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Preface

The development of procedures for the
recording and recognition of competences
acquired in non-formal or informal settings
to promote lifelong learning has been de-
fined at the European level as one of the
key factors to achieve the Lisbon strategy
targets. Accordingly, measures fostering
the recognition and transparency of com-
petences are among the paramount objec-
tives laid down in the joint work pro-
gramme on vocational education and train-
ing policies of the European Union in No-
vember 2002 in Copenhagen. Since then,
vocational training systems of a number of
European countries have witnessed the
introduction of procedures for the valida-
tion of competences acquired in non-
formal and informal learning. However, in
most cases the significance of these pro-
cedures would not reach beyond the bor-
ders of the respective country in which
they have been implemented.

Large-scale enterprises operating in an
international environment would readily
adapt to this situation: They have their
own methods for competence assessment
to facilitate both internal mobility proc-
esses and the employment of new staff
members — unlike small and medium-sized
enterprises which account for some 99 %
of businesses in the European Union. One
the one hand, informal learning-on-the-job
is of outstanding importance in particular
to small and medium-sized enterprises: As
a rule, their employees’ competences are
constituted by special skills and knowl-
edge they have acquired during their work
activities in SMEs, many of which are
serving niche markets. On the other hand,
in most of European SMEs no systematic
collection of informally acquired compe-
tences has been started so far.

SMEs — predominantly, though not exclu-
sively in southern and accession countries
— are, in the first place, poorly informed
about the benefits of, and the need for as-
sessment of competences acquired by
employees in a non-formal or informal

way. Secondly, lack of temporal, human
and financial resources often proves to be
a major obstacle in adopting the — possibly
both costly and lengthy — procedures for
competence assessment as practised by
large enterprises.

Against this background the Leonardo-da-
Vinci-promoted European exemplo project
made an attempt to bring together “the
best from different worlds” in terms of es-
tablishing procedures for the assessment
of non-formally and informally acquired
competences developed in various Euro-
pean countries. Thus, within the frame-
work of the transnational partnership a set
of tools has been provided to be used by
SMEs in different European countries.
Making use of the tools developed under
the exemplo project on a wide scale will
help SMEs throughout Europe to come
closer to the goal of strengthening the
competitiveness of European SMEs.

Eckart Severing
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Recording, development and
assessment of informally acquired
vocational competences:

A European challenge

Gabriele Fietz, Annette Junge, Thomas Reglin

Changes that result from globalization and
accelerated technological progress affect
individual jobs as well as company proc-
ess chains. The ability of employees to
manage changing requirements flexibly
and competently has become a decisive
factor for competitiveness, especially at
companies in the knowledge based eco-
nomies of Europe. Employee knowledge is
increasingly a raw material on which com-
panies depend.

Consequently, how this knowledge origi-
nates is also changing. Learning and work
are converging. “Stock learning” in the first
phase of life is becoming less important
than “lifelong learning”. Training and fur-
ther training are becoming less differenti-
ated. “Further training”, for its part, is in-
creasingly obtained simply by performing
practical work under the pressure for inno-
vation that comes from new customer re-
quirements and changed market condi-
tions.

The support that is needed for such learn-
ing processes is found less in traditional
courses, specialist presentations and the
systematic study of specialized literature
than in speaking with superiors and co-
workers, in consulting manuals and in us-
ing the Internet for information and com-
munication. These processes require an
individual to reflect on how to meet the
requirements of day-to-day work. Here,
the old saying holds true: The proof of the
pudding is in the eating — the success of
learning is demonstrated by solving prob-
lems and making a sustainable contribu-
tion to the success of an organization in a
complex environment.

Ultimately, the question of the transpar-
ency of learning results arises in a new
way as well. Traditional forms of documen-
tation that originate from academic learn-
ing processes are no longer effective
when the learning situation is not separate
from the application situation. However, a
“balance sheet” of competences that have
been developed during work is equally
essential for individuals and organizations.
Employees need this for their individual
career planning and to visualise their em-
ployability; companies need it as a tool for
planning, controlling and human resources
procurement. This is what is meant by the
statement — in the language of vocational
training research — that the validation of
non-formally and informally acquired com-
petences is becoming more important.

There is also a second reason why inter-
national labour and capital markets require
practical methods for visualizing “learning
en passant”: since labour is demanded
across borders, documentation methods
that are closely linked to national (voca-
tional) training systems and their rules are
no longer adequate. Practical compe-
tences need to be described in a way that
is separate from national educational sys-
tems and explains practically relevant
learning outcomes beyond formal certifi-
cates. It is therefore no accident that im-
portant progress in the description of in-
formally acquired competences has been
achieved in European vocational training
research and especially in the cross-
national exchange of companies and insti-
tutions in the LEONARDO programme.



Competence recording and competence development:
increasingly important to companies and employees in European

countries

According to various studies,’ between
70% and 90% of a person’s vocational
knowledge and skills are acquired infor-
mally, i.e. outside of formal learning ar-
rangements. This happens while perform-
ing vocational tasks and solving problems,
without an explicit intention to learn.?

Informal forms of learning such as “learn-
ing from others” and “learning on the job”
play an outstanding role particularly in

small and medium-sized enterprises.®
SMEs therefore especially depend on the
informally acquired competences of their
employees. These competences fre-
quently comprise special knowledge that is
acquired while working for highly special-
ised enterprises that are active in niche
markets. This knowledge is difficult to re-
place and forms a large part of the com-
pany’s capital.

Table 2.1: Main competencies required by European enterprises in the future

- Learning to learn

- Information processing and management

- Deduction and analytical skills
- Decision making skills

- Communication skills, language skills

- Teamwork, team based learning and teaching
- Creative thinking and problem solving skills
- Management and leadership, strategic thinking

- Self-management and self-development

- Flexibility

Source: Haténen, H, Osaava henkildstd - Nyt ja tulevaisuudessa (Skilful staff - now and in the future),
Metalliteollisuuden keskusliitto, julkaisuja 4/98, MET, Helsinki, 1998.

Fig. 1: Employee competences that are increasingly important to European companies

(Source: SME observatory 2003, p 11)

Numerous studies and company surveys
in different European countries confirm
that European companies place more and
more value on employee competences
that generally cannot or cannot sufficiently
be taken (i.e. in the form of subjective per-
sonnel assessments) from conventional
diplomas and leaving certificates — such
as learning ability, communication ability,
flexibility and strategic thinking — to name
only a few examples.

To be able to record and utilize the entire
spectrum of employee competences,
companies need meaningful information
on what job applicants and employees can
actually do. Diplomas and certificates that

certify a vocational or course degree have
increasingly lost meaning due to the
quickly changing requirements of modern
work processes. New types of methods
are required to record competences such
as those mentioned above.

The lack of transparency for competences
acquired at work (or in other circum-
stances such as family and leisure) is also
a problem for employees. While qualifica-
tions documented in conventional leaving
certificates are becoming outdated faster
and faster, the new knowledge and com-
petences that people acquire informally
during the work process are not docu-
mented anywhere. The results of informal



learning processes are still not systemati-
cally recorded, let alone certified, in the
majority of countries and companies in
Europe. This is a considerable obstacle to
the employability and thus the mobility of
employees: Employees have to be able to
demonstrate the entire spectrum of their
vocational skills to take complete advan-
tage of opportunities for employment and
advancement.

The countries of the European Union have
recognized that it is necessary to increase
the transparency and visibility of informally
acquired competences of employees as
well — “to make visible the entire scope of
knowledge and experience held by an in-
dividual, irrespective of the context where
the learning originally took place.” (Co-
lardyn/ Bjgrnavold 2004, p.69)

After it was decided in the Lisbon Agenda
of 2000 to make the borders of the labour
markets more open, the work force more
mobile and Europe as a whole more com-

Key word: informal learning

petitive, more attention has been given to
the validation of non-formal and informal
learning of workers as an important part of
this.* The human resources development
of companies, the empowerment and em-
ployability of employees and the optimised
utilization and development of European
knowledge societies equally depend on
better recording of informally acquired
competences:

“For an employer it is a question of human
resource management, for individuals a
question of having the full range of skills
and competences valued and for society a
question of making full use of existing
knowledge and experience, thus avoiding
waste and  duplication.”  (Colardyn/
Bjegrnavold 2004, p.69)

Before the subject of determining and re-
cording competences is discussed in more
detail in the following, informal learning will
be briefly defined in the context of Euro-
pean discourse.

Informal learning com-
prises all forms of more or
less  conscious  self-
learning outside of the
formal training system, in

Facets of informal Learning
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of the terms “nonformal”

competence development / competence acquisition

and “informal” learning, in
2001 the European Com-
mission set the definition

of informal learning that is used in the
training discussion of the EU:

“(a) formal learning is typically provided by
education or training institutions, struc-
tured (in terms of learning objectives,

Fig. 2: Facets of informal learning
(Frank in: Wittwer 2003, p. 177)

learning time or learning support) and
leading to certification. Formal learning is
intentional from the learner’s perspective;




(b) non-formal learning is not provided by
an education or training institution and
typically it does not lead to certification.
However, it is structured, in terms of learn-
ing objectives, learning time or learning
support. Non-formal learning is intentional
from the learner’s point of view;

(c) informal learning results from daily life
activities related to work, family or leisure.
It is not structured (in terms of learning
objectives, learning time and/or learning
support). Typically, it does not lead to cer-
tification. Informal learning may be inten-
tional but in most cases, it is non-
intentional (or incidental / random)”®
(Bjernavold 2005, p. 21).

Although there is still some difference in
emphasis in how the term is used and un-
derstood in different European countries
(I.c.), the following can be noted:

Informal learning in a work context
primarily takes place in dealing with the
work situation itself and the
requirements that arise in and during
the work process.’

Informal learning results in competences:
“The dimension of ‘competence’(...) is si-
multaneously the place where formally and
informally acquired knowledge, abilities
and skills are integrated.” (Wittwer 2003,
p. 33)

The greater emphasis on competence as
a collection of formally as well as infor-
mally acquired abilities and skills, in con-
trast to the currently dominant point of
view of qualification as the proof of voca-
tional capability, marks a significant
change in perspective.

Competence — What are we talking about?

According to Erpenbeck/Sauer, the
change in perspective from a concept of
qualification to one of competence “is an
inevitable reaction to the increasing dyna-
mism, complexity and unpredictability of
today's economic and political processes”
(Erpenbeck/Sauer 2000, 303).

Qualifications describe the results of for-
mal learning processes or the examination
and certification of learning results accord-
ing to preset standards. Diplomas and
(vocational) leaving certificates confirm the
achievement of a given level in relation to
these standards.

“A qualification is achieved when a re-
sponsible authority decides that a person’s
learning meets specified requirements re-
lating to knowledge, skills and compe-
tences. The fact that the desired results
have been attained is confirmed by an
evaluation process or a successfully com-
pleted course of study. Knowledge can be
learned and assessed for a qualification in
a course of study and/or in the framework
of vocational experience. A qualification
contains an official recognition that is valid
in the labour market and furthermore en-
ables a person to continue his or her train-
ing or educational career. A qualification

can legally authorize a person to pursue a
particular vocation .

In this respect, qualifications are static:
They certify that a predefined learning goal
has been attained.

Competences, in comparison, also com-
prise vocational knowledge that has been
acquired in formal training courses and
certified by a qualification. However, they
focus on the aspect of the application of
formally as well as informally acquired
knowledge and abilities in the performance
of actions. According to Erpen-
beck/Rosenstiel, “competence” is under-
stood to be the abilities that enable a per-
son to attain a goal in given situations in a
self-organized way, on the basis of experi-
ence, knowledge and skills (Erpen-
beck/Rosenstiel 2003).

In academic discussion — as well as in
business practice — there is a large range
of definitions and terms concerning what is
defined as “competence” in different con-
texts; even experts have a hard time
knowing all the concepts: “When this phe-
nomenon is studied in detail, a jungle of
definitions, concepts, tools and practical
projects is revealed; the state of research



in this area is very unclear because there
are a multitude of approaches from differ-
ent disciplines with different motives, in-
terests and target groups. The concept of
‘competence’ is correspondingly protean
and at times contradictory” (Kleinert 2005).
Lang-von Wins quotes Weinert” in this
context, who concludes that “a negative
relation (exists) between the popularity of
a concept of competence and its precision
but there is a wide consensus on what is
still lacking in competences.” (Lang-von
Wins, T. 2003, p. 585)

competences are formulated each time to
meet current (and changing) situational
requirements for “competent action”.
“Competence” therefore resembles an
equation with two dynamically changing
variables: different and continually chang-
ing requirements that have to be met by
correspondingly adapted action or modi-
fied strategies. According to Erpen-
beck/Heyse, “the” ultimate definition of
“‘competence” will therefore never exist
(Erpenbeck/Heyse 1999, p. 50).

For the time being at least, there is no

comprehensive definition
———— of “competence” in sight
competence that is capable of con-
key competence sensus in every reSpeCt
professional and that goes much be-
competence o . .
| generic competence | yond the “minimum defini-
tion” in the terminology
- glossary developed by
competence [_comition_] CEDEFOP" for vocatio-
nal training in Europe:
“competence —
[ profidency | [ tearning | Ability to apply knowed-
ge, know-how and skills
kill intelli . . .
in an habitual or changing
situation.”
| qualification | | performance |
(Cedefop Glossary,
Tissot 2004)

Fig. 3: The manifold conceptual relationships
of the competence concept (HAW
Hamburg, p 24)

The variety of definitions and specifica-
tions'®, which range from the common di-
vision into personal, methodological, social
and professional competences to very so-
phisticated specifications for precise re-
quirements at specific workplaces, can be
primarily attributed to different practical
requirements. The wide spectrum of com-
petence definitions does not reflect acade-
mic shortcomings so much as the fact that

The following, however,
can be observed: competences can only
be explained through how they are ex-
pressed in action. Or, more precisely:
competences are theoretical constructs
that can only be understood using indica-
tors.

Competences can therefore only be
measured by drawing conclusions from
the (assumed, previously defined) expres-
sions of different competences concerning
the underlying dispositions or abilities of
an individual. Very different types of evi-
dence therefore play a decisive role in dif-
ferent methods for recording competence.



Measuring competences — What is to be measured?

Methods and procedures for recording the
vocationally relevant competences of em-
ployees' focus on the task of recording
proof of existing competences and their
development. Certificates and proof of ex-
isting vocational qualifications can cer-
tainly be used as evidence, such as in the
framework of portfolios' that combine the
different documents and expressions of
vocational competences in a single set of
documentation. In addition to conventional
certificates and school-leaving documents
from formal training courses, however,
methods for assessing informally acquired
competences focus on other proof or evi-
dence in order to visualize competences
acquired outside of formal learning ar-
rangements as well: “to capture the added
value provided by learning taking place
outside  formal systems” (Colardyn,
Bjgrnavold 2005, p. 108).

For this reason, different types of attempts
are made to record expressions of voca-

tional competences that have been vari-
ously acquired. The output, the visible and
(in whatever way) measurable and record-
able result of learning processes — the
learning outcome' — is the starting point
for conclusions about the respectively ex-
pressed competences.

Each time before competences are re-
corded, it is therefore necessary to define
what result or what action is to be under-
stood and recorded as an expression of
what competence:

= What competence(s) is/are to be re-
corded?

=  Wherein — in what actions — is the com-
petence, for example planning compe-
tence, expressed, or more precisely:
What is to be considered an expression
of this competence (e.g. at a respective
workplace)?

= How are the competence(s) to be re-
corded?

How can competences be measured?

In different companies, industries, regions
and individual countries of Europe, a vari-
ety of procedures and methods have been
developed to record, document and as-
sess different competences. Naturally,
these methods differ considerably. The
specifications for the competences to be
recorded differ greatly depending on the
national vocational training system, the job
description and workplace requirements
as well as the respective goal of a compe-
tence survey. Despite the wide difference
in content, however, there are certain simi-
larities in the methods that have been de-
veloped in individual countries.

Colardyn/ Bjernavold propose five catego-
ries for classifying the different methods
that they have identified in a total of 14
European countries and which they have
analyzed in the “European inventory on
validating non-formal and informal learn-
ing”, which now exists in a second edition:
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Conventional testing methods and exami-

nations,

= Declarative methods in which employ-
ees are actively involved in recording
their competences through forms of
self-assessment,

= Observation methods in which conclu-
sions are drawn about existing compe-
tences (and their form) by third parties,
based on observed vocational actions
(assessment by others),

= Simulations in which vocationally rele-
vant decision-making and work situa-
tions are “reconstructed” outside of the
workplace and conclusions are made
about existing competences and their
development from observed behaviour,
and

= Evidence in the narrower sense of the
word: work pieces or other “physical or
intellectual samples” that are consider-



ed proof of existing competences or a
competence level (Colardyn/Bjgrnavold
2005, 121 f.).

It can be generally noted that methods that
place great value on an assessment by
others require a higher degree of objectiv-
ity than methods that allow a great deal of
subjective self-assessment by the employ-

ees themselves. On the other hand, self-
assessments have a higher degree of au-
thenticity and can furthermore count on a
great acceptance by the people whose
competences are recorded. The method —
or combination of different methods — that
is preferable in each case also significantly
depends on the goal of the competence
recording.

What is the goal of the competence recording?

Different methods — and different forms
and combinations of methods — also differ,
among other things, according to the goal
of competence recording:

= Should all competences that an individ-
ual has acquired in formal and informal
ways throughout his or her life be visu-
alized and documented, for example to
increase a person’s employability with a
meaningful competence profile?

= Should the current state of compe-
tences — such as that of company em-
ployees — be recorded to create a basis
for optimizing human resources devel-
opment, for example in the form of se-
lective further training measures?

= Should informally acquired vocational
competences or the attainment of par-
ticular competence levels be certified,
for example according to the standards
of formal training certificates?

These goals (and further ones that can be
added here) are not contradictory. How-

Measuring competences — by what?

No method of competence recording, even
if it only “modestly” aims at a quasi value-
free visualization of existing competences,
can escape determining required levels.

Simply expressed: measurement is not
possible without standards; without defin-
ing what an expression of existing compe-
tence is (and what manifests its absence),
competence recordings are a contradiction
in themselves.
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ever, different priorities will be set depend-
ing on the goal and orientation of compe-
tence recording; for example, depending
on whether a method is more oriented to-
wards taking stock of or further developing
competences - or has a combination of
these summative and formative functions.

For the different goals related to recording
competences — from identification to as-
sessment to the certification of informal
competences — and in light of the still con-
siderable variety of terminology (and the
vagueness of terminology as well) in the
discussion of the validation, accreditation,
certification, recognition and the assess-
ment of competences, Colardyn
/Bjgrnavold propose the word “validation”
as a common term:

“This general term covers a range of ac-
tivities, spanning identification via as-
sessment to recognition of learning out-
comes.” (Colardyn/ Bjgrnavold 2005, p. 7)

In the identification of vocational compe-
tences to increase transparency, the focus
is not on the formal recognition of compe-
tences; these are “only” to be visualized
and documented. Nevertheless, even
when a method is not intended to provide
an assessment, let alone a certification,
the question of criteria still arises implicitly
or explicitly: something (an action) has to
be measured to prove that a competence
exists. For the assessment of compe-



tences, certain points of reference natu-
rally have to be used. In addition, general
points of reference have to be specified at
the latest when the mutual recognition of
different forms of documenting existing
competences is to be supported.

Various methods that have been devel-
oped in European countries are oriented to
standards defined by formal vocational
training courses or certificates: they de-
termine whether a person being assessed
has the knowledge, abilities and skills that
are defined as criteria for the attainment of
particular certificates. Such methods,
however, risk omitting important compe-
tences:

“When non-formally acquired compe-
tences are supposed to be similar to those
developed in formal education and train-
ing, there is a certain risk that important
competences are defined as irrelevant.”
(Colardyn/ Bjgrnavold 2004, p. 74)

An example may illustrate this danger:
When fundamentally changed technology
and correspondingly modified workplace
requirements have long since revolution-
ized the job requirements of a vehicle me-
chanic in practice towards those of a
mechatronics specialist, who requires a
knowledge of electronics in addition to a
knowledge of mechanics, it is pointless to
record competences based on the out-
dated requirements profile of a vehicle
mechanic. An orientation to the standards
of formal vocational degrees therefore al-
ways risks missing the current develop-
ments and needs of companies and thus
the requirements of the labour market:

“Focus on formal education may hinder
taking into account the needs of enter-
prises (competences and human re-
sources development) and the labour
market” (Colardyn/ Bjgrnavold 2005, p 95)

Other methods are oriented to the stan-
dards of individual industries, the specific
requirements of individual companies or
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even, at individual companies, to the re-
quirements of particular workplaces. One
the one hand, this variety of different ref-
erence points and levels is necessary for
competence recording to be adapted to
the different requirements and conditions
in individual countries and to the different
requirements and prerequisites at compa-
nies.

On the other hand, the large spectrum of
different reference points and standards is
a considerable obstacle to recognising
proof of even informally acquired voca-
tional competences in different European
countries — and thus hinders the mobility
of employees and companies as well:

“‘However, the development of a high
number of sectoral and enterprise-based
methodologies tailored to specific and lim-
ited needs may contradict the general ob-
jective of increased transparency and
transferability.” (ECOTEC 2005, p 3)

The European Commission is currently
devoting increased effort to developing
new methods that allow greater transpar-
ency among vocational degrees and other
certifications of vocational competence
across Europe on the one hand and that
do not excessively limit the required vari-
ety and range of methods on the other
hand.

“The question of reference points (‘stan-
dards’) is a major issue for assessment of
formal as well as non-formal learning.
While norm-referencing (using the per-
formance of a group/population) has not
been seriously discussed in the context of
assessing non-formal learning (due to the
diversity of competences involved), the
issue of criterion- or domain-referencing
lies at the heart of the matter. The defini-
tion of boundaries of competence-domains
(their size and content) and the ways in
which competences can be expressed
within this domain is of critical importance.”
(Bjernavold 2001, p 30)



The development in the European Union:
Step by step towards a common framework for validating informal
learning

Common European principles

An important milestone on this path is requirements must be met for the methods
marked by the Common European princi- and their results to be accepted as impar-
ples for validation of non-formal and infor- tial, trustworthy and credible — an essential
mal learning’®, which were proposed by prerequisite for transnational transparency
the Directorate-General for Education and and recognition.

Culture of the European Commission in
2004. The common principles do not spec-
ify “any particular methodological or insti-
tutional solutions, since the form of such
solutions would have to take into account

the local, regional, sectoral or national quired.
characteristics” (European Commission The focus can be on a formative (support-
2004, p 4). ing an ongoing learning process) or even a

Instead, they formulate a few basic re-
quirements for methods of recording in-

formally acquired competences. These be observed:

The Common European principles for validation of non-formal and informal learning

» Individual entitlements:
The validation of non-formal and informal learning processes should always take place on
a voluntary basis. Everyone should have the right to the same access and equal and fair
treatment; privacy and the rights of the individual must be ensured.

= Responsibilities of institutions and stakeholders:
All people involved have certain responsibilities when implementing measures for validat-
ing competences, for example installing suitable systems for the quality assurance of
methods. Individuals should receive a suitable orientation, advice and information on the
respective method.

= Confidence and trust:
Assuring confidentiality is a central, basic prerequisite for successfully developing and im-
plementing the methods. The reliability and transparency of the entire method, the proc-
ess and the criteria used must be ensured. A continuous quality assurance is necessary.

= Credibility and legitimacy:
In order to assure the credibility and legitimacy of the method, all relevant stakeholders
must be involved. The procedure and methodological principles for the recording and as-
sessment must be presented in a clear, transparent and understandable manner, and
they must be coordinated. It must be ensured that the methods are developed and used
impartially and applied in a professional manner.
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The goal of these validation methods is to
visualize the entire spectrum of an individ-
ual's qualifications and competences, re-
gardless of where and how they were ac-

summative goal (aiming at certification). In
any case, the following principles should



These common principles create an impor-
tant basis for the common development
and mutual recognition of different meth-

ods and procedures for recording compe-
tences.

EQF and ECVET: Building bridges between different
vocational training systems — for employees and companies

Two projects are underway to make com-
petences and qualifications more trans-
parent and thereby increase the mobility of
European workers and companies: a
European qualification framework is being
developed to record and classify qualifica-
tions and competences, and a system of
credit points is being developed to pro-
mote the mutual recognition of compe-
tences acquired in other countries of the
EU.

» The EQF — the European Qualification
Framework — is designed as a multi-
national and multi-industry “translation
tool” for acquired competences and
qualifications and is strictly oriented to
learning outcomes that are defined in
so-called descriptors. The descriptors
knowledge, skills and competences are
described in a matrix in the present
proposal according to eight (8) hierar-
chical reference levels, whereby the
descriptor personal and professional
competence is further divided into the
four sub-descriptors autonomy and re-
sponsibility,  learning  competence,
communication and social competence
as well as professional and vocational
competence®.

