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Foreword

Agora V will deal with the issue identification, assessment and recognition of non-formal
learning. This topic has been widely discussed among politicians and elaborated by
researchers during the last decade. Only a few countries, however, have attempted to
introduce actual systems, but a growing number is considering doing so. We can also observe
a certain activity on a European level, aiming at the introduction of supra-national initiatives
in this area. It is fair to suggest that systems focusing on identification, assessment and
recognition of non-formal learning will become integrated parts of the national (and perhaps
the European?) systems of education and learning during the coming decade. CEDEFOP has
addressed this issue during several years (') in order to compare different national approaches
as well as support initiatives on a European level. The present Agora is an effort to make a
stage point to CEDEFOP investigation work, and to confront our outcomes to the judgement
of social partners and policy makers, in order to carry on with our investigations on renewed
bases. It will be an occasion, as well, gathering the different actors intervening in this field,
policy makers, social partners, searchers, teachers and trainers, workers, trainees, ..., to try to
transcend our differences, to make a common review of the situation, and to draw as
consensual conclusions as possible regarding the measures to implement in the future.

The starting point of the Agora will be the discussion paper worked out by Jens Bjgrnavold in
1997, the three already published reports, and the number 12,1997/111, of the Vocational
Training, European Journal. The experts participating to the Agora will the be invited to write
on their own appreciation of the issue, in reaction to the previous documents. Those original
productions, as well as the syntheses of the debates will be published before the end of the
year 1999.

In continuation on this theme, Agora VI, 24-25 June, will treat of "Reporting on human
capital resources in enterprises".

The reflection leaded along the last years allows us to notice the existence of a consensus, in
our societies, on the utility of procedures of assessment and recognition of non-formal
learning and on the necessity to bring them into play. On the other hand it leads to raise at
least three main questions.

A consensus

Even the less qualified worker uses, in the course of the productive process, more know-how,
intelligence and initiative than the word "unqualified" would let us believe. On the job, at
work, but home too, in the family life and the leisure time people acquire and develop relevant
economic and social competencies. This permanent improvement of competencies and

(") Sea the list of CEDEFOP publications on that topic at the end of this paper.
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knowledge makes people more productive and contributes to the development of their
learning ability and of their transversal or generic competencies and knowledge. A system
which acknowledges the real competencies of the individual, and not only the formal ones, is
very likely to motivate this individual to go on developing his competencies. For the
enterprise that means lower training costs and time saving, which on its turn has good chances
to re-enforce the employer’s motivation to accept and to contribute towards competencies
development.

To assess, to validate and to accredit non-formal learning is then of a huge social importance.
The validation and accreditation of non-formal experiences based learning has indeed several
advantages both for the individual and for the community :

(a) it permits to identify hidden and/or sleeping competencies that could be put at work in the
interest of the enterprise and of the society in general;

(b) it might increase the self esteem of the workers, and give them an incentive to put in
motion more of their intelligence, ingenuity and industry, in their own interest, but at the -
same time in the interest of the enterprise and of the society as a whole ;

(c) it allows to save time in further education and training curricula by giving credit for the
already mastered competencies and by permitting to spend more time learning the topics
where inadequacies have to be made up;

(d) it eventually gives the opportunity of a second-chance education for people who missed
their first one in the formal education and training system;

(e

Three basic questions

(a) A question of methodologies: Is it possible to identify and “measure “ non-formal
learning in a proper way; do we run the risk of overlooking important aspects of the
learning in question, - partly because this is a form of learning that is contextually bound
and very heterogeneous, not easily delimited or standardised?

(b) A question of standards: When we assess and recognise non-formal learning, according
to which standards? How are we going to decide what is good and bad learning, relevant
and non relevant learning? Can we foresee different standards, -for example on different
levels (European, national and sectorial); are existing national qualification standards
appropriate in this setting or will the fact that they (mostly) have been developed in
relation to the formal educational system, make assessment and recognition of non-
formal learning more difficult?

(c) A question of values and legitimacy: If we have identified, assessed and recognised non-
formal learning originating from work-places or leisure time activities, how will these
competencies be treated by the labour market, the educational system and society in
general? What’s the relative value of learning taking place in a non-formal setting versus
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the learning taking place in a formal setting? Will non-formal learning give the same
rewards in terms of wages, promotion and access to education/training as learning within
the formal systems?

Basically, the question of assessment and recognition of non-formal learning is a question of
the interlink between various forms of learning and various contexts of learning. Can we
improve the link between learning taking place in work and leisure time and learning taking
place in schools? How can we create a more flexible system supporting learning throughout
life that makes it possible to make use of existing experience and knowledge in a better way
than what’s the case today? And if we create such a system, what effect will this have on
social reward mechanisms, wages, promotions, access to education/training and professional
borderlines (in view of the fact that many professions are based on a strict definition of the
competencies needed in order to be accepted; very often demanding a certain, predefined
learning path....)?

In order to attempt to work out all that questions, we have the pleasure to invite you to join the
CEDEFOP Fith Agora in Thessaloniki, on 15th-16th March 1999.
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1. Identification, assessment and recognition of
non-formal learning: European tendencies

Jens Bjprnavold

1.1. Introduction

In 1994, according to Eurostat (1997), almost 25% of the entire European population was
enrolled in some form of education and training (all levels included). The growth of
specialised and institutionalised training is one of the most distinct characteristics of European
societies of today. Against this background, growing interest in learning taking place outside
the formal education and training domain may seem paradoxical. In a situation where national
education and training systems face overcapacity and where highly educated people face
unemployment, the sense in putting resources into systems of “assessment and recognition of
informal and non-formal learning”, may seem questionable. This is, however, what is
happening. During the last decade, a majority of Member States in the EU, together with
countries outside the EU, have initiated work to establish methodologies and institutions
facilitating identification, assessment and recognition of learning taking place outside formal
education and training institutions, what we call non-formal learning. (® Pioneered by France
(The Law on “Bilan de competence” from 1985 and the Law of 1992 on the “Validation of
skills acquired by work experience”), attention on these issues has been strengthened year by
year. The purpose of this article is to provide an updated picture as well as an interpretation of
this tendency. (3)

Already at the outset, it is possible to conclude that there is nothing like a common European
approach. The fact that initiatives have been taken at different points of time and within the
context of different systems of education and training, leaves us with a heterogeneous mix of
national and sectoral approaches. What is important, is that most initiatives seem to focus on
the same challenges. Firstly, the reorientation of formal (especially vocational) education and
training, from strictly input-oriented to output-oriented systems is important in order to
understand activities. In countries like the UK and Finland, it is emphasised that what matters
is the competencies, not how you have acquired them. By accepting alternative pathways to
learning, in addition to the ones provided within formal schemes, the question of assessment

(2) The term non-formal learning encompasses informal learning, which we can describe as unplanned learning
in work situations and elsewhere, but also includes planned and explicit approaches to learning introduced
in work organisations and elsewhere, not recognised within the formal education and training system.

(3) Our presentation is based on material gathered within the framework of the CEDEFOP project on
“Identification, assessment and recognition of non-formal learning”, initiated in 1997. A total of 15 studies
have been commissioned to research institutions in 14 countries, and this article represents a first attempt to
bring together the results of this work.
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becomes a central one. Secondly, but linked to the above point, the growing emphasis on life-
long learning implies a stronger focus on the link between different forms of learning in
different areas at different stages of life. While the formal system is still very much focused on
initial education and training, a lifelong learning system has to face the challenge of linking a
variety of formal as well as non-formal learning areas. This is necessary to meet the individual
need for continuous and varied renewal of knowledge and the enterprise’s need for a broad
array of knowledge and competencies - a sort of knowledge reservoir to face the unexpected.

More or less explicitly, these two challenges are emphasised in all the countries studied.
Methodologies for the identification, assessment and recognition of non-formal learning are
looked upon as necessary tools to open up these new pathways. The initial focus in our work
on this issue was a methodological one; is it possible to measure learning taking place outside
formal education and training in a reliable and valid way? Although still of crucial
importance, the introduction of methodologies in this area can only be understood within a
broader social and political context; as a response to changed conceptions of education and
training. This defines our main perspective when trying to overview developments in the
EU/EEA-context. |

1.2. Taking stock ()

The European situation will be presented by looking at five country clusters. Even though
countries within each cluster may differ somewhat in their methodological and institutional
choices,'geographical nearness as well as institutional closeness seem to motivate mutual
learning. We start by discussing the role of assessment and recognition of non-formal learning
in Germany and Austria. Two basic questions define the scope of this presentation: why have
so few initiatives been taken in these countries, and how does the dual system of vocational
education and training influence work and initiatives in this field. In the second cluster, the
approaches of the Mediterranean countries Greece, Spain and Italy are discussed. These are
countries where, due to weak vocational education and training traditions and systems, non-
formal learning has played a crucial role. In a situation where formal education and training
generally is being strengthened, the role of non-formal learning is challenged and changed. In
the third cluster of countries, Finland, Norway, (5 ) Sweden and Denmark, we ask the question
whether a Nordic model can be identified. The Nordic countries enjoy a long tradition of

(*) The overview presented in this article is limited in the sense that we basically focus on initiatives at national
level. As will be documented in the forthcoming synthesis-report on the CEDEFOP-project on
“Identification, assessment and recognition of non-formal learning", important additional initiatives have
been taken at the level of industry-sectors and branches, partly on an autonomous basis, partly supported by
European programmes like Leonardo da Vinci and Adapt. In addition, and following the recommendations
of the EU “White Paper” from 1995, “Towards a learning society”, almost 20 projects have been supported
to investigate the question of “automated”, IT-based assessment, linked to the original idea of a personal
skills card. Both tendencies point towards supra-national solutions, implying a certain degree of
harmonisation of both instruments and standards.

() Norway has been included as the only non-member of the European Union in this study.
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mutual learning in the area of education and training; whether this applies to assessment and
recognition of non-formal learning is another question. In the fourth cluster of countries,
United Kingdom, Ireland, the Netherlands, we reflect on experiences within, as well as the
influence of, the UK NVQ-system (National Vocational Qualifications). The NVQ-system has
received much attention, not least from abroad. As a high-profile system emphasising
modularization and output, the NVQ-system has, in spite of domestic criticism, become an
important reference-point in the international debate. Ireland and the Netherlands can be
looked upon as countries where this influence has been strong, especially in the field of
assessment and recognition of non-formal learning. The fifth cluster of countries, France and
Belgium, is defined on the basis of geographical nearness rather than a common approach
towards non-formal learning. As we have already indicated, the topic of non-formal learning
has moved into the forefront of the French debate on education and training during the last
decade. Both in legal and practical terms, the French experiences are important. Belgium
differs very much from the French situation. Although some French influence may be traced,
this is a country in a very early stage of this process.

Due to differences between different countries, the scope of the presentations, as well as the
level of detail, differs somewhat. We try to cover three aspects. Firstly, what is the role of
non-formal learning within the existing political-institutional context? Secondly, is it possible
to identify methodological and/or institutional initiatives in this area, established on a
permanent basis? Thirdly, is it possible to identify experiments, for example projects aiming
at the development of methodologies or institutions for the assessment and recognition of
non-formal learning?

1.2.1. Non-formal learning in the context of the dual system: Germany and Austria

In Germany and Austria, the issue of non-formal learning is a new and unresolved one. Five
years ago, this issue was hardly discussed. Today, a debate on the role of non-formal learning
is gradually evolving. A number of experimental projects (in particular focusing on the needs
of the unemployed, people re-entering the labour market, etc.), have also been initiated,
testing various approaches to assessment. So far, the longer-term political-institutional
consequences of this debate and these experimental projects have been difficult to predict. We
think, however, that these two countries, despite their reluctance, are interesting “learning
cases”, illustrating the possibilities and potential as well as obstacles and problems in this
area.

A number of factors explain why the issue of non-formal learning has so far played a limited
role in Germany and Austria.

(a) Direct demand for the assessment of non-formal learning has been low. The formal
system of education and training is extensive and has for a long time covered substantial
proportions of each age group. In this way we talk of a very strong education and training
fundament, reducing the number of people likely to ask for recognition of non-formally
based competencies.

11
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(b)

(©)

(d)

(e)

The education and training system is highly focused on initial education and training.
Within the vocational field, the status of the dual system has been and still is very high.
There is no tradition to follow other pathways to learning, especially outside the formal
system. ‘

The fact that the dual system is based on a combination of school and work-based
learning implies that the experiential part of learning is somehow included in the official
model, reducing the need to assess non-formal learning acquired outside the formal
system.

The formal education and training system is based on “Berufsprofilen” (professional-
vocational profiles), representing a clearly defined set of qualifications/competencies.
Each “Berufsprofile” indicates what should be learned, how it should be learned and
where this should take place. The profiles, which can be looked upon as the fundament,
the standards or the benchmarks of the system, can to a certain degree be seen as “input-
oriented”. By defining the “correct” pathway to a certain qualification, they also exclude
other pathways, for example, (partly) based on non-formal learning.

The concept of “Beruf” (vocation), following a successful completion of formal
education and training, does not only specify a certain training approach, but rather, it is
linked to a certain wage level and a set of rules defining rights and responsibilities.

Together, all these factors contribute to the high value attributed to formal certificates from
the formal system. Enterprises and branches have also been reluctant to consider other
learning pathways because of high unemployment rates. The topic of non-formal learning has
been (and still is), looked upon with indifference. This indifference also seems to be linked to
the high complexity of the system, alternatives are difficult to conceive in a situation where all
steps are planned and described in detail and where professional status as well as wage level
depends on following these steps. But as indicated, a change of attitude is taking place, and a
growing awareness of non-formal learning can be explained through the following elements:

(a)

(b)

In both countries, but in particular in Germany, the existing education and training system
is accused of being too focused on initial training. The rigidity and inflexibility following
this bias makes the system badly animated to support continuous training/retraining, etc.
The role of non-formal learning has been raised in this context as too strong a focus on
initial training, running the risk of overlooking important learning taking place outside
this limited field.

In both countries, the development of the CVT system has not followed the highly
structured and formalised model of initial training and education. On the contrary, this
“sector” is heterogeneous and subject to limited public or tripartite coordination. This
development has stressed the importance of alternative pathways to learning; the fact that
the need for competencies cannot be entirely planned in advance, flexible learning
models are prerequisites for successful learning.

(c) The lack of complementarity in initial and continuous training/education systems,

stresses the need for “bridging” solutions, which, on the one hand, can utilise the growing
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CVT system in a more systematic way, and, on the other, can link these elements to the
existing initial training “colossus.” Assessment methodologies, and institutions able to
provide valid and reliable assessments of a wide range of competencies from different
sources (formal as well as non-formal), are essential if this bridging function is to be
developed and established.

Increased flexibility through modularization has been introduced as a key approach in this
context. The main argument is that such a modularization would open up a better link between
initial and continuing education and training. Candidates could enter and re-enter education
and training according to their own needs and assessment and testing whould be limited to the
modules in a more output-oriented way, leading to alternative paths to learning. Regine
Gorner, representative of DGB, stated in January 1999:

‘Das Priifungswesen wird sich entsprechend verdndern miissen. Teilqualificationen sind
Jeweils im Berufsbildungspass zu zertifizieren. Die Abschlusspriifung wird dadurch erheblich
entschlacht, sogar iiberfliissig."

This statement emphasises the need for a more flexible education and training approach where
different levels and learning pathways can be linked together in a better way than is the case
today. The German and Austrian cases are important in order to understand the general
context of non-formal learning. The starting point is not the methodologies, nor the questions
of reliability and validity of measuring and assessing learning, but rather, the overall change in
education and training needs, and moreover, change in education and training approaches. The
dual system was not intended to be a lifelong learning instrument, but an initial training
instrument. In a situation where retraining and renewal of competencies is emphasised, the
weaknesses of this (in other respects very efficient), model appears. The questions are: how to
open up the existing model; how to link to CVT, how to allow for a greater variety of
pathways to the same qualifications and competencies. Such a shift demands systems for
assessment and recognition of non-formal as well as formal learning.

