.
This considerably damages their further working life e xpectations: high exposure to
durable and repetitive unemployment, low chances to es cape low-skilled jobs, higher
chances to be underemployed in low pa id and unstable positions.

In 2005, the number of students enrolled in a CAP program was 96,603 through
the schooling stream and 177,000 through apprenticeship (Defesne 2007). Taking a
CAP has become a very frequent path to prepare first for the BEP and ten for the
vocational baccalaureate. Recently, approximately 40% of all sudents who took a
BEP also earned a CAP. Thus, the CAP has become a sorff safety net for students
who take the BEP, contributing to the downgrading of its value as a sign of skills
among the working class (Maillard 2007).

The Brevet dOZtudes professionn¢B&P), as a point of entry into the labor market,
used to be a certificate similar to the CAP, although with somewhat higher standards
and of slightly higher value. Now, it is mostly used as a stepping stone to the OBac
proO or professional baccalaureate.

The vocational baccalaureate was created in 1985 and can be viewg as the result
of converging interests between (a) representatives d the French Ministry of
Education and representatives of vocational teachers unions who saw it asa way to
improve the prestige of secondary vocational education and (b) representatives of
corporate management who were seeking higher skilled w orkers to work on the line
as factory employees. The \ocational baccalaureate was meant to offer an
intermediate level certification between the CAP and t he technological baccalaureate.
Primarily conceived to provide access to skilled jobs for blue-collar workers
(techniciens dQatelighe vocational baccalaureate was later extended to white-collar
jobs.
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Two different paths of different length and prestige were thus created: a BEP
vocational baccalaureate track and a technological baccalaureateBTSDUT track.
Vocational and technological certificates of upper secondary schooling once opened
the door to positions of technicians and mid -range non-manual positions. These
various certificates were regrouped under the Otechnological baccalaureateO label at
the end of the 1960s. Part of a scheme to raise the overbkeducational level of the
population, the vocational baccalaureate was created to train highly skilled workers.
However, as opposed to general and technological baccalaueates, it was not
conceived as a steppingstone into tertiary education. The increase in the proportion
of individuals who attain a vocational or technological bac calaureate is partly
responsible for the increase in the total number of baccalaureate holders (see Table
2.1 for distribution of Baccalaureate certificates). The ime lag between official policy
enactment and program take-off is also clear in the case of the vocational
baccalaureate, which although implemented in the mid -1980s only slowly begins to
attract students.

Table 2.1 Percentage of cohort attaining three types of Baccalaureate certificates, 197CGER005

Academic Bac Technological Bac Vocational Bac Total
1970 16.7 3.4 b 20.1
1985 19.8 9.6 b 29.4
1990 27.9 12.8 2.8 43.5
1995 37.2 17.6 7.9 62.7
2000 32.9 18.5 114 62.8
2005 33.7 17.3 115 62.5

Source: Ministere de IGEducation Nationale de France, Repsre et rZfZrences statistigués 2006.
Note: Percentages of a cohort receiving each partialar type of baccalaureate in the year given.

Although the vocational baccalaureate was not supposed to prepare for tertiary
education, almost a quarter of students holding this Bac (22%) intend to continue on
to higher education either in STS classes (15,6%) or ithe first year of university (5%)
and a very small group into IUT (0,7%). At university, t heir chances to succeed are
slim and they join the ranks of other university drop outs. Moreover, they generally
aim toward a restricted number of tracks that serve as a drongly negative marker
(sports and literature, languages). The recent decision to transform this four -year
program into a three-year course will likely exacerbate this problem of access to
tertiary education. The competitive advantage of those students who come from a
general or technological baccalaureate background over voational baccalaureate
recipients is undeniable and this can be clearly seen in the distribution of
Baccalaureate holders among tertiary education institutio ns (Table 2.2).
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Table 2.2 Distribution of Baccalaureate holders among t ertiary education institutions, 2007

Academic Bac Technological Bac Vocational Bac

% L ES S STI STG Other

Universities 70,5 64,3 66,2 23,2 29,2 19,7 5,7
STS 10,1 10,5 6,2 56,3 42,5 28,1 15,6
CPGE 7,7 6 20 2,3 1,1 0,5 0
Other types 9,2 11,9 11,8 2,8 4,4 9,9 0,6
Newly enrolled in HE N= 48583 83765 141536 28942 52978 20310 22949
2007 Bac holders N= 49843 90354 147461 34197 68519 34889 104975
Continuation rates 97% 93% 96% 85% 7% 58% 22%

Source: Ministere de IOEducation Nationale de Frane, Repsre et rZfZrences statistigués 2008, p. 99.
Note: Continuation ra tes = number of newly enrolled students in HE/numbe r of Bac holders for a
given year. Due to double enroliments in HE, this i nformation is approximate.