= The ECVET (European Credit Transfer
for Vocational Education and Training)
aims to develop a system to assess

and recognise learning achieve-
ments/learning outcomes of an individ-
ual engaged in a learning pathway
leading to a qualification, a vocational
diploma or certificate. It enables the
documentation, validation and recogni-
tion of achieved learning outcomes ac-
quired abroad, in both formal VET or in
non-formal contexts. This should in-
crease the transparency and connec-
tions among European vocational train-
ing systems. The ECVET is intended as
a tool that can visualize competences
regardless of how and how long they
were acquired and that can describe
and compare even smaller-sized train-
ing units. "’

The establishment of standards — for de-
termining reference levels in the case of
the EQF and for defining achievement
(points) in the case of the ECVET - plays
an important role in both methods. It is not
possible to set these standards from the
top down; it has to be done from the bot-
tom up for the standards to be accepted
by the participants in all countries in-
volved. It must be part of a pan-European
consultation process that takes into ac-
count the different experiences, prerequi-
sites and requirements of the various
European countries.

The development in the countries of Europe: Different paths, one goal

More and more importance is being placed
on the identification, assessment and rec-
ognition of informal and non-formal learn-
ing in European countries and enterprises;
however, the actual status and acceptance
of corresponding systems and methods
are quite varied throughout Europe.

“The take-up and acceptance of methods
to validate non-formal and informal learn-
ing varies greatly across European coun-

14

tries and methodologies.” (Ecotec 2005, p.
21)

Against the backdrop of their different vo-
cational training systems, European coun-
tries and regions place a varying amount
of importance on recording informally ac-
quired competences. Germany, for exam-
ple, has a dual system of vocational train-
ing that integrates practical elements in
initial vocational training. Because of this,



Germans did not feel the need for more
extensive competence recording for a long
time. However, other countries such as the
United Kingdom, France or Finland al-
ready possess documentation or recogni-
tion methods and are experienced in ap-
plying them."® Colardyn/Bjgrnavold distin-
guish three stages of development:

= Countries in the stage of experimenta-
tion and uncertainties; Germany and
Austria are mentioned as examples
here

= Countries in which national systems are
currently being developed, such as e.g.
France, Norway, Spain

= Countries in which systems for re-
cording informally acquired compe-
tences are already established, such as

Intensifying an exchange of experiences

Promising approaches that appear suit-
able for SMEs or at least capable of being
correspondingly adapted have already
been developed in different European
countries and companies. However, these
approaches generally exist apart from
each other; all too often, the wheel is rein-
vented simultaneously at different Euro-
pean locations.

Against this backdrop, it is especially im-
portant to exchange experience across
countries and jointly develop tools that can
be used at companies in different Euro-
pean nations or at least easily adapted to
different needs and requirements.

“Mutual learning should be sought and
supported between projects, institutions
and countries. A substantial amount of
learning is already taking place at various
levels. As concluded in other parts of this
report, and especially in relation to activity
at European level, the potential for mutual
learning is much greater than the actual
and factual achievements thus far. Estab-
lishing such learning mechanisms must
reflect the various purposes and functions
to be fulfilled. Finally, it is very necessary
to increase coordination and to support
activities (at European and national level)
in order to capitalise on the experiences
gained through numerous existing pro-
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e.g. the United Kingdom (Colardyn/
Bjarnavold 2005).

The fact that in Germany, for example,
there are “currently only isolated efforts at
companies to centrally and explicitly re-
cord, document and recognize compe-
tences that are informally acquired in the
process of work” (Berufsbildungsbericht
2005, p. 261) is not only due to insufficient
attention to new forms of competence ac-
quisition and recording. In many European
countries, small and medium-sized enter-
prises in particular have hardly any suit-
able tools for this at their disposal. In view
of the limited time, financial and personnel
resources of SMEs, it is all the more ur-
gent for them to have easily manageabile,
uncomplicated methods that are easy to
integrate in work processes.

jects, programmes and institutional re-
forms.” (Bjgrnavold 2001, p. 30)

As explained above, it is not possible to
find “the tool” for recording “the compe-
tence”. However, through transnational
communication and cooperation, it is pos-
sible to develop a set of tools that is suit-
able for different goals associated with
recording the informally acquired compe-
tences of employees.

“No single method of assessment provides
a complete overview of skills and compe-
tences held by an individual. It does not
make sense to say that one assessment
approach is ‘better’ than another. The
question is rather when to refer to the one
and when to refer to another? Each ap-
proach has its own objectives and
strengths and is, therefore, suited for cer-
tain (limited) purposes. Different ap-
proaches will coexist and should be com-
bined.”

(Colardyn/ Bjgrnavold 2005, p. 108)

Such a set of tools for recording informally
acquired competences has been devel-
oped in the exemplo project. The exemplo
toolkit and the suitability criteria for meth-
ods to be used in different European coun-
tries are presented in the following contri-
bution.
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Endnotes

' The European survey on continuing vocational training CVTS, the survey on continuing vocational
training of the Institut der Deutschen Wirtschaft (Institute of the German Economy - IW) (Weif3 2001),
the IAB-Betriebspanel (IAB company panel) as well as the Berichtssystem Weiterbildung VIII (Continu-
ing Education Reporting System VIII).

% The percentages vary due to different operationalisations/definitions of what is understood as “infor-
mal learning”. For an overview, cf. e.g. Dohmen, G., 2001; Frank, I. in: Wittwer 2003, p. 176; Wittwer
2003, p. 15

® Forms of learning by doing are accordingly considered an important characteristic of small enter-
prises. (ENSR Enterprise Survey 2002, p. 21 f.), quoted according to SME Observatory 2003, p. 13.

*The scope and progress of this process is especially seen in the publications of Jens Bjarnavold and
Colardyn/ Bjgrnavold.

® The phenomenon of “tacit knowledge” has been dealt with by Polanyi (1966) in particular.
® Quoted according to Colardyn/ Bjgrnavold 2005, p. 21
’ For a detailed discussion of informal learning, cf. Dohmen, G. (2001), Das informelle Lernen.

® Commission of the European Communities, Brussels, 8 July 2006 SEC (2005) 957 — Commission
staff working paper: Towards a European Qualification Framework for Lifelong Learning

% In the framework of the OECD project “Definition and Selection of Competencies: Theoretical and
Conceptual Foundations (DeSeCo)“, Franz E. Weinert has developed a comparative overview of dif-
ferent versions of the competence concept. Weinert does not give a specific definition of the concept
of competence himself.

%n the German-language literature on vocational training alone, Weinert has found approx. 650 dif-
ferent proposals for defining key competences (p. 52) — this also illustrates the vagueness of the con-
cept.

" European Centre for the Development of Vocational Training www.cedefop.eu.int

> Some methods such as the French bilan de competence do not focus on recording the compe-
tences of the employees of particular companies but on taking stock of competences independently of
an individual's employment status and of individual companies. Such methods are also considerably
oriented to improving the employability of job-seekers by documenting their informally acquired com-
petences.

" The Europass is an example of such a portfolio.

" “Learning outcome” is used in the sense of “learning result” as well as in the sense of “learning
goal”’. The latter denotes “a written statement of what the successful student/learner is expected to be
able to do after the end of the module/course unit, or qualification”. (Adam 2004, p. 5)

> European Commission. Common European principles for validation of non-formal and informal
learning. Brussels: European Commission, 2004.
http://ec.europa.eu/comm/education/policies/2010/vocational_en.html

'® 1t is remarkable in this connection that despite all the positive assessment of the present draft from
various sides at the result conference on the EQF consultation method at the end of February 2006 in
Budapest, a need for revision was seen especially concerning a clear definition of “qualification” and
“competence” - further evidence of the above-indicated complexity of the task of defining theoretical
constructs such as that of competence beyond content specifications.

""cf. http://europa.eu.int/comm/education/policies/2010/doc/ecvt2005_en.pdf and Le Mouillour (2005)

'® For the different situations in the countries of Europe, refer to the article by Gabriele Fietz in this
edition of impuls.
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Promoting visibility of competences —

The exemplo toolkit for SMEs

Gabriele Fietz, Annette Junge

The Leonardo project exemplo was an attempt to bring together “the best from different
worlds” in terms of establishing procedures for the assessment of informally acquired compe-
tences developed in various European countries. Partners from seven European countries
were entrusted with the identification and further development of instruments some of which
had been tested in the course of the project work by small and medium-sized enterprises
(SME) in the countries involved. Thus, within the framework of the transnational partnership
a set of methods was developed to be used by SMEs in different European countries which
may be adapted to different prerequisites and requirements.

Section 1 sets forth the objectives, key factors and approaches forming the basis of the
European exemplo project partnership.

Section 2 contains a description of seven instruments for the assessment and development
of competences — the “exemplo toolkit” — analysing the strengths and shortcomings of the
various procedures.

Section 3 summarises the experience gained during the practical testing of various instru-
ments in a number of European countries making evident the requirements with respect to
the conception and implementation of methods for competence assessment. The potential
areas of conflict implicitly defined by these requirements will be identified in a conspectus of
the project outcomes included in Section 4.

1 The exemplo project: objectives and approaches

Whether with respect to the recruitment of which are operating on niche markets.
human resources or in the course of in- Hence, forms of informal learning may be
house staff development programs — the found especially in SMEs as in such an
extent to which business enterprises in environment acquisition of competences
European countries depend on the as- is, to a high degree, the result of learning
sessment and documentation of compe- by doing and that makes SMEs heavily
tences acquired by their employees in a dependant on the competences their em-
non-formal and informal way keeps grow- ployees have acquired in an informal way.
ing. However, so far in most of European

SMEs no systematic collection of infor-

Informal learning-on-the-job is of para- mally acquired competences has been

mount importance in particular to small

;
and medium-sized enterprises which ac- started.

count for some 99 % of businesses in the While large-scale transnational business
European Union: As a rule, their employ- enterprises have been availing themselves
ees’ competences are constituted by spe- of a vast number of approaches and in-
cial skills and knowledge they have ac- struments in order to evaluate their em-
quired while working in SMEs many of ployees’ or job-applicants’ professional
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competences, small and medium-sized
enterprises in many European countries in
this respect are facing a new, largely un-
familiar challenge. SMEs — predominantly,
though not exclusively in southern and
accession countries — are, in the first
place, poorly informed about the benefits
of, and the need for assessment of com-
petences acquired by employees in an
informal way. Secondly, lack of temporal,
human and financial resources often
proves to be a major obstacle in adopting
the — possibly both costly and lengthy —
procedures for competence assessment
as practised by large enterprises.

Against the background of highly hetero-
geneous VET-systems, learning cultures
with regard to both in-company and indi-
vidual learning as well as differing needs
of enterprises during the past years many
European countries have witnessed the
development and piloting of a wide range
of procedures and instruments for the as-

sessment, documentation and facilitation
of informal professional learning proc-
esses.

Linking up the approaches developed
within companies, by educational institu-
tions and — last but not least — the state as
well as using the experience in developing
tools suitable for competence assessment
for SMEs gained in various European
countries lay at the centre of the exemplo
project that was sponsored by the EU un-
der the Leonardo-da-Vinci project.

Within the framework of Trans-European
cooperation, partners from seven coun-
tries — Finland, France, Germany, Norway,
Poland, Spain and the United Kingdom —
were put in charge with the development
of instruments and procedures enabling
SMEs of various European countries to
assess and promote informally acquired
competences of employees or job candi-
dates in a relatively simple way.

The exemplo
project

Data and information

Project name exemplo

Project duration

October 01, 2003 — July 01, 2006

Sponsor European Commission,
Programme Leonardo da Vinci
Contractor National Agency BILDUNG FUR EUROPA at the German

Bundesinstitut fur Berufsbildung (BIBB, Federal Institute for
Vocational Education and Training)
http://www.na-bibb.de

Project executor

Berufliche Fortbildungszentren der Bayerischen Wirtschaft
(bfz) gemeinnitzige GmbH
http://bildungsforschung.bfz.de

exemplo on the

www.exemplo.de

Internet

Fig. 1: The exemplo project — facts and figures
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1.1

Key factors of the trans-European partnership

1.1.1 Inclusion of various European countries and

different approaches

There are still considerable differences
among European countries as regards the
importance attached to informally acquired
competences, and the same holds true for
the range of procedures conceived for the
assessment, documentation and devel-
opment of competences. Hence, the ex-
emplo project involved partners from coun-
tries showing starkly dif-

“‘NVQ-approach” — and France — which,
according to Bjegrnavold (2000), is charac-
terised by “opening up diplomas and cer-
tificates” — there are already full-fledged,
albeit differing from each other traditions of
competence assessment that might be
drawn upon when carrying out the project
work.

ferent traditions in the as-
sessment and evaluation
of non-formally and infor-
mally acquired compe-
tences in order to make
available an as wide as
possible range of experi-
ences.

|
Leonardo da Vinci
Pilot projects

_ &5 "N

Among the countries in- EE S e
. { / . i

volved in the work were | £ g | Noway [Exemplo  spain @ 2

. o | A Toolkit for __ )Jz =l

Norway and Finland — two 28— SME  T—_ 1 8

countries representing the % 17

« : ) . b g
Nordic approach™, Spain &

and Germany — the former
standing for the “Mediter-
ranean approach”, the lat-
ter for the “Dual system

eiemplo

T,
o of internaﬁo’, ‘\\
enterprises

Finland

®
2 __— -
o
Eo France Germany
%
<,
<
\0 United Kingdom
2
Y-
%

approach” — as well as
Poland as a representative of an acces-
sion country. In the partner countries
United Kingdom — a representative of the

Fig. 2: Inclusion of European expertise into
the exemplo partnership

1.1.2 Inclusion of various stakeholders

As a multi-actor partnership, the exemplo
project included

= representatives of employers associa-
tions

= trade unions,

= small and medium-sized enterprises,

= state organisations, and

= research institutions from the seven
countries involved.
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Apart from the participation of VET-experts
from various countries of particular impor-
tance is the involvement of representatives
of the social partners and companies.

The following table presents the exemplo
partners and shortly describes the wide
range of experience and activities of the
partners involved in the exemplo partner-
ship.




The exemplo Partnership

Finland

= AKOL

AKOL - Aikuiskouluttajien liitto ry — means Trade Union of Adult Educators in
Finland. AKOL represents trainers, teachers and lecturers who are working in
vocational adult education centres all over Finland. AKOL has 2000 members.
AKOL comprises a network of 42 vocational adult education centres covering
the whole country. The government of Finland has authorised those institutes
to function as Vocational Adult Education Centres. Accordingly, members of
AKOL represent all kinds of fields in adult education and have a varied practi-
cal experience in organising non-formal training processes.
http://www.oaj.fi/Resource.phx/akol/ajankohtaista.htx?menu=ajank

Trade union/
training or-
ganisation

France

= afpa

afpa — association nationale pour la formation professionnelle des adultes — is
one of the biggest educational institutions of France. afpa works by order of
the French government and in close collaboration with ANPE (labour admini-
stration). Core activity is to offer courses for unemployed persons; more and
more often afpa provides training for enterprises, especially for SMEs.

www.afpa.fr

Training and
research

= CFE-CGC

CFE-CGC - Union Régionale Franche Comté — is an important regional la-
bour union for managers with technical professions in France. Promotion of
the interests of employees, in favour of the employment and the development
of firms is one of the numerous activities of CFE-CGC Franche-Comté.

www.cfecgc.fr

Trade Union

= MEDEF Franche-Comté

MEDEF Franche-Comté is a regional entity of the French federation of em-
ployers « Mouvement des Entreprises de France ». Core activity is the devel-
opment of concepts of vocational training for employees in companies as well
as the integration of young persons in apprenticeship and working life.
MEDEF Franche-Comté is particularly active in the field of competence man-
agement in regional companies.

www.medef.fr

Employers’
organisation

= CFDT

CFDT Franche Comté is a regional entitiy of the federaton of the French trade
union “Confédération Frangaise Démocratique du Travail (CFDT)".
www.cfdt.fr

Trade union

= Zurfliih-Feller

Zurflih-Feller S.A. is a medium sized company in the technical sector (closing
mechanisms and rolling shutters).

www.zurfluh-feller.fr

SME

Germany

= bfz

bfz -Training and development Centres of the Bavarian Industry

is one of the most active providers of vocational training in Germany. The bfz’s
Vocational training Research Department bfz Bildungsforschung develops
new methods for vocational training and further training. It contributes actively
to issues of competence development and transparency of competences on
national and European level.

http://bildungsforschung.bfz.de

Training and
research
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Norway

= VOX

Research and development on various issues of adult training is the main
activity of VOX - National institute for adult education. VOX is active in na-
tional and international networks and has a leading role in the competence
reform in Norway, directed to school and to work based vocational education
and training activities. Innovation in documentation and assessment of non-
formal and informal learning is one of the core activities of the Realkom-
petanse project that is carried out by VOX on behalf of the national ministry of
education. www.vox.no.training

Training and
research, state
sector

Poland

= TNOIK

TNOIK — Towarzystwo Naukowe Organizacji i Kierownictwa | Society for sci-
entific organisation and management — is a research and in-company training
establishment working closely with the Federation of Employers in Gdansk
and Polish Chamber of Maritime Commerce. TNOIK has worked on projects
on social dialogue on European level. http://www.tnoik.org

Training and
research

= Solidarnosc
As on of the most powerful trade unions in Poland Solidarnocsc comprises at
present state 1,3 million members. www.solidarnosc.gda.pl

Trade union

= Przedsiebiorstwo CEMET Ltd. Sp. Z 0. o.
Przedsiebiorstwo CEMET is a medium sized enterprise of the metal sector
with approximately 100 employees. http://www.cemet.com.pl/

SME

Spain

= Fundacion Tripartita para la Formacion en el Empleo

Fundacién Tripartita para la Formacién en el Empleo is one of the biggest
educational institutions of Spain and works closely with the Ministry of Labour,
the Ministry of Education and the labour administration INEM. Fundacién Tri-
partita is actively involved in the reform of VET system in Spain and in design
and implementation of the ERA programme.
http://www.fundaciontripartita.org/

Training and
research, state
sector

United
Kingdom

= EEF West Midlands Technology Centre

EEF West Midlands — Engineering Employers’ Federation/Technical Centre —
is the biggest organisation of employers in the engineering sector on regional
level in the UK and supports over 5400 companies in 13 regional associations.
EEF is actively involved in the process of modernisation of the NVQ-system in
England and has profound experience and expertise in matters of assessment
of non formally and informally acquired competences.
http://www.eef.org.uk/westmid/

Employers
organisation

= T&G - Transport and General Workers’ Union

With its more than 900 000 members the T&G — Transport and General
Workers Union — is one of the most relevant labour unions of the UK. Accred-
ited courses with Colleges and Universities as well as joint training and devel-
opment work with 400 companies per year rank among the core activities.
http://www.tgwu.org.uk/homepage.asp?NodelD=88397

Trade union

= Widney UK Ltd

Widney UK is a SME with 80 employees that has been associated with two
major industry markets for more than 40 years. The two diverse market ser-
vices are electronics and their allied industries: off-highway, commercial and
passenger transport vehicle sectors. http://www.widney.co.uk/

SME
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The [eemplo] Network
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Fig. 3: The exemplo network

1.1.2.1 Inclusion of social partners
While from the employers’ standpoint the
assessment of competences is primarily a
means of optimising the use —and possible
further development — of human resources
with a view to achieving business goals,
employees and their representatives are
rather concerned with the improvement of
the individual’s opportunities for employ-
ment and professional advancement.

Quite obviously, these two horizons of
concern may become manifest as conflict-
ing situations leading to serious frictions
when, for example, employees are appre-
hending disadvantages from being as-
sessed, or if employers are showing reluc-
tance fearing that competence documen-
tation, while benefiting employees by pro-
moting their mobility, might for the very
same reason have a negative effect on
their business®. Hence, in order to ensure
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that the instruments and procedures de-
veloped for competence appraisal find
wide acceptance by both sides it is essen-
tial to involve representatives from both
employers associations and trade unions
from the partner countries.

1.1.2.2 Inclusion of SMEs from
different European coun-
tries — piloting of proce-

dures in business practice

Instruments for competence assessment
developed in a given partner country were
tested and rated by employees and supe-
riors of SMEs in another European coun-
try*. Such practical testing contributed
much to the exact formulation of the cata-
logue of requirements for transnational
usability of the instruments and also the
development of the exemplo toolkit.



1.2 The procedure

1.2.1 European demands on the instruments —
elaboration of criteria for the selection of suitable procedures

The development process sets out with
the compilation of a catalogue of common
criteria an instrument for the assessment,
documentation and development of infor-
mally acquired competences must meet in
order to be applicable throughout Europe.

A first stocktaking of the current state of
the assessment of informally acquired
competences in the European partner
countries — Which requirements are re-
garded as important in the various coun-
tries? Which are the demands of business
enterprises? What kinds of procedures
have already been developed in the vari-
ous countries, which are the experiences?
— forms the basis for the development of a
grid enabling the categorisation and ap-
praisal of instruments and procedures for
competence assessment to be used in
various countries.

Such a grid provides a clear-cut illustration
of the areas of and requirements for use of
the respective instrument

» [Is the instrument independent of the
VET-system of the country in which it
was developed?

* |s the instrument suitable for being
used by SMEs?

= Which kind of competences can be
identified with the help of the instrument
— professional competences or per-
sonal and social competences?

» What is the aim of the procedure, and
which method is being used?

Other criteria are the requirements in
terms of human resources, premises,
technical equipment and time, and — last
but not least — the expenses incurred by
the implementation of an

P

Leonardo da Vinci
Pilot projects

The Exemplo - Toolkit:

Criteria for the selection of Tools -

B Independence from specific national VET-systems
B Usability in different European countries

B Adaptability to varying prerequisites and demands

ofcompanies and employees

instrument  within  the
company. Moreover, ad-
herence to the Common
European Principles for
validation of non-formal
and informal learning ° is
a basic requirement an
instrument has to meet to
be regarded suitable.

eremplo

Fig. 4: Criteria for the selection of suitable competence assessment procedures — Step 1
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1.2.2 The collection and selection of instruments

As a further step, with the participation of
the exemplo partners in the various coun-
tries a number of procedures and instru-
ments for the assessment of informally
acquired competences were selected on
the basis of the criteria grid devised for
this purpose. Apart from meeting the men-
tioned basic requirements a decisive role

for being selected is the range of instru-
ments: In addition to instruments for the
assessment and documentation of infor-
mally acquired competences, the Euro-
pean exemplo toolkit should also provide
for methods for a systematic development
of these competences.

Hence, the exemplo

e
Leonardo da Vinci

Pilot projects

of professional competences

B to certify /validate competences

The Exemplo - Toolkit:

Criteria for the selection of Tools - Step 2:
The Exemplo toolkithas to meet various requirements:
B to assess the acfualleve/of competences .

B to plan, support and evaluate the development

B to supportand evaluate the fransferof formal
vocational training into professional practice

toolkit includes a variety
of instruments catering
for a variety of require-
ments and focuses:

eremplo

= the assessment of
the actual level of
employees’ compe-
tences

support of the devel-

opment of employ-
ees’ competences

= evaluation / certifica-
tion of competences.

Fig. 5: Criteria for the selection of suitable methods for competence assessment — Step 2

1.2.3 Practical testing and evaluation

Some of the selected methods were tested
in companies in a number of European
countries to obtain data on the transfer-
ability and adaptability of the instruments
to the prerequisites and requirements of
companies in other European countries.
All instruments were evaluated in both a
theoretical and a practical respect by ex-
emplo experts who, by specifying the re-
quirements concerning the design of the
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instruments were thus able to work out
criteria for further development and the
selection of particularly well-suited meth-
ods. Moreover, they could identify those
project steps that proved to be success
factors in implementing and carrying out
the procedures for the assessment and
evaluation of employees’ competences in
SMEs in all the countries involved.



1.2.4 Adaptation of instruments and selection of the most

suitable methods

After completion of the testing and evaluation
selected instruments were subjected a revi-
sion in accordance with the insight gained on
that basis. At the end of the process three
instruments from the exemplo toolkit were

singled out as the ones most suitable
for implementation in a transnational
context. A detailed description of these
instruments can be found in Part Il to
this volume.

1.3 The project’s website: www.exemplo de

The central com-

munication and e Bmpl(T

information-tool of
the exemplo part-

s
[ 2| Eeuanon s Gt
Leonardo da Vinei

nership is the
internet  platform

W_project

backaround - objectives - activities - planned products

http://www.exempl
o.de. The results

Of the pI'OjeCt Work toolkit will be provided, containing a navigation-system for
independently learning employees as well as instruments for [
or announcements enabling companies and employees to assess competencies
. . acquired during nen-formal and informal learning processes.
- The work in EXEMPLO will be based on the
Of WorkShopS and — . input of EU-member-states with deep

conferences can
be found there. f\
Links to institutions )

of the partner
countries, such as
the VOX barome-
ter from Norway or

bfz Bildungsforschung

EXEMPLO contributes to the issue of cross-border
transparency of competencies of experienced employees. &

ol players-partnership to companies, social partners and

experience in competence assessment (NVQ in the United
| Kingdom, Bilan de compétences in France, and particular
Scandinavian approaches as well). The proximity of this multi-

government posts (labor administration) and their network
structures is suitable to initiate social dialogue on the subject
matter of non formally acquired competencies.