In spite of a reluctance to embrace initiatives supporting assessment and recognition of non-
formal learning, we find elements both in the German and the Austrian systems linked to this
area. These arrangements illustrate that the issue of non-formal learning has been considered,
but within a limited scope and framework. The “Externenpriifung” is perhaps the most
important single element “bridging” non-formal and formal learning, and is a permanent
element of both the German and the Austrian dual system. This test provides experienced
workers with the right to take part in the final craftexamination (Absclusspriifung) together
with those having followed the ordinary route through the dual system. Although important,
the “Externenpriifung” only provides access to a test, it does not provide any independent or
particular methodology aimed at the identification and assessment of the specific experiences.
In this respect, the “Externenpriifung” is designed according to the content, principles and
structure of the formal pathway. Said in another way, the competencies acquired outside the
formal system, irrespective of how different they are from those produced in the formal
system, have to be presented and restructured (by the candidate) according to the principles of
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the formal system. This does not reduce the importance of the “Externenpriifung”,
approximately 5% of all examinations within the German system are annually based on it. The
Austrian “Berufsreifepriifung”, introduced in 1997, can also be looked upon as a “bridging
effort”, in this case between the dual system and higher education. The same kind of system
exists in Germany although it is rather limited as we talk of institutional elements linking
various levels of the formal system.

As already indicated, we can observe a certain amount of experimentation in the area of
assessment and recognition of non-formal learning in the two countries. Especially in
Germany, we find a number of limited project approaches touching upon the issue. It is worth
noting that these projects are concentrated on the needs of specific groups (unemployed,
women trying to re-enter employment, drop-outs from the formal system, etc.). It is also worth
noting that several of these projects aim at improving the access of these groups to continuing
vocational education and training, in some cases to make it possible for them to re-enter the
initial training system. The project “Bildungspass-Qualifizierungspass” of 1974 is an
exception. Working on the basis of more general objectives, the “Bildungspass” can be
described as a portfolio-approach trying to “paint”, through description and documentation, a
broader picture of the competencies held by an employee. Together with formal education and
training, the idea was to include a documentation of experience and practice, thus giving a
more complete picture of the person in question. The “Bildungspass” never became a success,
and was eventually given up. Description of single projects can be found elsewhere
(CEDEFOP 1998a, 1999), and it should be emphasised that projects brought to our attention
were initiated and financed by public institutions, at regional, national or European levels.
Especially the last category of projects, notably through the Leonardo da Vinci and the Adapt
programmes have become increasingly important in this area. This is a phenomena not limited
to Austria and Germany, but can be found in most other countries covered here. (6)

1.2.2. Non-formal learning in the Mediterranean context: Greece, Italy and Spain 0

There are certain common features linking together the Mediterranean countries of Greece,
Italy and Spain in the area of identification, assessment and recognition of non-formal

(®) By September 1999, CEDEFOP will have prepared a report on the projects within the Leonardo da Vinci
Programme working within the area of assessment and recognition of non-formal learning.

(") The CEDEFOP study on “Identification, assessment and recognition of non-formal learning” also covers Portugal.
Due to different circumstances, the Portuguese report has not yet been concluded.. Information from elsewhere
indicates that Portugal can be included in the picture drawn of Greece, Italy and Spain. The economic role of non-
formal learning is very important in key sectors of the Portuguese economy. In a recently published article, Cameiro
et.al. (1998) compares two Portuguese industrial sectors: shoe-industry and electronic-component industry. The latter is
new in the Portuguese context, and based on employees with a relatively high formal education and training. The first,
shoe-production is based on a very low level of formal education and training and is described as a sector reproducing
and renewing itself through “on the job learning”, in our context of non-formal learning. Cameiro uses the success story
of the Portuguese shoe-industry, in which the ability to renew and grow has been very strong, to emphasise the huge
potential of non-formal learning. The conclusion is that this form of learning, and the resulting competencies, is a
crucial resource which has to be exploited in a much more conscious and systematic way.
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learning. Compared to northern Europe, these countries (or at least certain regions of these
countries), have a much weaker tradition in the area of vocational education and training.
Only recently, over the last decade or so, initiatives have been taken to remedy this weakness.

Firstly, the relative weakness of vocational education and training is paralleled by the strength
of academic theoretically-based education. Even though academic education in these countries
no longer represents any guarantee of employment, high income or high status, the value
attributed to formal certificates in general, and academic certificates in particular, is still
substantial. In Greece, 70% of all youths prefer academic education to vocational education
(CEDEFOP 1999a), despite a serious mismatch between the output of higher education
institutions and the labour market demand. Secondly, the relative weakness of the formal
vocational education and training system has established non-formal learning (in particular
through work experience), as the domineering form of (vocational) competence reproduction
and renewal. This means, and is probably of specific importance in Greece, the southern
regions of Italy, and the less developed areas of Spain, that a vast reservoir of non-formal,
experienced-based competencies exists. If this reservoir is going to be “tapped,” and in
particular if it is going to be renewed (quantitatively and qualitatively), it is necessary to
identify and assess its strengths and weaknesses. The quality of competencies based on non-
formal learning cannot and should not be taken for granted. Proper systems for identification
and assessment could be one way to face this quality problem, and if necessary, point to the
supplementary actions needed to improve quality and be entitled to recognition. Perhaps more
than is the case in northern Europe, this illustrates the need for identification and assessment
of non-formal learning. Although building on relative weak traditions in the field of
vocational education and training, and facing a deep-rooted underrating of vocational
competencies in general, and non-formal vocational competencies in particular, a growing
willingness to change this can be observed. Throughout the last decade, all three countries
have been reforming their vocational education and training systems and specifically Spain
and Italy are now entering into the decisive stages of these reforms. The consequences in
terms of methodologies and systems for the “identification, assessment and recognition of
non-formal learning,” are important, and probably of relevance to countries outside the
Mediterranean area.

It is fair to say that the three countries, despite their common challenges, have treated the
methodological and institutional aspects in different ways and with varying commitment and
intensity. Greece may be described as the country within the EU where the role of non-formal
learning is most dominant. The General Confederation of Greek Workers has estimated that
only 30% of the Greek workforce has some type of formal professional qualification ) and
although general education is important, this means that a significant part of vocational
competencies in Greece has been and still is being reproduced and renewed outside formal
institutions. In spite of this, few initiatives have been taken to identify and assess these

(8) Research in SMEs shows that 66% of these enterprises do not have a specialised technician; 13% of SME
owners had a technical school degree; 49% completed 3 years of secondary school; 59% would not see they
had any particular need for vocational training.
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competencies. In 1994, the Organisation for Education and Vocational Training (OEEK), set
up a working group to study the “accreditation of (non-formal) vocational training of adults.”
This work, which represents the most practical initiative so far in Greece, has put forward
proposals for the creation of a system for the evaluation of experience, the assessment of gaps
in knowledge, and a procedure securing the access to appropriate assessment and recognition.
Although focusing on the aspect of experience, the emphasis of the group was more on the
question of equivalence between different parts of the formal system. Some pathways are
officially recognised, others are not; many individuals are facing a lack of consistency and are
unable to build on prior training in non-recognised parts of the training system. Pilot studies
of a sample of professions (four) were important parts of the OEEK initiative. In these
professions, individuals were assessed and tested, illustrating how formal and non-formal
learning is mixed and combined. Thus far, these experiences have not been integrated into the
Greek system on a permanent basis. The investigation done by CEDEFOP (1999a) illustrates,
however, that broad support exists for the introduction of methodologies and institutional
arrangements in this area. There is a certain reluctance among unions of regulated, degree-
holding professions and among university degrees, and this is partly linked to the question of
wages and protected rights, challenged by new forms of recognition.

The Italian education and training system, and in particular vocational and continuing training,
is currently undergoing a remarkable process of reform. Based on agreements between the
government and the social partners (1993 and 1996), the outline of a more comprehensive and
national Italian system can be detected. This is particularly clear in the law on “Promotion of
employment” (1996/97), in which the basic principles of a (vocational) lifelong learning
system is described. The 1996/97 law introduces the principle that competencies can be
certified irrespective of the way in which they were acquired. Competencies acquired through
work should be assessed and potentially recognised in the same way as competencies acquired
through formal training institutions. This is a system where “the partial achievements of
individuals in their own life paths” can be assessed and recognised. The new law thus adopts a
combination of measures; a modular system of training, a system of training credits and
tailored assessment and certification procedures. The aim is to integrate and interconnect the
various systems (initial vocational education and training and continuing vocational training)
and achieve “a personalisation” of learning routes. Though still at a very early stage of
implementation, certain tensions have already occurred. As it is obvious that procedures and
methodologies for the assessment and recognition of competencies (in general), will be of
crucial importance, the development of these easily turn into a “battlefield” of different
interests. Observers (CEDEFOP 1999b) point to the predominance of academic content and
curricula in the assessment procedures; making it difficult to treat the non-formal learning
elements (for example, from the workplace), in a fair and valid way. Two main
instruments/tools have been developed. An “individual training record book” has been
introduced (can be combined with formal attestations/certificates to form a portfolio), as well
as “skills audits,” introduced according to different models in the various regions. Observers
(CEDEFOP op.cit.) also indicate that these approaches are seriously hampered, for the time
being, by the lack of clear-cut definitions/regulations of the tools in question, and furthermore,
the lack of a system of national standards to promote consistent and comparable practices.
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While being the most important obstacle to reliable and valid assessments, the lack of a
national standard is not the only obstacle to be dealt with. Lack of resources limit the
feasibility of the approach; a problem which now can be linked to the still existing low social
esteemn held in this field. The tripartite basis of the current Italian reforms may prove
important. The dominance of academic values and the lack of a proper set of standards, may
cause delays. The basic aim of creating an output-based, competency-based system of
education and training, is, however, of great importance and crucial if the role of non-formal
learning is to be strengthened.

The Italian reform movement in the area of vocational and continuing education and training
is paralleled, albeit in an even more comprehensive way, by Spain. Since 1990, three
important legal/political initiatives have been taken. A law on “the general regulation of the
education system,” was introduced by the Ministry of Education in 1990, and two interlinked
“national vocational training programmes” (I and II), were introduced by the Ministry of
Labour in 1993 and 1997. The purpose of all these initiatives, which are linked, is to integrate
the different sub-systems of training and different forms of acquisition of competencies (i.e.,
combine “regulated, occupational, continuing training and work experience” with each other).
This bridging effort is clearly based on an output-oriented, competence-based view of
vocational training education. It can also be said to aim at a lifelong learning system in the
same area. Until now, the role of non-formal learning has been weak in the Spanish formal
system. Confined to the level of enterprises, the transfer of non-formally based competencies
has been difficult. The restructuring of the education and training system, however, implies
that this may change. Two initiatives are of particular interest in this context. Firstly, the
integrated service plans for employment (SIPE), establish procedures for the competence
assessment of the unemployed. Using a combination of “occupational interviews,” in order to
identify the vocational and competence profile of the individual, and “occupational
qualification tests,” this procedure aims to improve the basis of guidance and improve the
self-understanding of the individual’s own strengths and limitations. The procedure does not,
however, lead to any formal recognition. The certificates of occupational proficiency,
secondly, represent an effort to certify non-formal learning. Set up in 1995 (Royal Decree
787/1995), the system currently covers 185 vocational titles in 22 sectors/areas. A certificate
of occupational proficiency can be obtained through two main pathways. The “training
pathway” is the dominant one, whereas the “work experience pathway” is of minor
importance. The Ministry of Labour, responsible for the scheme, has identified the following
aims:

(a) identify the characteristics of vocational competence and thus objectify accreditation;

(b) integrate vocational training in a system which will guarantee the acquisition of
vocational competencies;

(c) increase the minimum training content of workers;
(d) give certification national validity;

(e) accredit, through work experience, the qualifications of workers who do not have a
formal title.
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The practical testing will be conducted by an assessment committee of seven provincial or
sectoral based external observers. (CEDEFOP 1999c) suggests that the developmental work
within this field is biased through the overemphasising of the formal training path. Although
the legal base ascribes the same value to the formal and non-formal routes, there is an
impression that those attempting to be certified on the basis of experience, face a growing
number of obstacles. Currently, the establishment of methodologies and arrangements to
assess and recognise non-formal learning in Spain much depends on the parallel development
of “national systems for qualifications,” a reference point which could provide a better basis
for integration and interconnection of the various forms of competence acquisition. This
system, or standard, was foreseen in the first “national vocational training programme” from
1993, and has been under development since then. Presumed to be supported by a “national
institute of qualifications,” it is recognised as of vital importance in the time to come.

In addition to the elements mentioned so far in the Spanish system, is collective bargaining, an
instrument for the regulation of the occupational classification system. Collective bargaining
at sectoral level has led to some progress in the area of occupational classification. Agreeing
on general classifications, thus doing away with purely company-specific reference
frameworks, has made it possible to start work on procedures where workers can be assessed
and paid according to these categories. Specifically in the chemical and construction sectors
some progress has been made. Although still not very widely used, a professional skills card
has been introduced in the construction sector. The trade union organisations responsible for
issuing these cards are already complaining about the practical problems faced in this respect.

As was the case in Germany and Austria, but to an even greater extent, the role of
experimentation within publicly financed projects is important. The examples of Greece, Italy
and Spain illustrate the importance of EU initiatives and support in this area. Individuals and
institutions from all countries have participated in projects and programmes focusing on
questions of assessment and recognition of non-formal learning. Italy is a good example, and a
substantial amount of experience has been gained especially over the last two-to-four years.
This project approach can be described as “bottom-up” in the sense that no centrally
established direction or objective has been established. The projects in question seem to have
been based on the interests and needs of those individuals and institutions involved and not on
the general national policies in the area. While supporting innovative practices and widening
the scope of experimentation, the problem may be one of implementation and dissemination.
Avoiding a detailed examination of all projects concerned, (°) the majority of projects have
focused on three main groups: women, long-term unemployed, and employed at risk. In one
case, young school dropouts were covered. An impressive variety of identification and
assessment methodologies and instruments were suggested/developed in these projects,
essentially based on three systems:

() In 1997, 24 of the Italian Leonardo and 27 of the Italian Adapt projects covered, at least in theory, subjects
of certification/recognition (CEDEFOP 1999b).
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(a) More or less structured individual discussions in which the person’s own statements
prevail.

(b) Self-assessment of personal characteristics using ad hoc instruments.

(c) Self-assessment through group exercises.

Since no system framework and no formal reference point exist, the assessments are left “on
their own,” attributing different validity and legitimacy to the resulting judgements. The main
value of these projects, it seems, is to serve as a reservoir of experiences, potentially
supporting the more system-integrated assessment tools introduced on a permanent basis.

Compared to the German and Austrian situation, the Mediterranean countries (with the
exception of Greece) are more explicit in their efforts to link non-formal and formal systems
of learning. Although reform processes are still in their initial phases, the elements already
introduced indicate a strengthening of the role of non-formal learning relative to the formal
system. As the research of Camneiro (1998, see also footnote 6) indicates, this changing
emphasis may be of specific importance in these countries, as the “reservoir” of non-formally
based competencies are of crucial importance to major sectors of the economy.

1.2.3. Non-formal learning in the Nordic context: Finland, Norway, Sweden and
Denmark (‘%)

In two of the four countries discussed in this section, Finland and Norway, the issue of non-
formal learning has moved into the forefront of the public education and training debates, as
well as become the subject of important and far-reaching institutional experimentation and
reform. In the two other countries, and notably in Sweden, interest in this subject is more
limited. From the outset it is not clear why this difference has occurred. The four countries in
question share important common traditions in the area of education and training. Mutual
learning has been an important aspect of the development of national systems and a shared
Nordic labour market has made cross-border transfer of competencies a normal and accepted
matter of fact. Two things in particular should be mentioned.

(a) Education and training is highly institutionalised and formalised, covering major parts of
each age group.