If vocational preparation was rebuilt on the basis of ful | time schooling, not on
vocationally oriented curricula (Ryan 2003), a recent trend toward apprenticeship is
unmistakable, with the number of apprentices steadily i ncreasing from 215,500 in
1992 to 407,809 in 20067 (Van de Portal 2009). Whereas apprenticeships used to
attract mainly level V student s, preparing for CAP -BEP, more recently the number of
apprentices has increased among level IV and HE students The distribution of
apprenticeships by educational levelO is provided in Table 2.3.

Table 2.3 Apprenticeship in France, 200607

Education Level V v 1" ] I Total
Numbers of students 235,391 91,950 50,316 16,461 13,690 407,808
% 58 23 12 4 3 100

Source: Ministere de IOEducation Nationale de Frane, Reperes et rZfZrences statistiques, ed. 2008.
Note: Niveau V N Preparation for a secondary vocational certification (ISCED 3C); Niveau IVN
Preparation for vocational Brevet or vocational baccalaureate (ISCED 3B); Niveau IlIN Preparation for
Bac + 2 technological certification, type BTS or DUT (ISCED 5B); Niveaux Il et IN Preparation for
higher education, Masters or doctoral degree or Grandes Zcolegree (ISCED 5A).

This trend towards the broader diffusion of apprentice ships among levels of
education results from a broader ideology, along with the incentives for students to
make internships in fir ms, that aims to provide some personal experience of
corporations to all students.

A major feature of the French higher education system is a split between training
of the elites, through the Grandes Zcolesand mass higher education mainly in
universitie s. Access to theGrandes Zcolds limited to those who have spent one to
three years in Classes prZparatoiresix Grandes ZcolédEPGE) and passed the highly
selective contest (@oncour®), in which the number of candidates who may be
accepted is restricied to a fixed number. Thus, only the best school achevers are
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likely to apply. In 2006, out of 72,000 applicants, 38,000 were acepted. CPGE classes
attract an increasing number of candidates; applications rose from 57,000 in 2003 to
72,000 in 2006. Almos all CPGE students hold the general Baccalaureate degregwith
only 4,2% holding a technological Baccalaureate. In 2004, thee were 385,000
successful general and technological Baccalaureate candidate (among which 270,000
were in the general section). The scientific track represents the large share of all
General baccalaureates and is a major provider for CPGEs: 75% of CPGE students
comes from that track.

Turning now to the classification of the French VET system, we discuss why the
applicability and re levance of existing ideal-typical typologies need to be analyzed.
For example, the image of the statedominated education and training system
proposed by Greinert (2005) in his typology that incorpo rates France in the B type of
a Ostateregulated bureaucratic modelO would be wrong if interpreted to assume th e
hegemony of the Department of Education at all times and in all places. In fact, its
role has been challenged under the influence of a number of factors, such as the
competition with other actors, the regionalization process and social partnership, to
name a few. In the following, some examples will be outlined why the state -centered
ideal type does not, in our view, sufficiently descr ibe the contemporary institutional
landscape in France.

Firstly, in terms of the Department of Education and its competito rs, decisions
regarding education were made in different places, not only at the state centralized
level (Tanguy 1988; Van Zanten 1993). Local communities have loig assumed
responsibility for a number o f aspects of education, such as primary schooling. In
technological education, there was a split between statefunded EPCI (Zcoles pratiques
de commerce et dOindu3taad ENP (Zcoles nationales professionnglesated due to the
initiative of local co mmunities. Furthermore, there was a long lasting debate over
which of the two departments N Commerce or EducationN should be responsible for
technological education because of the distrust among @rporate actors of the
administration of the Department of Educ ation and its teachers: they were accused of
being unable to understand the basic needs of firms for manual labor.

Secondly, over several stages since 1983, the regionalizain process has increased
the power of regions concerning VET. As a result, regions fund building, renovation
and equipment expenses for high schools. Since 1993, ragns are also in charge of
continuing education for youth aged 16 -25. Each region is in charge of drafting an
annual CPlan rZgional de formation professionr@lléor young people (PRDFPJ) that
deals with initial as well as continuing vocational educ ation and apprenticeship
(Agulhon 2005). While this regionalization process is viewed by some as a threat to
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the republican model of education (Charlot 1994, Lelisvre 1996), the rality of this

new power attributed to regions is difficult to asses s. It seems that local political
actors have sometimes gained supremacy over theRecteuy who is the representative
in the region of the centralized state (Dutercq 2000). Mod of the time, new forms of

interaction apart from the traditional formal hierarchy hav e been formed, creating at
regional level a Onew space of rulesO within the educatinal system (Dutercq and
Lang 2001; Ourliac 2005). As a result, the French state stilplays a major role in

vocational education, yet more as a regulatory institutio n than a financial or decision

making one (Bel 2001).