[=3bf= Bildungsforschung

the  competence
club of the MEDEF Franche Comté offer a
wide spectrum of information on the status
of the promotion, documentation and rec-
ognition of non-formally and informally ac-
quired competences in Europe.

Besides that companies, training provid-
ers, trainers and individuals could down-
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Fig. 6: The exemplo Website

load the instruments of the Exemplo toolkit
in various languages along with practical
information and guidelines for practical
use.




2 The exemplo toolkit

The following section provides an overview of the “exemplo toolkit” — competence assess-
ment instruments proposed by the partners from seven European countries which have been
piloted and evaluated under the partnership programme.

Leonardo da Vinci
Pilot projects

The Exemplo - Toolkit:

An overview

m Competence Card for Workplace (N)

ERA - Evaluation, recognition and accreditation of
professional competences (E)

FIT -Formation Intégree au Travail (F)
Stimulating and Supporting Learning Processes atwork (D)
Staff Development Matrix (PI)

RARPA -Recognising and Recording Progress and
Achievementin non-accredited learning (UK)

®m Transparency of Competences (D)

e‘emplo

Fig. 7: The exemplo toolkit

The methods and instruments developed
against the background of continued het-
erogeneity of both VET-systems and in-
house learning cultures in the partner
countries, accordingly, differ from each
other with regard to their respective em-
phases: While all methods aim to assess
informally acquired competences of em-
ployees they differ widely as concerns the
end of competence assessment proce-
dures, the method(s) used and — last but
not least — the kind of competences which
are to be assessed. Hence, the instru-
ments were classified in accordance with
the different focuses by means of a grid as
reflected by the following description of the
tools.

What does the method primarily focus
on?

With respect to their primary objective on
the one hand, the methods may be classi-
fied as either aiming rather at the assess
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ment or the development of competences:

— Some instruments focus on the as-
sessment and documentation of the ac-
tual level of competences, i.e. they
place to the foreground the summative
aspect.

— Opposed to this, other methods put the
emphasis on further development of
employees’ competences, i.e. the for-
mative aspect prevails.

On the other hand, the methods differ with
respect to the importance they attach to
both validation and certification of infor-
mally acquired competences:

— Some methods are designed for the
assessment and description of existing
competences.

— Other methods are centred on the
measurement and evaluation of compe-
tences and competences levels.



Who is the subject of the assessment
of competences?

Another aspect is the subject of compe-
tence assessment and evaluation:

— Some instruments focus on self-

— Many methods clearly focus on the as-
sessment of professional competences
in a narrow sense.

— Other instruments aim to cover per-
sonal and social competences, as well.

assessment: Using
more or less structured
questionnaires and
other assessment
methods  employees
will reveal and evalu-
ate their competences
in self-assessment.

— Other instruments
stress competence
assessment and evalu-
ation by others, i.e. by
seniors and / or exter-
nal expert opinion.

|

Leonardo da Vinci

Pilot projects

The majority of methods
prefer a combination of
self-evaluation and
evaluation by others with

.Who is thesubjectof the assessment Self.
ofcompetences?

.What does the method primarily focus on?

.Whoisinthe centre ofthe process?

.What kind of com petences
are to be measured/validated?

e'emplo

The Exemplo - ToolKkit:

Griteria for the classification of the Exemplo-Tools:

by
others

of D p of

description Validation,

certification

Employer-oriented Employee-

oriented

Personal and
social
competences

Professional
competences

the respective weights
varying considerably.

Who is in the centre of the process?

The various methods are distinct from one
another also with respect to their orienta-
tion in terms of rather serving company
interests or adopting the individual’s per-
spective, promoting his / her professional
development.

— Some methods would take the com-
pany standpoint aiming to satisfy their
specific needs for competence (devel-
opment).

— Other instruments place the emphasis
on the assessment of the individuals’
competences documenting them inde-
pendent of the specific company con-
text.

What kinds of competences are to be
validated?

Another distinctive feature for a charac-
terisation and classification of various
methods is the kind of competences which
can or are to be assessed by applying
them.
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Fig. 8: Classification grid for various instru-
ments and methods for competence
assessment

In the following tables, the instruments and
methods for competence assessment, de-
velopment and evaluation proposed by the
exemplo partners are classified according
to the above mentioned criteria and dis-
tinctive features on the basis of the grid
which breaks down the instruments by
their respective (main) objectives, focal
points of competence assessment, the
process participants, as well as the as-
sessment method. At the right top of the
table, the instrument’s respective focuses
with reference to the grid are represented
in graphical form.




21 Competence Card for Workplace (Norway)

This instrument which is essentially conceived as a self-assessment tool focuses on the as-
sessment of the employee’s actual level of competence. The Competence Card has been
qualified by the exemplo project as being suitable for transnational implementation. For a
documentation of this instrument refer to the Appendix to this volume.

Instrument / Competence Card for Workplace

Method

Developed by | VOX - LARNING FOR ARBEIDSLIVET.
VOX is an institution of the Ministry of Education and Research of Norway
WWW.VOX.NO

Developed in Norway

(Main) Placing the emphasis on the summative function, the instruments aims to
objective(s) assess the employee’s actual level of competence.
Method Self-assessment as the basis for competence assessment jointly by the

employee and his / her senior. Upon completion, a certificate will be
signed by both an employer’s representative and the employee.

Features The Competence Card for Workplace consists of two elements:
A. The Curriculum Vitae (CV) which, among other things, indicates
e Personal data

o Former work experience: kind of work place(s), responsibilities,
terms?

e Education and training pathway

¢ Acknowledged education and training with specification of their con-
tents

e Participation in programs of continuing education and training
e Other competences, e.g. honorary work etc.
e Additional information

B. The Competence Card itself describes and specifies

» the individual's main areas of competence / responsibility at the
workplace

» professional skills necessary to meet the workplace requirements
(e.g. business administration skills, work organisation, development,
quality control, computer skills, finance, command of foreign lan-
guages ...)

= professional capability (e.g. commercial, technical skills and
knowledge etc.)

» social and personal skills (e.g. willingness to cooperate and com-
municate, commitment to work and the quality of results, customer
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care, pro-activity, flexibility, creativity, acquirement and implementa-
tion of new skills and knowledge...)

= management sKills required for the job

The employee will assess his /her competence level with respect to each
criterion by means of a 4-stage scale ranging from Level 1 to Level 4.
Level 1 = Follow instructions for simple tasks
Level 2 = Work independently within specified area
Level 3 = Professional responsibility: advise/instruct others

Level 4 = Good professional/ trade insight: develop work progress in-
dependently

Following an interlocution between the employee, co-workers and seniors
the Competence Card will be signed by both a company representative
and the employee provided they share the same opinion as regards the
employee’s competences.

Participants:

Employees and seniors of the company

Expenditure of
time

2 — 3 hours for carrying out the assessment procedure

1 — 2 hours for evaluation by employees and seniors

Experiences /
Testing

Testing of the Competence Card in enterprises has evoked most positive
responses in particular with reference to its simplicity, the clarity of both
language and the procedure, as well as the high degree of flexibility, no-
tably as concerns adaptability to various prerequisites and competences
requirements on part of the enterprise.

As the main factors accounting for successful application the following
elements were singled out:

— provision of detailed information about the benefits the individual may
derive from the procedure prior to starting

— the instructions for carrying out the procedure®

— the interlocution taking place between the employee and his /her co-
workers and senior

— the voluntary character of participation.

Notes, rating:

Altogether, the instrument may easily be customised to meet most differ-
ent prerequisites and requirements.

However, simplicity and effortlessness, as well as the instrument’s general
character are not without cost in terms of preciseness of the achieved re-
sults what makes it sometimes difficult for the individual to recognise
therein his/her own work practice.

Notwithstanding the fact that the Competence Card primarily aims to give
an account of existing competences it may as well be used to meet the
requirements of competence development. This would, however, necessi-
tate re-assessment of competences at regular terms.
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2.2 ERA (Spain)

ERA is an experimental project promoted by the Spanish Ministry of Education in collabora-
tion with the Regional Governments. The objective of the project is to test a methodology for
the assessment, recognition and accreditation of vocational skills and qualifications acquired
through non-formal learning and work experience.’

Instrument / ERA — Evaluacion, Reconocimiento y Acreditacion de las

Method Competencias Profesionales (assessment, recognition

and accreditation of skills acquired through non-formal

and informal training, or work experience)

Developed by | The experimental project was executed on initiative of the Minsterio de
Educacion y Ciencia — Subdireccion General de Formacion Profesional in
cooperation with the Regional Governments of the Spanish provinces with
the exemplo partner Fundacién Tripartita para la Formacién en el Empleo
being closely involved in its development.

http://www.fundaciontripartita.org/

Developed in | Spain

(Main) Assessment and individual accreditation of competences.

objective(s) The method stresses on the identification of the actual level of employees’
competences.

Method: Competence appraisal based on assessment by others; the candidate

will, on a voluntary basis, participate in a consulting process directed at
the assessment and appraisal of his / her competences by a counsellor
and one or several evaluators.

The framework of reference is constituted by the (partial) requirements
and certificates of formal VET settings — the so-called Unidades de Com-
petencia.

There are various methods — “different kinds of proofs to measure the evi-
dence of competence” — being applied: Apart from direct observation at
the workplace (used to a lesser degree) and simulation proofs, first and
foremost the method of conducting a professional interview is being used.

Features The procedure is carried out in three steps:

1. Analysis of the starting position. At a joint meeting of the candidates
and a counsellor information will be provided on the objectives of the
procedures, papers required and information materials will be handed
out and explained.

In one-on-one interviews with each candidate the counsellor will collect
data and information on the candidate’s professional and educational
background. On this basis, the candidate and the counsellor will jointly
compile a competences dossier containing a detailed description of the
candidate’s educational and professional pathway.

2. Conception of the assessment: Taking into account the candidate’s
individual capabilities the evaluator, the counsellor and the candidate
will jointly conceive the assessment with both the guide of evidences
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and the candidate’s competences dossier serving as a basis for the
compilation of an assessment plan for informally acquired compe-
tences.

3. The next step is the assessment of competence evidences which, apart
from the evaluator, also involves the candidate and the counsellor.

Finally, the evaluator will analyse the results and draw up an assess-
ment report to validate or not the candidate’s competence using the
competence’s guide of evidences as a basis. ...

Accreditation:
Issue and registration of the accreditation.

Participants

Employees taking part in the process on a voluntary basis, as well as a
counsellor and one or two evaluators

Expenditure of
time

About 10 hours per candidate will be necessary to complete the process.

Experiences /
Testing

Experiences drawn from testing in various regions of Spain:

= Prior to starting the assessment process, the candidates must be given
sufficient time for preparation and rendered detailed consultation so as
to enable them to get an overview of their professional career and
competences: “...most of the participants think that they didn’t have
enough time to put into practice the procedure as carefully and deeply
as it would be required. They especially underline that more time
should be devoted to the counselling phase, in order to allow the can-
didate to have more time to draw up his dossier of competences.”

= Counselling in all phases of the process is important, especially when
the evaluation is negative and the candidates are advised to undertake
a complementary training in order to complete their competences.

= Since the counsellors’ and evaluators’ competence is of crucial impor-
tance it has been recommended “to increase the level of qualifications
for guides and evaluators”®

Notes, rating:

The procedure is particularly suitable to be applied in countries where in-

formally acquired competences — which may actually be equated with offi-
cially accredited competences — constitute a major economic factor, even
if they have remained largely “invisible” as yet. °

Potential shortcomings of the procedure are the following:

= Focusing on evaluation by external evaluators — who would assess
competences on the basis of a general competence list largely in-
formed by formally accredited certificates — the method might fail to pay
due attention to company-specific concerns and requirements.

= With (for the time being) the framework of reference being constituted
by formally accredited certificates and diplomas, there is the risk that
some aspects of competences might not be accounted for at all.

= The instrument does not per se include the aspect of competence de-
velopment in the sense of lifelong learning so both the employee and
the employer will additionally have to be motivated to continuously de-
velop and document informally acquired competences.
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2.3 Formation intégrée au Travail (FIT) /
Training Integrated into in-company work situations (TIWS)
(France)

The original version of the FIT procedure was conceived as early as at the beginning of the
90ies against the background of a long French tradition of also accounting competences ac-
quired through informal learning. Having been tested by enterprises in a number of sectors
and formalised thereafter today FIT is being applied by companies of various sectors and
scales not only in France, but in other European countries, too.

Instrument / Formation intégrée au Travail (FIT)

Method

Developed by | AFPA — Association Nationale pour la Formation Professionnelle des
Adultes — www.afpa.fr

Developed in France

(Main) Assisting business enterprises with the implementation of staff develop-
objective(s) ment programs in the course of strategic reorganisation. Interlinking com-
pany and human resources development.

Accompanied by external expertise the FIT process places the emphasis
on the formative, rather than the summative aspect

Method Self-evaluation by employees as the basis for the conception of accorded
competence development strategies

Process coaching and evaluation by external educational consultants

Features = Analysing the company’s current situation by means of a questionnaire
designed to identify the demands of human resources and competence
development. On that basis, working out of a concept for the imple-
mentation of the procedure in the enterprise. Selection of appropriate
indicators and competence assessment tools in accordance with the
management and representatives of the employees concerned.

= Job assignments and activities within the company, as well as the
skills, knowledge and competences necessary to perform them are
identified and analysed by means of a referential activities benchmark.
Tasks and competences are rated according to their significance in or-
der to single out “key competences”.

= Then the employees will carry out a self-assessment using a self posi-
tioning grid in which they are supposed to rate their own competences
on the basis of a three-stage scale — insufficient, medium or good, with
regard to the job assignments identified beforehand.

= Taking the total of the self-assessments as a basis, the consultant —
usually a member of the external organisation carrying out the FIT —
will draw up a “collective map” revealing the kind and location of com-
petence gaps within the group of employees. In accordance with the
results, he well put forward proposals on the implementation of
adapted close-to-the workplace continuing education projects.
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= The results of the assessment will be the point of departure for consul-
tations on the proposals on training measures to be held by the “pilot-
ing committee” (including the consultant, as well as company represen-
tatives, seniors and representatives of the [group of] employees con-
cerned) which will jointly define both the goals of further procedures
and measuring indicators. The piloting committee will at regular terms
and throughout the FIT process evaluate the actual state of the proce-
dure so as to ensure prompt corrective interference if need be.

» |n accordance with the — in-house — frainer the consultant will devise a
strategy for the implementation of the training objectives. They will de-
fine and agree upon the most suitable training methods, job tasks pro-
moting competence development, the scope of assistance required, as
well as an appropriate time frame.

= Close-to-the-workplace training concepts in the form of micro-projects
permitting employees developing their competences step-by-step with
a view to achieving the identified learning aims will be put forward and
recorded by the consultant by means of a detailed individual training
scheme to be implemented by the employees. This forms the basis for
the employees to carry out the conceived micro-projects.

= Upon completion of the training phase, “the consultant will draw up a
final assessment document containing the average for all groups for all
criteria, the first and final self-positioning documents, the synthesis of
the questionnaires and a synthesis coming from the managing sphere”.

Participants:

Apart from the company management and the employees involved, the
main actors in the FIT procedure are the external consultant and the
trainer. As a rule, the frainers are in-house instructors who are entrusted
with the conception and implementation of the necessary assessment and
training programmes in accordance with the consultant.

Expenditure of
time

As the timeframe required for carrying out the procedure AFPA states (at
least) 12 days within a period of 8 — 10 months.

Experiences /
Testing

Among the major factors accounting for the successful implementation of
the FIT process in companies the following have been mentioned:

= active participation of the company management

= detailed information and involvement of all the participants

= accordance of objectives and procedures with the workflow and the
enterprise’s needs

= selection of job tasks appropriate to promote competence development

= creating an atmosphere of openness and social dialogue within the
enterprise

= good cooperation and mutual understanding between the external con-
sultant and the internal trainer.

Notes, rating:

According to AFPA, the procedure is “rather reserved to specific firms
which have to implement strategic changes in their organisation.”

Moreover, AFPA holds that the prerequisites for implementation of the FIT
process in terms of expenditure of both time and financial resources are
considerable —

“The methodology is rather heavy to implement, as well as complex and
complete for the firm...(it) is really long and important financially.” —
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and this is why the exemplo partners are rather sceptical as regards im-
plementation of the procedure in SMEs on a large scale. Notwithstanding
such reservation it has to be noted that the concept of a training process
that would link elements of employee self-evaluation to the achievement
of the enterprise’s strategic goals by systematic assessment and devel-
opment of competences seems most promising making FIT a pioneer
work. In fact, essential elements of this instrument are contained in other
approaches proposed and/or tested in the course of carrying out the ex-
emplo project.

2.4 Stimulating and Supporting Training Processes at Work
(Germany)

As a “navigation system for employees learning on their own”, the guideline for — internal as
well as external — educational consultants aims to increasingly facilitate independent compe-
tence acquirement at the workplace. One of the central elements of this procedure is the in-
struction for self-reflection and self-evaluation.

Instrument /
Method

Stimulating and Supporting Training Processes at

Work

Developed by

Berufliche Fortbildungszentren der Bayerischen Wirtschaft gGmbH, bfz
Bildungsforschung

Developed in

Germany

(Main)
objective(s)

Guideline for — internal and external — educational consultants supporting
processes of independent learning at the enterprise

Instructions for self-reflection and self-evaluation as part of — largely inde-
pendent — competence acquirement processes at the workplace

Rather formative, than summative approach

Method Written guideline containing check-lists to be used by both educational
consultants and employees (about 40 pages)
Self-assessment by employees as the basis for a systematic development
of professional competences

Features Consisting of six modules the instrument aims to encourage employees to

— independently investigate their workplaces and workflows,
— assess their own competences and learning requirements,
— identify in-house learning opportunities,

— open up relevant sources of information and knowledge,

— evaluate learning offers, as well as

— continuously review their learning processes.
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Each of the six modules contains a checklist that — by asking detailed
questions — will support the process of self-evaluation and further devel-
opment of employees’ competences:

= Which are my assignments? Which competences do | need?

= Self-assessment and assessment by others: How do | give feedback?
How do | react to feedback?

= Learning opportunities — how do | identify them, where do | start?

= How can | use sources of knowledge within the company?

= How can | get the best out of measures for continuing education?

= How can | evaluate learning success?

The educational consultants will impart methodical knowledge, support

processes of self-reflection and coach learning processes taking part
within the collective as moderators.

Participants

Educational consultants, employees

Expenditure of
time

The six modules will be worked through by the employees in the course of
workshops of about two-hours each (total time 12 hours, not including the
time for preparation required by the consultant).

Experiences /
Testing

At the beginning of the project work, the instrument was subjected to ex-
emplary evaluation by experts from six countries belonging to the exemplo
partnership, as well as to testing in companies with the aim to establish
common criteria that would allow formulating requirements as regards the
content, methodology and design of appropriate instruments.

Notes, rating:

Rather “text-biased”, the guideline requires a lot of preparatory work in
order to be implemented in a foreign-language environment. In some
countries, both the style and the language of the tool were conceived as
“academic” and it has been advised to simplify the design of textual in-
struments, shifting the emphasis to optical elements.

Usability of the instrument by SMEs might be limited by the fact that im-
plementation involves the assistance by external consultants. However,
replacing external assistance — e.g. by experienced co-workers to act as
trainers, or by the employee himself — has not been regarded an appro-
priate measure.

So, it is the comprehensive and elaborate conception that has been con-
sidered as the major obstacle to implementing the instrument in other
countries. As it were, the less detailed and specific their design, the sim-
pler themhandling and adaptability of competence assessment instruments
will be.
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2.5 Staff Development Matrix (Poland)

This instrument supports small and medium sized companies in investigating knowledge,
skills and competences of their staff and to create a staff development matrix based on these
results. Moreover it is targeted on identifying experienced employees as experts in certain
spheres of enterprise activities who might act as multipliers of knowledge.

Instrument /
Method

Staff Development Matrix

Developed by

Towarzystwo Naukowe Organizaciji i Kierownictwa - TNOIK - Oddziat
Gdansk, Poland

Developed in

Poland

(Main)
objective(s):

Assessment of the employees’ actual level of skills, knowledge and com-
petences

Identification of employees’ training needs

Identification of particularly knowledgeable and experienced employees
as experts in certain spheres of enterprise activities who might act as in-
ternal trainers

Method

Employee self-evaluation on the basis of a structured questionnaire
adapted to the enterprise’s / workgroup’s specific needs

Drawing-up of workplace and job descriptions by both the employees and
his / her senior (working place card) to serve as the basis for further steps

Evaluation of the self-assessment / evaluation as indicated in the ques-
tionnaire by direct seniors (evaluation by others)

Features

Altogether, the questionnaire covers 17 thematic sets broken down into
most detailed sub-groups. The majority of the questions address the em-
ployee’s (specific) professional knowledge and skills, e.g. in the fields of
IKT, ISO 9000, and also his command of foreign languages. The respon-
dents are requested to classify their respective levels (of skills and knowl-
edge) on the basis of a five-stage scale.

Evaluation of the questionnaire will be carried out by seniors:

Comparison / decision-making by senior supervisors: Where is there
which kind of demand for development? Who might / should, as an inter-
nal trainer, impart which kind of knowledge / skills to others?

Conception of training schemes

Participants:

Employees, supervisors, HR managers

Expenditure of
time

As a timeframe, TNOIK states at least 10 days to complete the entire
process:

Drawing up the “matrix” in accordance with the workplaces and job tasks
of the employee group subject to examination: 2 days

Introduction into the questionnaire: about 2 — 2,5 hrs
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Completing the questionnaire: 3/4 — 1 hour
Evaluation/assessment of the results by direct supervisors: 2 days

Verification of correspondence/deviation of the employee’s self-
assessment and assessment by senior supervisors / conception of train-
ing schemes: 2 days

Conception of training schemes, identification of potential internal trainers:
4 days

Experiences /
Testing

The Polish expert group is showing doubt: “The instrument is rather com-
plex” ,There were some opinions that the instrument is too complicated for
SMESs.” Thus, it has been recommended to customise the instrument to
each single case and the enterprise’s respective prerequisites and re-
quirements: For example, (sets of) questions that obviously are of no con-
cern for a given group of employees ought not to be included at all so as
to simplify handling of the questionnaire.

There have been reports from a Polish enterprise where the instrument
was tested in practice that some employees were showing great reluc-
tance to take part in the survey: “There exists general negative attitude to
assessment processes and documents like questionnaires among em-
ployees.” Accordingly, it has been stressed that detailed information of
employees about the aims and procedures of the assessment, as well as
further use of the results are of utmost importance.

Notes, rating:

= The expenditure of time as indicated is close to the limit of what SMEs
are ready to invest.

= The period of a maximum of one hour to be devoted for the completion
of the questionnaire has been considered as definitely insufficient.

= The emphasis is placed on (specific) skills and knowledge of employ-
ees, rather than on social and other competences.

= Among the sets of questions only two are directly addressing personal
and social competences — “Do | possess personal skills important in
my area?” “Do | have interpersonal skills?” Anyway, it is doubtful
whether such complex constructs could be identified on the basis of di-
rect questioning by way of self-estimation.

= Except for the drawing up of the job description and the completion of
the questionnaires the employees, rather than being actively involved,
are passively confronted with the assessment and training schemes
established on the basis of the evaluation by seniors. This might have
a negative influence on the instrument’s acceptance and thus to the
quality and significance of the replies.
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2.6 RARPA (UK)

The RARPA method was developed in the United Kingdom on initiative of the state organisa-
tion Learning and Skills Council'', refined by a number of educational providers and adapted
to meet a wide range of prerequisites and requirements'?. Devised by EEF West Midlands
Technology Centre the RARPA method was presented within the framework of the exemplo
partnership and subjected joint further development. Also within the exemplo project this in-
struments was singled out as being suitable for transnational implementation. A documenta-
tion of this instrument is included in Part 1l of this volume.

Instrument / RARPA - Recognising and Recording Progress and

Method Achievement in non accredited learning

Developed by | EEF West Midlands Technology Centre

Developed in UK (England and Wales)

(Main) Combining the learning-centred RARPA Portfolio Method with the orienta-
objective(s) tion of learning processes towards strategic goals of SMEs: in-house de-
velopment of professional competences in SMEs.

Method Combination of self-evaluation and evaluation by others.

Formative focus: Support in developing skills and competences at work
with the development of professional competences laying at the centre.

Features The procedure is carried out in the enterprise as a “Staged Process” com-
prising five stages:

Stage 1: Setting aims appropriate to individual learners or groups of learn-
ers. Consideration of company aims and individual aims.

SWOT-analysis of the enterprise as the basis for the definition of future
competence demands and definition of appropriate training objective and
contents.

Stage 2: Initial assessment to establish the learner’s starting point.

Analysis of the demand for continuing education by means of a Training
Needs Analysis Grid which will be supplemented in the subsequent proc-
ess stages. On the basis of a Task Analysis combining self-evaluation and
evaluation by others, e.g. by group leaders, it will be established which
employee is able to master which (partial) task, and to which degree (at
levels of 14, e.g.).

Stage 3: Identification of appropriately challenging learning objectives

In a Training Scheme it will be determined what the individual employee is
supposed to know upon completion of the training and also who (e.g. more
experienced employees) will carry out which training measures, and at
which time.