(b) Education, and especially vocational education and training, is very much a tripartite
matter of concern. The steering of training is based on the participation and influence of
state employers as well as employees.

During the last three-to-four decades, however, the countries in question have chosen different
approaches to education and training. This applies in particular to vocational education and

(') Iceland, the fifth Nordic country has, due to capacity reasons, not been included in the CEDEFOP study.
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training at upper secondary level, where today we can distinguish between four distinct, and to
a certain degree, different models.

The Norwegian model has revitalised the apprenticeship element in the vocational part of
upper secondary education by making work experience an obligatory and integrated part of all
courses since 1994. Vocational training in Norway is based on an initial (general) introduction
to the subjects in the form of two years of school-based education and training. After this, two
years in an enterprise or institution follows aimed at specialisation and development of
competencies through work experience (CEDEFOP 1999d). Currently, a reform of the system
of continuing education and training is being introduced. Within this system, methodologies
and institutions for the assessment and recognition of non-formal learning (realkompetanse) is
going to be integrated. The Finnish system is characterised as competence-based and operates
according to a modularised structure. A core element of this system is that “skills and
knowledge can be demonstrated and recognised regardless of how they have been acquired.”
Made operational through a new law on vocational education in1994, the competence-based
qualifications system is divided into three qualification categories: an initial vocational
qualification, a further vocational qualification and, lastly, a specialist vocational education
(CEDEFOP 1999¢). The Danish vocational education and training system can be described as
dual in its character, very much based on an apprenticeship approach to training. This initial
education and training has been supplemented by a system of continuing vocational education
and training, very much integrated into labour market policies. Currently, a broad reform of
adult education is being discussed (Undervisningsministeriet 1997 and CEDEFOP 1999f),
mainly following the tendencies described in the Norwegian and Finnish cases, indicating that
the role of non-formal learning has to be revised in order to establish an education and
training system linking levels and various learning pathways. The Swedish model is mainly
school based. Although becoming more open to apprenticeships, the vast majority of
candidates receive their vocational training through training and instruction in specialised
schools. Officially, there is an aim to provide a certain practically oriented training in
enterprises (approximately 20% of the time), but this has proven difficult to realise
(CEDEFOP 1999g).

The different institutional and organisational choices in the four countries may be linked to a
different emphasis on the importance of work-based learning. The recent Finnish and
Norwegian reforms very much underline the importance of work experience-based learning by
introducing institutional changes supporting this form of learning. This emphasis has not been
so clearly expressed in the Swedish context. The Danish perspective can largely be compared
to that of Germany and Austria. The focus has predominantly been towards initial education
and training within a dual model, generally considered as sufficient to cover the aspect of
learning through experience. There might be a link between these differences and current
activity in the area of non-formal learning. Finland can be described as the frontrunner in this
area, based on the introduction of the system of competence-based qualifications. Norway has
increased its efforts during the last couple of years while Denmark, and particularly Sweden
seem to be more reluctant. The Finnish and Norwegian approaches now define work-based,
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non-formal learning as an essential part of national vocational education systems. A closer
look into the experiences of these countries may therefore prove useful.

As already indicated, the Finnish competence-based qualification system is described as out-
put or performance based. The precondition for achieving a qualification is demonstration of
the vocational competence and not participation in a particular education. Competence-based
qualifications are officially recognised and protected by law. Titles are regulated by the
Ministry of Education, but in close concert with the Ministry of Labour and the social
partners. Apart from the ministries and national social partner organisations, the practical
work is organised in the following way. Expert groups, administered by the National Board of
Education, conduct the actual preparations for “the national guidelines,” that is, the
requirements/achievements of the qualification in question. Within the expert group, at least
the social partners, teachers and preferably self-employed professionals, should be
represented. Examination boards (250 in all) are responsible for the organisation and
supervision of the tests. They approve the accomplishments of the qualifications and sign
certificates. The examination board also has a supervisory status, making contracts for the
organisation of tests/assessments with educational institutions (or other institutions) that have
the necessary expertise. Contracts for the organisation of skill tests involve assessors of the
test performance, maintenance and development of the vocational competence of the assessors
and a number of other elements. In spite of the existence of national guidelines for each
qualification which may be understood as the important point of reference, the actual carrying
out of the assessment varies, pointing to the problem of reliability and possibly validity. In
order to “‘combat” this problem, a national project (ALVAR) has been initiated to ensure that
the skills tests in certain occupational areas will be nationally comparable, and that the
requirement levels correspond to appropriate needs in working life. ALVAR gathers and
trains experts for the preparation of the test task. Training for organisations conducting tests is
also organised. Finally, ALVAR develops and maintains a “test bank” to support the general
search for reliable, criterion-referenced testing and assessment. The ALVAR project,
financially supported by the European Social Fund, is an interesting example of quality
assurance within the area of testing and assessment. The underlying perspective is that it is
impossible to specify beforehand in detail, how an assessment is going to be conducted. The
most sensible way of assuring reliability and hopefully, validity, is thus to support training of
assessors and networking of assessors. Although this process is still too recent to evaluate in
concept, it is promising. Finally, following the work of all these institutions, groups and
individuals, the actual skills test/assessment may take place if different options are provided:

(a) The assessment is made on the basis of a portfolio (samples of work products, project
works, partial evidence, including employers’ descriptions of work tasks, and
competence).

(b) The assessment is made at his/her workplace, supplemented by written/oral interviews.

(¢) The assessment is held at the educational institution which organises the test.

21 25



The Finnish competence-based qualification system is still in its initial phase. The number of
candidates passing through seems to be increasing. In 1998, 10000 are estimated to have
passed through the system.

The right to have non-formal competencies acquired outside the formal education and training
system formally certified, was stated as a general right in the Norwegian Adult Education Act
of 1976. However, little progress has been made when it comes to the development of
procedures and institutional arrangements. The law of 1976 has served as a symbol of
intention in this direction, but not as a tool to realise this objective. The single most important
form of identification, assessment and recognition of non-formal learning in Norway, is that in
which a candidate may take a final examination for apprentices (crafts examination) on the
basis of his/her practical work experience. This arrangement was introduced as early as 1952
in the Act concerning vocational training. In Section 20 of this Act, it is stipulated that “the
craft examination may be taken without any contract of apprenticeship by those who have not
less than 25% longer general practice in the craft, than the period of apprenticeship.” During
the 1970s and 1980s the utilisation of the scheme was moderate. During the 1990s this has
changed and almost exploded during the period 1997-98. Approximately 14000 candidates
attended in each of those years, double for a “normal year.” As an average age group is
approximately 60000, these numbers are extremely high. A few branches dominate notably
construction, transport, health and social care and the metal/electro-mechanical industry, and
the popularity of the scheme may be looked upon as, firstly a reflection of the relatively low
level of formal training in these areas, and secondly, as a reflection of the general pressure
towards formalising qualifications (wage reasons, security, etc.).

The Section 20 scheme is not, however, the only element of the Norwegian approach to
assessment and recognition of non-formal learning. Since 1996, work on the reform of the
continuing vocational education and training system has been conducted. A committee
forwarded their suggestions in 1997, emphasising the importance of establishing broad-
ranging methodologies and initiatives for the assessment and recognition of non-formal
learning in general, and not only in relation to the apprenticeship scheme.. This proposal has
been followed up by the Parliament which is in the process of forwarding a general reform of
the CVT system. The Ministry of Education and Research has been made responsible for
developing a national system for identification, assessment and recognition of non-formal
learning (or “Realkompetanse’), in the coming two-year period. -

Although the debate on non-formal learning has been limited in Denmark, we find elements in
the existing system trying to integrate this kind of learning. The first example of this is the
apprenticeship-programme for adults (Voksenerhvervsuddannelsen, VEUD). This scheme
makes it possible for adults to be exempted from parts of the formal, initial training, on the
basis of prior, educational or occupational experience. The decision on exemption is taken by
the relevant trade committee. The VEUD-programme operates according to an individualised
approach which identifies the experience of each candidate and sets up a training plan
according to this. Also within the ordinary initial vocational education and training schemes,
exemption can be granted on the basis of prior work experiences. If the application for
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exemption concerns a school subject, the school in question handles the request. If the
reduction of training time is more than four weeks, the trade committee is consulted. The
same is the case if the exemption concerns practical parts of the programme. Finally, it should
be mentioned that the labour market training act of 1995 provides a clearer focus on the role
of learning through experience at work. Following this act, courses trying to assist individuals
in identifying their competencies were started, aiming at subsequent training. These courses
have a duration of one to three weeks and can be characterised as a combination of assessment
and vocational guidance.

As indicated in the introduction to this section, Swedish initiatives in this area have been few,
and more related to specific groups (immigrants, disabled, unemployed), than to the general
public. The project “immigrants as a resource,” initiated in 1988, developed a testing
programme for immigrants with vocational qualifications. This scheme (PTVI), was divided
into a practical and a theoretical part, taking between two-to-twelve weeks to complete. After
testing, the candidate received a written description of equivalent Swedish education and
training requirements. Until 1992, the National Labour Market Board was responsible for
organising vocational tests of all the unemployed who wished to be tested. Since 1992, this
service has been decentralised to the local employment offices, resulting in a sharp decline in
testing. The local offices are nowadays forced to choose when and to what extent testing
should be carried out. The reasons for the decline are complex, but the costs, and the
complexity of the testing itself, are mentioned as possible explanations.

Concluding the elaboration on the “Nordic model,” it is fair to say that no such thing exists.
The debate in this section shows that Finland, Norway, Denmark and Sweden have chosen
different approaches. While Finland and Norway, are currently opening up for the institutional
integration of non-formal learning as part of a general lifelong learning strategy, Sweden is
not very active. Plans presented in Denmark may indicate that the question of non-formal
learning will become more focused in the years to come.

1.2.4. The influence of the NVQs; UK, Ireland and the Netherlands

The UK system of national vocational qualifications (NVQs) has, since its inception in the
late 1980s, served as the most outspoken and clear example of a competence-based,
performance-related, output-oriented system of vocational education and training. Although
controversial in the UK, the NVQ system has served as an example of an alternative to the
traditional, school-based model of education and training. The system is, in principle, open to
any learning path and learning form, emphasising, in particular, experience-based learning at
work. As stated in the presentations of the system (and repeated by those countries embracing
a similar thinking), it does not matter how or where you have learned, what matters is what
you have learned. Such a system, if working according to its own principles, is of course open
to the learning taking place outside the formal education and training institutions, what we, in
this context have termed as non-formal learning. It is no coincidence that the questions of
assessment and recognition have become crucial in the debate on the current status of the
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NVQ system and its future prospects. The UK experiences in the area of assessment of non-
formal learning, which should be looked upon as an integral part of the general assessment
challenge, are also highly important for the development of assessment practices and
approaches in other European countries. It is, however, important to adopt a more critical
approach to these experiences than what has been the case thus far. In some instances there
has been a tendency to copy the NVQ system and not to reflect on its strengths and
weaknesses. In the following sections, we will try to discuss some of the underlying
assumptions of the NVQ system and how these have been met in reality. The four basic
assumptions are (Eraut et.al.1996):

(a) A near perfect match between national standards and competencies at work.

(b) Because training and assessment both occur at the workplace, high validity of
assessments is achieved.

(c) Competencies gained are transferable.

(d) Detailed specifications together with trained assessors will ensure both validity and
reliability. '

Until now, there has been an insistent rhetoric that NVQs reflect the needs of employers, and
although far from perfect, represent the best effort so far to merge national and company-
specific demands. It is true that employers are represented in (the former) leading bodies and
standards councils, but several weaknesses of both a practical and fundamental character have
occurred. Firstly, there are limits to what a relatively small group of employer representatives
can contribute often on the basis of scarce resources and limited time. Secondly, the more
powerful and more technically knowledgeable organisations usually represent large
companies with good training records and wield the greatest influence. Smaller, less
influential organisations will obtain less relevant results. Thirdly, disagreements in -
committees, irrespective of who is represented, are more easily resolved by inclusion than
exclusion, inflating the scope of the qualifications. Generally speaking, there is a conflict of
interest between national standards, firstly, the commitment to describing competencies valid
on a universal basis and, secondly, the commitment to create precise standards to minimise
the scope for different interpretations when making assessments.

Historically, there has been a shift from narrow task analysis to a broader functions analysis.
This principle is oriented towards the need to create national standards describing transferable
competencies. Observers have noted that the introduction of functions was paralleled by
detailed descriptions of every element in each function, prescribing performance criteria and
the range of conditions for successful performance. The length and complexity of NVQs,
currently a much criticised factor, stems from this “dynamic.” As Wolf (1995) says, we seem
to have entered a “never ending spiral of specifications.” Researchers at the University of
Sussex (Eraut op.cit.) have concluded on the challenges facing NVQ-based assessments:
pursuing perfect reliability leads to meaningless assessment. Pursuing perfect validity leads
towards assessments which cover everything relevant, but take too much time, and leave too
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little time left for learning. Perfect validity means endless assessment, perfect reliability
means meaningless assessment.

We have intentionally undercommunicated some of the more specific methodological tools
developed in the wake of the establishment of the NVQ system. Approaches like accreditation
of prior learning (APL), and accreditation of prior experiential learning (APEL), have become
less visible as the NVQ system has settled. This is an understandable and fully reasonable
development as all assessment approaches in the NVQ system in principle have to face the
challenge of experientially-based learning, i.e., learning outside the formal school context.
The experiences from APL and APEL are thus being integrated into the NVQ-system. In a
way, this is an example of the maturing of the system. The UK system, being one of the first
to try to construct a performance-based system, linking the various formal and non-formal
learning paths, illustrates the dilemmas of assessing and recognising non-formal learning
better than most other systems because there has been time to observe and study
systematically the problems and possibilities. A major issue is the close link between standard
and assessment. The formulation of standards: who takes part, how much time and resources
do they have at their disposal, how do they approach the task of describing these functions,
performances or outputs.

The Irish accreditation of prior learning (APL) approach is clearly based on the same
performance-based approach to assessment as we find in the UK. This is hardly surprising,
since the mutual learning between these countries has been strong, and is still so. The Irish
experience, however, is of a more limited character than the British. FAS, the Irish training
and employment authority, has been the main promoter and initiator in this field to date. The
accreditation of prior learning is integrated into the general certification framework. The
following principles are emphasised: firstly, FAS certifies skills and skills levels, not courses.
The performance-based output-orientated perspective found in the NVQs and elsewhere, is
thus central to the Irish model. Secondly, a modular training programme is matched by
modular assessment. Thirdly, emphasis is on practical and personal skills as well as related
knowledge. Fourthly, industrial standards have been established through cooperation and
participation with relevant interest groups. Lastly, assessment should be criterion referenced,
and each assessment should be linked to key objectives identifying the skills and knowledge
to be demonstrated. Actual experience with APL in Ireland, however, has been limited. Since
1992, projects in retail, construction and electricity supply, have been carried out, utilising
somewhat different methodological approaches. The future development of assessment and
recognition of non-formal learning in Ireland is not clear. While being important, FAS
represents only one part of the Irish certification landscape and it has yet to be seen whether
the establishment of TEASTAS, a national body intended to nationalise certification of
vocational education and training programmes, will make a difference. It should also be noted
that the “project approach” of FAS, promoting APL in time-limited projects towards limited
areas/branches, does not guarantee the permanent introduction of these methodologies. It is
fair to say, however, that a certain amount of experience has been gained from these APL
projects, supplemented by participation in diverse European programmes and projects.
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The Dutch approach to assessment and recognition of non-formal learning can in some
respects be compared to the Irish. The influence of the UK-NVQ system is evident, but the
general performance-based modular system has been translated into a specific Dutch variant,
differing from the British. The actual development of methodologies, especially those
promoted by the Ministry of Education through CINOP (CEDEFOP 1999h), can also be
characterised as limited in approach, thus far being tested in a limited number of sectors and
occupational areas. As in the Irish case, important methodological experiences have been
made, of interest also to other European countries. The CINOP assessment model is very well
documented (Klarus 1998, CEDEFOP 1999g)). It is centred on a practical task to be solved
and consists of three distinct stages: planning, execution and evaluation. Within these stages,
different assessment methodologies are used and the aspects focused on differ from each
other. In the first stage, planning, the aim is to assess the candidate’s methodological
competencies and his or her ability to plan the task ahead. Criterion referenced interviews are
used together with observation of work preparation. The second stage focuses on the actual
execution of the task, trying to assess execution as well as reflective skills. Assessment is
based on a combination of observation (of process and result) and a criterion-oriented
interview. In the third stage, evaluating/adjusting, the aim is to assess the reflective skills of
the candidate. The candidate is asked to reflect on the task performed, to identify alternative
ways of doing it, and to indicate how the chosen approach could be transferred to other
working situations. The CINOP approach is linked to and based on the already existing
qualification structure (standard) for secondary vocational education. The approach is clearly
integrated into the framework of the Educational and Vocational Training Act (WEB) and can
thus be looked upon as an initiative to link non-formal learning to the formal system. The
Dutch qualification standard is based on job and task analysis and it can also be characterised
as industry driven (social partners take part, at all levels, in the definition of the standards).
The content of the qualification is divided into three types; vocational competencies,
competencies for further development and social and cultural competencies. All relevant
parties, government, social partners and representatives of the educational system, have
agreed that different learning pathways should be accepted and supported. As pointed out by
several observers (CEDEFOP 1999i), the Dutch approach to non-formal learning is more than
the CINOP model. Experiments are currently being undertaken both at national and branch
levels, in order to develop methodologies and systems for the identification and assessment of
non-formal learning. Initiators and target groups differ, from those seeking national, official
certificates or exemption from parts of the training (as in the CINOP approach), to branches
and enterprises trying to identify and assess the competencies held by their employees.