Thirdly, the management of VET reflected a complex web of corporate
relationships, such as social partnership; specifically, Commissionsprofessionnelles
consultatives (CPCs). GreinertOs presentation of the French situibn greatly
underestimates the involvement of corporate actors. Representatives of management
unions have explicitly claimed responsibility for VE T, although they do not alw ays
deliver the services one could expect. A good example of management involvement
in VET is the existence of the CPCs which are bi-partisan committees in which
management and unions representatives as well as represematives from the relevant
ministries work together to evaluate existing programs, create new ones, define the
content and methods of training (rZferentiely as well as the requirements for the
corresponding certification (rZfZrentiels dOexameApart from this formal role, we
argue that CPCs were active in maintaining secondary vocational education separate
from the general tracks, in particular by demanding the employment of teachers with
long lasting vocational experience. Furthermore, state supremacy over the delivery of
certifications, asserted under the Vichy government, has also been reently
challenged. The creation of infirm certifications ( Certificats de qualification
professionnelleZQP) has been viewed by some as a sign of the erosiomf the power of
the State over certification (Brucy and Troger 2000; Giret, Lopez, Rose 2005, Coutrot
and Lautman 2005).

Other elements reflect this increasing power of companies over individual careers
and the social desire to increase the relative importance of past vocational experience
over school-based background. The implementation of logiques de compZtenaegirms
as a new managerial device is an attempt to emphasize practi@al experience and one
that reflects the increasing power of companies over individual careers and the social
desire to increase the relative importance of past vocational experience over simply
school-based background. Viewed as the result of changes occuring within the
industrial world that bear upon education (Trottier 2001, 2005; Tanguy 2005),
vocational education is at the nexus of a number of influences, not the sole
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responsibility of the French Department of Education. This multiplicity of actors
involved results in diverging objectives and multipl e tensions (Giret, Lopez, Rose
2005; Coutrot and Lautman 2005).

The implementation of the validation des acquis de |OexpZri€é¥&&) can be viewed
as closely related to the Ocompetencies logicO trend.lis newly created scheme is an
attempt to reduce the number of uncertified workers by delivering certificates based
upon their vocational experience: a part or all of a certification can be earned by
having past occupational experiences validated as a sourceof competence. This
involves new ways to assess the value of labor and the ole of formal schooling. Also,
it is a sign of a change in social conventions (Eymard Duvernay 2003). InFrance, this
attempt to sell the notion of OcompetenceO and to develp further the managerial
forecast of jobs and competencies gestion prZvisionnelle des emplois et des compZtences
GPEC), may be considered a management strategy to get rid of previous bargaining
agreements on wages and skillrelated grids (Coutrot 2005). Although that scheme
has had limited quantitative impact thus far, its ideolog ical importance is
considerable as it relies upon the as yet under defined notion of Ocompetence,O
which requires further investigation in comparative pe rspective, especially as the
Copenhagen process proceeds to develop European standadls in this area.

2.3 Higher Education
Tertiary education in France exhibits the nexus of a double hierarchy: the Grandes

Zcolesniversity divide and the split between the selecti ve and non-selective
segments of tertiary education. To understand the hierarchy of tertiary education in
France, it is essential to understandthe Grandes Zcolgwhich are all highly selective
institutions. This limited group of extremely prest igious institutions may to some
extent be compared to the lvy League universities in the United States. There are four
Ecoles normales supZrieu@$ various prestige levels) that are supposed to train the
body of future higher education professors and researchers. In fact, a substantial
number of alumni become either higher -level civil servants or managers in private
companies. At the Ecole normale, tuition is free and students get a monthly
allowance during the three or 4 years they spend there. Students may continue on to
Sciences Por the Ecole nationale dOadministratidine Ecole polytechniquand Saint Cyr
are military schools that train future mil itary elites as well as a substantial part of
future higher managers. Ecole des Ponts et ChaussZies Ecole des miness socalled
OspecializationO schools train the future elite of technal civil servants, who often
end up as top managers in private companies. A wide range of private and public
Ecoles dOingZnieud$ diverse prestige levels trains engineers. Among the diverse
schools of commerce there are two tiers, led by a fev highly prestigious and very
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expensive schools, such asHautes Etudes commsales (HEC), Essec, and local
organizations, from Ecole supZrieure de commer@up de co) in Paris to less
prestigious provincial institutions. One of the cruc ial implications of the social

closure of the Grandes Zcolds that civil servants in charge of defining educational

policies and top managers of private companies have mainly been trained in the
same institutions, such that they know each other and thus may easily transition

from a private to a public position or vice versa.

As mentioned earlier, access to 