A Standard Operation Sheet displays the activities to be performed with
respect to each (partial) task defining the respective quality criteria in the
form of Behavioural Objectives the achievement of which may be moni-
tored and measured.

Stage 4: Recognition and recording of progress and achievement during
programme (formative assessment): tutor feedback to learners, learner
reflection, progress reviews

40




During the training period, learning achievements will be continually re-
viewed with the employees recording their progress on a so-called Pro-
gress Recording Sheet that will be ticked off by both the trainee and the
trainer.

Stage 5: End of programme learner self-assessment; tutor summative as-
sessment; review of all progress and achievement.

A final account of the training success will be given by both the trainer and
the employees. Competence development will be documented by a portfo-
lio containing all records of the training procedure — written material, but
also artefacts etc.” The procedure does not necessarily envisage final ex-
amining(s). However, recognition of acquired competence, e.g. by the is-
sue of in-house certificates is regarded as an essential factor of the em-
ployees’ motivation.

Participants

Employees, managers, team leaders from the enterprise

Expenditure of
time

6 days distributed over a period of half a year

Experiences /
Testing

= Those employees who are supposed to impart their own competences
to others ought to be prepared for this assignment in advance.™

= One of the major difficulties arises from the coordination between trainer
and trainee of time schedules. It would therefore be necessary to agree
upon fixed time contingents to be integrated into the work process.

= Essential elements of sustainable competence development are the
provision of opportunities for practical application of learning contents at
the workplace, as well as

= exchange of feedback on a regular basis with both the trainer and within
the workgroup.

= When it comes to accounting learning processes the emphasis, rather
than on gaps and deficits, should be placed on the documentation of
progress and pointing out of opportunities for further development.

Notes, rating:

The procedure is designed as a complex process containing both summa-
tive and formative elements. RARPA addresses many of the problems per-
tinent to the assessment and evaluation of informally acquired compe-
tences — from the assessment of the actual level of competences, the defi-
nition of specific points of references and development objectives up to
continuing development.

Since the procedure as presented here aims primarily to meet the compe-
tence requirements of individual enterprises both the significance and the
comparability of the documents drawn up are limited.
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2.7 Transparency of Competences (Germany)

Provision of assistance in, and documentation of the transfer of training contents conveyed at
traditional seminars to the work practice lay at the centre of this instrument. The practical
implementation of learning contents in the workplace — i.e. the employees’ actual compe-
tence — is evaluated and certified following a procedure which combines self-evaluation and
evaluation by others. *°

Instrument / Transparency of Competences (TC)

Method

Developed by | Forschungsinstitut fiir Betriebliche Bildung (f-bb) gGmbH and
Biro fur Qualifikationsforschung (BFQ)

Developed in | Germany

(Main) Supporting the transfer of vocational skills acquired in formal trainings to
objective(s) the work practice

Issue of significant certificates documenting the implementation of learn-
ing results achieved during continuing learning seminars in the work prac-
tice

Method Supplementing the offers provided by educational institutions with the aim
to enhance the degree of implementation of continuing learning results by
providing instructions, coaching and certification of the transfer.

Combination of self-evaluation and evaluation by others

Features = Transfer lists drawn up by an educational institution serve to summa-
rise seminar contents by describing practical activities that reflect the
implementation of learning results at the workplace. Upon completion
of a seminar of continuing education the participants will decide which
of the activities they are going to implement at the workplace; individual
addition of further activities is also possible. The individual transfer list
will serve as a referential framework in the course of implementation of
the goals in the work practice.

= Agreements with the educational institution on the objectives defined
on this basis will determine, on voluntary terms, which job-related ac-
tivities the seminar participants want to implement in their own work
practice during the subsequent transfer phase.

= During the implementation phase at the workplace, the transfer list will
assist in the transfer of the learning results to the work practice. The
process will be coached by in-house consultants (seniors, experienced
colleagues).

= Self-evaluation at the workplace: Transfer minutes will document the
extent to which an aim has been achieved or the level of implementa-
tion reached by the seminar participant. This process of self-reflection
will be supported by questions concerning the actual extent of transfer.

= The transfer phase will be completed by an assessment by others — as
a rule by seniors or experienced colleagues — with the transfer list and
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the transfer minutes serving as the basis. Whether and to which extent the
goals defined in the Agreement upon objectives have been achieved will
be defined jointly with the employee.

= A leaving certificate issued on the basis of transfer evaluation will pro-
vide a detailed description of the activities acquired and managed in
practice; however, no mention is made of any deficits which may have
been discovered. Aims that were neither pursued nor accomplished will
not be indicated in the certificate. The certificate is being issued by the
educational institution and signed by both the employer and the educa-
tional institution.

Participants

Training providers, employees (seminar participants), seniors from the
enterprise

Expenditure of
time

A considerable share of the work and time load arising from compilation of
transfer lists, the evaluation of transfer minutes etc. which is necessary for
the implementation of the instrument has to be borne by the educational
provider or the trainer/lecturer.

The procedure, including the presentation of the instruments at the semi-
nar, the drawing-up of individual transfer lists by the seminar participants
and the agreement on the final goal is estimated to last about 60 minutes.

During the transfer phase of about 3 months, seniors from the enterprise
will, at intervals of 1 — 2 weeks, review the transfer minutes drawn up by
the employees and invite them to discuss them on a monthly basis, and

upon completion of the transfer period.

Experiences /
Testing

Practical implementation of the procedure at the German Seminar for
Tourism (DSFT)'® in Berlin — under the name TransferPlus — has received
most positive feedback by participants, continuing education experts and
providers of vocational continuing education alike.

Close cooperation and coordination between all parties involved is indeed
a prerequisite for frictionless realisation and the issue of significant certifi-
cates.

Notes, rating

The procedure facilitates the implementation of professional skills and
knowledge acquired in traditional settings of continuing education in the
work practice, as well as documentation of the results of informal learning
processes at the workplace.

The instrument is easy to handle requiring relatively little time for imple-
mentation.

Involvement of employers and employees, as well as educational institu-
tions to combine self-evaluation and evaluation by others considerably
enhances the significance of the instrument. On the other hand, the sig-
nificance of certificates is somewhat restricted by the fact that it focuses
on the respective educational provider's seminar, on the one hand and on
implementation in a given company, on the other.
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2.9 Different focuses, objectives and methods

‘Do we talk of a formative role where the
instruments and tools are used to guide
the learning processes of individuals and
enterprises or do we talk of a more limited
summative role where non-formal learning
is tested for possible inclusion into the set-
ting of formal education and training? Or
do we talk of a summative

= Assessment of existing competences
including, but not restricted to, those
acquired in informal settings lay at the
centre of primarily summative methods
aiming to identify and document the
whole spectrum of employees’ profes-
sional skills. Assessment documents,

role where accountability
is at stake, focusing on the
utilisation of competence
resources at various lev-
els? The purpose of the
assessments ... is deci-
sive for the methodological
choices to be made and
for the ultimate success of
the exercise. ... functions
are not always clearly
separated. In many cases
we see a wish to combine
the formative and summa-
tive roles, ... A successful
development of method-
ologies and systems in
this area implies that these

or®

Leonardo da Vinci
Filot projects

The Exemplo - ToolKit:

Classification of the Exemplo-Tools:

.Who is thesubjectof the assessment
ofcompetences?
.What does the method prim arily focus on?

.Who isin the centre ofthe process?

.What kind of com petences
are to be measured/validated?

eremplo

Self- A by
others

of D of

description Validation,

certification

iented

oriented

Personal and
social
competences

Professional
competences

functions are clearly un-
derstood and combined /separated in a
constructive and realistic way.”
(Bjgrnavold 2003)

The instruments described pursue differ-
ent aims and approaches as concerns the
assessment of informally acquired profes-
sional competences. While almost all of
the instruments include both formative and
summative elements they differ consid-
erably from each other as concerns the
weighting of these constituents. Moreover,
differences may be noted in the methods
used and in the self-assessment to as-
sessment by others ratio.

= While the majority of instruments fea-
ture methods enabling self-
assessment the assessment by others,
however, is being attached paramount
importance with regard to ensuring the
objectivity of results. Hence, there is a
prevalence of various forms of combin-
ing self-evaluation and evaluation by
others.
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Fig. 9: Focal points of the exemplo instru-
ments for competence assessment

such as the Competence Card for
Workplace in Norway, or the Spanish
ERA projects are suitable to support
companies in the recruitment of quali-
fied staff to be employed at certain
workplaces and to perform certain
tasks. Employees are given the oppor-
tunity to document the actual state of
their professional knowledge and skills,
thus improving their own employability.
However, as regards applicability in
SMEs in a transnational context, easi-
ness of handling and adaptability, as
well as the relatively high share of self-
evaluation seems to make the method
developed in Norway more suitable
than the rather laborious ERA process.

= Competence development with a view
to future development of business re-
quirements as well as optimisation of
in-company learning processes lays at



the centre of instruments which are
rather formative-oriented and which ac-
count for the focal elements of the ex-
emplo toolkit. Here, identification of op-
portunities and plans for further devel-
opment of the individual, on the one
hand and matching them with the com-
panies’ requirements, on the other is
paid much attention to. The documents
made up primarily serve to facilitate in-
house learning processes which imply
continuing updating so as to enable the
review and documentation of learning
progress.

The RARPA procedure devised by the
British partner and developed further
within the framework of the exemplo
partnership is the most comprehensive
procedure in terms of integrating com-
petence assessment and development
in a process including both self-
assessment and assessment by others.

= Certification of competences — guided,
e.g. by a national reference framework
or by sector or company standards —
plays a minor role in most of the proce-
dures, an exemption being the summa-
tive instruments proposed by the Nor-
wegian and Spanish partners which en-
visage the issue of certificates docu-
menting and evaluating the competen-

ces identified. Certification of the extent
to which an individual is able to imple-
ment skills and knowledge acquired in
the course of formal continuing profes-
sional education lay at the centre of the
Transparency of Competences featur-
ing a balance of formative and summa-
tive elements.

» The majority of instruments put the em-
phasis on enterprises’ requirements,
rather than on the individual's perspec-
tive. Although not identical, both per-
spectives may be separated from each
other only artificially: By formulating
their requirements enterprises, at the
same time, define the competences
they would expect from their employ-
ees. After all, it is this kind of compe-
tences which are at the core also of
competence assessment procedures
that focus rather on the individual’s per-
spective and his/her employability.

» Most of the procedures foreground the
assessment of professional compe-
tences in the narrow sense, while per-
sonal and social competences of em-
ployees are taken into account indi-
rectly, notably on the basis of a general
assessment of professional compe-
tences.

2.10 Procedures particularly suitable
for being used in an transnational context

There is not, and will not be “the one” in-
strument that would meet such a variety of
requirements to methods for informally
acquired competences assessment — as
has also been confirmed by the work car-
ried out within the exemplo framework:
Too wide are the differences between ob-
jectives, too wide the gaps between pre-
requisites and requirements defined by
businesses — not only with respect to the
international context.

Essentially, the assessment of informally
acquired competences implies three as-
signments — the account, development
and the certification of competences. As it
were, with reference to these assignments
each of the instruments contained in the
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toolkit may be regarded as being particu-
larly meaningful to be implemented in a
given European country:

» [f it comes to accounting existing com-
petences, the Competence Card for
workplace will do well in performing this
task in a simple way as application is
neither complex, nor time-consuming.
Adaptation to different prerequisites
and requirements in various European
countries has been tested successfully
within the exemplo project."”

= As concerns the development of em-
ployees’ competences, the most com-
prehensive instrument is the RARPA
procedure: Both the assessment and



development of competences are con-
ceived as an ongoing process designed
for the continuing development of em-
ployees’ competences. In the course of
carrying out the exemplo project, the
RARPA procedure was subjected to
tests by partners from other European
countries and developed further with a
view to simplify its handling. '®

The “Transparency of Competences” is
a means to certify active implementa-
tion of professional skills and knowl-
edge in the work practice enhancing the
significance of certificates by taking into
account informal learning processes.

These three instruments are documented

in part Il of this volume.

Leonardo da Vinci
Pilot projects

competences in SME

supportand evaluation of the

inhouse development of professional
= RARPA (UK)

The Exemplo - Toolkit:

3 examples oftools for
3 differentrequirements

assessment of the actual level of competences
= Competence Card for workplace (N)

transfer of formal vocational training into professional practice
= Transparency of Competences (D)

e‘emplo
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Fig. 10: exemplo instruments meeting various requirements of competence assessment



3  The Implementation of instruments for documentation
and assessment of competences of employees in
SMEs — experiences and recommendations

The practical testing and evaluation of
various methods and tools for competence
assessment in small and medium-sized
enterprises in a number of European
countries have pointed out certain re-
quirements that ought to be considered
when it comes to implementation and car-

3.1 Preliminaries:

rying out of SMEs employees’ compe-
tences assessment. The process steps
described in the following have been re-
garded as success factors by both em-
ployees and employers, as well as by ex-
perts from all countries participating in the
exemplo project.’

to provide information, ensure acceptance, build trust

Experience has shown, notably in a num-
ber of Polish enterprises, that apprehen-
sions that deficits revealed in the course of
competence  assessment  procedures
might imply professional disadvantages
may excite considerable reluctance to par-
ticipate on the employees’ part what would
diminish both the reliability and signifi-
cance of results.

~Employees ... generally don’t like to be
evaluated. ...Many workers were not en-
thusiastic to participate in the survey, es-
pecially older ones. There is neither un-
derstanding of such tools, nor good prac-
tice (in Poland/the authors). Workers don't
want to take part in such surveys if they
are asked to undersign answers. They are
afraid to show their skills or weaknesses.”
“... more information for employees con-
cerning objectives, procedures and results
of the survey is strongly recommended.”
(Field report submitted by exemplo part-
ners from Poland after testing competence
assessment instruments in Polish enter-
prises)

Moreover, insufficient information may re-
duce the significance of results, e.g. be-
cause employees might fail to recall all the
data and information necessary to compile
documents and records that would be both
significant and complete.

“It is rather difficult to mention dates (em-
ployment, training, ...) without being previ-
ously informed of this request.”

(An employee of a French exemplo part-
ner company)
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Hence, any competence assessment pro-
cedure ought to set out with comprehen-
sive information of all participants — the
employees concerned, those in charge of
in-house continuing education, as well as
seniors. Trust in and acceptance of the
procedure to be carried out can be en-
sured only on the basis of detailed infor-
mation on the aims, the process steps and
the purpose of the assessment — only if
the evaluation procedures are compre-
hensible and transparent and if there is a
clear understanding of how the results will
be used.

, There can be in firms a certain resistance
against changes not only from the manag-
ing sphere, from the Social Partners but
also from the employees themselves. In
order to fight against this point, information
should be spread among all employees
and representatives from the beginning of
the methodology and even in the identifi-
cation of the strategy while elaborating the
diagnostic”

(Empirical report on the practice of the FIT
procedure submitted by the French part-
ner)

“Before starting to use the tool it is of great
importance that everybody involved has
got good information about *why” and
‘how”, and that there is an agreement
about what should be the outcome of the
process.” (Field report submitted by the
Norwegian partners)

What is important is that the various
standpoints brought forward by the partici-
pants be addressed openly and integrated



into the discussion — e.g. in the framework
of a kick-off meeting: For, while the man-
agement will primarily be interested in op-
timum utilisation and development of their
employees’ competences and pro-active
human resources development strategies
the employees’ concern will lie in the de-
velopment of their own competences and
their professional advancement. Hence,
creation of a stable basis for, and wide
acceptance of the procedure will be con-
siderably facilitated by involving represen-
tatives of all parties concerned with the
conception, implementation and evaluation

=

of competence assessment procedures —
e.g. as was done by the “piloting commit-
tee” in the framework of the FIT procedure
carried out in France.

Outlining the company’s current state, as
well as future tasks and challenges will
ensure that employees’ competence re-
quirements resulting from that situation are
understood. Against that background, as-
sessment of existing competences may be
interpreted as laying the basis for system-
atic further development that would benefit
both employees and the enterprise.

The establishment and maintenance of a sustainable basis of trust between

employees, seniors, the management and — as the case may be — external
counsellors/evaluators is a prerequisite for gaining significant results from measures
aimed at competence assessment and evaluation. Only when there are trustworthy
agreements on the use of the results employees will be willing to actively participate
in the competence assessment procedure.

3.2 Creating appropriate settings

3.2.1 Agreements on the duration, timing, participants, place and

use of the results

Prior to starting the competence assess-
ment procedure, a number of questions
should be answered:

= Which (kinds of) competences are to be
assessed?

=  Which method(s) should be used?

= Who should participate — seniors, em-
ployees, work group members etc.?

= Within which time frame should the as-
sessment be conducted?

= When should the procedures be carried
out: if within the working hours — when?
Off the job?

= Where should talks etc. relevant to
conducting the assessment take place?

Within the framework of the French FIT
procedure — to give an example — such
questions are clarified in advance by the
piloting committee.

Last but not least, legal aspects should
also be settled prior to starting the proce-
dure — in particular as regards property
rights to the assessment results and the
person to decide on their further use.

48

Clear-cut agreements between the man-
agement and employees on which pur-
poses the results may / should serve and
which they must not, will essentially con-
tribute to building trust ensuring an unbi-
ased approach towards and willingness to
participate in the assessment.

The results of surveys carried out among
employees within the framework of the
exemplo project underline the significance
of these factors: 87,5 % of French em-
ployees, and 66,6 % of employees sur-
veyed in a British enterprise®® agreed to
the following statement:

» think that it is decisive that participation
in the skills survey be voluntary and the re-
sults not be used without my permission.”

In this context, enterprise representatives
underline the significance of confidentiality
of results:

“The confidentiality of results is important
for employees to reveal their skills.”

(Survey among enterprise representatives
in France) %'
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Fig. 11:
Significance at-

mfrench employees
m english employees

tached to voluntary
participation and the

20

self-determined use
of results: Outcomes
of employee surveys

in France and Eng-
land

(7= very decisive to
5 = not decisive at
all; percentage)

Competence assessment should always be carried out on a voluntary basis. In particular
with respect to procedures of self-evaluation, voluntary participation is an essential

=

condition for the achievement of significant and “objective” results. In turn, a major

requirement for voluntary participation is the conclusion of clear-cut agreements on
the use of competence assessment results.

3.2.2 Delineation of responsibilities and powers

It is essential that fields of responsibilities
of the management, employees represen-
tatives, in-house continuing education offi-
cers, foremen and group leaders, as well —
as the case may be — external process

coaches be unequivocally defined and that
there is agreement about who is in charge
of which process steps. In this respect too,
it is worthwhile to consider the French pi-
loting committee as an example.

3.2.3 Coordination within the working environment

Measures for competence assessment
must be organised in accordance with
work processes and workflows. This may
create the need to reconcile different, par-
tially opposing aspects:

* Maximum embedding of the measures
in workflows and linking them up with
the individual workplace will ensure op-
timum significance and authenticity of
results.
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= On the other hand, interference in work
processes and workflows should be
kept at a minimum level.

Finally, neither employees nor seniors
ought to be overloaded with yet more as-
signments. Here, a balance has to be
found in accordance with all parties con-
cerned.



3.3 Process coaching and support

in conducting the procedure

3.3.1 Employer Support

Experience gained in all countries participat-
ing in the exemplo project has shown that in
particular SMEs are often overburdened with

the multitude of tasks competence as-
sessment and development procedures
entail.

v' ldentification of future competence requirements resulting from strategic enterprise goals
v’ Strength-weakness-analysis with a view to pro-active human-resource development

strategies

v Analysis of job-tasks and of competences required on part of the employees

v' |ldentification of the actual level of employees’ competences with a view to (future)
competence requirements

v Identification of competence development requirement at the respective workplace /
workgroup / division / company

v Conception of individual competence development schemes

v Provision of competence development opportunities during the work process

v' |dentification of learning opportunities during the work process / at the workplace

v Organisation of workplace-related continuing education opportunities

v' Rendering guidance and support to employees

Fig. 12: Tasks to be fulfilled in the course of competence development processes in SMEs

Assisting and coaching employees during
competence assessment procedures often
proves to be (too great) a challenge for staff
managers and seniors of small-sized enter-
prises when — e.g., due to scarce capacities —
they are not capable of rendering the required
support (to the necessary extent).

Hence, many enterprises depend on external
support in order to cope with such problems
with the degrees differing — in some coun-
tries, such as Poland, the demand is higher,
than in countries that have witnessed some
tradition of implementing competence
assessment procedures.

3.3.2 Employee support

Among European countries there are vary-
ing degrees of experience employees
have with competence assessment proce-
dures: As has been mentioned before?,
while employees in the United Kingdom or
France, for instance, have been familiar
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Cooperation with external experts —
such as educational consultants / pro-
viders of continuing education, or
(semi-)governmental institutions, as has
been the case during the conduct of the
French FIT and the Spanish ERA pro-
ject — will considerably improve the
quality of both the procedure and the
results by supporting and relieving sen-
iors and staff-officers. Moreover, inclu-
sion of a “neutral” body may contribute
to the acceptance of competence as-
sessment on the employees’ part.

with various forms of competence as-
sessment for years, e.g. Polish employees
in that respect might face a new, un-
wonted situation. Accordingly, there are
varied demands for employee support and
guidance.



In addition, the demand for support also
varies within the countries dependent on
the instrument employed, the kind of en-
terprise and the employees’ level of ex-
perience:

* In case of a single survey of the actual
competence level — e.g. in order to is-
sue a Competence Card for Workplace
— the scope of the support required will
be considerably lower than for imple-
mentation of a competence develop-
ment process, such as RARPA.

= Among employees or within work
groups there may be individuals who
are already familiar with comparable in-
struments or competence assessment
procedures — e.g. from prior profes-
sional experience gained in another
company —, whereas for others this is a
completely new situation calling for a
higher degree of support.

Ideally, identification of the respective
needs for support is an integral part of
competence assessment and develop-
ment procedures. However, in any case it
must be ensured that in each phase of the
procedure the employee can rely on sup-
port — by seniors or fellows at and in rela-
tion to the workplace —, or by educational
experts acting as counsellors | consultants
— as has been the case with the Spanish-

=

ERA project and the French FIT proce-
dure.

“People able to guide us through the ques-
tionnaire’ is held to be an essential pre-
requisite in France and in England, too,
employee surveys stress the significance
of sufficient support underlining that “an
assessment of skills and vocational skills
that people have should be explained
fully.”

Another factor of support is to give em-
ployees enough time to prepare for the
assessment procedure.

“...most of the participants think that they
didn’t have enough time to put into prac-
tice the procedure as carefully and deeply
as it would be required. They especially
underline that more time should be de-
voted to the counselling phase, in order to
allow the candidate to have more time to
draw up his dossier of competences.”
(Report submitted by the Spanish expert
group on their experience while piloting
the ERA procedure)

In particular in respect of the assessment
of competences acquired in informal set-
tings employees will have to become clear
— and be supported to find out — before-
hand where there competences lie and
how they are manifested.

Reliable support, information and feedback, as well as motivation are decisive

success factors in particular in case of application of tools for self-evaluation.

Employees should be informed about the purpose of competence assessment
procedures and the use of results. Both evaluation criteria and evaluation proce-

dure should be made transparent.

An examination atmosphere and stress should be avoided: Rather than to reveal
gaps, weaknesses and deficits, the point is to recognise and promote strengths and

to close gaps.
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4 Requirements of competence assessment tools:
Potential areas of conflict as regards design

To be suitable for implementation in vari-
ous European countries competence as-
sessment procedures must be independ-
ent of national educational systems, cer-
tificates and standards or at least be de-
signed such that they can easily be
adapted to different prerequisites and
standards.

Moreover, to qualify for implementation in
various business enterprises the instru-
ments must be independent of specific
requirements and prerequisites of individ-
ual enterprises and industrial segments.

The instruments must be simple to handle
and be adaptable to various conditions.

= Such are the requirements to be met for
transnational implementation. These
requirements are listed in the criteria
catalogue forming the basis of the ex-
emplo toolkit.

This criteria catalogue was supplemented
by a number of other aspects added dur-
ing the evaluation and piloting phases.
The requirements (but also shortcomings)
of proposed instruments put forward by
experts from various countries, however,
reveal the bulk of potential conflict areas

4.1

that have to be taken into account when
designing the assessment tools:

= The instruments must allow independ-
ent use by the employee

= Guiding and coaching by educational
consultants will improve the quality of
results

= Some experts suggest examination of
individual work practices and a con-
crete design with regard to particular
sectors, particular SME categories, as
well as the particular conditions in the
various countries’. ...

It becomes clear, though, that devising of
competence assessment tools for SMEs is
taking place on the ground of a number of
areas of conflict that obviously cannot be
exited in the one or the other direction.
Quite the contrary, as has also been
shown in the course of the exemplo pro-
ject, both theory and practice must refer to
these areas of conflict striving to reconcile
objectives and requirements that partially
contradict each other, and decide from
case to case which aspect has to be at-
tached more importance.

Universal applicability vs. orientation towards

identification of specific competences and

competence requirements

One area of conflict is that of universality
and abstractness of instruments enabling
implementation in various enterprises and
different national environments on the one
hand, and the desire for maximum con-
creteness und (enterprise) specific design
of instruments, on the other.