Concluding our discussion of the three countries covered in this section, the overwhelming
acceptance of an output-oriented, performance-based model of education and training is most
striking. The general acceptance of learning outside formal education and training institutions
as a valid and important pathway to competencies, seems hardly to be questioned. What is
questioned, however, is how such a system should be realised. The UK and the Dutch
experiences illustrate clearly some of the institutional, methodological and practical problems
linked to establishing a system able to integrate non-formal learning within its framework.
The challenge of developing an accepted qualification standard seems to represent the first
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and perhaps most serious obstacle. As long as assessments are supposed to be criterion-
referenced, the quality of the standard is crucial. The UK experiences identify some of these
difficulties, balancing between too general and too specific descriptions and definitions of
competencies. The second important challenge illustrated in the UK and Dutch cases, but not
reflected in our material on the Irish experiences, is related to the classical assessment
challenges of reliability and validity. In our material, the problems have been clearly
demonstrated but the answers, if they exist, not so clearly indicated. The Finns, by networking
and training assessors and relevant institutions, have probably indicated one possible strategy.
Concluding that qualification standards can never achieve a perfect balance between general
and specific descriptions, the Finns focus on the competencies of the assessors. This is
probably relevant in the UK, Dutch and Irish cases as well.

1.2.5. A French approach? France and Belgium (')

France has been characterised as an extreme case of “certificate fixation” (Merle 1998). As in
the cases of Italy and Greece (3.3), a certificate not only reflects a formal level of attainment,
but the qualities of a person and the rank he or she is entitled to. Mehaut (1977) points to three
functions met by French certificates: firstly as an internal standard of the education system;
secondly as an external standard for the labour market; and, thirdly, as a personal and
hierarchical identifier. This “certificate fixation” is perhaps best reflected in the system of the
“grandes €coles”, but influences behaviour in other areas as well, including vocational
education and training. The high value attributed to certificates in France is very much linked
to the national and homogeneous character of the education and training systems. Education,
including vocational education and training, has been provided within predefined, complete
national routes, leaving little room for personal or institutional experimentation. Although
changes have taken place during the last decade, the stability of the system has contributed to
its transparency; individuals and employers are in the main familiar with the various
qualifications awarded at national level.

During the past 10 tol5 years, these systems have increasingly been questioned. Stability, it is
emphasised, can also be interpreted as rigidity. The homogeneity of the system may easily turn
into an obstacle to the renewal of knowledge and competencies with alternative forms of
learning not being accepted because they do not fit into the prescribed routes defined by the
national systems. This criticism has been expressed in a number of contexts, gradually
“spilling over” into legal and institutional reforms aiming at a closer link between formal
education and training and the learning taking place at work. Basically, we talk of two sets of
legal initiatives with somewhat different profiles and objectives. Firstly, the 1985 law on the
“Bilan de competence” permits the validation of professional competencies acquired outside
formal education. The initiative may come from the enterprise or from the worker him-

(") Luxembourg would normally have been presented in this chapter. After consultations with representatives of
the educational authorities of Luxembourg, CEDEFOP concluded that the level of activity in this area was
too low to defend an independent national study.
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/herself. This right was strengthened through the Law of December 1991 which states that
employees are entitled to educational leave for the bilan. The aim of the “Bilan de
competence” is, according to the Law of 1991, to permit the employee to understand his or her
professional and personal competencies as well their motivation and aptitudes in order to
facilitate their professional as well as their educational plans and careers. A bilan is divided
into three phases: firstly, a preliminary phase where the motivation and needs of the employee
is clarified and where the procedures/methodologies of the bilan are presented. Secondly, an
investigative phase where motivation, personal and professional interests as well as personal .
and professional competencies are analysed and mapped out. Finally, the results of the
analyses are presented to the candidate and used as a basis for dialogue on future training and
career plans. After having concluded the process, the candidate receives a synthesis document
which is supposed to identify clearly his or her personal and professional competencies, thus
helping to clarify the necessary steps to be taken to realise future plans. On average, the
described process requires 19 hours. A total of 700 “centres de bilan” have been set up all
over France. In 1994, these centres issued 125000 bilans at an estimated cost of 340 million
FF. Three quarters of all requests were made by employees, 52 % of these being women, 44%
in the age group 16-25 and 47% in the age group 26-44. Almost 50% of those asking for a
bilan indicated that “elaboration d’un project professionel” was their main objective, 20%
“recherche d’emploi”, 21% “‘recherche de formation”. Only a very small percentage, 1.9%,
indicated that the bilan was a first step taken in order to be validated relative to a certificate or
diploma in the formal education and training system.

Secondly, the law of July 1992 on the validation of skills acquired by work experience is
directly linked to the national framework of diplomas and certificates, and thus recognises the
legal equality between competencies acquired inside and outside formal education and
training. This law, administered by the Ministry of Education and linked to the initial training
system (leading to a “Certificate d’aptitude professionelle” (CAP) or a certain level of the
“Brevet de tecnicien supérieur” (BTS), is paralleled by a system for “assessment of
competencies and skills acquired through work experience” (EVAP), developed by the
Ministry of Labour. This system is linked to the certificates issued by the Ministry based on
continuing training. Certificates issued by the Ministries of Education and Labour are both
based on specifications (standards) drawn up in agreement with the social partners in
consultative committees (CPSs). Normally, the work of the CPSs has been closely linked to a
specific training course but acceptance of experiential learning as a legitimate qualification
pathway implies that the specifications also have to consider this aspect. Different from the
“Bilan de competence”, the potential of the 1992 Law has yet to be realised. Merle (op.cit.) is
of the opinion that the system for acquiring formal qualifications through validation of skills
acquired on the job “...has been slow to get under way and is far from meeting workers’
expectations”.

While the Laws of 1985, 1991 and 1992 are important indicators- of a changing attitude
towards non-formal learning in France, the qualifications awarded by the Centres d’etudes
thermiques et energiques (CTH) and Certificates of vocational qualifications (CQP) can be
looked upon as an alternative to the traditional certification system because they relate to
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(practical) skills used in firms and are less linked to following a course. So far, industries have
been very cautious in creating CQP, the number awarded annually is not much in excess of
4000. Originally, CQPs were designed to certify qualifications of young people who had
followed a course of alternating on-the-job and off-the-job training. Today, the industries
developing CQPs have given them very different functions: certification complementing the
national education system, recognition leading to career advancement and a system of industry
certification paralleling that of the national education system.

In many ways, France can be looked upon as the country in Europe with the longest and
broadest experience in the area of identification, assessment and recognition of non-formal
learning. The legal base established through the Laws of 1985, 1991 and 1992, indicates
clearly that non-formal learning is important and that its place, relative to that of formal
learning, should be clarified and strengthened. Furthermore, the practical experience gained
from the system of “Bilan de competence” is important. Both in terms of volume/costs and
methodological experiences, the system of “Bilan de competenmce” is important also outside
France. Non-formal learning has, more than in other European countries, become an important
part of the political debate on education, training and work. The topic is integrated into the
national political discourse among social partners and has also become a topic covered by
researchers. Michelle Virville’s proposal that national sets of qualification benchmarks should
be set up within a tripartite structure to allow all validated qualifications, whatever their basis,
to be formulated in a common language, can be looked upon as an example of the growing
importance attributed to this topic in the French context. On the other hand, the traditionally
strong position of formal certificates and diplomas indicates that non-formal learning will not
automatically be trusted in the same way as formal learning. In France, as in other countries,
legal recognition of non-formal learning is just a first step and general acceptance of
alternative forms of learning is another matter.

The Belgian situation is very different from that of France. According to accessible
information (CEDEFOP 1999i), the debate on these issues is almost non-existent, and very
few initiatives have been taken in the area of assessment and recognition of non-formal

“learning. Vocational training in Belgium mainly takes place in educational institutions, more
specifically in schools specialised in vocational and technical education and training. A very
small proportion of young people take part in vocational training through apprenticeships.
There might be a link between this predominantly school-oriented approach to training and
the lack of focus on non-formal learning outside formal education. This has to be elaborated
in future studies to be published by CEDEFOP.

An initiative has however, been taken by the Conseil de I’education et de la formation of the
French community in Belgium. Their suggestion from 1997/98 is to reform (harmonise) the
entire system of validation linked to vocational and professional competencies, initial and
continuing. A broader conception of qualifications compared to that of the existing system is
emphasised and proposed. According to this proposal, a qualification must be defined as the
totality of those competencies necessary to execute a task or those interlinked tasks necessary
to have a vocation. Competencies acquired through work experience are underlined, pointing
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to the potential inclusion of non-formal learning in the assessment practises of the Belgian
education and training system. As a neighbouring country to both France and the Netherlands,
very little cross-boarder influence can be detected. Neither the French activity in this area
during the past 15 years nor the influence of the Dutch experimentation seem to have affected
the Belgian system very much. Whether this will change in the near future remains to be seen.

1.3. Conclusions

Generally speaking, the focus on non-formal learning at work, in leisure activities and at
home, is not so much a question of increasing the capacity of learning as it is of improving the
quality of learning. Having surveyed the different Member States of the EU on this issue, the
basic motivation behind efforts in attempting to capture non-formal learning seems to be the
hope to identify and utilise other forms of learning and knowledge than those stemming from
the formal system. As the White Paper (1995) states: There is a need for a broader knowledge
base, a need to combine the qualities of specialised teaching in education and training
institutions and the qualities of experienced-based learning from actual and practical
working/life situations.

In this way, the growing interest and focus on non-formal learning is perhaps not so
paradoxical as it may seem at first glance. Perhaps it can be viewed as a more mature way of
understanding the dynamics underlying reproduction and renewal of knowledge and
competencies. This view emphasises the heterogeneous character of learning. Learning cannot
be standardised, we should rather try to utilise and combine as many and as various forms of
learning as possible.

Methodologies and institutions for the assessment of non-formal learning can be looked upon
as necessary tools to build bridges between the various forms of learning, from education to
work and from initial education and training to continuing education and training. Generally
speaking, countries within the EU/EEA have a long way to go. We find few examples of

methodologies and/or institutions operating at full scale as integrated parts of the permanent

national systems. More countries have established a legal base for such systems but
experimentation at project-level, practical and permanent implementation has yet to be
accomplished.

Although incomplete, the experimentation and planning taking place in most EU/EEA
countries is an important signal of a changing perspective. Learning taking place outside
formal education and training institutions is increasingly receiving attention. The exact role of
methodologies and institutions aiming at the assessment and recognition of non-formal
learning in the future is difficult to predict. However, based on the evidence of the CEDEFOP
project on identification, assessment and recognition of non-formal learning, the tendency to
strengthen links between the formalised and the non-formalised domains of learning can be
observed in all Member States of the EU/EEA and is gaining momentum. ’
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2.  Why Measure Human Capital?

Riel Miller (%)

2.1. Introduction

The question “why measure human capital?”” belongs to that category of queries which find a
more complete response by exploring what might happen in the future. Of course such “future
contingent” questions and answers have roots in the past and present. But, as will be argued
over the following pages, in this case a much richer analysis emerges if consideration is given
to developments which may occur over the next twenty to thirty years. By considering what
might happen in the medium to long-run future new light is thrown on both why and how the
quality of human capital information could be significantly improved.

This exercise is a bit like imagining what it was like to answer another question that was
posed long ago: why introduce universal compulsory schooling? At the time, over a century
ago, the answers were not so obvious. Why should governments deny parents the income or
labour provided by children working in the field, factory or mine? Who could be sure that all
of these new pupils were capable of learning in a classroom? What made books a better way
of teaching than experience? Why train children to obey a stranger? Will it even be possible to
build enough schools, find enough teachers and extract sufficient tax revenue to pay for the
educational system?

Over the years plenty of convincing responses were found to these questions. Not every
country came up with the same answers nor have all of the questions gone away. Still, for the
most part, there is now widespread acceptance of the practical feasibility as well as economic
and social validity of the school system’s legal and institutional structure. This hard won
legitimacy is largely rooted in the broad changes associated with the long process of
industrialisation and urbanisation. Today it seems obvious, not only that a universal and
compulsory school system is feasible but that without it the wealthy industrial societies
characteristic of OECD countries would be impossible.

Current clarity regarding the answers to yesterday’s questions offers little consolation to the
long-departed decision makers of the 19" century who had to make the tough choices and
speculative arguments in favour of introducing a vast school infrastructure. Similarly, from
today’s perspective, the arguments in favour of introducing the frameworks necessary for
measuring human capital probably seem as farfetched as the proposals to introduce
compulsory universal education did a century ago. The main justifications are still waiting for

(**) The opinions expressed in this paper are the personal views of the author. Internet address for the OECD
International Futures Programme http://www.oecd.org/sge/au . E-mail address: riel. miller @oecd.org
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events that have yet to fully unfold. Many crucial questions remain unanswered. What is
meant by “measuring human capital”? Is it really feasible to measure what people know?
What would justify the kind of infrastructure necessary for the effective, efficient and
universal measurement of human capital? Might existing credentialling systems be
undermined? Will treating people like capital be dehumanising?

Neither these questions nor the tentative answers that are quietly emerging as part of the
transition to a “learning society” have the ready familiarity that characterises current debates
about the future of schooling or education reform. Nevertheless, as is briefly reviewed over
the following pages, the economic and social changes taking place - initially in OECD
countries - may create both the need and capacity to undertake universal, lifelong, inexpensive
and accurate measurement of human capital.

22. Emergence of a learning economy and society

Three basic characteristics of the emerging learning economy and society are likely to both
facilitate and require the introduction of vastly more efficient methods for measuring human
capital: a) the growing knowledge intensity of economic activity, b) the integration of
production and consumption, and c) the transformation of social decision making.

2.2.1. Knowledge intensity of economic activity

There are many indicators that point towards the growing knowledge intensity of economic
activity. One of the most important trends is the shift away from the fixed design or once-only
conceptual input characteristic of mass-produced items. In typical mass production sectors of
the economy, such as the automobile industry presented in Diagram 1, the output often
consists of a relatively limited number of designs (number of products). Henry Ford famously
explained the limits of early mass-production when he stated: ““You can have any colour (car)
you want, so long as it's black”.
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Diagram 1: Conceptual Input to Automotive Production

Mass production (Ford), 1914

Votume pel

Mass production (Sloan), 19205

Number of products on sale

Source: J.P. Womack, D.T. Jones y D. Roos, The Machine that Changed the World, Rawson Associates, 1990.

Today the primary trend in OECD countries is not only towards so-called “mass-
customisation” in the field of manufacturing but equally in the now dominant service side of
the economy where there is a shift to personalization. Service providers, from grocery and
clothing stores to airlines and universities, are all trying to profile their customers in order to
deliver output tailored to the individual. Even McDonalds style food services are trying to
broaden the range of products they produce in order to appeal to locally specific tastes and
individual customers. For instance a salad bar, where the customer makes their own choices —
specifying the types of ingredients and quantitiecs — means that the individual adds an
important and perhaps decisive part (in terms of the decision to buy) to the final product’s
design.

Even though many of the initiatives towards customisation are still modest, working from a
limited menu of choices offered by the supplier, the direction is clear. More knowledge —
particularly the specific tastes or desires of the customer — is being added to both goods and
services. Instead of all of the conceptual value added contained in a product coming from the
engineer or designer, there is now a move towards co-operation where front-line workers and
consumers introduce what are often the most valuable, unique qualities. Diagram 1 depicts
this evolution for the archetypal, mass-produced item - the automobile. At first, leaving the
craft era for mass-production meant that the conceptual input per unit of output declined. Then
as manufacturing techniques advanced it became possible to solicit the views of the consumer
regarding a fixed set of options. In the future it is possible that the consumer will become a
co-designer of their car. If this comes to pass it will mean that the long-standing distinctions
between supply and demand, production and consumption are beginning to breakdown.
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2.2.2. Integration of production and consumption

Not that such changes take place overnight. For instance, the diffusion of the attitudes, habits,
managerial know-how and physical infrastructure — from shopping malls to highway systems
— that characterise the mass-production, mass-consumption economy and society, spanned
many decades and involved many profound changes. During this process the connection
between the producer and consumer became ever more indirect, mediated by a long chain of
designers, sub-contractors, wholesalers, distributors, marketers and merchants. Gradually, the
consumer no longer initiated the production process like when they planted their own garden
or knitted their own socks. Using the overwhelming force of lower prices for products of
uniform quality, mass techniques first penetrated and then displaced prevailing and entrenched
sources of supply, consumer relationships and even tastes.

As mass-production lowered the prices of good that were previously inaccessible or too costly
consumers ended up making selections from the items on offer in a store or mail-order
catalogue. Food and clothing made at home or by the local artisan were eventually replaced by
products from a distant factory and distributed by supermarket chains and department stores.
There is no reason to glorify the usually limited choices and often mediocre quality of many
“home-grown, home-made” products and services. In addition, affordable mass-produced
consumer goods and services have made a major contribution to improving living standards.
Still, from the perspective of creative initiative the mass-era relieved individuals of
responsibility. Most people no longer needed to know how to make what they wanted, they
just bought what was available. And, as consumer safety and protection laws were gradually
put in place, it also became reasonable to take product quality (or at least minimal safety) for
granted. Consumers no longer needed to take responsibility nor accumulate the in-depth
knowledge required for undertaking production or carefully assessing quality.

Diagram 2 offers one way of looking at the extent of choices and degrees of responsibility of
the consumer. At one extreme, in the bottom left-hand corner of Diagram 2 is the passive
consumer that makes few choices, and when they do tend to blindly follow the latest
advertising campaign. At the other end of the spectrum, in the upper right-hand corner is the
“cyber creator”. This person goes beyond today’s active consumer, who tries to be informed
and make the best choice while still remaining fundamentally passive in accepting what is on
offer. Instead, the “cyber creator” breaks with the current, dominant mass-consumption model
by becoming a fundamental part of the production process.
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Diagram 2: Consumer Activism and Choice

Active Consumer -
Applies Knowledge o
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The likelihood of moving from a society populated by “couch potatoes” towards one
dominated by “cyber creators” does not, at first blush, seem to be as obvious as the shift that is
already underway towards more knowledge intensive production. From today’s vantage point
it is difficult to imagine that the majority of people will get beyond equating choice with the
chance to select what is in a catalogue, on a store shelf or pitched by advertising. Passivity and
ignorance, bred by decades of mass-consumption, are deeply engrained in the behavioural and
organisational patterns of daily life. Still, an impressive range of technological, economic and
social forces are both creating the incentives and opening up the opportunities that might turn
many more people into “cyber-creators”.

Five main forces could, if working in combined harmony, be sufficient to surpass the mass-
era’s entrenched and fairly comfortable passivity and detachment from responsibility. First
there are inherent human desires (be they minimalist or gluttonous) for goods and services that
are tailored to a personal definition of high quality. Second, there is the race by suppliers to
beat competitors by delivering individualised products. Third, the rich information flows
required for such consumer and producer creativity are finally becoming affordable. Fourth, as
depicted in Diagrams 3 and 4, the world of work is also under-going changes that are likely to
enhance people’s capacity to take initiative and responsibility. And finally, the fifth major
factor helping to propel the “couch potato” off the sofa is a greater conscious and direct
engagement with the surrounding world provoked by a wide range of important and often
disturbing social changes, from new family formations and emerging community networks to
greater awareness of cultural diversity and changed demographic structures (see the next sub-
section).
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Diagram 3: The End of the Firm?
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All of these trends are inter-dependent. For instance, as consumers manifest greater initiative
and assume more responsibility, producers will also have to change — partly in response to
demand side pull and partly because of the evolution of business models due to the push of
competition and the pursuit of first-mover profits. From this perspective the firm, particularly
in the organisational forms most prevalent today, is not necessarily a permanent fixture of
economic life. Just as mass-production evolved, in part, from the impetus provided by waves
of innovation in how firms were organised, financed and managed, so too will the learning
economy and society.

Diagram 3, depicts what might happen over time if the economic advantages of producing
within the organisational structure of today’s familiar firm — due to the lower cost of sharing
information and the greater ease of building trust —gives way to a production system
dominated by cyber-creators. Along the way, workers will become much more independent.
As Diagram 4 makes clear this means migrating away from the traditional assembly line jobs
with predictable tasks and an imposed order towards the unpredictable freedom of the artist,
even if the degree of original creativity is not at the same level. The transition from the lower-
left to the upper-right quadrants of Diagrams 3 and 4 is an earthshaking break that leaves
behind an economic and social order dominated by industrial age firms like General Motors to
a new universe of decentralised and autonomous creators organised in many different ways.



Diagram 4: Adaptability, Work Task Predictability and Organisational Freedom
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Making such a leap is far from a forgone conclusion. For one thing, establishing the degree of
transparency and trust formerly found only within the protective boundaries of the firm will
entail tremendous changes. Workers in firms, not unlike consumers accustomed to making
choices from a supermarket’s shelves, are generally used to and comfortable with the rules
that limit their scope for independent initiative. This has largely come to be reassuring since
the burden of decision making — along with the need to ascertain the accuracy and
trustworthiness of needed information (be it product safety for the consumer or co-operation
on the assembly line/office for the worker) — is minimised. Within the privileged space of a
firm or store, usually facilitated through physical proximity and a common (tacit and explicit)
culture, the cost of establishing transparency (information access) and trust
(assessing/negotiating the degree of information accuracy) is significantly reduced. In part, the
efficiency enhancing contribution of mass-production and consumption is derived from these
lower costs. Furthermore, by narrowing the scope of decision making, the learning
requirements for workers and consumers are also limited and hence there is a reduction in
these related expenditures. '

For most people, be it workers taking instructions about what and how to produce or
consumers trusting that a vendor’s product is safe, the institutions and culture of the mass-era
considerably reduces the overall degree of responsibility and effort. In contrast, the full
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integration of production and consumption implies that each product or service is made
specifically according to the unique requirements dictated by the individual. A person’s shoes,
clothes, house, grocery supplies, educational syllabus are all made to measure and according
to their tastes. For workers and consumers the burden of gaining knowledge adequate for such
tasks is shifted to the point where it is fair to describe this new condition as an entirely
different culture from that of the mass-era. Diagram 5 sketches a world of unique products,
conceived by the consumer and produced in co-operation with enterprises, be they individuals,
teams Or companies.

Diagram 5: Culture of Craft Production and Unique Consumption
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The viability of such a world will hinge, in large part, on the ease with which consumers can
develop their tastes and find dependable, skilled suppliers able to co-operate in the realisation
of the desired output. Producers will also need inexpensive, accurate and trustworthy ways of
signalling what they know how to do. In short, new ways of encouraging learning (human
capital flows) and communicating what a person knows how to do (human capital stocks) will
be crucial. This is really the learning economy — because learning becomes the fundamental
activity. Learning that is not narrowly technocratic in today’s sense of earning credentials or
passing tests to become part of a meritocratic hierarchy, but from the perspective that learning
is the foundation for creative action. On the demand side of the economy consumers learn
continuously as they cultivate their tastes and seek ways to express them. On the supply side
of the economy the notion of learning from one’s customers takes on a whole new meaning as
the production process becomes a joint effort to combine the technical knowledge of the
producer with the creative ideas of the consumer.
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Such a cultural revolution in economic life will not happen overnight, nor will it occur
without an equivalent transformation of the surrounding social tissue of laws, operational
rules, customs, values and institutions. Just as the emergence of the mass-era was
accompanied by a refashioning of the broader social fabric in OECD countries - universal
suffrage, changing family structure, public social security, etc. - it is fair to expect that the
advent of the learning society will also reshape the existing social landscape.

2.2.3. Transformation of Social Decision Making

In many parts of the world isolation, autonomy and homogeneous societies are giving way to
inter-action, inter-dependence and social heterogeneity. A wide variety of factors are at work,
from globe spanning television shows broadcast by satellite and expanding international air
travel to the low cost of sharing information over the Internet and continuing tides of
migration. Large segments of the world’s population are now being exposed to ideas, cultures,
goods, services and people that in the past were either unknown or inaccessible. Horizons are
being broadened at the same time as many established and dearly cherished perceptions are
being shattered. Long-standing definitions of social status, identity and authority are being
challenged, often without any convincing or practical replacements. Despite the backlashes
and fear that such changes provoke, the overall trend - driven largely by economic pragmatism
- seems so far to be towards greater tolerance and openness.

Diagram 6 sketches two dimensions of this changing social tapestry. On the horizontal axis is
the degree of ethnic, linguistic or cultural diversity - from homogeneous and monolithic on the
left to heterogeneous and kaleidoscopic on the right. The vertical axis tracks a basic social
attitude - the extent to which people are open and tolerant of others and new ideas - from
closed and intolerant on the bottom to open and tolerant at the top. This set space is divided,
although not exclusively, between two types of community - one physical and the other the
just emerging virtual worlds of cyberspace. On the physical side, for instance, many major
cities of the world demonstrate that people from a large number of distinct backgrounds,
outlooks and credos can mostly live and learn together. While on the virtual, Internet side it is
all too easy to find examples of all kinds of communities, including racist ones composed of
individuals that are physically scattered across the planet but closely joined in their intolerance
of people of a different race. Without being at all exhaustive, Diagram 6 illustrates the vast
range of potential outcomes that may result from the upheaval taking place in both the social
composition of society and its attitudes or values.
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Diagram 6: Social Composition, Openness and Tolerance - Virtual and Physical

Ouverte et : o e
e . ) i B \0 I”
tolérante o ° . 0\ e
scientifique ' \‘ \Q
- \l ‘\\9
. C ‘ /,l' . ; . . "
Web O "~ Grande
raciste .- - métropole
° . L, . e
" - Enclave
Fermée et d o théocratique
intolérante - — -
Homogéne et Hétérogene et
monolithique kaléidoscopique

Which tendencies will dominate remains to be seen. One set of influential drivers that might
end up encouraging greater openness and acceptance of diversity involves the previously
discussed trends towards more knowledge intensive production and an eventual fusion of
demand and supply. Such changes are almost certain to be combined with significant
technological advances that facilitate contact and exchange at all levels of society — from the
local to the global. This profusion of inter-connectedness is likely to coexist, even
complement the accumulation of inter-dependencies. Strong forms of mutual dependency are
relatively inescapable aspects of a more elaborate economic division of labour (again, both
locally and globally) and the reality of our common ecological fate on a small planet. Isolation
or withdrawal from open commerce, unconstrained inter-relationships and planet wide co-
operation looks to be a poor and ineffectual alternative. Autarky is unlikely to attract people
away from either the productivity gains that arise from specialisation and exchange or the
obligation to work together when dealing with environmental issues like climate change that
cross borders and political dividing lines without asking permission.

‘A world that is both more inter-connected and inter-dependent, in ways that are measurable

and recognised by most people, may also encourage a flourishing of organisational models
and responsibility/authority systems. Diagram 7 explores these options in terms of the degree
of time/space flexibility and the extent to which authority or decision making power is
decentralised. Perhaps most straightforward is the relationship between time/space flexibility
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and inter-connection/inter-dependence. It may seem slightly mundane, but surviving off the
land or even punching the clock at the factory gate leaves little room for flexibility in when
and where one works and lives. Industrial societies make up for this time/space rigidity by
having relatively open labour markets that introduce flexibility through job-turnover. In the
future it is conceivable that an increasingly intricate division of labour and efficient
telecommunications will make it feasible for people to work and live when and where ever -
without being forced to give up their work or community relationships. Around the clock and
around the world the availability of creative collaborators and trusted communities could
create an unprecedented degree of time/space flexibility in people’s daily lives. In this future,
individuals will be able to choose when and where to work and live without the coercion or
limits imposed today by the lingering habits and rules of the mass-era.

Diagram 7: Time/Space Flexibility and Decentralisation
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As for authority systems, there seems to a basic historical undercurrent that leads to the
erosion of centralised, autocratic power - be it in the home, at work or in society at large. In
many ways the changes wrought in this century in the name of democracy, feminism and
religious freedom have been very dramatic. For large parts of humanity the arbitrary and
absolute rule of father, husband, cleric, boss, lord or politician has been significantly reduced.
What the future holds is of course uncertain, but long-standing aspirations for enhanced
liberty could combine with the evolution of greater individual economic autonomy to
encourage an even greater dispersion of power across all parts of society. Individual self-
determination, not just as a consumer or producer, might take on new meaning as children,
spouses, workers and citizens gain (or have thrust upon them) more rights, responsibilities and
choices. How a society with such radically decentralised authority systems will be able to
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function may seem somewhat difficult to fathom. No doubt the same perplexity has often
plagued parents faced with their child’s demands for independence and chieftains confronting
democratic rebellion. What is fairly certain is that the capacity to grasp and effectively
exercise personal responsibility depends largely on the ease with which one can learn. In this
sense decentralised authority systems and the learning society go hand in hand.

Moving to states of permanent self-discovery, as a consumer/producer, and of individual
responsibility/engagement, as a citizen of planet earth, considerably transcends current
practices and capabilities. From today’s perspective, individuals and institutions seem ill
equipped to carry the burden of creativity and self-direction that would characterise everyday
life in the upper-right-hand reaches of Diagram 7. The knowledge requirements for
continuous decision making and initiative in every dimension of daily life seem implausibly
heavy for such a society to be feasible. Still, before we jettison these future options as
impractical, it is worth remembering that foresight depends heavily on hindsight. Meaning, it
was regularly the case that major socio-economic change looked to be well beyond basic
individual and institutional capabilities until it happened.

Take, for example, the introduction of compulsory schooling along with the shift of the
majority of people to cities and non-agricultural employment. Over the years entire
populations that had paced life by the sun and seasons with knowledge handed on directly
from one family member to the next shifted to an existence regimented by the clock and
structured preponderantly by the behavioural and cognitive goals inculcated by mass school
systems. Taking this comparative vantage point, life at the beginning of the 21st Century
could be characterised as vastly more complex than at the turn of the 20th. Only, for the most
part, the tools of survival - like literacy, common codes of conduct, telecommunications,
government, etc. - have kept pace. So, even though the 19th Century farmer might arguably be
like a fish out of water in today’s hurly-burly city, most people born and bred to these times
manage to make it through the day with probably almost the same degree of equanimity as
their ancestors. Leaving aside the perennial hubris of the “now”, which so often insists that the
present era is the most complicated, rapidly and radically changing, etc., it might be possible
that as the world around us changes so too does our capacity to handle it. Thus, if history is a
guide, there may be a path - more or less bumpy - that takes us from the still relatively passive
societies of the mass-era to more activist learning societies of the future.