Competence assessment instruments
must provide for implementation in a vari-
ety of businesses, sectors and also in dif-
ferent countries and, at the same time,
ensure usability in a concrete and work-
place-related manner so as to yield spe-
cific results that may be used in the re-
spective enterprise also for staff and com-
petence development measures.
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= The more specific and concrete the
competences subject to assessment
are defined — in regard of particular en-
terprises, sectors, target groups, na-
tional environments and standards,
specific requirements and prerequisites

... the more significant the achieved re-
sults will be with a view to systematic
competence development;

... the more limited will be, on the other
hand, their supra-sectoral and transna-
tional applicability and neither (compe-
tence) criteria, nor the criteria of such as-
sessment instruments would allow com-
parison of results. In this context,
Bjernavold warns against entering a



“never ending spiral of specifications”
(Bjgrnavold 2001, p. 76) when increasingly
detailed and specific competence descrip-
tions are issued in order to meet the re-
quirements of practice.

And vice versa:

= The more general competence defini-
tion and instruments

.. the more universal their usability in a
transnational context and the better com-
parable the results of such procedures
(seem to be)

. the less, however, will be their rele-
vance to the actual fields of activities and
competences of employees®, the re-

quirements of enterprises and, accord-
ingly, the significance of results.

The “difficulties balancing between too
general and too specific descriptions and
definitions of competences” (Bjgrnavold
2001, p. 27) are most aptly characterised
by the Spanish exemplo partners who
point out

“how difficult it is to design a common and
general tool, since the more specific a tool
is, the greater its effectiveness. And speci-
ficity gives rise to all sorts of difficulties
when applying tools to environments dif-
ferent from those for which it was de-
signed.”

4.2 Adherence to binding general standards vs.
a (company-)specific design of competence

assessment procedures

A related area of conflict: On the one
hand, one of the prerequisites for the
meaningful measurement and comparabil-
ity of competences and competence levels
are binding standards — be that, at the na-
tional level, by basing the assessment and
evaluation of informally acquired compe-
tences upon the requirements for formal
certification, or by basing them upon crite-
ria catalogues developed at the sectoral or
occupational level. Unless there are not
any standards neither the comparison of
results, nor their transfer and mutual rec-
ognition (at both enterprises and transna-
tional level) would be feasible. On the
other hand, a high degree of standardisa-
tion would restrict the possibility to adapt
the instrument to specific requirements,
e.g. of enterprises in different countries.

= The higher the degree of standardi-
sation of reference levels and instru-
ments

. the better comparable and transferable
WI|| be the results and documentation of
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competence assessment procedures, e.g.
in the form of certificates attesting the
achievement of certain competence levels;

.. the more difficult it will be to customise
a given competence assessment proce-
dure to individual and/or enterprise needs.

And in the other direction:

* The more specific and concrete the
definition of competences and compe-
tence levels

. the poorer the significance of results
beyond certain boundaries (of the enter-
prise, the sector, the country);

.. the greater the benefit to staff develop-
ment measures adopted by a particular
company.

The antagonism ‘“individualisation vs.
standardisation” (Hofer 2004, p. 149)
would become manifest also by the fact
that binding standards are in conflict with
the aim to achieve a maximum degree of
self-control of learning processes and to
assess them in self-evaluation.



4.3 Self-evaluation vs. evaluation by others?

Procedures of self-evaluation would in-
crease authenticity of results, sensitise
employees to the necessity of competence
development and also promote the accep-
tance of procedures for the assessment of
informally acquired competences. How-
ever, both the objectivity and significance
of such procedures are limited what de-
creases acceptance on the employers’
part.

= The higher the share of self-evalua-
tion

... the greater will be both the authenticity
of results and the trust employees have in
the procedure

... the less, on the other hand, will be the
objectivity and significance of results: As a
rule, self-assessments imply the risk of
being too subjective what calls in question
the validity of results.

And vice versa:

= The higher the share of competence
assessment by others

... the more objective and comparable the
outcomes will be;

... the greater, on the other hand, will be
the distance between the specific (com-
pany) environment, the (company-)specific
competences of employees and external
bodies of competence assessment?;

... the greater will be, in case of an internal
evaluation by others, such as seniors or
fellow-workers, the risk of giving rise to
distrust and low acceptance on the em-
ployees’ part what may result in poor sig-
nificance of competence assessment.

Here, a balance has to be found in accor-
dance with the emphasis and the objective
of the assessment procedure.

4.4 Counselling and support vs. independent use

by employees

With respect to instruments mainly de-
signed for self-evaluation by employees,
too, guiding and coaching of employees by
(external) counsellors, as has been ex-
plained in Section 3.1, will significantly
improve the quality of results. In addition,
enterprises, too, will profit from external
support of competence assessment and
evaluation procedures.

On the other hand, external support is met
with reluctance in particular on part of
small-sized enterprises which would con-
sider them as too laborious. As a result,
the acceptance and applicability of compe-
tence assessment instruments designed to
be implemented with external support may
be restricted.

= The more comprehensive and compe-
tent the support provided to enter-
prises and employees in competence
assessment and evaluation

... the more objective and reliable the re-
sults will be,

... the more complex, laborious and cost-
intensive the procedures will be. Integra-
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tion into the workflow and the employees’
activities poses a major obstacle to the
acceptance of counselling-intensive instru-
ments, in particular in European SMEs.

And vice versa:

* The less the demand for support in
terms of internal or external coaching
and counselling

... the less laborious the handling of the
instrument and the higher its acceptance,
in particular on the part of SMEs, will be;

... the poorer, however, will be the signifi-
cance of results.

There is no general answer to the question
which extent of coaching and support in-
struments for competence assessment in
SMEs (may) need so as to not preventing
their implementation and applicability in
particular as regards small-sized enter-
prises. Rather, this question has to be de-
cided from case to case and in a prag-
matic manner.



4.4 Simplicity of use vs. validity of results

Last but not least it is the fairly long list of
rather technical areas of conflicts and aspects
that has to be taken into account when it
comes to the conception and implementation
of procedures for the assessment of infor-
mally acquired competences:

= The more time employees have for con-
ducting the assessment — e.g. to prepare
for the procedure — the greater will be the
significance of the results;

.... the less the willingness of both employers
and employees to apply the procedure: Pro-
cedures, in particular those designed for
SMEs, must not exceed a certain time-span if
they are to be compatible with the specifics of
the work-flow.

4.5 Conclusions

Dependent on the specific requirements and
prerequisites of a given enterprise, it will have
to be decided in each case what the primary
objective of the competence assessment pro-
cedure is and which procedure is the most
suitable. As a motto, and also in order to en-
courage a pragmatic approach not shunning
experimentation in the ever more important
field of informally acquired competence as-
sessment let us quote the conclusion of the
Norwegian exemplo partner:

= Competence assessment proce-
dures integrated into work proc-
esses will guarantee a maximum of
practice-relatedness and authentic-
ity;

... they may, however, be hard to be

smoothly integrated into the workflow

etc. —
the list might be continued:

“There will always be gaps when the
intention is to develop a general tool
which is easy in use...” (VOX/Lunner-
Evaluation)

“All models are wrong, but some are
constructive.” (VOX)

In this sense, under the exemplo part-
nership solutions have been worked out
and new approaches have been
pointed out to optimise both identifica-
tion and application of professional
competences acquired by SMEs em-
ployees in informal settings. Work is in
progress — experiences gained during
the application of the exemplo tools in
practice are welcome under

http://www.exemplo.de/exemplo/contact.html
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Endnotes

' SME Observatory 2003 — Observatory network of European SMEs 2003/1: Competence and qualifi-
cations development in SMEs (publication of the Enterprise Directorate-General of the European
Commission)

www.eu.int/comm/enterprise/enterprise policy/analysis/doc/smes_observatory 2003 report1 de.pdf

% This classification of the partner countries is based upon Bjgrnavold (Bjernavold 2000). For a more
detailed explanation of the various approaches adopted in European countries cf. Article 3 of this vol-
ume.

3 Many SMEs hesitate to invest in competence development activities, fearing poaching of qualified
staff by competitors. Cf.

www.eu.int/comm/enterprise/enterprise policy/analysis/doc/smes_observatory 2003 report1 de.pdf
p. 8

* The practical testing was evaluated on the basis of two questionnaires worked out in the framework
of the project.

® See article 1 of this volume.

® VOX has issued a manual in five languages on this issue which may be downloaded under
http://www.exemplo.de/exemplo/products.html.

” For further information on this instrument refer to: ECOTEC 2005, pp. 262.
8 ECOTEC 2005, p. 263

° With a view to the Mediterranean countries in particular, Bjgrnavold (Bjernavold, 2000) stated as a
main feature the high importance informal learning processes have for the national economy stressing
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the need of bringing to the fore the results of such forms of learning: “The huge reservoir of non-formal
learning which creates the basis for important parts of the economies in these countries needs to be
made visible.”

'% This set of problems will be dealt with in greater detail in the section “Area of conflicts”.

" The Learning and Skills Council (LSC) is the body responsible for funding delivery of all post 16
education and training in the UK.

'2 www.lsc.gov.uk/rarpa. The method aims to enhance the quality of available training schemes by
applying a Staged Process which also lays at the basis of the tool presented here.

' Among the various forms of evidence, the Learning and Skills Council lists “learners’ files, journals,
diaries, portfolios, artwork; videos, audiotapes, performances, exhibitions and displays; artefacts, pho-
tographs and other forms of evidence” as examples.

" Training of team leaders entrusted with training assignments and employees was conducted twice
at the exemplo partner enterprise Widney UK Ltd with each unit lasting half a day.

'® A detailed description of this instrument may be found in Part IIl of this volume. A description of ex-
emplo partners” experiences with this instrument is given in Part Il.

'® The DSFT Berlin is a central institution of continuing education of the German tourism business.
More detailed information on TransferPlus is available under:
http://www.dsft-berlin.de/index.php?bereich=4&content_id=7

" The Competence Card for Workplace is documented in Part Il of this volume. Further information
on, and a description of the instrument in five languages may be downloaded under
www.exemplo.de/exemplo/products.html.

'® A version of the RARPA procedure as it has been worked out under the exemplo partnership is
documented in Part Ill of this volume and may be downloaded in German and English under
www.exemplo.de/exemplo/products.html.

" This report is based upon surveys carried out among employees and enterprise representatives in a
number of partner countries, as well as the empirical evidence submitted by the national expert groups
involved in the exemplo project.

% Since in the survey carried out in France the category “do not know, undecided” was not included
the values cannot be compared directly. However, they can give an idea of the great significance vol-
untary participation and consent as regards the use of assessment results in various countries is being
attached to.

' This category received the highest level of agreement in the survey carried out in France.
2 On this, confer the article by Fietz, G., Junge, A. and Nicholls, B. in this volume.
2| e. with reference to the Competence Card for Workplace.

2 “Too abstract” and “not adapted to the job we occupy” — such, e.g., was the judgement expressed
by employees of a French company who struggled to establish a link between the Competence Card
for Workplace and their own work practice.

% The problems posed by external evaluation of competences come to the fore, e.g., in the bilan de
compétences in France: Kapplinger (Képplinger 2002, p.14) points out the difficulties in the communi-
cation between the accounting centre and the individual subject to accounting that would start as early
as with the very assessment of competences — when staff members of those centres have little knowl-
edge on the specific character of an occupational field failing to assess competences in the respective
context.
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Current state of validation of non-
formal and informal learning in Europe

Making use of the variety of European

experience

Gabriele Fietz, Annette Junge, Bill Nicholls

In exemplo, the expertise that exists in the
seven countries involved is used to offer
support to enterprises, especially SMEs
and their employees, in promoting, deter-
mining and assessing competences. The
seven countries show a broad variety in
terms of geographical location and typol-
ogy of vocational training systems. As a
starting point, partners surveyed the cur-
rent state of competence-oriented learning
and the anchoring of methods for docu-
menting and validating non-formally and
informally acquired competences in the
VET systems of the countries involved.
The survey revealed a wide spectrum of
practices: While some countries already
have extensive experience in promoting,
documenting and assessing non-formally
and informally acquired competences, this
development is still in its infancy else-
where.

Using the distinguishing characteristics of
Jens Bjgrnavold as a basis, the seven
countries involved in exemplo (Finland,
France, Germany, Poland, Norway, Spain,
and United Kingdom) could be classified
according to different approaches for rec-
ognising and promoting informal learning.

Bjernavold (Bjgrnavold 2000) distin-
guishes the dual system approach, the
NVQ approach, the Nordic approach as
well as the Mediterranean approach and
specifies the “opening of diplomas and
certificates” as a fifth approach, as it can
be found in France, for example. Since
none of these categories seemed to fit the
special development in the new acceding
country of Poland, a further category was
added: a “transition country’s approach”.

Dual system NVQ
approach approach

approach

A transition
country’s
approach

Medi- “Opening”
terranean | of diplomas
approach and
certificates

Finland

France

Germany

Norway

Poland

Spain

UK
(England
and Wales)

Fig 1: Attempt of classification of seven European countries



In all countries, there is a growing under-
standing of the increasing importance of
lifelong learning and attention to new
methods for the identification and support,
documentation and evaluation of compe-
tences. EU policies are certainly an impor-
tant factor in promoting this. Although a
certain convergence can definitely be

fond, the considerable differences among
the individual European countries should
still be emphasized.

If the seven countries are regarded ac-
cording to the degree of anchoring valida-
tion of non-formal and informal learning in
their national systems, they might be clas-
sified as follows:'

Experimentation
and uncertainty

National systems
emerge

Permanent systems
already exist

Finland

France

Germany

Norway

Poland

Spain

UK (England and Wales)

Fig 2: Degree of anchoring of validation of non-formal and informal learning in VET systems

France: Centralised formal system and opening of diplomas

France represents the “opening of diplo-
mas and certificates” (Bjernavold 2005).
Against the backdrop of an educational
system that is very highly centralised and
oriented to the acquisition of formal certifi-
cates. "According to French national tradi-
tion, formal education and training are very
much valued in the country, perhaps over-
valued to the detriment of other ways of
training. This is partly the result of the ex-
istence of a long lasting steady and homo-
geneous national VET system...” (Report
of the French exemplo partners see:
www.exemplo.de). Various approaches to
recording vocational competences ac-
quired outside of formal contexts have
been created since 1985. Although on the
one hand, France is considered “one of
the European countries with the longest
traditions in identifying, assessing and
recognising non-formal learning”
(Bjsrnavold, 2000), on the other hand, the
French demonstrate an increasing but still
rather reluctant use of tools for taking
stock of informally acquired competences:
“Despite a long tradition of legislation on
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validating non-formal and informal learn-
ing, actual practice is limited.” (Bjgrnavold
2005, p. 39)

Nowadays, it is possible to find several
different forms of recognition for compe-
tences acquired outside of formal courses
of study, which thank their existence to
various aims:

The bilan de compétences (skills record)
was developed in the mid 1980’s and in-
troduced by the Ministry of Labour in 1989
to make it possible to determine the voca-
tionally and privately acquired compe-
tences of employees and thereby give in-
dividuals an idea of the status of their vo-
cational competences and skills as well as
to help companies plan their human re-
sources development. For this purpose,
110 state assessment centres were set up
in all of France, and there are private facili-
ties as well. Under certain conditions (five
years of work experience, one year of em-
ployment with current employer), the bilan
de compétences is supported by a 24-hour
release from work. However, this tool has



meanwhile primarily proved useful to
workers for finding out where they stand.
(Frank 2003) Although the bilan de com-
pétences creates the legal and organisa-
tional prerequisites for taking stock of
competences on a broad scale, the accep-
tance by companies can be categorized as
rather low.

Two other methods explicitly aim for
transparency in competences acquired
outside of formal courses of study but, in
contrast to the bilan de competences,
permit access to formal courses of study
and the acquisition of diplomas: In 1985,
the Validation des Acquis Professionnels
(VAP) legally regulated the recognition of
vocationally acquired competences for
certain courses of study in the formal edu-
cational system. In 1992, the “Modernisa-
tion sociale” law regulated the recognition
of knowledge from experience more flexi-
bly and on a wide scale.

The Validation des Acquis de I'Expérience
(VAE, recognition of knowledge from expe

rience) provides access to formal courses
of study, including university programmes,
based on vocational knowledge from ex-
perience as well as competences that
have been informally acquired outside of
work (Bjernavold /Colardyn 2005, 37 ff.).
“Signals are positive even if from ‘slogan
to practice, the way is long’.” (Colardyn,
2003, according to Bjgrnavold, Colardyn
2005, p. 40).

Since 1999, there has been an initiative of
the French employers’ association MEDEF
(Mouvement des Entreprises de France)
under the title of “Objective Compétence”
that aims to anchor the competence as-
pect more strongly especially in small and
medium-sized enterprises. Numerous ini-
tiatives have been started particularly on
the regional level, which involve labour
unions and companies.

One of these initiatives is the “Franche
Comté Competence Club”, whose activi-
ties are described in part Il of this volume.

United Kingdom: The output-oriented vocational education system

The NVQ (national vocational qualification)
approach can be seen as strongly output-
oriented. It is also deeply anchored in the
United Kingdom (England and Wales).
"The general acceptance of learning out-
side formal education and training institu-
tions as a valid and important pathway to
competences is a basic feature in these
countries” (Bjgrnavold 2001, p. 27), so that
companies, social partners and training
institutions have many years of extensive
experience in assessing informally ac-
quired competences.

With the NVQ (National Vocational Qualifi-
cations) system, the United Kingdom has
a method that provides evidence of com-
petences acquired in the process of work,
regardless of where and how they were
acquired. The NVQ system is based on a
standardised national framework for quali-
fications: from simple routine activity [level
1] up to higher management skills [level 5].
Each NVQ is categorised at one of these
levels. At the moment there are hundreds
of qualifications covering every occupa-
tional area. Each qualification is broken
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down into Units of Competence [UofC]
which can if required be separately as-
sessed and certified. The NVQ system is a
work based system and the majority of
qualifications are delivered on-the-job not
in a classroom. Whether and to what ex-
tent an employee has the required compe-
tences is determined by assessments
made in the workplace, and occasionally
by simulated work situations — but this is
rare.

The quality control system is rigorous. All
formal assessments counting towards a
qualification have to be made by a quali-
fied assessor who themselves has achie-
ved the relevant NVQ in training and as-
sessment. This means that assessors can
be managers, supervisors or even co-
workers. The assessments are in turn in-
ternally verified by qualified staff and ex-
ternal assessors who work only for the
awarding body of the qualification maintain
the ultimate NVQ standards.

The acquired UofC are collected in portfo-
lios and gradually lead to the acquisition of



a full NVQ. NVQs confirm that employees
meet national standards recognised by
business, which is considered an impor-
tant competitive advantage: “In an age of
intense global competition, it is essential to
assure customers that high standards are
maintained not only in terms of the quality
of materials and processes but more im-
portantly that all employees are compe-
tent.” (see http://www.eef.org.uk/westmid)

Overseen by a national body [the Qualifi-
cations and Curriculum Authority (QCA)]
NVQ’s are reviewed at least every three
years so that relevance of the NVQ is as-
sured. Employers are centrally involved in
determining the content areas of an NVQ
as well as in defining standards and quali-
fication requirements. From a business
perspective, the strength of the NVQ sys-
tem is that it determines the competences
important to the work activity, whereas
process and duration of competence ac-
quisition are of secondary importance.

However, the strict orientation to output
might also perhaps be a weakness of the
NVQ system: NVQs provide very good

information about whether and to what
extent someone is competent, and they
help to identify where gaps exist in a com-
pany’s competence profile - however, the
question of how to close these gaps and
design corresponding learning processes
threatens to be pushed into the back-
ground due to the fixation on learning re-
sults.

On-the-job training, traditionally popular in
the United Kingdom, also requires control
as well as deliberate guidance and support
if individual competences are to be devel-
oped to meet the requirements of compa-
nies. Learning cannot be left entirely up to
individual employees, and the develop-
ment of vocational competences cannot
be left up to chance through “learning by
sitting next to Nellie”, as they say in the
UK.

Against this backdrop, the social partners
and government in England are currently
making great efforts to orient vocational
education more closely to the compe-
tences required by business.

Finland and Norway: Improving the relationship between formal,

non-formal and informal learning

In the Nordic countries, ways to improve
the relationship among formal, non-formal
and informal ways of competence acquisi-
tion have been increasingly sought for
some time now: “all four countries? have
taken practical steps through legislation
and Institutional initiatives  towards
strengthening the link between formal
education and training and learning taking
place outside schools.” The Norwegian
concept of Realkompetanse, which refers
to “all formal, non-formal and informal
competences held by an individual’ (Nor-
dic Council 2001) — is at the centre of vari-
ous government initiatives in the Nordic
countries. “Finland and Norway are clearly
opening up for the institutional integration
of non-formal learning as part of a general
lifelong learning strategy.” (Bjesrnavold
2001, p. 27).

The Finnish example shows how a reform
process that increasingly considers the
documentation of non-formally and infor-
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mally acquired competences has taken
place in the past few years against the
backdrop of a national educational system
that has traditionally been highly central-
ised and oriented to the acquisition of for-
mal certificates. The vocational qualifica-
tion system is widely appreciated and the
tendency is that all kind of skills and com-
petences should have formally validated
credits. The tradition of recognizing com-
petence-based vocational qualifications
(ndytétutkonto) goes back to the law on
vocational qualifications that went into ef-
fect in 1994. These provisions have been
continued in the Adult Vocational Training
Act of 1998: this provides for competence
tests in which adult learners can demon-
strate their vocational skills regardless of
where and how they have acquired those
skills. The three levels of competence-
based skills are all at the upper secondary
level and comprise initial, further and spe-
cialist levels. The popularity of competen



Year No. of vocational qualifications
acquired through competence based examinations

1995 547

1996 2,645

1997 5,152

1998 8,159

1999 12,815

2000 16,903

2001 20,180

2002 23,383

Total 89,784

Fig 3: Competence-based vocational qualifications in Finland (ECOTEC 2005, p. 93)

ce-based examinations for attaining voca-
tional qualifications has increased rapidly
since their introduction.

The situation is different for attaining ac-
cess to formal education based on the re-
sults of prior learning (non-formal, infor-
mal); this is possible according to Finnish
law, but the number of people who suc-
ceed is insignificant. “Although necessary
provisions and appropriate legislative
frameworks are in place, the number of
students whose informal or non-formal
learning is recognised as a part of an ap-
plication for upper secondary schools and
universities can be regarded rather low. “
(ECOTEC 2005, p. 94) A particular hurdle
arises for access to college studies:
Knowledge gained from work experience,
for example, is very seldom recognized by
universities, with a few exceptions such as
teacher training programs.

In Norway due to the competence reform
(1997-1999) more emphasis has been
placed on the right of the individual to
document non-formal learning that has
been developed over time in the work con-
text. The status of the recognition of non-
formally and informally acquired compe-

tences must also be considered from two
perspectives here: the acquisition of the
right to enter training programs of the for-
mal educational system and the improve-
ment of employment possibilities in the
national labour market.

While the recognition of prior learning in
the area of education has been success-
fully implemented in national legislation,
the development of the labour-market-
related aspect is proceeding rather slowly:
Since 1999, a number of tools that deal
with the validation of non-formally and in-
formally acquired competences have been
developed to improve access to the em-
ployment system as part of various model
projects. One example, the Competence
Card for Workplace”, can be found in part
I of this volume.

Also, more work is needed in the civil sec-
tor and with regard to the labour market
before generally agreed competence
passports can be introduced. VOX, the
Norwegian Institute for Adult Education, is
using this experience to introduce a uni-
form Competence Passport that is suitable
for different sectors and target groups.

Spain: Legislative initiatives and experimental projects

In the countries with the “Mediterranean
approach”™ competences are acquired to a
large extent in non-formal and informal

ways. Consequently, there is a great need
to increase the importance and better util-
ise competences that are acquired in this




way: “the Mediterranean countries have a
huge reservoir of non-formal learning that
needs to be made visible. It is not only a
question of making it easier to utilise exist-
ing competences, but also a question of
how to improve the quality.” (Bjernavold
2005, 57)

In Spain legislative initiatives and experi-
mental projects have already been put into
effect. On institutional level work is pro-
gressing towards the creation of a system
that makes it possible to assess, recog-
nise and accredit vocational skills acquired
through non-formal and informal channels.
A reorientation of basic political conditions
towards considering non-formally and in-
formally acquired competences can cur-
rently be seen in the creation of a “Na-
tional Catalogue for Vocational Qualifica-
tions”.

“The Law on Qualifications and Vocational
training of June 2002” has, as main objec-
tive, to create a National System for Quali-
fications and Vocational training that will
give unity, coherence and effectiveness to
the planning, systematisation and admini-
stration of the qualifications and vocational
training. This way, the different forms of
accreditation and certification of compe-
tencies and professional qualifications,
obtained through formal, non-formal or
informal ways, will be integrated. This law,
therefore, opens the way to set a system
that will lead to the official recognition of
non formal and informal learning.”
(ECOTEC 2005, p. 259 f.).