Getting there will no doubt be a complex and protracted process. There is even a chance that
along the way people will choose to go in another direction or to slow the pace and nature of
change so that the world remains more or less like it is now. However, if the forces that foster
the learning economy and society prevail there is a good chance that one of the primary
building blocks will involve improving the transparency of human capital. Transparency
depends largely on better — easily understood, trusted, inexpensive — measurement of what
people know.
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2.3. Conclusion: Towards human capital transparency

Every era has had its methods for revealing what people know how to do. For a long time fine
gradations for distinguishing different types and degrees of competency were not particularly
important. Titles or designations of social status were generally adequate, if inexact proxies
for a person’s competencies — knights knew how to fight, priests gave last rights, guildmasters
knew their craft. Mostly in this century, certificates from educational institutions became the
signal of choice, indicating a certain minimum capacity in a particular field. A high school
diploma came to mean that the person would probably show up on time for work and could
usually be expected to be able to read and calculate at a basic level. In the regulated and
certified professions, when someone hung out a shingle as a doctor or lawyer it was fair to
assume they had the basic skills required by the guild. Up until recently these rather vague,
usually input related (years at school, prestige of university) indicators were adequate for
getting a job and guiding people’s investments in their human capital. In any case, there was
not much choice. The most readily recognised signals of acquired human capital were (and are
still) based fairly exclusively on successful completion of compulsory schooling. This suited
the mass-era just fine.

A learning economy and society will need to go much further. Perhaps the biggest break from
current practices is likely to be the shift to measuring what people know regardless of how
they acquired their competencies. This is a radical step that puts the school of hard knocks
potentially on par with Harvard, it also means that entrepreneurs whose first ventures have a
high probability of failing can still bank the assets of their learning through recognition of
their arduously acquired competencies. Such “compensation” for investing in learning has a
good chance of finally creating the incentives that might make the so far unsuccessfully
pursued goal of broad participation in life-long learning a reality. Additionally, a much more
refined and supple way of measuring what people know could significantly improve the
allocative choices made by individuals, co-workers, and employers looking either to make
new investments in human capital or make better use of existing knowledge assets. Diagram 8
depicts these relationships in terms of the sources, uses and assessment mechanisms of what
people know - all in relation to the creation of wealth.

At the moment, at least in most OECD countries, the overwhelming emphasis is on what
happens in the lower right quadrant of Diagram 8. The sources of learning that are given pride
of place are those of educational institutions. Experience and other ways of acquiring
competencies are not paid much attention nor offered significant official credit. As for the
centre of the diagram, the institutions of knowledge transparency and valorisation of today are
also strongly biased towards formal educational institutions that have the state sanctioned
right to certify “educational achievement”. This is a jealously guarded power of immense
economic and social importance. Allocation of the stock of human capital and the incremental
investments that constitute the flow of knowledge acquisition are deeply influenced by this
signalling system and its associated incentives and disincentives.
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Diagram 8: Learning and Wealth Creation
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A learning economy and society will need to take a much more open, efficient and refined
approach to the recognition of what people know — regardless of the source. Otherwise it will
probably be impossible to achieve the requisite intensity of continuous learning. Decisions
concerning both incremental investments and the allocation of existing human capital assets
will need to become significantly easier and more efficient than today. Indeed, it is not
farfetched to expect that the feasibility of any social orders where learning is the central
activity hinges on establishing very high degrees of transparency regarding what people know
how to do. Such transparency is perhaps the key enabling element for a major shift towards
knowledge intensive production, the full integration of supply and demand, the general
diffusion of constant creative initiative, and the leap in social engagement and responsibility
essential for the functioning of an entirely flexible and decentralised social order.

No doubt, establishing such full transparency with respect to a person’s competencies will
involve many changes and innovations to existing expectations and institutions. Building up
highly neutral, flexible, diversified and efficient systems of prior learning assessment will
depend on the development of the appropriate norms, rules, organisations- and relationships.
All of which are likely to differ according to local, national and regional traditions. No one
model or method will fit all circumstances. Indeed, there is already an impressive range of
initiatives underway. Unfortunately, most of the current attempts to recognise and validate
what people know tend to be go-it-alone programs run by one constituency or another — firms
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or school boards, universities or professional bodies. As a result these efforts are fragmented
and often isolated to the point where there is no choice but to go through the expensive
process of reinventing the assessment methods and/or categories each time. Furthermore, most
efforts use competency assessment measuring sticks drawn from, at best, recent employment
and educational categories. Referencing human capital to mostly mass-era jobs and credentials
(even those in the service sector) poses two major problems.

First, measuring what people know using yesterday’s yardsticks is too rigid and narrow. Think
of it in terms of the difference between two types of Internet search engines such as Yahoo
and Alta Vista. With Yahoo there are pre-set categories which, even if up-to-date, still offer a
relatively rigid division of the world into a few subject headings. Alta Vista, or any one of the
full text search engines, offers an open ended way of finding the exact bit of information that
you are looking for using the words that correspond to your specific request. Both are useful,
depending on your needs and preferred search strategy. Similarly, a learning economy and
society that depends on the ease with which creative, free-form associations can be made will
need signals for what people know that are up-to-date and open ended. Here a patent office
model might be an instructive precedent.

Only, and this is the second problem, innovations in this field are strictly constrained by
vested interests. Consider the four most obvious constituencies: Individuals naturally want to
see their skills portrayed in the best light. Teachers and the organisations to which they may
belong want to see that their pupils receive the most recognition. Employers — be they
traditional firms or the joint producers of integrated supply and demand — have a clear interest
in paying only for the minimum qualifications needed to complete a particular task.
Governments hope to ensure that there is adequate investment in the skills which may be
generally beneficial to the public good, beyond what individuals or organisations might
finance on the basis of their narrower interests. With each of these constituencies pursuing a
distinct and often opposing agenda it is no wonder progress has been slow. Considerable
inventiveness and political perseverance will be required to actually introduce and widely
diffuse the social and institutional enablers that will make it possible to accurately,
inexpensively and accessibly assess what someone knows how to do.

Despite the difficulties, the needs of the learning economy and society are driving human
capital transparency systems forward. Better ways of validating individual’s unique skill
mixes and track records are springing up all over the place. Individuals are seeking to be
assessed so they can capitalise on what they know. Firms are trying to upgrade and improve
the allocation of worker’s skills. Educational suppliers, often responding to competitive
pressures, are beginning to offer credit for knowledge acquired outside their institution. And,
the public sector is redoubling efforts to validate and motivate learning throughout society. As
a result, it is easier today to measure what people know than it was in the past. Still, many
obstacles remain to be overcome, particularly if the aim is to realise the degree of human
capital transparency envisioned over the previous pages.
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Daunting as the requirements of a learning society may seem, it is worth keeping in mind
precedents like the development of compulsory schooling or the introduction of patent
systems. Over a century ago imagining the functioning and benefits of universal education or
legal mechanisms for owning intellectual property required an assessment of both plausible
long-run trends and desirable goals for the future. Answering the question - why measure
human capital - demands a similar willingness to examine people’s aspirations against the
background of what may be feasible a generation or two from now.



3. Mobility and social cohesion

Eric Fries Guggenheim

An odd title for an Agora on the identification, assessment and recognition of informal
learning! The title makes no mention of informal learning, its evaluation or recognition. And
yet recognition of achievement is at the heart of the debate: it is the key to restoring social
cohesion, threatened by short-term flexibility, by developing a personal, social and
occupational mobility that promotes true recurrent training. This is what we would like to
demonstrate here.

3.1. Social cohesion under threat

At a time when distances are shrinking due to the ever greater speed of transport and personal
contact is becoming ever closer due to the explosion in information and communication
technologies, the divides between social groups are widening. Up to the late 1960s, in
conditions of general growth, there were few problems in obtaining access to work, and every
group could be assured of a share of added value in return for their involvement in economic
activities. From the early 1970s, however, changes in production and in the exchange of goods
and services led to great disparities among social groups in terms of accessing gross domestic
product and sharing added value.

The opening up of markets for goods and services, and later of financial markets, led us to a
period of instability and disruption, in which employers had to make constant efforts to adapt.
Employers, however, live very much in the present and rarely take the long-term view. In
conditions of steady growth they may allow themselves to plan for the medium and longer
term, develop a more collective view of their role in social organisation and take into account
the social aspects of work on the basis of socio-economic indicators. In this case, work is seen
as a resource to be made the most of. When the economic situation is at lower ebb, however,
they focus on the only indicator recognised by free trade and open competition - the rate of
profit. Labour is then regarded as a cost.

Over the last quarter of the 20" century, the portion of added value represented by wages has
steadily declined. The quest for efficiency and productivity has led to constant efforts to
reduce labour costs and lay off surplus personnel. This form of workforce management is
called “flexible employment”. Bernard Bruhnes (**), among other writers, distinguishes five
types of such management: externally quantitative (redundancy, recruitment), internally
quantitative (working hours — half-time, part-time), functional (variation in the pace of work,

(**) Bernard, Brunhes; Jacques, Rojot; Wolfram, Wassermann. La flexibilité du marché du travail: Nouvelles
tendances dans l'entreprise. Paris: OECD, 1989.
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breakdown of the working day into several hourly increments, multiskilling), externalisation
(fixed-term contracts, temporary contracts), and pay flexibility (profit-sharing, individualised
wage levels).

3.1.1. Microeconomic effects

Flexible employment is a concept relating to the microeconomic behaviour of the enterprise.
The enterprise decides to dismiss, hire and resort to temporary labour. As a general rule,
flexibility is imposed on and passively accepted by the workforce, in the name of an inevitable
and indisputable economic logic.

Yet such short-term measures, though in some cases used as a last resort (e.g. by employers
faced with dwindling order books), are always painful and costly to the employer. In today’s
Western economies, laying off personnel always costs money (redundancy payments); if later
on business revives and new workers have to be recruited, this also has its cost. It is expensive
to seek personnel, and the employer never knows the extent to which a new worker will be
involved in his or her work.

But there is another, heavier cost to be borne, one which relates to the involvement of the
workforce still employed in the enterprise. An employer known for coping with short-term
problems by making people redundant cannot expect much commitment from his workforce.
All in all, recourse to the external market has a high cost and the employer needs to think
twice before resorting to it.

Tapping the external labour market may of course have the advantage of bringing in younger,
more recently trained workers, who find it easier to adapt to new technology. In some cases
recruitment grants may even be available. Quite apart from the fact that an employer cannot
expect the loyalty of qualified employees with higher levels of diplomas unless he or she
offers them genuine prospects of advancement, problems may arise in day-to-day practice for
other staff members — those who have fewer diplomas and qualifications but are more familiar
with the actual job to be done. It is never worth disrupting an establishment’s age pyramid.

One cannot shed all the competent, experienced members of the workforce. But newcomers
deprive older workers of the prospects of advancement to which the latter rightly feel entitled.
For their part, young people entering the company find that their career prospects are limited,
if, as is common, they have been taken on for jobs with a short-term outlook. This is a no-win
game for everyone, starting with the employer.

Early retirement raises a similar problem. Obviously it offers younger employees fresh
opportunities for promotion, but it disrupts the balance of the age pyramid. After a few over-
rapid promotions, career advancement may come to a dead end. Furthermore, early retirement
deprives the enterprise of the experience and skills of older employees. Their value should be
gauged less by their hourly productivity — which admittedly may be on the decline — than by
the quality of their interactions with colleagues (and these are ever more crucial as production
processes diverge more and more from the Taylor model), their ability to train younger
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colleagues, their flair for detecting problems and especially their ability to anticipate potential
problems.

Over the past few years, in order to avoid the repeated redundancy and rehiring costs entailed
by such policies of surplus staff management there has been wide-scale recourse to temporary
employment. In France, in 1994, 70% of recruitment concerned temporary posts. Stable
employees now account for only 55% of the active population, compared with 76% in 1970.

Admittedly, temporary jobs occasionally have advantages for employees, too. Fixed-term
contracts may operate as a sort of antechamber, allowing employers to screen people before
they are recruited on long-term contracts; they may also offer an opportunity to less qualified
members of the active population, who experience difficulty in finding a job, to display their
skills and qualities. Some people may in fact use a temporary job as a breathing space, in
which they enjoy a measure of freedom and which allows them to push up bids from potential
employers. Nevertheless, temporary jobs reinforce the division of the labour market into two
areas that are separate in terms of pay, workplace integration and work-linked social rights
(the rights to training, profit-sharing and benefits in kind).

Although the creation of a second labour market and the greater flexibility of employment
may, in some cases, benefit employers, by lowering wage expenses, raising profitability and
allowing for greater flexibility in dealing with the demand for products, these options are not
without their unwanted side effects. Within an enterprise, practices such as redundancy,
conversion to temporary staff and losses through early retirement may entail certain costs to
the employer. Personnel management does not usually take such costs sufficiently into
account.

Be that as it may, the true costs doubtless arise elsewhere. Taylor-style flexibility - short-term
flexibility - in reaction to variations in the volume of work has serious macroeconomic and
above all social effects.

3.1.2. Macroeconomic and social effects

If a growing proportion of the active population is out of work, and if there is greater general
instability of employment and increased emphasis on part-time work, then consumer standards
tend to fall and global demand to weaken. In periods of crisis, consumption is of the wait-and-
see type. Households fall back on essentials and ultimately take refuge in generic products,
seeking out the lowest prices as best they can. The same behaviour is exhibited by enterprises
when procuring spares and components for their own production. This tends to reduce the
volume of global demand and, above all, to divert demand towards lower-quality, often
imported, products -- especially from low-pay countries where workers enjoy little social
protection. Consumption of domestic products falls because of the precautionary
accumulation of savings and the re-channelling of an increased portion of demand to foreign-
made products. This can only reduce the demand directed to domestic producers, who see this
as a confirmation that they have been right to cut back their workforce and make employment
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more flexible. This is what creates the vicious circle characteristic of our economies. For
example, in France the uncontrolled development of hypermarkets and the concentration of
retail trade among a handful of very large buyers undoubtedly work against national
employment. In the name of defending household income and the purchasing power of
families, national employment is sacrificed, which further reduces the earnings coming into
households. France is now exporting this system to Spain, Portugal and Greece.

The full force of the cumulative employment crisis tends to be felt by the less skilled workers
and employees on the secondary market. It also results - in countries such as ours where
substantial social rights were won in times of growth - in an excessively high cost of unskilled
labour.

Rising unemployment and over-systematic use of partial unemployment by certain large
enterprises, that have adopted this as a ‘“customary” method of personnel management
(contrary to the spirit of the measure) lead to a reduction in the social contributions received
by unemployment insurance bodies while adding to their disbursements. This inevitably leads
to adjustments in social security levies. Where those levies are essentially based on wages, as
is the case in France, the result is an increase in the cost of labour. Placing ceilings on social
security contributions, as is often the case, leads to higher taxation for unskilled work
compared to skilled work. This reinforces the exclusion from employment of a whole category
of the active population, condemning it to a second-tier labour market or to social welfare, and
reinforcing the vicious circle of unemployment already described.