Against this backdrop, an important further
step could be marked — to be classified in
the experimental stage: The ERA pro-
gramme — “Evaluacién, Reconocimiento y
Acreditation de las competencias profe-
sionales” that has been developed in the
course of the current national reorganisa-
tion in Spain. ERA is an experimental pro-

ject promoted by the Ministry of Education
in collaboration with the regional Govern-
ments. It represents an initial step that has
made available relevant data to justify em-
pirically the development of a procedure to
recognise and evaluate non-formal and
informal learning, including work experi-
ence.

Procedures for validating non-formal and
informal learning have been developed
and tested on the regional level based on
the experience gained with the ERA pro-
ject. Currently, six regions (Basque coun-
try, Catalonia, Madrid, Navarre, Castile, la
Mancha and Valencia) have already set up
such mechanisms.

In addition, there are a number of private
initiatives on the company level, which are
difficult to identify, however. Many projects
deal with the subject of validating non-
formally and informally acquired compe-
tences as part of European educational
programmes; the social partners are often
involved in these activities:

Take for instance the report “La gestion
por competencias en Espana” (Skill-based
model of Management in Spain), drawn up
by the Spanish confederation of employer
organisations CEOE — Confederacién Es-
panola de organizaciones Empresariales —
in January 2002. This report was drawn up
in the framework of the “European Skills
Management Observatory”.

Also highlighted as examples of good
practices were CAJA MADRID in the area
of assessment and NH HOTELES in iden-
tification of training needs, both includes in
the follow-up reports of the European So-
cial dialogue Agreement on Training for
the years 2002 and 2003.

These projects accompany the process of
developing a national system for qualifica-
tions and vocational training.

Germany: Dual system and assessment of competences in CVET

The dual system approach is represented
by Germany. Looking at the German VET
system a clear distinguishing between the
system of initial vocational training (IVET)
and the system of continuous vocational
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education and training (CVET) has to be
stated.

The German system of initial vocational
training “/is based on a combination of
school and work-based learning, meaning



experimental learning is included in the
formal system® (Bjgrnavold 2005). The
training component that takes place at a
company is not organised according to
didactic aspects; thus informal learning
processes take place continually (Straka
2005). In fact, the acquisition of practical
competences is characteristic of voca-
tional training in the German dual system.
This orientation is also reflected in how the
training and final examinations are organ-
ised. “Training guidelines and syllabi do
not merely describe the subjects but are
concerned above all with the knowledge,
abilities and skills to be acquired. These
are increasingly determined in project-
oriented final examinations that deal with
practical situations.” (Weiss 2005, 4).

The reorganisation of many training pro-
fessions has reinforced this tendency:
Since 1998, around 180 training occupa-
tions have been reorganised and new oc-
cupations have been created, such as
those in the IT sector. The examination
structure of the new IT occupations in-
cludes company project work and com-
prehensive tasks. Informally acquired
competences are tested in a project car-
ried out at the workplace as well as in a
subsequent final examination and officially
recognised in a certificate. At the same
time, the further training project includes
regular discussions in which learners can
review their learning process and are sup-
ported by a learning process supervisor
(Gillen, 2003, p. 17 f.).

In the field of CVET, the attention paid to
validating informal learning still appears to
be rather low, despite all the progress at-
tained in the past years. In Germany “lim-
ited attention [is] given to validation of
learning acquired outside the formal sys-
tem”. “Validation of non-formal learning
has so far not attracted the same attention
as it has in many other European coun-
tries” (Bjernavold 2005, p. 40). This devel-
opment is certainly related to the narrow
orientation to the system of recognised
professions that is especially found in
Germany. There, initial vocational training
is leading to one of the around 360 profes-
sions. Nevertheless, even workers with
recognized vocational degrees have to
learn throughout their lives and maintain
their employability. Businesses also in-
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creasingly express a need for more flexi-
bility.” (Severing 2005, p. 7).

In the last few years, though, a number of
reform approaches and model projects
have appeared in Germany that deal with
the promotion and evaluation of lifelong
learning outside of the formal vocational
training system. Very few of them are the
result of legislation. Minor efforts could be
found, for example, in the reformed Voca-
tional Training Act (BBiG) of April 2005.
Here are two examples:

The “Qualifikationsbausteine” (qualification
modules) are a recently developed instru-
ment that makes it possible to credit partial
qualifications acquired during vocational
preparation - thus outside of regular initial
training - to a training programme. § 51
BBiG stipulates that providers of voca-
tional preparation have to issue written
certification of acquired vocational skills.
These qualification modules are not that
prevalent, however.

The external examination Externenprii-
fung, that has been part of the vocational
training system since 1969, has become
somewhat more important since entry re-
quirements were simplified in the reformed
Vocational Training Act of April 2005. The
Externenpriifung enables workers to verify
vocational experience or knowledge from
non-formal further training courses and to
acquire a recognized vocational degree
without going through a formal training
programme. Participants in the Externen-
priifung are subject to the same test condi-
tions as regular apprentices. Access to the
Externenpriifung requires several years of
work at a specialist level (“Fachkrafte-
bene”); according to the Vocational Train-
ing Act of 2005, the required length of em-
ployment is only one and a half times the
training period of the respective occupa-
tion. In exceptional cases, this employ-
ment period can be further shortened by
demonstrating the knowledge and skills
acquired in vocational further training
courses. But in total, the Externenpriifung
is of minor importance in the German sys-
tem: less than 5 % of the examinations
leading to one of the recognised profes-
sions are achieved in this external exami-
nation (Bjgrnavold 2005, p 147).



Whereas these two
methods are already im-
plemented by law in the
German VET system,
more and more research
projects and pilot
schemes have been tak-
ing place on an "experi-
mental" level in Germany
in the past few years
(Bjgrnavold 2005, p 41):

A widely based study
was initiated on the state
level by the federal Min-
istry of Education and
Research (BMBF) and
the decentralised minis-
tries of education of the
Lander with the “Weiter-
bildungspass” (continu-
ing education pass).
Continuing education passes record indi-
vidual activities of lifelong learning in for-
mal, non-formal and informal training con-
texts (Barth, Nel3, 2005). As part of this
research project, an inventory was made
of the continuing education passes that
exist in Germany. A number of these
passes, which generally have a vocational
orientation, have been created since the
mid 1990’s. The 48 passes that were in-
troduced in Germany by the year 2003 are
mainly process-related; in addition to
documentation, reflection, stocktaking and
planning also play an important role.

Based on the results of the Weiterbil-
dungspass-study, the ProfilPASS was de-
veloped as a ftraining passport for wide
application and is currently in the trial
phase. “The ProfilPASS records abilities
that have been acquired informally, i.e.
through ‘flearning by doing’, leisure activi-
ties, family, employment and volunteer
work. The goal is to recognize and identify
one's own strengths and unite them in a
personal competence profile. This helps to
prepare job applications and interviews, to
define where one stands professionally
and to plan one’s future learning. After the
regional tests, the ProfilPASS will be intro-
duced and established throughout Ger-
many starting in Spring/Summer 2006.”
(www.bildungspass.de).

.'*IE f‘ Welcome to the
: ProfilPASS.

You can do more than you think! Just
try to get an overview of everything
you can do. This will help you with
your career and job applications, in
addition with your non-work
commitment.

Let the ProfilPASS help you out!

wedo_. + | ' TOnine 5.
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Fig 4: Profilpass

A further research project that has also
been initiated by the BMBF and state min-
istries of the Lander as well as imple-
mented with the support of the ESF is the
“Lernkultur Kompetenzentwicklung” (Com-
petence Development for a Learning Cul-
ture) initiative, which also emphasises the
company aspect: “The study focuses on
developing and testing efficient continuing
learning structures in companies and
strengthening individual professional com-
petences. In regard to the validation of
informal learning, the initiative attempts to
find means to implement informal learning
in a more effective way in continuing edu-
cation” (Seyfried 2005).

In addition, there are initiatives from vari-
ous other players, two examples:

The IG Metall (metalworkers’ union) has
developed a comprehensive job navigator
to help workers independently plan their
career. The job navigator consists of sev-
eral modules, one of which is the Kompe-
tenzhandbuch (competence manual) that
helps to develop a profile analysis of com-
petences. It lists competences for the fol-
lowing three areas: professional, methodo-
logical and social competence. Each com-
petence area comprises between nine and
16 individual skills.



In Germany, there are also methods for
supporting and assessing competences
that have been developed to meet the
needs of large enterprises. Global players
do not rely on government measures. An
example of this is a pilot scheme carried
out at Daimler Chrysler in Gaggenau for
learning in the process of change, which
includes validation methods for non-formal
and informal learning (Seyfried 2005).

There is a need for action above all in the
case of small and medium-sized enter-
prises. Competence-oriented human re-
sources and organisation development is
a decisive competition factor for these
companies as well; for practical implemen-
tation, however, these enterprises require
external support, model projects and pilot
schemes — such as exemplo — that help to
develop manageable solutions.

Poland: example of a country in transition

The Polish VET system is undergoing a
fundamental reform process launched by
the Ministry of National Education in the
late 90" of the last century. Similar to other
countries in transition, the proportion of
VET was over average compared to the
European level. A large number of pro-
grammes with too narrow specialisations
led to a high rate of unemployment among
those who completed them. For long the
efforts to reform of VET in the late 1990
have been targeted mainly to decrease the
vocational part of the education and train-
ing system.

The reform of 2002, which had the explicit
goal of orienting the educational system
more closely to the requirements of the
labour market, has a very strong emphasis
on the area of general education. The ob-
jective is to “raise access and quality in
education and increase school leavers’
mobility on the labour market by putting
greater emphasis on general secondary
and higher education” (Country report Po-
land, p 5). The reform also contains ap-
proaches that could increase the opportu-
nities for integrating graduates in the la-
bour market: teaching key qualifications,
flexibility through modularisation and more
emphasis on practical learning phases at
companies. More and more introduction of
experimental learning in real work situa-
tions has become a goal of Polish VET
activities: In an agreement between the
Polish government and the umbrella or-
ganisation of employers, a company net-
work was created in 2003 to promote vo-
cational learning in the framework of in-
ternships.
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Adult continuous vocational training mainly
takes place in secondary vocational
schools. In addition, there are offers from
private providers. Despite numerous in-
centives — tax concessions, release from
work by companies for further training —
the involvement of adults in further training
is very low and is far below the average of
the EU 15 (OECD 2001). The incentives
also include the possibility of certifying
non-formally acquired knowledge and
skills. The legal basis for this was created
in 1993 by a joint decree of the Ministry of
National Education and the Ministry of La-
bour and Social Policy (Bjgrnavold 2005,
p. 67).

There are some other long established
practices of validation and recognition of
non-formal and informal learning in Po-
land. The oldest one is the possibility of
further training and examinations in crafts
established by the Crafts Act of 1989. This
allows trades people to take an examina-
tion for the degree of apprentice and fore-
man in crafts, which is recognised by em-
ployers and state administration at the na-
tional level.

“In addition, in certain occupations (e.g.
security worker, engineers and technical
staff in the electrical power sector, work
safety and hygiene technicians and offi-
cers), the award relates to sector entities
and professional associations, to issue
and deliver state-recognised certificates
following training and examinations organ-
ised within the respective occupation or
craft.” (ETF 2002, p. 3)



Although there are some first approaches
for validating non-formal and informal
learning in Poland, the methods are very
different and the certificates issued by the
various institutions are difficult to compare.

Conclusion

The analysis of the individual countries
related to the goal of identifying compe-
tence promotion and validation methods
for SMEs shows that further action to sup-
port SMEs might be required in all coun-
tries involved, even in those that have im-
plemented national systems for validating
non-formal and informal learning. On the
other hand productive approaches can be
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Endnotes

! Bjernavold (2005) continues the classification of European countries that was done in Making Learn-
ing visible (2000) according to the above-mentioned approaches by classifying them according to the
different stages in which the vocational training systems of the individual countries currently are — de
iure and de facto:

“In Member States, three sometimes overlapping stages of policy formulation and implementation can
be identified:

(a) experimentation and uncertainty. Certain countries are at an experimental stage, but accept the
need for initiatives. To what extent these initiatives will influence existing structures and systems on a
more permanent basis remains uncertain;

(b) national systems emerge. Other countries move towards national systems based on legal and insti-
tutional frameworks;

(c) permanent systems already exist. Finally there are countries where permanent systems were intro-
duced earlier; this does not mean, however, that further policy development is ruled out. There are
substantial debates on the subject.

This simplified picture illustrates the dynamic character of policies on validating non-formal an informal
learning.” (Bjgrnavold 2005, p. 7 f.)

2 This refers to Finland, Norway, Sweden and Denmark. In 2005 ,five countries“ are mentioned, includ-
ing Iceland.

% Greece, Italy, Spain and Portugal
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Good practice of social partners —
two examples

The social partners — both the employers’ and the employees’ representatives — play an im-
portant role in the process of competence development and assessment. The relevance of
social dialogue for broad acceptance of methods for assessment and evaluation of employ-
ees’ competences has been described in chapter 1 of this volume.

Beyond that, various social partners’ activities in European countries cater for dissemination
of competence based approaches towards SMEs by linking companies to networks or pro-
viding advice to companies and their employees.

In the following two examples of recent initiatives of social partners from France and the
United Kingdom are presented:

= The “Competence Club” — an activity initiated by the MEDEF Franche Comté together
with two further employer organisations and five trade unions of the Franche Comté re-
gion — promotes the social dialogue on competence issues and facilitates a regional
network of companies.

= The “Union learning representative” is a trade union driven initiative in the United King-
dom. As an answer to “the quiet revolution at the workplace”, the unions have estab-
lished a number of innovative union-led projects to drive up the skills of the workforce

and widening access to skills development in companies.

The Competence Club of MEDEF Franche Comté

Valérie Brenot/Tarana Aliyeva

From the National Interprofessional Agree-
ment (December 5th, 2003), most French
people only remind that it is an additional re-
form on the vocational training policy forget-
ting that social partners, which are the initia-
tors of this reform, wanted to focus on the
priority given to the development of the com-
petences of men and women who constitute
the active strengths of the firms.

The intention to link “management of the
competences” and “vocational training” is a
key point of this reform that social partners
expressed and are concretising within a con-
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tract with the regional representative of
the Ministry of Labour in the Franche-
Comté region.

The aim of this regional initiative is to
come within the framework of a deep
evolution of the management in firms
that is usually named “Management of
the competences” (gestion de compé-
tence). The employee is placed in the
centre of this so called participative
management which implies to carry out
a regular and permanent updating of
knowledge and know-how. This proc-



ess leads to a strong investment under the
frame of the life-long learning.

Companies know that their main current and
on-going challenge is and will be in the com-
ing years to be able to mobilise, develop and
keep the competences which they need or
will need for ensuring their competitiveness.

With the Competence Club of Franche-Comté
which was created by the MEDEF Franche-
Comté in partnership with the Regional
Council and the representation of the Ministry
of Labour, the MEDEF Franche-Comté pro-
poses to the firms a structured network for
the development of competences which
should match their needs and which should
foster a leverage effect for a quick increase of
the implementation of such management
strategies.

Currently, 108 firms from the Franche-Comté
region are part of this Club, implementing
such strategies or benefiting from the experi-
ence of other firms in that frame stressing on
the importance of the personalisation of each
process. Any firm whatever the size (small
firms up to large firms such as Peugeot or
Nestlé), the type of activities (Industry, Ser-
vices,...) is welcomed in this Club.

As the social dialogue is often seen as a
quasi permanent negotiation, according from
which point of view we are placed, for some
to provide the minimum possible and for oth-
ers to give the maximum possible, social
partners in Franche-Comté want to overpass
these stereotypes by implementing construc-
tive and concrete strategies on the ground.

This unanimous will from the social partners
involved within the joint regional and interpro-

fessional committee for Employment
and Training (COPIRE Franche-Comté)
may seem ambitious for some people
but is all the more needed in order to
finally reconciliate the social and eco-
nomical spheres. And that is because
the “Management by the competences”
can answer to these criteria that it has
been chosen as a privileged field of ob-
servation by the social partners.

A regional meeting dedicated to the
sensitisation and information on the
Competences strategy will be organ-
ised by the social partners on the 22nd
of June 2006. This meeting which is
expecting more than 200 employers
and employees will be organised under
the frame of testimonies and ex-
changes of best practices so that other
firms appropriate the methodology and
implement tools which are promoted by
others. This meeting represents a key
step in this process of appropriation
and already implemented dialogue. In-
deed, social partners are also involved
in firms visits to meet both employers
and employees and convince them of
this strategy. The social partners also
contribute to the organisation of work-
shops on this theme.

That is why social partners in Franche-
Comté chose this simultaneous and in-
teractive construction of the “social dia-
logue by the competences” and the
“competences by the social dialogue”.
Is it a revolution? Probably not, but ob-
viously it is an innovative and unique
strategy in the region !

The Quiet Revolution at the Workplace

Bert Clough

There is a quiet revolution in British work-
places. The need for skills is not just higher
on the board room agenda but it is also much
higher on the union negotiating agenda. Un-
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ions are increasingly recognising the
wage premiums from the acquisition of
higher skills. Since the effect of training
on productivity is around twice as great



as its effect on wages, employees and em-
ployers can share in the gains from work-
based training. This powerful signal from the
labour market has not however yet changed
the behaviour of a long tail on employers who

The Training Challenge

Although there has been an increase in
workplace training in recent years there
are still major inequalities in the distribu-
tion of learning opportunities and the pos-
session of qualifications. The more educa-
tion you have had the greater chance of
further training. Whilst a quarter of those
with degrees participated in training in the
preceding weeks of the Labour Force Sur-
vey only 4 % of those without any qualifi-
cations did (DfEE, 2000). The link with
earnings is equally stark. Participation is
twice as great for those in the top earnings
quartile as opposed to the lowest quartile.
The British education system is thus very
polarised. Over a third of young people are
educated to degree level and it is planned
that as many a half of people up to the age
of 30 will benefit from higher education by
2010. At the lower end of labour market
however, almost one in five adults fall be-
low the level of literacy and numeracy ex-
pected of an 11 year old. This is not just a
blight on individuals; it results in an annual

Employer Incentives

One way to do this is to provide incentives for
employers with little capacity to train their
workforce up to vocational level 2 and above.
An equally important challenge is to meet
these workers’ more general needs such as
basic skills and ICT under the umbrella of
employee development. This requires inter-
ventions by the state as well as more respon-
sibility from employers for the development of
their workforce and a more formal role for
trade unions. The Chancellor of the Excheg-
uer as part of his Productivity Initiative has
asked the TUC and the CBI to recommend
measures on how training activity can be in-
creased, particularly for those in the work-
force with no or low qualifications. The result-
ing joint TUC CBI report proposed the intro-
duction of employer training tax credits to as-
sist employers to train their workforce up to
level 2. Qualifying costs under such a tax
credit would cover training needs analysis,
assessment and also replacement costs in
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do not train. Nor has it reached many
employees who have been turned off
learning since leaving school at the first
opportunity.

loss of £10bn. to the economy. Further-
more, merely 55% of the workforce are
qualified to level 2 and above compared to
Germany with over 80% at this level.

It is seductive but over simplistic to think
that the relatively narrow training needs of
employers will coincide with all the life long
learning requirements of their employees
or will meet the wide needs of the state,
including enhanced productivity across all
sectors and social inclusion. Too many
employers would sooner poach than train
staff and contribute to the pool of skills re-
quired by the economy as a whole. Many
employers also see little incentive to train
their workforce in transferable skills lead-
ing to national vocational qualifications.
Employees however require such qualifi-
cations to provide transparency and rec-
ognition of their skills as they progress
through their careers. The challenge is to
reconcile these conflicting demands.

the case of small organisations with low
capacity. Such a tax credit would also
cover costs in supporting employees’
improvement in basic skills including
their running of such courses in work-
based learning centres. The report
identified the lack of small company in-
volvement in the Investors in People
standard which provides a framework
for organisations to maximise their
training in relation to their business ob-
jectives. The TUC CBI report thus rec-
ommended a tax credit for small or-
ganisations to cover costs related to
developing a training strategy and the
IIP assessment.

The question which needs to be ad-
dressed is what is needed in addition if
these fiscal measures together with im-
provements to the supply side do not
incentivise employers sufficiently and



the Learning and Skills Council’s targets for
workforce development are not being met.
The TUC and its unions have for many years
argued that where there is market failure in
training then there must be some statutory
intervention by the state. The CBI would be
opposed in principle to such regulation al-
though some major employers are beginning
to recognise the limits of a predominantly vol-

The Enhanced Role of Unions

An important factor in the drive for increased
learning and skills is the involvement of un-
ions. There has always been a long and
strong tradition of craft unions being involved
over decisions on apprentice training and
white collar unions promoting continuous pro-
fessional development. Over the last decade
however many more unions have been in-
volved in raising the skills levels and broad-
ening the learning opportunities of all their
members including those with low skills. Both
UNISON’s “Return to Learn” and the FORD
EDAP schemes are exemplars of this activity.
The TUC and many of the former TECs

The Union Learning Representative

With the election of the Labour Government
came formal recognition of the role of unions
through the establishment of the Union
Learning Fund. It also heralded the end of
employer hegemony over training policy with
the replacement of the TECs by the Learning
and Skills Council whose Vice Chair is the
TUC General Secretary. The Union Learning
Fund set up by David Blunkett has estab-
lished many innovative union-led projects to
increase learning opportunities for employ-
ees. The vast majority of these have involved
union capacity building on learning. A central
feature of this activity has been the training of
union learning representatives (TUC, 2001).
The key roles undertaken by learning repre-
sentatives are promoting the value of learn-
ing, offering learning information, advice and
guidance to their members and negotiating
learning opportunities with employers.

Evidence suggests that union learning repre-
sentatives are the most effective at reaching
the lowest skilled workers and those who are
the most disadvantaged in accessing training
opportunities, such as part-time workers,
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untary system in generating sufficient
skills which is resulting are acute short-
ages in some key sectors. Significantly,
the Government has indicated its will-
ingness to introduce statutory machin-
ery where employers and unions in an
industrial sector jointly request it.

formed Bargaining for Skills regional
projects to raise the awareness of un-
ions at the workplace to TEC targets
such as NVQs and IIP. The projects
provided unions with practical support
to work with employers to help achieve
the targets. The outcomes were signifi-
cant given the limited funding but the
activity narrowly prescribed by the TEC
targets. They did however show how
unions could work with employer con-
trolled bodies within the structures of an
entirely voluntary system.

those on fixed contracts and shift work-
ers. Uniquely, they have the ftrust of
their members and can help identify
their needs particularly in sensitive ar-
eas such as literacy and numeracy.
They can also add value to employers’
efforts to develop their workforce and
provide a source of expertise and act
as a catalyst to action on training in or-
ganisations which have a weak training
culture. A survey carried out by York
Consulting of the first 2,000 learning
representatives revealed that they had
promoted learning opportunities to
178,000 people (York Consulting,
2000). Over 3,000 union learning rep-
resentatives have now been trained
since the establishment of the Union
Learning Fund. The vast majority of
them have gone on bespoke TUC
courses accredited through the Open
College Network. Some have even
gone the extra mile and done additional
units such as in advice and guidance,
learning needs analysis and NVQ as-
sessment.



The Need for Statutory Recognition

Union learning representatives do not how-
ever currently enjoy the same rights as other
workplace union representatives such as
health and safety representatives. According
to an evaluation for the DfES by York Con-
sulting, there is strong evidence that this lack
of recognition is minimising their effective-
ness. Eight out ten learning representatives
face some sort of barrier in carrying out their
activities. Learning representatives lack time
to carry out duties and lack support from em-
ployers. The same evaluation found that a
third of current learning representatives did
not get any paid time off to train for their role,
and less than a half received paid time off to
carry out their duties. Unions are already be-
ginning to exhaust the number of employers
who are prepared to voluntarily sign up to
supporting union learning representatives
through providing them with time off. Unions
are now achieving only a half of their targets
for recruiting and training such representa-
tives. There is thus a real danger that the
number of learning representatives will reach
a plateau under the present “grace and fa-
vour” arrangements, reaching no more than a
total of 5,000 by 2010. This compares with
the 250,000 health and safety representatives
at the workplace. As many as 14,000 new
health and safety representatives are trained
each year as a result of well established
rights to paid time off for such training. With
the introduction of statutory support, as many
as 22,000 learning representatives could be
trained within the decade, potentially helping
as many as half a million employees into

learning over this period. All the evi-
dence points to the fact that the produc-
tivity benefits of a better trained work-
force will greatly outstrip employer
costs of providing time off and Excheg-
uer costs of funding the union training.
At a minimum they will be twice as
much as costs, and they could outstrip
them by as much as a factor of 30 or
more (DfES 2001).

The Government in its last Manifesto
recognised the need to put these repre-
sentatives on a statutory footing. A
consultation paper has been issued and
legislation is planned for the autumn.
Although there has been wide support
for such measures outside as well as
inside the union movement, there has
been resistance from the CBI who still
cling on to the principle of employer he-
gemony over training matters at work-
place. Whilst the CBI accept that union
learning representatives can add value,
their view is that such representatives
should only be recognised with the em-
ployer's agreement when the rights to
paid time off would only then kick in.
The TUC and its unions however have
argued strongly that in recognised
workplaces unions should have the
right to appoint such representatives
and those employers must recognise
and support them, as they do in the
case of union representatives in gen-
eral.