But it is on the social level that the effects of short-term employment management are most
serious. They are of three kinds:

(a) radical deskilling of a sizeable portion of the active population ;
(b) the disruption of patterns of value and attitudes;

(c) arise in antisocial and delinquent behaviour. -

In most of our countries a division of tasks has been created between the school system and
the workplace. The school system provides general education — the three Rs and technology —
and in some cases preliminary vocational training. It also promotes socialisation outside the
family, contributing further to individual development. School concentrates on cognitive and
social skills. The workplace, on the other hand, imparts skills to employees — technicians,
blue-collar workers and office staff — and concentrates on occupational competences. In many
cases, we can also observe a division of tasks between large and small workplaces, with small
concerns serving as training places for youths who have derived the least advantage from
compulsory schooling and larger concerns offering school-leavers a higher standard of
education and training than their first jobs, or giving the chance of promotion to people who
have acquired their skills in the smaller concerns.

As employers cut back to a hard core of skilled and more highly trained workers,
unemployment becomes concentrated among young people of low educational attainment. As
a result, the opportunities formerly available to those young people to acquire skills through
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working in an enterprise are vanishing. It is thus becoming harder to train these young school
dropouts. As demonstrated by Arthur Schneeberger here, at a previous Agora (", even in
those countries where vocational training has followed the pattern of the dual system
(alternating training and employment), employers now tend to recruit apprentices who exhibit
the kind of cognitive and social skills not possessed by school dropouts. It is true that a whole
armoury of measures has been set up to counteract this trend and to encourage employers to
take on youngsters of low educational attainment. Even so, the hard core of those excluded
from employment is expanding because of this deskilling phenomenon. However, today’s
youngsters are tomorrow’s adults, tomorrow’s 29-46-year-olds. In other words — and this is
undoubtedly the most serious concern — older people, those who could take young people in
hand, those who share the same social origins and background, will very soon have
disappeared from enterprises.

Regarding value and behaviour systems, we are facing a twofold phenomenon: the general
establishment of a welfare society and, in parallel, a dilution or even the disappearance of old
forms of solidarity.

The difficulties faced by young people in finding employment (twenty years ago 70% of 20-
year-olds had jobs, compared with today’s 30%) are making them more dependent on their
families. The financial burden on middle and lower class households, whose children often
continue in school for want of an alternative, is increasingly heavy. For those youngsters who
do not even have this support, all they can count on at best is an arsenal of welfare measures
enabling them to exist. A very real problem then arises concerning youth autonomy and youth
emancipation, how youngsters can take control of their futures, and more simply the issue of
young people’s access to citizenship and to a sense of taking part in a collective effort and
common destiny.

As far as the traditional forms of solidarity are concerned, we can only record their slow
dissolution. Though unemployment may not be the cause of the break-up of the family, it
aggravates the consequences. Instability has considerable effects on families’ standard of
living and puts them at risk of social exclusion. Losing the income of a single parent is far
more serious than losing the income of one of two working parents. Family instability,
moreover, detracts from the equilibrium of parents and children and the slightest
destabilisation, especially in working life, may lead to conflict, break-up, divorce, unpaid
alimony, etc., while social relations play a shrinking role in resolving such tensions. Isolation
is spreading. More than one in ten member of the active population lives alone. This is

(**) Arthur Schneeberger, The concept of a Minimum Learning Platform, Educational contents and methods for
improving the low-skilled. In: Agora IV — The low-skilled on the European labour market: prospects and
policy options. Luxembourg: Office for Official Publications of the European Communities, 2000. (Cedefop
Panorama series, 5097). Available from Internet: http://www?2.trainingvillage.gr/etv/publication/download/
panorama/5097 en .pdf [cited 21.7.2002]

These changes are analysed in details in Lorenz, Lassnigg; Arthur, Schneeberger: Transition from Initial
Education to Working Life. OECD-Country Background Report: Austria, Research report commissioned by
the Federal Ministry of Education and Cultural Affairs, Vienna, July 1997, pp.10 et seq. and 18 et seq.
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particularly common among older members, and questions may arise as to the consequences
of the spread of early retirement, the rise in female unemployment, etc., on the lives of such
people, for whom work remains the preferred place of social relationships. The disappearance
of solidarity itself is encouraged by the influence of ideologies that are against compulsory
contributions and by the current trends towards a society based more on insurance than on
solidarity ('*). Although welfare support undoubtedly does not have great social advantages its
disappearance is a serious matter in that it sanctions exclusion and often makes it irreversible.

This is no doubt the most serious danger the spread of short-term management and greater
flexibility of employment poses to our social structure. Exclusion from employment and
solidarity measures (health, substitute earnings, etc.), and exclusion from training lead young
people, the marginalised, certain second or third immigrants - who half a century ago would
have been assimilated in a single generation - to take refuge in ghettos and create their own
sub-cultures. This is their way of finding alternative means of solidarity and alternative ways
of securing income and accessing the consumer patterns of the “other half of society”, which
they see reflected in the mirror of television. An alternative society, living at first in the
margins of our own, starts drawing up its own rules and codes. Taking advantage of the blind
alleys of mainstream society and resorting to petty crime (thieving, receiving stolen goods,
etc,), drug-dealing, prostitution and so on, this counter-culture ultimately preys on society and
may, if we are not careful, ultimately destroy its roots. A lack of prospects and growing
rancour are feeding a spirit of revenge among a sizeable portion of our society, generating
violence and delinquency which exact a major social and economic toll. One only has only to
observe how far violence and insecurity affect an economy as prosperous and as
technologically advanced as that of the US. One merely needs to look at how the development
of Latin American societies (although Argentina made good headway during the interwar
period, as did Brazil and Chile after the World War II and Venezuela after 1958) has
collapsed under the weight of extreme social divisions and the poverty and violence they have
generated.

How can all this be overcome? How can we reconcile the need to adapt to radical changes in
production and consumer patterns as the millennium draws to a close? How can we withstand
the shock created by the pace of globalisation, which the dominant liberal ideology has
imposed, while reducing the social gap that threatens our way of life and restoring social
cohesion?

In fact there is no miracle solution. Restoring social cohesion will require long-term efforts
affecting our patterns of collective behaviour and involving the co-operation of every socio-
economic actor. What is needed is to create the conditions in which every member of society
can once again have prospects and look forward to a future. This will not be achieved by
dismantling the system of social protection or by doing away with minimum wages or
deregulating the labour market. Nor will it be done by taking away the powers of the State or

(*) Fragonard, Bertrand; et al. Rapport de la commission du Commissariat Général au Plan sur Cohésion
sociale et prévention de I’Exclusion. Paris: La Documentation Frangaise, 1993
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by encouraging tougher competition. Indeed, precisely the opposite is true. As Jean-Paul
Fitoussi says, “equity [must] not be a secondary concern, a dressing for the wounds created
by the circumstances; [it is] the very prerequisite of effectiveness (16). Change is necessary
and adaptation to outside constraints unavoidable; but it must not be the result of forced
flexibility imposed from without. Instead, it should the result of mobility, chosen freely by
workers who possess the necessary skills and can be confident that such a move does not
represent a demotion.

3.2. Mobility as a source of social cohesion

Mobility is at the opposite extreme of flexibility. Of course it implies a change of job,
employer, workplace and/or residence, just as flexibility does; but while flexibility is imposed
on working people, mobility is freely consented to, even desired and sought after.

Mobility may occur inside or outside the enterprise. Horizontal internal mobility corresponds
to a move to a department or job at an equivalent level of responsibility and/or pay; vertical
internal mobility involves a higher level of responsibility, with or without a rise in pay.

Mobility outside the enterprise reflects a desire to earn a promotion or embark on a career that
the previous employer could not or would not grant. It may also amount to forestalling the risk
of losing one’s job, or to a desire to live in a different place, work with different people or
expand one’s horizons.

A talent for mobility is a virtue in an economic system such as ours, which is in a constant
state of flux. Mobility is in fact a source of mutual enrichment. For the enterprise, it brings in
a newcomer who will no doubt take a more critical and objective view of the enterprise than
existing staff; the new arrival is a source of diversity and enriches the concern’s practices and
experience. For the person taking advantage of such opportunities, mobility represents a
chance to acquire further experience and new skills. It also leads to socio-cultural
intermingling which promotes the greater homogeneity of the group concerned i.e. the
creation of a workplace culture and the strengthening of a sense of belonging to a group, a
collective. Mobility at the individual’s own initiative also has positive effects on the group, as
the latter gains a larger perspective and enhanced cohesion.

It is also rare for mobility not to be linked to material advantage (greater responsibility, higher
pay) or other benefits (more interesting work, greater autonomy). It is therefore a source of
motivation and makes for a more dynamic personnel.

However, mobility needs to be prepared and created. The methods of production and
organisation of labour which characterise the turn of the century have the greatest interest in

(% Fitoussi, Jean-Paul. Compétitivité et cohésion sociale. Lettre de I'OFCE n°°133. Paris: Les Presses de
Sciences Po, 1994,
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developing autonomy, adaptability, team spirit and co-operation; but this calls on employees,
employers and society at large to develop skills. and qualities that have so far been
undervalued.

If employees are to be autonomous, we must have confidence in their skills, their ability to
adapt, their capacity to deal with contingencies. This presupposes a general standard of
familiarity with the production process permitting a person to see things in perspective and
genuinely to anticipate difficulties. As Fourastié notably suggested, “la gestion de la panne”
(forward management) has succeeded “la gestion de la peine” (management of manual work).
This makes just as much call on “socio-relational behaviours”, as Y. Lichtenberger (”) calls
them, “where the keywords are incentive, responsibility, adaptability”, as on technical or
technological knowledge. These skills, however, are usually drawn from individuals’
pathways: the situations they have experienced, the tests to which they have been put and the
relationships they have created.

This points to a style of personnel management that is the opposite of short-term; one that is
based on placing people in a working situation and offering them access to continuing training
(including general and cultural education as well as training leading to diplomas), clear-cut
career prospects, a good workplace environment, good relationships and communication
within the enterprise.

Multiskilling and adaptability have a cost, measured in terms of the effort to integrate
employees and to negotiate relationships within the enterprise; they possibly also incur
additional pay costs (efficiency wage). The advantage they offer is that they make plain the
full range of employee’s qualities: inventiveness, flexibility, personal commitment and so on.

Mobility — that is, flexibility, adaptability, curiosity, multiskilling, etc. — can meet qualitative
changes in demand for new variety and quality requirements as well as the quantitative
fluctuation of demand. All these competences and skills help to reduce the unit cost of
products, which now tend to be produced in short batches — a far cry from the mass production
of past Taylor/Ford styles of manufacturing. They help make quality reliable by ensuring that
people understand and respect procedures rather than just learn simple production
mechanisms.

A type of personnel management that promotes internal mobility makes it possible for the
enterprise to adapt to market shifts and ongoing technological change by drawing solely on
internal resources, without having to rebuild the work collective. Using this internal market
also enhances the standing of employees, offering them pathways to work success and
sometimes even personal success (with training leading to qualifications). This stimulates
their productivity and causes others to emulate them. In addition, it encourages employees to
train themselves, not just at work but also outside working hours (a positive factor, in that the

(') Lichtenberger, Yves. Ressources humaines, formation et qualification: renouveler les approches. In:
Coriat, Benjamin; Taddéi, Dominique (eds.), Entreprise France, Made in France 2. Le Livre de Poche,
1993.
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borderlines between work and non-work are becoming blurred). This allows for the forward
management of employment.

This is not true just of the more qualified employees. We would recommend on this subject
the Initiative-Emploi insert to Le Monde of 13 September 1995 ('®). In among all the doom-
and-gloom articles in this supplement, describing the doubts and blues of 50-year-old
executives now facing flexible management, there is a short article by Marie-Claude Betheder
describing a large company’s policy for integrating unskilled personnel. She recounts that
“women sorters and packers, workers who have specialised in operating certain machines, and
who were at threat of losing their jobs” have been trained to operate digital command
machines. These workers included cleaners and women close to retirement age. According to
the personnel manager, they now know not just how to operate such machines but even how
to programme them.

This called for an undeniable effort on the part of the company, but also on the part of the
workers. The implication is that the job must have a “sound basis”. People cannot be
constantly asked to move ahead, to stop doing what they have been doing and launch on
whatever other functions the company needs, unless they can be sure of keeping their jobs. In
fact, as Jean Bué (*°) writes, “flexibility in personnel management is incompatible with the
flexibility of employment: it is hard to reconcile temporary jobs with autonomy at work”.
Instability and mobility fit uneasily together.

Mobility also comes at a cost for the employee. As clearly shown by Valérie Aquain, Michel
Cézard, Alain Charraud and Lydie Vinck in an excellent article in Travail et Emploi (20), it
has to be paid for. Increased autonomy, greater versatility and the introduction of new
technologies offer advantages, but also impose additional burdens. For example, new
technology adds to the mental burden associated with work. As it calls for greater vigilance,
one must be in a constant state of alert to concentrate on selected sources of information and
cope with several problems at once. The reactions generated are tension and anxiety, though at
the same time growing skills enhance one’s image of work and one’s self-esteem. In short,
mobility is not a free ride for employees (*"). It calls for effort, but effort in the higher sense of
the word — not a cut in one’s purchasing power by a certain percentage of extra VAT, nor an
increase in the patient’s contribution towards medical treatment, but a positive effort for the
collective, i.e. the company. In the final analysis it is effort for oneself - for one’s own job
security, for better relationships at work and in society. Thus, mobility, while profitable to the
employer by promoting the reorganisation of work, is also beneficial to the community at
large.

('*) Betheder, Marie-Claude. Ici, I'on apprend: Initiative-Emploi. Le Monde, Wednesday 13 September 1995.

(*) Bué, Jean. Les différentes formes de flexibilité. Travail et Emploi, 1989, No 41.

) Aquain, Valérie et al. Vingt ans d'évolution des conditions de travail. Premiéres synthéses de la Dares, mars
1994, n° 46.

(3" Baudet, Marie-Béatrice. Les nouveaux visages de la subordination. Paris: Le Monde, 17 October 1995.
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Even so, mobility has to be constructed and prepared; it cannot just be decreed. The vital
instrument which is used to generate the competences and state of mind that make mobility
possible is still the training of citizens and workers — not just during their initial period of
training but throughout their lives.

Thus mobility is supported by recurrent training (*?), a vital instrument of which is the
certification of vocational knowledge.

3.3. Recurrent training — a factor of mobility

There is a direct relationship between level of qualification and mobility, both internal and
external, both geographical and sectoral.

The concept of qualification is a complex one that has been forged throughout the 20th
century; it was brought into focus by the organisation of labour that became common currency
after the Second World War, reaching its peak in the mid-1970s.

The concept of qualification incorporates factors relating to:

(a) theoretical expertise or knowledge

(b) know-how and “know-what” or competences

(c) rights and duties, such as the statutory authorisation to engage in an occupation, one’s

place in the hierarchy, pay, benefits in kind, etc.

To the individual, skills form a complex object that is built up and maintained through initial
and continuing training, by means of what Edgar Faure ®) called “permanent education”.

How is a person’s training organised over his or her life? We find it hard to disagree with the
breakdown of life into three training periods: *:

(a) Education and training in the school

(b) Period of entry into working life

(c) Adult education and training

The trend throughout Europe is to extend the duration of the first phase. This is partly justified

by the need to prepare the working population for a world of growing complexity; but it is
also closely linked with the current difficulties in finding employment.

LI NS

® Asa rough approximation we shall assume here that the concepts of “recurrent training”, “permanent
education” and “lifelong learning” are very close, although not synonymous.
*®) Faure, Edgar; et al. Learning to be. The world of education today and tomorrow. Paris: Unesco, 1972.

(*) Trautmann, Jacques. Fin de l'idée d'éducation permanente?. In: Actualité de la formation permanente,
No 159, p. 15-24. Paris: Centre INFFO, 1999.

58

62



The second phase, entry into the working world, has been growing in importance, especially
with the introduction of measures designed to promote young people’s transition to
employment. This is a period of learning operating along the lines of alternating work and
training.

The third phase, covering the greater part of an individual’s life, is adult training, which has so
far remained in the background. Very few countries in the European Union have, as in
Denmark, made adult education a priority of their educational policies.