Bargaining for a Well Trained Workforce

The legislation will not extend negotiating
rights over training to unions in recognised
workplaces like rights to collective bargaining
over pay and conditions. The TUC has how-
ever long argued that putting training on the
bargaining table would increase the amount
of provision, broaden its scope and result in a
fairer distribution of learning opportunities.
Such negotiations could lead to more training
agreements on developing the workforce, in-
cluding arrangements for paid educational
leave. At present union representatives are
not even able to share information over train-
ing in 43% of workplaces (Cully et al 1999).
All this will soon change. There could soon be
an obligation on employers to share informa-
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tion and to consult with unions on train-
ing. Unions that have achieved work-
place recognition under the Employ-
ment Relations Act 1999 already have
this right. This is likely to extend to all
recognised workplaces with 50 or more
employees on the Government's im-
plementation of the EC Directive on In-
formation and Consultation. Establish-
ing consultation/ negotiating rights over
training could underpin any future statu-
tory obligation on employers to train
their workforce just as employers are
obliged under health and safety legisla-
tion to ensure that the workplace is safe
for their workforce.



Unions are playing an increasingly important recognition can ensure that this quiet
role in both driving up the skills of the work- revolution is extended to all unionised
force and widening access to them. Strength- workplaces.

ening their role through statutory support and
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Experiences with “Transparency of competences” in three

European countries

Exemplo Team (DE, UK, Fl)

With national levels of VET development,
documentation and validation of both non-
formal and informal learning processes
being rather inhomogeneous — as has also
been evidenced by the country-reports
submitted by the exemplo partners — the
requirements formulated with respect to
the exemplo toolkit, accordingly, differ
widely from each other: While within the
outcome-oriented educational system of
the United Kingdom, e.g., the interest lies
primarily in the formative aspect of certifi-

cation tools, in more learning-process ori-
ented countries like Germany the empha-
sis is being placed in particular on the
documentation of the transfer of learning,
notably of continuing education results
gained in formal settings, into the work-
place. Taking the “Transparency of com-
petences” as an example, in the following
it will be shown how a certification instru-
ment may cater for such variety of de-
mands.

Documentation of on-the-job learning subsequent to organised

training

The “Transparency of competences”, an
instrument contained in the exemplo tool-
kit, evolved from a concept for the devel-
opment of a practice-oriented certification
tool which was devised within the frame-
work of the BIBB-launched pilot project
“Transparenz beruflicher Qualifikationen
TbQ” (transparency of vocational qualifica-
tions) and envisages the combination of
self-evaluation and evaluation by others.
The model serves the documentation of
on-the-job learning results gained infor-
mally subsequent to organised continuing
training with the focus lying on two central
aspects: a) Transfer securing: Which of
the learning contents appropriated by the
seminar participant can actually be trans-
ferred into the concrete work practice? b)
Practicability: How should a documenta-

tion tool be devised to provide for maxi-
mum simplicity of use, on the one hand
and preciseness as regards the evaluation
steps so as to be sufficiently valid for im-
plementation at the workplace, on the
other? In the course of testing by Euro-
pean partners under the exemplo project
the instrument was subjected to modifica-
tions: According to some partners’ de-
mands to place greater emphasis to the
formative aspect some requirements were
added: c) Learning process control: How
could the learning process be facilitated by
the employment of a formative certification
tool? d) Documentation of “on-the-job-
training” results: Is the practice-oriented
certification tool also appropriate for
documenting competences acquired in-
formally at the workplace?

Sequence of steps of the practice-oriented certification procedure

The practice-oriented certification proce-
dure as developed under the TbQ pilot
project starts in the framework of the con-
tinuing education seminar and ends with
the issue of a certificate signed by both the
employer and the educational provider:
While attending work-related continuing
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education seminars organised by an edu-
cational institution the participants are sup-
posed to draw up with reference to the
seminar contents a transfer list of goals to
be transferred into their own work practice.
The goals which are defined as practical



activities will lay at the basis of the certifi-
cation to follow.

During a working phase of 4-12 weeks
following the seminar the learners are en-
couraged to integrate the seminar topics
into the work practice. In doing so they will
be supported by the transfer list or the
educational institution, if need be. That
phase will involve an ongoing process of
self-evaluation with the learners entering
tasks and activities, as well as skills and
knowledge acquired such way into a form
at regular terms.

Ongoing self-control as concerns the ex-
tent to which learning contents have been
transferred into the work practice requires
from the participants a high degree of both
discernment and discipline. Considering
various self-assessment-based proce-
dures it cannot be excluded that “individu-
als tend towards distorted (and, as it were,
all too positive) self-assessment” (Moser,
K. in Schuler, H. (ed.), 2004, page 83).
Hence, one has to be aware of the partici-
pants miscalculating the share of seminar
contents that have actually been imple-
mented in their work practice contending
achievement of goals beyond the actual
degree as they would take both their indi-
vidual objectives and the seminar goals as
the yardstick.

However, the procedure provides for con-
trol mechanisms to prevent that by involv-
ing representatives of both the employer
and the educational provider in the evalua-
tion process the following way: At the be-
ginning of the working phase, the educa-
tional provider will inform the employer on
the documentation procedure to be
adopted whereupon a staff member will be
designated to coach the learner and to
evaluate the learning transfer with a view
to the issue of a certificate. Who exactly is
going to act as an internal coach will de-
pend on the size and structure of the en-
terprise although it is crucial that the per-
son be closely familiar with the partici-
pant’s tasks so as to be able to monitor
the transfer process and to assess the ex-
tent of successful transfer. Ideally, this role
will be delegated to the line manager who,
in turn, will coordinate this task jointly with
the staff manager. In small-sized enter-
prises — which, as a rule, do neither have
a staff department nor separate divisions —
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coaching of the transfer process might be
delegated to any experienced fellow-
worker by the owner.

The internal coach’s task is to contribute to
the formulation of the certificate contents
by continuously assessing which goals
have been achieved, and which compe-
tences have been acquired in practice.
Evaluation of learning processes will be
based upon the form, the learner's own
records from the practical phase and the
coach’s observations. Objectives that have
neither been tackled nor achieved will be
crossed out so that they will not show up
in the revised transfer list which will finally
lay at the basis for the issue of the certifi-
cate. Thus, the internal coach exerts an
essential control function ensuring that the
certificate lists only those activities that the
participant has successfully implemented
in the work practice.

In order to keep control of the procedure
and to ensure its validity it is envisaged to
involve the educational institution as a
service centre that would accompany the
transfer process in close cooperation with
the responsible staff-member (with the
moment of entry and the intensity depend-
ing both on the individual model and on
bilateral agreement). However, the educa-
tional provider will in any case be respon-
sible for the issue of the certificate. The
certificate will be issued on the basis of the
transfer minutes drawn up by the partici-
pant and evaluated by the employer
whereupon it will be signed by both the
employer and the educational provider.
Since the responsible staff-member’s
statement is decisive when it comes to the
assessment of the degree of successfully
implemented learning contents in the work
practice cases of doubt have to be settled
prior to the issue of the certificate between
the educational institution and the em-
ployer's representative. The certificate
contains the concrete listing and descrip-
tion of activities actually appropriated.

In the course of implementation in practice
it has been shown that

» the procedure is easy to handle;

» the learners are closely involved in the
documentation of learning processes;



= jn addition to self-evaluation, on-the-
job evaluation-by-others is taking place
(validity assurance);

= compared to conventional seminars,
the educational institution’s scope of
duties is expanded covering also the
transfer of learning into the work place;

= the procedure is completed by the is-
sue of individual certificates describing
the actual working activity, i.e. measur-

ing the effective continuing education
transfer;

= the extent to which the employer takes
part in the procedure is calculable and
not too time-consuming. The enter-
prise’s participation in the certification
process enhances acceptance as
against traditional certificates since
there is a considerably stronger link to
the work context.

Piloting of the certification procedure in the hotel business

Within the framework of the pilot project
“Transparenz beruflicher Qualifikationen
TbQ” the instrument was subjected to
tests in the hotel trade, a sector character-
ised by extraordinarily high fluctuations of
employees (Ebbrecht 2003, p. 55). Higher
transparency as regards the actual level of
qualifications is therefore essential for both
the employer and the employees. How-
ever, this is not always simple: Essentially
merely confirming participation the certifi-
cates issued in this sector, rather than to
fully cover the qualifications acquired,
would describe skills and knowledge actu-
ally gained in a highly abstract manner. As
continuing education in this sector is prac-
tice-oriented and strongly depending on
demand it seems reasonable that subse-
quent to formal learning processes non-
formal learning were identified, as well.
The piloting phase is in particular directed
at imparting “soft” qualifications and their
transfer into the work practice. From a
number of seminar contents the field of
complaint management was selected.

Experience and responses:

= Comments on the tool were most posi-
tive. Apart from the instrument’s ability
to document actual professional skills
the participants appreciated its overall
conception as a process that would
acknowledge their professional efforts.

The Finnish experience:

“At last, someone cares about what we
really do and know”, as one of the par-
ticipants put it.

» The organisers of the continuing edu-
cation programmes, too, realised the
potentials inherent in the tool. On the
one hand, they explicitly welcomed the
establishment of a closer link between
theory and practice and on the other
hand, they appreciated the procedure
as a rare opportunity to subject an
educational institution’s offers to sys-
tematic transfer evaluation thus ensur-
ing the success of continuing educa-
tion at the transfer level. This might
open new ways for certification to be-
come an instrument for quality assur-
ance in continuing education.

= The employers are mainly interested in
the aspect of education controlling
which is also supported by the instru-
ment.

Piloting of the “Transparency of compe-
tences” tool under the exemplo project
was extended to other target groups and
other sectors, as well as carried through
against the background of different educa-
tional systems. In addition to the experi-
ence described above, two other aspects
should be underlined:

Preparation of informal learning in organised learning settings

Implementation of the seminar contents in
the working environment is possible only if
the employee, after completion of organ-
ised continuing education, continues learn-
ing in an informal setting on the job.

Largely on his / her own he / she will have
to

» decide which of the learning contents
are relevant to his / her scope of tasks



= integrate the newly acquired contents
into the organisational context of the
job environment

= relate general insights to concrete re-
quirements of the workplace

= develop problem solution competence.

In the exemplo partner country Finland,
the procedure was employed in a number
of study courses in non-formal adult edu-
cation with the emphasis being placed in
particular on the preparation of informal
learning processes in an organised con-

text. It proved to be helpful that from the
very beginning learning in the framework
of continuing education seminars was or-
ganised with a view to facilitate the devel-
opment process at the workplace and to
create the basis of ongoing self-evaluation
at that early stage. Thus, prompting the
learners to consequently reflect their work-
ing practice when pursuing the seminar
goals, as well as to develop an awareness
of informal learning processes made sure
that the seminar contents could success-
fully be implemented in the work practice.

The UK experience: documentation of on-the job training results

Regarding the experience gained in a
SME operating in the engineering sector in
the UK it can be said that the procedure
may also be transferred to informal learn-
ing processes that are independent from
organised continuing education measures.
In the given case, employees interested in
participation were handed out a compe-
tence list based upon their job description
which they were to process according to
the steps described above — collection and
reporting of vocational skills, self-
assessment and assessment by the
coach, as well as formulation of the certifi-
cate. In this case, too, an individual certifi-
cate was issued upon the agreement of
trainers, employees and internal coaches.
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Part lli

Instruments and Guidelines

* Tool: Competence Card for
workplace

* Tool: Transparency of
Competences

* Tool: Planning, instructing,
evaluating and building
skills development at
companies

» Guidelines for Training
Consultants



exemplo VOX

Tool:

Competence Card for Workplace

VX

Competence card for workplace

3rd Exemplo meeting,
Birmingham 20-21January 2005
Torild Nilsen Mohn, Vox
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VX
The central focus of the method is on

measuring/characterising/describing

* personal competence (tendency of a person to act
reflectively and in a self-organised manner)

« activity and implementation-related competence
(tendency of a person to act in a proactively and overall
self-organised manner)

» professional-methodological competence (tendency of a
person to act in an intellectually and physically self-
organised manner to solve methodological problems)

* Ssocial-communicative competence (tendency to
communicate and cooperate with others in order to act in
a self-organised manner

VOX
The method

A subjective measuring tool (self-
assessment)

 Qualitative competence research

* Focus primarily on the immediate or actual
level of competence

* The method is usable for SMEs.
* The method is internationally applicable.
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VOX
Key words describing the
instrument

a) Process Guidance

b) Format for description of skills and
competences from working place, divided
into: working areas, responsibilities,
professional skills needed, capability, social
skills, management skills

c) Format for individual CV

d) Guidance for filling in the formats

e) Examples of final results

f) Database for searching internally in company

VK
Objectives of the instrument

* For the individual: for better self-awareness,
for getting documentation of knowledge and
skills, for tailored training, for visualising tacit
skills and knowledge

» For the company: for better overview of the
human resources, for competence
development strategy
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VOX
Steps involved in the measuring

process

Clarification of the status of the company
Agreement of “why”, “how” and “who”
Information to all involved

Individual guidance

Filling in formats in individually/working
groups

Dialogue manager-employee

Signed documentation

To be continued........

VX
Consideration of the

independence

* The instrument is independent of specific
enterprise cultures; it is possible to adapt the
format to the specific need for the company

* The instrument is independent of national
vocational training systems, but the
documentation could be used in the
validation of non-formal and informal
learning process in the vocational education
system
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.. . LA L
European principles for validation of non-formal
and informal learning- individual
entitlements

“The identification and validation of non-formal and informal learning
should, in principle, be a voluntary matter for the individual. There
should be equal access and equal and fair treatment for all
individuals. [...] The privacy and rights of the individual are to be
respected.”

« The principle of voluntary participation in validation processes is
vital in Norway. The social partners are deeply involved in most
activities in companies. We have seen that good information about
the benefits for the individual and anchoring of the process is
necessary.

* The results of the validation process are the property of the
individual, but the stakeholders maintained that in the working life
most employers would demand access to validation results carried
out in the enterprises. It is only dedicated persons who have access
to the information in the instrument.

VK
Obligations of stakeholders

“Stakeholders should establish, in accordance with
their rights, responsibilities and competences,
systems and approaches for the identification and
validation of non-formal and informal learning.

These should include appropriate quality assurance
mechanisms. Stakeholders should provide guidance,
counselling and information about these systems
and approaches to individuals.”

* A process guidance is a part of the instrument. The
process guidance is a step by step recommendation
of how to carry through the mapping and
documentation procedure. In the development of the
instrument all stakeholders were involved at different
levels.
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VOX
Confidence and trust

“The processes, procedures and criteria for the
identification and validation of non-formal and informal
learning must be fair, transparent and [...] underpinned
by quality assurance mechanisms.”

* The methodology must be presented and understood
by the participants in the validation process, and this
underscores the need for proper guidance. Costs and
use of resources designed for validation purposes are
important for the working life, in addition to trust in the
usefulness of validation for the individual as well as
the employer.

VEOK
Credibility and legitimacy

“‘Systems and approaches for the identification and
validation of non-formal and informal learning should
respect the legitimate interests [...] ensure the
balanced participation of the relevant stakeholders
[...]. The process of assessment should be impartial
and mechanisms should be put in place to avoid any
conflict of interest [...]. The professional competence
of those who carry out assessment should also be
assured.”

* In Norway we have enjoyed an active co-operation
of all parties involved, and there is a need for further
co-operation and commitment. The usefulness and
benefits of validation of prior learning will provide
credibility for a system of validation.
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CV - Curriculum Vitae

Personal data:

Surname First name: Gender:

Address: Mother tongue:

Post code: | Town/community: E-mail :

Date of birth: Tel. work: Tel. private: Mobile:
Present Present employer: 1%t year in position % of full time

job/position:

employment

Work experience

Employer Position | Period from - to % | Areas of responsibility inod'

~ %

- %

— %

- %

- %

- %
Education
School/course Trade/profession Completed year E":\gl-
Valid licences — publicly approved certificates:

Encl.

Name of licence | Specification of what the licence contains Valid from — to ,\?g
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Courses

Course name Period Completed | |y portant content E':‘c"
year o.

Other skills — voluntary work

e aredlll - Skills — closer description of responsibilities Encl

activity no.

Additional information

Place Date Signature
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Competence card for workplace

Personal data

Surname: First name: Date of birth:
st ]
Job/Position Employer % of full-time employment ;ogifiz'"
Main areas of work e R
L Closer descriptions of responsibilities
responsibility
Specification of professional skills needed to carry out main -

responsibilities

Knowledge of
trade

Skills within trade/
profession / areas
of responsibility

Organising of
work

Development of
products/ services

Quality control

Computer
software skills

Finance/ economy

Language skills

Level A = Carries out elementary tasks
under supervision

Level B = Works independently within
own area of responsibility

be in charge of development on own workplace

Level C = May hold professional responsibility, may council and advise
Level D = Has a very good insight in subject area of profession, may
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Specification of professional capability Level

Marketing skills

Technical skills

Other professional
skills

Specification of social and personal skills Level

Cooperation and
communication

Effort and quality
of work

Customer service

Initiative -flexibility
— creativity

Work related to
restructuring —
acquisition /use of
new knowledge

Specification of management skills in position Level

Staff and labour
management

Training and
instruction

Goal and result-
oriented work —
making decisions

Motivating skills

Level A = Carries out elementary

tasks under supervision

Level B = Works independently within

own area of responsibility

Level C = May hold professional responsibility, may council and advise
Level D = Has a very good insight in subject area of profession, may be
in charge of development on own workplace

Additional information — other skills

Place:

Date:

Signature of employee:

Place:

Date:

Signature on behalf of business/company:
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g/emplo \

Tool:

Transparency of Competences (TC)

Activity-oriented certificates in further training

How often does it happen that somebody gets a certificate for further training, which he/she
cannot put to use because the documented abilities do not indicate how they can be
transferred into work experience?

And how often does it happen that further training is not transferred into the context of work,
since links for transfer cannot be found, or because routine is an obstacle?

Within the pilot project , Transparency of vocational competences for deployment in SMEs* a

new way is tested: a certification process that promotes and documents the transfer of
training content into practice. With this method learners obtain confirmation of the activities
that they master in their occupational practice. The content of these certificates is derived
from vocational activities and is independent from the form of learning, that is to say, a
course will be certified in the same manner as learning at work.

Informal leaming

of the Self-evaluation ST

Seminar employer

workplace

Certificate

' Project funding body: Forschungsinstitut Betriebliche Bildung (f-bb) gGmbH, Ursula Krings. Research
assistance: Buro fur Qualifikationsforschung (BFQ), Christiane Koch. The pilot project ran from June 2002 until
May 2006. It was sponsored by the BMBF and professionally accompanied by the BIBB.
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The TC-process

Designing a transfer list

Within the context of vocational training, participants develop
a transfer list of the training content to include targets of its
application in their work practice. Objectives are to be
formulated in the form of descriptions of practical activities.
Such descriptions build the basis for the subsequent
certification.

(Self-)reliance for transfer

During the following working period, participants commit
themselves to utilise training themes in their everyday work.
This is supported by the transfer list from the course.

Self-evaluation

Continuous self-evaluation takes place: participants note
tasks, activities, and the newly transferred learning content on
a form sheet.

Assessing the achievement
of objectives

Whether the objectives were met will be assessed on the
basis of the form sheet and other notes/observations from the
practice period. This assessment will take place at the end of
a transfer period of several weeks, which can be internally
supported (through managers or experienced colleagues).
Objectives that were not addressed or unsuccessfully
attempted will be cancelled and do not appear in the finalised
certificate.

Support by the training
provider in formulating
the certificate

In order to support and validate this process, the training
provider starts to be engaged as a service point, according to
bilateral negotiations. Its function is to request the transfer
evaluation forms of the participants and to propose a draft
certificate that includes an activity orientated description of the
achieved learning/training objectives.

Issuing the agreed
certificate

The finalised certificate will then be issued by the training
provider as well as signed by the employer.

Those activities that have been learnt and mastered in
practice will be described in detail and listed in the certificate.

The Transparency of competences instruments documented as follows illustrate the
process of transfer of competences from an organised training to the workplace and the
process of generating certificates based on the example of a seminar in the tourism sector:
Subject of this seminar is “Dealing with complaints”.
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The TC-Instruments

1.

Transfer list for course contents

You should formulate targets below for the transfer of the course content into
your own work practice.

Please answer the following questions while creating the list.

Delete certain propositions as appropriate or supplement further targets.

Questions for self-assessment:

What am | not able to do? What difficulties occur? What do | have to learn?

What do | need to consider? What is difficult for me? What are my deficits?

Personality aspects:

I would like to ....

improve on coping with stress

keep patience

feel not personally offended

have the right attitude: to search for solutions instead of being right
take on positive formulations

Behavioural-/conversational techniques:

I would like to ....

react adequately towards a complaint

take a customer and his/her concerns seriously

show understanding of the problem

shift the conversation in a positive direction

assess the significance of complaints

make suggestions for solutions and decisions

thank customers for the possibility of improvement
acknowledge complaints as a chance for improvement

Please keep on utilising your transfer list at your work place.
Try to apply your targets towards your work.

Vary routines, try also something new!

Do not be discouraged by a failure.

Please fill in your outcomes in the activity report.
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2. Transfer minutes

Implementation of vocational training contents “Dealing with complaints*“.

Period of implementation: 3 months

task to put into practice

February 2005

March 2005

April 2005

outcome

1. basics

dealing with complaints and their
causes

preparing possibilities for
solutions

complaint stimulation

review of complaints

optimisation of internal reactions
to complaints

forwarding insights to
colleagues

prevention of complaints

2. personality aspects

self-analysis

self-assessment/ -improvement

separating factual level and
emotional level

maintaining positive charisma

3. behaviour/
conversation techniques

developing possibilities to react

correct acceptance of a complaint

defusing challenging situations

excluding internal problems
/causes

conveying competence/
competent action

positive termination of
conversations

98




A “Transparency of competences” - certificate

Dealing with Complaints

The activities listed below were successfully transferred into the work
place:

Basics

= Knowledge of complaints and their causes

= Knowledge of the problem of a factual and emotional level
=  Expectations of a customer

»  Recognising consequences/ effects of complaints

=  Acknowledging complaints as chance for improvements

Personality aspects

=  Coping with stress

=  Keeping the inner balance

»  Feeling not personally offended

»  The right attitude: searching for solutions stead of being right
»  Using positive formulations

Behavioural/conversational techniques

= Right reactions towards complaints / correct acceptance of complaints
= Taking the customer and his/her concerns seriously

=  Showing understanding for the problem

= Shifting the conversation in a positive direction

= Assessing the significance of complaints

=  Searching for solutions / making propositions for solutions and making
decisions

=  Thanking customers for the possibility of improvements
» Forwarding complaints to the people in charge

Supplements for further activities:
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g/emplo ee

West Midlands

Tool:

Planning, instructing, evaluating
and building skills development at
companies
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I. Planning, instructing, evaluating and building skills development
at companies:

Step-by-step

The following presents an overview of the individual phases of the skills development
process at a company.

The respective checklist or form that supports the process in each phase is listed in
the right column. (= Il.)

Phase Tool(s)
1 Analyse the future skills needs of the company and of Checklist 1:
individual areas
SwWoT
Correspondingly determine learning aims for teams and analysis
individuals
2 Determine the current status of competences. Checklist 2:
Further training needs analysis Training
”Who needs training in what?” Needs
Analysis Grid
2.1 | Procedure: 2A:
S o Task analysis
Break down the work (of the group) into individual activities:
Task analysis
Method: Observation, discussion. Define key points, record
necessary equipment/requirements for each work step
2.2 | Find out: How well can what person / the team as a whole 2B:
perform the individual tasks at present? Skills
Enter in the grid analysis:
(scale, e.g. 0-4) status quo
2.3 | Determine what level is aimed for by whom each time
2.4 | Estimate the gap between the required level to perform the tasks | 2C:
and the status quo. Skills
Determine the main emphases of the individual training needs, development
taking into account the frequency and importance of the tasks to | needs
be performed.
3 Identify suitable and suitably challenging learning aims and | Checklist 3:
tasks; plan and implement training Training plan
3.1 | Design a training plan: - For the team

Who is to train whom — in what and when?

Who? In SMEs: group leaders, experienced coworkers who may
have more knowledge in special areas than group leaders;
instructors, however, need training themselves (= checklist 5)

- Individual
training plan
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3.2

Whom? Inclusion and communication with the learners when
agreeing upon learning aims and skills to be acquired:

What? —

When? Coordinate learning with the requirements of the work
routine at the company, workplace

Estimate and monitor the cost of the training measures!

Design of the training

Starting point: Determine what each individual should be able to
do after the training. It is important not to simply define testable
knowledge as a training success, but to include practical know-
how at work in the evaluation (behavioural objectives whose
attainment can be observed and measured).

Based on the breakdown of jobs into individual (sub-)tasks, a Checklist 4:
form is created for each work (sub-)task that shows the activities | Standard
to be performed, the crucial points, the corresponding basic Operation
knowledge and the respective quality criteria for good work and Sheet

gives a visual picture of them through sketches or photos.

3.3. | Deliver the training Checklist 5:
Instruction of employees at the workplace by experienced Zr-waszst’r(zc%rs
coworkers or other company instructors.

Documentation and monitoring of learning progress
Learning success is checked — when the learning success can be | Checklist 6:
measured in number of pieces or time, for example, by learning F
. o o orm for
success curves of visualisation and motivation. .
recording

Trainees keep a log of their progress themselves.
On the form for recording progress in skills development, the
determined progress is documented by the trainee and the trainer

progress in
skills

and signed by both. development
Final evaluation —

showing future possibilities and needs for further

development

Overview of learning progress: Checklist 7:

- Self-evaluation by the learners and assessment whether the Skills Matrix

contents and form of the training have benefited them, whether
they can implement what they have learned at their workplace
etc.

- Assessment by the instructors

The Skills Matrix, a simplified version of the Training Needs
Analysis Grid, is publicised and gives an overview of who is
currently able to perform what tasks.

It is important to update the documented training status of the
individuals / the group at regular intervals and above all to show
future possibilities for further development. Recognition of skills
development with (in-house) certificates etc. increases
motivation.
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ll. Planning, instructing, evaluating and building skills development

at companies:

Checklists and forms to support the process

Checklist 1: What competences will the company need in the future?

Answering the following questions helps companies to understand their own strengths,
weaknesses, opportunities and threats (SWOT) in relation to future challenges.

This basis can be used to determine the training needs of the company and its staff for future
challenges and to agree upon corresponding training aims and contents.

Here
we
know:

Here we do not
know enough
yet: further
information
needs

Where will be company be in five years, how will it be
positioned in the market?

What will have changed in comparison to today?

Will the company expand or rather shrink?

(How) will the structure of the company change?

(How) will the ownership structure of the company change?

What will change in respect to international business activity
and globalisation?

How and in what respect will the markets change to which the
business activity of the company is oriented?

How and in what direction will the products and services offered
by the company develop?

What production technologies and processes will probably
change?

How many old, reliable executives will the company still be able
to fall back on?

What changes in the staff structure are expected?

What basic external conditions of the company business
activities such as e.g. legal regulations, quality criteria,
standards and certificates will change in a foreseeable way?
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Checklist 2: Training Needs Analysis Grid -
2 A: Who does what work tasks?

1st step: Work(place) analysis: Breakdown of the activities at the workplace into
individual work steps and tasks

2nd step: Determine what tasks each employee (in the team) has to perform in his or
her work

Note: The Training Needs Analysis Grid is completed in the following steps!

Example:

Tasks | Task 1 Task 2 Task 3 Task 4 Task 5 Task n | Notes

Name

Johnny
Walker

Francois
Hardy

Karol
Walesa

Johan
Johansson

Umberto
Sico

Mark
Mustermann

Michel
Michelsen

For example
The work of warehouse workers could be broken down into the tasks of folding,

assembling, packing, storing, outgoing goods / consignment sales ... and possibly further
tasks as well.

105




Checklist 2: Training Needs Analysis Grid -
2 B: Who can do what task(s) how well?

3rd step: Determine what and how many tasks each individual can do how well and how
many employees in the group are able to perform the individual tasks.

Important:  Supplement self-evaluation with external evaluation, e.g. by group leaders.

Tasks | Task 1 Task2 | Task3 | Task4 | Task5 | Taskn | Notes

Name

werer | @ | P ® | @

S

e | QY| B

¢
w

Karol
Walesa .

Johansson > @ 9

e | B | D

Mark
Mustermann @

v &
¢ 36 > e

Michel

Michelsen Q .

Actual: 5 5 6 4 6
Employees

performing

the task

@ = cannot do the task well, training necessary / planned

= can do the task with supervision

= can do the task almost completely

06

= can do the task completely; can supervise others
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Checklist 2: Training Needs Analysis Grid -
2 C: Who has what skills development needs?

2C

4th step:

Note:

Determine skills needs of the group / of individuals.

Best done by group leader, involvement of the team important.

Everybody does not have to be able to do everything - and not all tasks are
equally important!

Tasks

Name

Task 1

Task 2

Task 3

Task 4

Task 5

Task n

Notes

Johnny
Walker

9

Sw

Francois
Hardy

9

Sv

Karol
Walesa

|~

Actual:
Employees
performing
the task

Target:
Number of
employees
who should
be able to
do the task

Difference =
training
needs)

Difficulty

1t0 5

Frequency

Daily

Weekly

Weekly

Monthly

Daily
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Checklist 3: Training plan 3

5th step: Create individual or group training plan
The plan is put in writing and publicised to make it more binding

Important: - It is possible that one person will be found to have training needs for several tasks.

- Time coordination between the instructor and the learners is important - and not always easy.
- Do not focus on gaps in the work routine that might never occur, but proceed according to the arranged plan!

- Training of the trainers or instructors! = Checklist 5:

Example of a group training plan

Name Department Training Trainer Time Start date Date Budget | Actual Signature (superior
needs required completed cost cost or group leader)
identified
Johnny Walker

Francois Hardy

Karol Walesa

Johan Johansson

Umberto Sico

Mark Mustermann

Michel Michelsen




Checklist 4: Standard Operation Sheet

— An example from the area of occupational safety:

Job Area Written by Date
— e.g. replace belt — e.g. machine XYZ N.N.
No. | Major step(s) Key point Reason for key point Underpinning Sketch or photo
- Safety knowledge
- Quality
1 Check that the power is Isolation sign in place Electrical danger Basic electrical safety
off
2 Remove cover and place | Check for damage Bent cover can damage belt
aside
3 Remove old belt Use no. 5 spanner Use correctly-sized spanner to Basic hand tool safety
prevent damage/injury
4

Personal protective equipment to be worn

General

Eye
Ear
Hand

Nose/mouth




Checklist 5: Tasks of trainers / instructors

Decide what occupational background knowledge is required for each workplace

Coordinate training times and premises with the requirements of work routines at
the company

Make sure that all required training materials and aids are available

Ensure that learners do not feel under pressure and learn without fear

Activate previous knowledge and existing skills and abilities

Arouse or support interest in learning

Make the necessity of learning information in the proper context - of the workplace,
factory, company — clear to the learners

Demonstrate the work routine to be learned

Demonstrate again the work routine to be learned and explain what is done step by
step

Perform the work routine together with the learners

Have the learners perform the work independently

Give the learners feedback and encourage them

Allow the learners to practically implement what they have learned in order to test
and practically experience the crucial points

Ask the learners in order to ensure that they have correctly understood everything.

Encourage the learners to ask questions.

Determine, record and give a visual picture of the learning progress.

Important: Give the learners sufficient opportunities to practically apply and check what
they have learned!
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Checklist 6: Form for recording progress in skills development

Example of a form for recording progress in skills development

Employee: Job: Area:
Johnny Walker Unloading steel Goods inward
Insert date in the respective column Completion
Competency | Instructed Assisted Competent Employee signature Instructor signature and
to perform the task and date date
Task .
independently

Wear correct safety
clothing

Use crane controls
correctly

Carry out emergency
stop on control

Important:  Visualising progress is important for the learning process and the motivation of the learners.

Feedback should be given continuously by the trainer and within the group.

Some jobs are measurable in terms of time or output; in this case, learning progress can be displayed in the form of a learning

curve.

Test pieces of work or other (written) material can also be used to document progress in skills development.




Individual training plan — an example

Name

Department / company division

Job, workplace, activity

Date completed

Notes




Checklist 7: Skills Matrix

A Skills Matrix is a simplified version of the Training Needs Analysis. This makes the current
ability of employees to perform individual jobs transparent and gives a visual picture of skills
development needs. However, a Skills Matrix is only a momentary snapshot; it can only show

specific needs for further development in relation to the continuous skills development of
employees as a process.

Important:

course of training

- Determine and document future training needs as well
- Document special abilities and skills of employees that have appeared in the

Tasks

Name

Task 1

Task 2

Task 3

Task 4

Task 5

Task n

Notes

Johnny
Walker

Francois
Hardy

S

Karol
Walesa

Actual:
Employees
performing
the task

Target:
Number of
employees
who should
be able to
do the task

Difference
(= training
needs)
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Guidelines
for training consultants

Implementing competence assessment
in SMEs

The procedure for introducing tools to survey and evaluate the skills of employees at SMEs

is outlined in individual steps in the following.

Points that are especially decisive for success are emphasized as important.

A checklist in the Appendix helps you to keep track of and check the status of your work.
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1st Step

Preparation:
Informing, ensuring acceptance, establishing trust

Goal of a skills
survey

The detailed informing of all people involved —

e company management

people responsible for company further training

superiors

workforce —

should take place at the beginning. Everyone must be informed of the
goal of the skills survey and the procedure of the used tool, and they
must agree on the benefit of a skills survey. Clarity on the use of
results and understandable, transparent evaluation methods establish
a necessary basis for trust.

Views of
companies and
employees

The different viewpoints of the various sides must be included in the
discussion and examined, in order to ensure that all people involved
have the same understanding of the goal and results of the skills
survey.

While the company will be primarily concerned with a strategy to
develop the skills of the workforce and with pursuing future-oriented
strategies for human resources development, the focus of the
employees will primarily be on developing their own skills and on their
own professional advancement.

Executives have to realise that skill surveying measures are not just
aids for individual advancement or a means of improving résumés.
Employees have to realise that skill evaluation measures do not focus
on discovering the weaknesses of individual workers but on
increasing the skills of the workforce.

Kick-off

Definition

Reason

Before a skill evaluation method is applied, it is recommended to hold
a kick-off meeting.

The invitation to such an event — posted on the bulletin board, sent as
a circular or via e-mail/Intranet — can simultaneously provide initial
preliminary information.

In the framework of a kick-off meeting, detailed information can be
provided on why a skills survey is necessary, and it can be made
clear how each individual employee can profit from this.

Keywords:

o Skills — what are they?
In contrast to report cards, professional degrees etc., skills are
what a person really can do and knows: abilities acquired in the
work process and in everyday life, which are not documented
anywhere and therefore not known to anyone initially. Individual
people are often unaware of everything that they are able to do.

e Skills survey — why?
Tools for surveying and possibly even evaluating skills document
employees’ “real” abilities. The goal is to develop the skills of every
individual person and to strategically orient human resources

development to the future skill needs of the company.
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Necessity and
benefit for
employees

Necessity and
benefit for the
company

Developing skills for
the future

- Skills surveys help you and others to realise everything you are
able to do.

- Abilities are recognized and documented.
- Strengths and weaknesses are revealed and

- Qualifications can be used to selectively correct weaknesses
and increase existing strengths; unnecessary repetitions and
double qualifications can be reduced

- Your own self-confidence is increased when everything you can
do is documented “black on white”

- Employability is increased: A written record of your skills informs
employers more easily and clearly about your own abilities

- The company gains an overview of the actual skills of the
workforce; “sleeping talents” and unused potentials are
recognized

- Strategies can be developed for skills that will be needed at the
company in the future.

An important part of informing employees before using skill surveying
tools is to explain the future skill needs of the company.
- Where do we stand?

- In what direction do we want to develop?
- Necessary (qualification) steps to attain the goal

Explaining the current company situation and the coming challenges
make it easier to understand the resulting future requirements for
employee skills. The fact that existing skills have to be surveyed to
provide a basis for their selectively further development can be made
clear against this background.

Explaining the
procedure
step by step

e Skills survey — how?
The tool used at the company and the corresponding procedure
are presented and explained step by step.

Examples from the employees’ own everyday work are used to
explain the individual skills or skill dimensions that will be
surveyed:

- Methodical skills — are required, for example, when ...
- Social skills — especially play a role when ...

- Staff skills — are emphasized when the following tasks are
performed, for example: ...

- Ete.

The more vividly and practically you can link particular skills with
specific activities of the employees’ work environment, the easier
the skills survey will be!

Examples of previously performed skills surveys and possibly
evaluations as well (e.g. previously filled in skills survey forms of
the tool used at the company) illustrate the procedure and can
serve as a guide.
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Explaining tasks and
responsibilities

Establishing a
basis for trust

Tasks and responsibilities that must be agreed upon in advance by
the company (representatives), (representatives of the) employees
and training consultants are disclosed. This is also an important
contribution to the necessary basis for trust.

Important: The establishment and maintenance of a reliable basis for
trust among employees, superiors, company management and
training providers is an essential prerequisite to obtain
meaningful results from skills surveying and evaluation
measures. Employees will only actively cooperate in a skills
survey when there are reliable agreements on the use of the
results.

2nd Step

Ensuring framework conditions

Coordinating the
skills survey
with company

Skills surveying measures must be adapted to work processes and
routines at the company. Different and sometimes contradictory
viewpoints must be reconciled.

procedures - Embedding the measures in work routines and connecting them
to the workplaces of individual employees as closely as possible
ensure the greatest possible informational value and
authenticity of the results.
- On the other hand, work processes and company routines
should be disturbed as little as possible.
- Finally, make sure that employees are not unduly burdened with
additional tasks.
Reaching | In the “give and take” among these points of view, agreements must
agreements on | be reached on
* Length - What time frame is set for skills survey measures
= Time - When the measures are to be implemented: During working
- ime? ' ' ?
= Involved hours — at what time? Outside of working hours”
people - Who is to be involved — superiors, members of work groups etc.
= [ocation - Where necessary meetings etc. are to be held as part of the
skills survey
Legal questions also have to be clarified in advance — especially the
question of whose property the results of the skills survey will be and
= Useofthe | o will decide on how the results are used. Clear agreements
results | petween the company and employees on the purposes for which the
results will/should be used — and not used — greatly contribute to
establishing trust. They play an important role in making employees
more willing to be involved in the skills survey in an unbiased and
committed way.
Important: A skills survey should always be done on a voluntary
Vol basis. The voluntary willingness of employees to have their “non-
. Voluntary objectively” documented skills determined is the prerequisite for a
involvement

meaningful and “objective” result, especially with self-evaluation
methods.
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Clarification of tasks
and
responsibilities

Before skill measurement methods are used, responsibilities must
also be clarified among executives, employee representatives, people
responsible for company further training, foremen and group leaders
as well as external training specialists who supervise the process:
Who is in charge of what parts of the process; who is responsible for
success in each case?

3rd Step

Supervising the process and supporting the application of the
tool

Support in each
process phase

Future skill needs

Actual state of skills

Skill development
needs

Planning and
organising sKills
development

The use of tools to survey and evaluate the skills of employees
requires support in all phases of the process:

- Determination of future skill needs based on strategic company
goals

- Analysis of strengths and weaknesses in relation to a future-
oriented strategy for human resources development

- Analysis of work tasks and the correspondingly required
employee skills

- Determination of the actual state of employee skills in relation to
(future) skill needs

- Determination of skill development needs at each workplace / in
a work group / in a department / at the company

- Drawing up of individual skill development plans

- Organisation of possibilities for developing skills in the work
process

- ldentification of learning opportunities in the work process

- Organisation of further training opportunities close to the
workplace, possibly also using ICT

- Helping employees transfer knowledge and skills

Analysis of work
routines and the
required skills

At the beginning of every skills survey, it is recommended to first
consider the routines and individual activities of a perfectly normal
work day at a particular workplace / in a work group and then to
analyse the following together with the employees:

What does the activity basically consist of, on what skill area does it
focus etc. (e.g. planning activity, coordinating activity, contact with
third parties etc.).

The employees learn to observe their activities “from outside” — an
important step for reflecting on their skills.

Determination of
existing sKills

Regardless of whether it is a tool for self-evaluation or not — in every
case, employees will need support and supervision in the process of
surveying their sKkills.

The need for support, however, is especially intensive where
employees are confronted with the task of determining and
documenting their own skills. (= Step 4)
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Evaluation of the
actual state of skills

In order to establish a basis to create selective skill development
strategies, the actual state of employee skills must be compared with
the requirements at the workplace and in the professional
environment. The results of self-evaluations are assessed by third
parties and/or the skill state is immediately evaluated “from outside” -
by superiors or by “external people” such as e.g. training consultants.
Important:

= Clarity on how the results are used

= Avoid test situations and stress: the purpose is not to reveal
gaps, weaknesses or deficits, but to identify strengths, develop
them and close gaps.

= Transparency in the assessment procedure
= Understandable assessment criteria
= Involvement of employees in the evaluation

= Understandable and transparent evaluation

Determination of
future skill needs

Future tasks are studied based on an analysis of the current company
situation and future challenges. The necessary skills are determined,
in order to manage them competently. This is the basis for developing
a future-oriented skill development strategy. (= (Step 5)

4th Step

Helping employees to use the tool

Knowledgeable
support and
contact people
“on site”,

Online support

Use of the Intranet

Identifying support
needs

The amount of support required will be different according to the tool;
there will also be differences among individual employees.

Some employees may already have experience with similar skill
surveying tools or procedures, while others will be confronted with the
challenge of identifying and assessing (their own) skills for the first
time. These employees will naturally require an especially large
amount of support.

Regardless of the individual need for support, however, each
employee should be confident that knowledgeable support will be
available at all times when needed, during the entire process. A
competent contact person should be available “on site”, in the
workplace environment; at the very least, a regular consultation
should be scheduled.

Online support, e.g. via e-mail, is an excellent way to support skills
surveying processes. A company’s Intranet, if available, also provides
a good platform for information, communication and cooperation
during the surveying and development of employee skills.

Important: Reliable support and feedback, as well as sometimes
motivation etc., are decisively important for success, especially in
the case of self-evaluation tools!

Do not forget: People who need help will not ask for it!

120




5th Step

Ensuring sustainability: Initiating and supervising skill
development processes

Ensuring continuity
and sustainability

Important. Skills surveying is a process!

The skills of the employees, the group, and the company are
continuously developing — the surveying and conscious management
of this process are what matters.

A skills survey in the sense of a snapshot of the current status quo of
existing skills is therefore not very practical. Only a constant
continuation / repetition at regular intervals makes it possible to follow
progress and identify further-development needs that are future-
oriented and in line with demand. Human resources development and
individual skill development thus require skills surveys to be
continuously updated.

This also includes the task of identifying or creating learning
opportunities at the workplace together with superiors and employees.
The more familiar employees and companies become with the
relatively new tools and their use, the more smoothly this process will
go.
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Checklist for training consultants

= Make oneself thoroughly familiar with the tool and the requirements for one’s
own skills; find help oneself and close knowledge gaps if necessary

= [nform all involved people about the goals and procedures of the skills survey

= Clarify the viewpoints of company management and employees

= Invitation to kick-off meeting

= Preliminary information

= Prepare kick-off meeting: explanation of how to use the tool, examples etc.

= Hold kick-off meeting

= Clarify responsibilities

= Agreement on the use of the skills survey results between the company and the
employees

= Determine the procedure and time frame for the skills survey in agreement with
company management and employee representatives

= Coordinate the skills survey with company routines

= Support the determination of future skill needs for strategic company goals

= Support the analysis of work routines and the skills necessary for individual
work steps

= Support the determination of the actual state of the skills of individual
employees

= Support the determination of the actual state of the skills of work groups / teams

= Support the assessment of the actual state of skills

= Guide and supervise the individual skill development planning of employees

= Cooperate in the strategic skill development planning at the company

= |dentify skill development possibilities in the work process / at the workplace

= Organise skill development possibilities in the work process / at the workplace

= Ensure support for employees during the skills survey

= Help to integrate continuous skill surveying processes in the corporate culture
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Glossary

accreditation (of programmes, institu-
tions)

Process of accrediting an institution of
education or training, a programme of
study, or a service, showing it has been
approved by the relevant legislative and
professional authorities by having met
predetermined standards. [EQF]

assessment

The sum of methods and processes used
to evaluate the attainments (knowledge,
know-how, skills and competences) of an
individual, and typically leading to certifica-
tion. [EQF]

certificate/diploma

An official document, issued by an award-
ing body, which records the achievements
of an individual following a standard as-
sessment procedure. [EQF]

certification (of knowledge, skills and
competences)

The process of formally validating knowl-
edge, know-how and/or skills and compe-
tences acquired by an individual, following
a standard assessment procedure. Certifi-
cates or diplomas are issued by accredited
awarding bodies. [EQF]

comparability of qualifications

The extent to which it is possible to estab-
lish equivalence between the level and
content of formal qualifications (certificates
or diplomas) at sectoral, regional, national
or international levels. [EQF]

competence

Competence includes: i) cognitive compe-
tence involving the use of theory and con-
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cepts, as well as informal tacit knowledge
gained experientially; ii) functional compe-
tence (skills or know-how), those things
that a person should be able to do when
they are functioning in a given area of
work, learning or social activity; iii) per-
sonal competence involving knowing how
to conduct oneself in a specific situation;
and iv) ethical competence involving the
possession of certain personal and pro-
fessional values. [TWG ECVET]

formal learning

Learning that occurs in an organised and
structured environment (in a school / train-
ing centre or on the job) and is explicitly
designated as learning (in terms of objec-
tives, time or resources). Formal learning
is intentional from the learner's point of
view. It typically leads to -certification.
[EQF]

informal learning

Learning resulting from daily activities re-
lated to work, family or leisure. It is not or-
ganised or structured in terms of objec-
tives, time or learning support. Informal
learning is in most cases unintentional
from the learner’s perspective. It typically
does not lead to certification. [EQF]

knowledge

The facts, feelings or experiences known
by a person or a group of people [EQF]

learning outcomes

Learning outcomes are statements of what
a learner is expected to know, understand
and/or be able to do, or is able to demon-
strate, after completion of any learning
process or at the end of a period of learn-
ing. [TWG ECVET]



mobility

The ability of an individual to move and
adapt to a new occupational environment.
[CEDEFOP]

module

A self-contained, formally structured learn-
ing experience. It should have a coherent
and explicit set of learning outcomes, ex-
pressed in terms of competences to be
obtained, and appropriate assessment cri-
teria. [ECTS]

non formal learning

Learning which is embedded in planned
activities not explicitly designated as learn-
ing (in terms of learning objectives, learn-
ing time or learning support), but which
contain an important learning element.
Non-formal learning is intentional from the
learner’s point of view. It normally does not
lead to certification. [EQF]

qualifications

Qualifications are a formal expression of
knowledge, skills and wider competences
of the individuals. They are recognised at
local, national or sectoral level and, in cer-
tain cases, at international level.

A qualification is achieved when a compe-
tent body determines that an individual's
learning has reached a specified standard
of knowledge, skills and wider compe-
tences. The standard of learning outcomes
is confirmed by means of an assessment
process or the successful completion of a
course of study. Learning and assessment
for a qualification can take place through a
programme of study and/or work place ex-
perience and/or any type of formal, non
formal or informal learning pathway. A
qualification confers official recognition of
value in the labour market and in further
education and training. A qualification can
be a legal entittement to practice a trade.
[TWG ECVET]
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recognition

a) Formal recognition: the process of
granting official status to skills and compe-
tences either

-through the award of certificates or

-through the grant of equivalence, credit
units, validation of gained skills and/or
competences and/or

(b) social recognition: the acknowledge-
ment of the value of skills and/or compe-
tences by economic and social stake-
holders. [EQF]

skill

The knowledge and experience needed to
perform a specific task or job. [EQF]

transparency of qualification

The degree to which the value of qualifica-
tions can be identified and compared on
the (sectoral, regional, national or interna-
tional) labour and training markets. [EQF]

unit

A unit is part of a qualification. It can be
the smallest part of the qualification that
can be evaluated, validated or certified. A
unit can be specific to one particular quali-
fication or common to several qualifica-
tions. The knowledge, skills and compe-
tences that make up the credit form the
basis for the assessment and validation of
people’s outcomes. Units are validated at
the end of the assessment of outcomes,
the results of which must comply with the
requirements of the qualification. [TWG
ECVET]

validation (of non formal and informal
learning)

The process of assessing and recognising
a wide range of knowledge, know-how,
skills and competences, which people de-
velop throughout their lives within different
environments, for example through educa-
tion, work and leisure activities. [EQF]



valuing learning

The process of recognising participation in
and outcomes of (formal or non-formal)
learning, in order to raise awareness of its
intrinsic worth and to reward learning.
[EQF]

vocational education and training

Education and training which aims to
equip people with skills and competences
that can be used on the labour market.
[CEDEFOP]

workload

The workload includes all learning activi-
ties required for the achievement of the
learning outcomes (i.e., lectures, practical
work, information retrieval, private study,
etc.). [ECTS]

Sources

[CEDEFOP] CEDEFOP (Philippe Tissot),
Terminology of vocational training policy.
A multilingual glossary for an enlarged
Europe, Luxembourg 2004

[ECTS] Directorate-General for Education
and Culture, ECTS users’ guide. European
Credit Transfer and Accumulation System
and the Diploma Supplement, Brussels
2005

[EQF] Commission of the European
Communities, Commission Staff Working
Document. Towards a European Qualifica-
tions Framework for Lifelong Learning,
2005

[TWG ECVET] European Credit System
for VET (ECVET). Technical Specifications
(Report 2005 of the Credit Transfer Tech-
nical Working Group)
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