However, as we have already pointed out, mobility as a guarantee of social cohesion is closely
correlated to the level of skills attained — especially as these skills must be constantly kept up.
Work experience is an essential element of the qualification level, but theoretical knowledge
is just as important. Furthermore, generic knowledge of both cognitive (ability to learn) and
social kind (autonomy, ability to adapt and to co-operate) has become vital assets in the
pattern of productive activity that is gradually becoming established at the end of this century.

A continuous period of work uninterrupted by a period of theoretical training is undoubtedly
of benefit to professional experience and know-how but it entails wear and tear on
qualifications as they age and as a person’s theoretical and general knowledge become less
relevant.

Too long a period out of work also adversely affects qualifications as knowledge and
competences acquired in the past become obsolete. Such a period, however, may also be an
opportunity to begin, or return to, theoretical training.

The lesson is that it pays for adult training to be recurrent. Work-linked training of a kind that
maintains both aspects of skills — expertise and experience, knowledge and know-how - is
one of the most suitable methods to achieve this. Alternating between training and work is just
as effective in adult life as at the initial age of transition to the labour market.

The growing importance of generic, cognitive and social skills entails another major
consequence: it narrows the all too prevalent divide between vocational training and general
education, between the training of a worker and the training of a person. General and
vocational training are two facets of the development of the human personality; one bolsters
the other. A person’s theoretical knowledge and generic skills provide a basis for the
development of vocational training and competence. Conversely, vocational training and work
experience may prove to be a good starting point for the broadening of general knowledge and
a spur or stimulus for basic education and training; it is after all during the performance of a
job that one often becomes aware of one’s own shortcomings and consequent need for
theoretical knowledge. As it becomes increasingly evident that training is a permanent process
of education integrating various facets of knowledge the importance of validating learning —
i.e. of recognising, evaluating and certifying knowledge, know-how and competences acquired
in non-formal settings — becomes self-evident.

Recurrent training is in fact addressed to all; the range of fields and standards of knowledge,
and of fields and standards of training, is infinite.
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The validation of learning helps link educational and occupational pathways: the effort needed
to attain a given training and/or mobility project can be assessed in the light of what has
already been achieved. By limiting duplication and overlaps, this can save valuable training
time and thus reduce training costs. It also provides an opportunity to review the standard of
qualification among employees. This can be as useful to the employer - who is all too often
unaware of his workforce’s skills - as to the individual, employed or not, who may lack
reference points e.g. after many years of working in the same enterprise or after too long a
period of inactivity or unemployment.

Thus, the validation of learning is both a phase and an instrument of the educational process.
It is vital that it should be rewarded by, or lead in the short term to, some form of recognition,
certification, or diploma bestowing social acceptance and legitimacy. For this reason, we
believe it is no longer desirable to create different titles and diplomas and certificates for the
validation of work-based learning and for initial training. To use Jens Bjgrnvold’s monetary
metaphor in his article on methods and systems of evaluating informal learning *) it is not
desirable to create competing currencies, i.e. competing certification systems, for at least two
reasons:

(a) Firstly because, according to Gresham’s law, “bad money drives out good”. When several
types of certification co-exist, we will find that all the casualties of the system hold ad
hoc certificates which in reality act as a stigma, preventing them from joining the main
labour market, condemning them to the second tier and blocking their access to further
quality training.

(b) Secondly, because one of the aims of validating learning is to provide a shared form for
different individuals through education, training, access to qualification and the
acquisition of skills. In short, the point is to add to social cohesion. What matters is the
level of knowledge, experience and competence achieved — not which road one has taken
to Rome, but whether one has arrived. Now it may be that all roads lead to Rome, but one
has to make a start. The validation of knowledge is an excellent means of motivating
individuals and spurring them on to embark on the educational process, to encourage
them to design and implement their own personal and occupational plan. It represents
recognition of an individual’s status as a producer and his or her social role and therefore
value. It is a way to boost self-esteem, combat feelings of inferiority and break the
vicious circle of deskilling that shuts people off, blunts their appetite for knowledge and
leads them to reject training (Agora IV).

Apart from this, the reskilling to which the validation of learning leads recognises individuals’
right to access, through their work, a growing share of the gross national product, i.e. the
added value produced by society. This allows people to hope for a better reward for efforts

(*) Bjgrnavold, Jens. A question of faith? Methods and systems of assessing non formal learning require a
legitimate basis. European Journal Vocational Training, September-December 1997, No 12, p. 68-75.
Available from Internet: http://www?2.trainingvillage.gr/download/journal/bull-12/12-97-en.pdf [cited
30.5.2002] :
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expended in the production of goods and services. When one is aware of the threat that poor
living conditions, instability and insecurity represent for society, such prospects, which
constitute a major motivating factor, should not be overlooked.

3.4. Conclusion

The validation of learning has as its starting point a generous idea: that “there is no such thing
as a man without qualities”. It is a generous idea because it is based on the recognition of the
Other as partner and fellow citizen, regardless of his or her starting level of qualification. It
reflects the resolve to recognise the effort made by every individual in his social and working
life to acquire knowledge and skills of use to society, and admits that there is no one training
path. Thus, the validation of learning is part of a generous move towards greater acceptance; it
is an moral choice to evaluate effort fairly and to capitalise on knowledge and skills. It
subscribes to the idea that nobody should be excluded a priori either from the right of access
to a reasonable share of social wealth or from the duty to contribute to its production. This
also implies that there is no reason to accept the law of the market, and the flexibility it
imposes, as inevitable, or to believe that our societies can only stay wealthy at the price of
excluding and impoverishing certain categories of worker.

To counteract the principle of flexibility we need to apply the principle of voluntary, value-
enhancing mobility. To achieve this the general population will need to reach a minimum
standard of qualification. This in turn will require a process of recurrent training (permanent
education, as Edgar Faure would call it, or lifelong learning, as the White Paper says) in which
the recognition and validation of non formal learning is an essential tool.

Generosity and fairness are also prerequisites for restoring social cohesion. Permanent
education worthy of the name, combining initial and continuing, general and vocational,
training is truly a prerequisite for mobility and for the development of the labour force’s
adaptability.

Nevertheless, it cannot stand alone. It is not enough for the active population to be able to
adapt to the changes and needs of the production system; the system itself must be able to
integrate this qualified personnel. This, however, is another issue — not a problem of
educational science, but a macroeconomic and political problem of how to share jobs and
incomes and how social partners should co-operate.

As stated by Jean Paul Fitoussi, Director of the Observatoire Frangais de Conjoncture
Economique, “The solution to the gravest problem faced by a democracy in peacetime, i.e.
mass unemployment, [cannot] be found if we resign ourselves to an overwhelming rise in
inequalities and to the dismantling [of the] social welfare system. On the contrary, the solution
lies in greater cohesion - not just for reasons of morality, but also of effectiveness [...]. Equity
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[must] not be a secondary concern, a dressing for the wounds created by circumstances; [it is}
the very prerequisite of effectiveness”. %

(*) Fitoussi, Jean-Paul. Compétitivité et cohésion sociale. Lettre de 'OFCE n°°133. Paris: Les Presses de
Sciences Po, 1994
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4. Social partners round table - Is there any
consensus on the validation of non-formal
learning and if so, what?

Eugenio Rosa (*'), Mike Coles (**), Donald Kerr (*)

4.1. Eugenio Rosa

Do we agree about what the validation of learning means? Is there any consensus on this
question and if so, to what extent?

I should first of all like to thank Cedefop for this kind invitation to discuss an issue of extreme
importance to us in Portugal. It is important because about 70% of the people working in
enterprises in Portugal have at most the basic school-leaving certificate, and their skills have
been acquired through experience rather than academic channels. This is therefore a crucial
issue in Portugal. We in the trade unions are giving very great attention to the matter, to the
extent that we have developed a pilot experiment, which I shall describe to you here.

As early as 1985, the CGTP provided vocational training throughout the country, in
vocational colleges and schools run by both the Ministry of Labour and the Ministry of
Education, which were then to be found in eight regions in the country, with about eight
hundred students. Very recently, we signed an agreement with the Ministry of Labour, and
together with that Ministry we have set up centres to train workers throughout the country. In
1998, as part of a community programme, we also set up a distance learning centre for
workers in SME, and we are already offering distance learning courses.

On the basis of this varied long-standing experience, we set out in 1996 to introduce an
internal certificate for the training which we provide. Why?

In 1991, a vocational training agreement had already been signed between the Government
and the social partners, including the CGTP. Under this agreement, a standing tripartite
certification committee was established from that date. In 1994, tripartite technical

) Confederagio Geral dos Trabalhadores Portugueses — Intersindical Nacional (CGTP-IN) — Portugal.‘
Available on the Internet: http://www.cgtp.pt/index2.htm [cited 18. 2.2002]

(®*) The Qualifications and Curriculum Authority (QCA) — United Kingdom.
Available on the Internet: http://www.qca.org.uk [cited 18.2.2002]

(29) Foras Aiseanna Saothair — Training and Employment Authority (FAS) — Ireland.
Available on the Internet: http://www.fas.ie [cited 18.2.2002]
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certification committees were in place for most occupations. At a practical level, however, the
work done so far by these committees has been very limited. This huge administrative
machine has succeeded in doing only two things to date: validating training for trainers and, in
1999, providing certification and validation for the occupation of taxi-driving.

There is also certification for some occupations with little impact on the economy, such as
cable-laying, etc. There is thus no certification for the vast majority of training in Portugal,
even though tripartite certification committees have already been at work for quite a number
of years.

That is why, in view of this situation, we were obliged to introduce what we call internal
certification for our own training courses. There are two types of evaluation for the training
which we provide:

(a) evaluation of knowledge carried out by trainers throughout the course;

(b) at the end of each training course, we have introduced a scheme or system of internal
evaluation distinct from that used by the trainers.

This ‘pilot’ system of internal certification (it is an experimental system), which we have been
operating since 1996, has already been implemented in about 200 courses, involving some
3000 trainees.

At first, we had based the aims of the system on those of systems aiming to certificate exactly
the operations needed to carry out the tasks of a given occupation.

However, this certification is broad-based. It is intended not only to validate the knowledge
acquired by trainees in the training courses which they have completed, but also the skills
which they may have acquired in previous training, and the skills which they will have learnt
from work experience. This final evaluation is independent of the system of evaluating
knowledge applied by teachers during training courses. It is based directly on the various
occupations. As a result, we have started to prepare a manual for 21 occupations in which we
provide vocational training, in order to define the essential core of each job, and to determine
what we regard as the key skills and knowledge for the job in question. This forms part of a
manual that we have devised in our training centre.

In order to put this system in train, we enter into a contract at the end of each training course
with a professional in the occupation concerned, selected on the basis of experience and
knowledge. For example, when we finish a book-keeping course, we enter into a contract with
a book-keeping professional who is not a teacher (and has preferably never been one) in order
to carry out the internal certification. On the basis of the standards, key knowledge and skills
in the manual, this professional then creates instruments which may be used as simulations of
real situations, as classroom exercises.

At the end of a course, trainees are evaluated on the basis of a relatively neutral instrument as
to the key skills which we regard as essential to carry out that particular occupation. It is the
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results of this test that are included in the evaluation certificate, which is different from the
other knowledge evaluation certificate drawn up by the trainers throughout the training course.

Since 1996, there being no system akin to certification of occupational skills in Portugal, we
ensure that each trainee has at the end of the course a certificate of knowledge acquired that is
linked to the training course or training programme, and has in addition a certificate of
occupation-specific skills in which he or she has been tested.

This system, which we have set up in our training courses, is having beneficial effects, both
because it permits evaluation of the training system itself and because it allows a training
system to evolve in as much as from the start of the course every trainer and every trainee
prepares in accordance with those characteristics.

On the basis of this actual experience over three years involving more than 3000 trainees, a
number of conclusions can be drawn, which I shall put to you now.

A credible skills certification system is essential because of the information which it can
provide both to the trainees on the course and to employers. It also supplies training bodies
with information about the quality of the training which they carry out.

In the absence of a suitable certification system, a country may have a large number of
training courses of inadequate quality. Moreover, a certification system means that training
courses will meet the needs of employers.

For workers it is also essential in that it gives them a document which recognises their skills,
not only their formal skills but also their experience.

The employers’ organisations have strong reservations about the tripartite committees which I
mentioned just now, even to the point where some committees are completely paralysed
(financial services and banking). This is despite the fact that at the individual company level,
certification would provide a guarantee that potential employees had the skills that the
company was looking for.

Another major finding from the Portuguese experience is that it is in fact very difficult to
acquire all the skills required to do a job at one go, and from our experience I believe that we
should move towards step-by-step validation and certification of skills.

Furthermore, the boundaries of occupations are in flux, new skills constantly being
incorporated and others becoming obsolete. In my view, certification should not go further
than what each worker needs for his or her activities.

On the other hand, while accepting that formal qualifications are important — whether awarded
by universities or training centres — and in the knowledge that the principle of certification
cannot be called into question as such, I believe that certification should essentially be based
on tests taken in the real or simulated working context rather than on a simple examination.
Workers should also not be obliged to have all the key skills in a given occupation validated,
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but only those which are relevant to them and for which they feel prepared. They should be
asked to undergo further tests at later dates in order to obtain certification of the additional
skills used in carrying out the job, which they will acquire through work experience.

These skills and certificates should not be obtained through any form of training course, but
through experience.

The key skills of which I am speaking, both theoretical and practical knowledge, will form
part of a list of skills drawn up by the tripartite technical certification committees. For the
system to function, however, it is not entirely necessary that this list should cover all
occupations and all key skills. It would be enough for certain key skills to be identified for the
most significant occupations, the list then being updated regularly, in terms of both
occupations and key skills.

The development of certification instruments and the refining of tests would then be entrusted
to one of the tripartite technical certification committees. But experience has shown that
although the technical aspect is crucial, attention must also be given to the quality of work.

If a system of certification is actually to be applied, it might be decided that it should operate
initially in those occupations where certification of skills is feasible, and that it should be
expanded gradually to include a larger number of occupations and key skills as new skills are
identified.

The skills of each worker thus certified would be entered in the worker’s record card (carnet)
of final skills, part of the cost being borne by employers and part by the State.

4.2. Mike Coles

Do you agree with the reasons given by Eugenio Rosa for the impoftance of the
certification of informal skills?

I must apologise for using the term ‘informal skills’. I have no problem with the clarification
of this term put forward by Jens Bjgrnavold, and ‘non-formal skills’ is fine with me. It is
simply because of my English that I did not adjust correctly earlier.

Eric Fries Guggenheim asked me to give a government view, but the QCA is merely a
government agency. There is a gap between this organisation and the Government of the
United Kingdom. That said, we do implement government policy, and that qualifies me to
some extent to speak as a ‘policy-maker’.

From an administrative point of view, I have four conclusions to draw about non-formal
learning.
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But first, I must point out a certain number of features peculiar to England, and the United
Kingdom more generally, in respect of non-formal learning, because things are changing very
rapidly in this field.

The first point is that, as in many other European countries, we are pursuing a general policy
of trying to overcome the barriers and obstacles which hold back participation in training.

In the United Kingdom, this is called the ‘New Deal’. It is a very broad programme, which
cuts across many government departments, and training and employment are of course among
its chief concerns. One of the major aspects of the New Deal in relation to non-formal
learning is that people who are excluded and educationally or economically inactive are
obliged to take part in a face-to-face interview to answer questions about their previous
training and educational and work experience, and about their future. To some extent, this
necessarily leads to recognition of the value of their informal learning, as well as of their
formal education.

A second very important development in the United Kingdom, of direct relevance to informal
learning, is the Government proposal to create something called the University for
Industry(3°). The term ‘University for Industry’ is problematic in itself since the word
‘university’ suggests ‘universality’, while ‘industry’ indicates ‘work’, work only ever being
one particular facet of human activity.

It is the Government’s intention to get 600 000 new learners back into active life each year,
either into jobs or into formal or informal learning. As regards non-formal learning, extensive
research has been carried out in the United Kingdom, revealing that around a third of the
600 000 people targeted, i.e. 200 000 individuals, are engaged in informal training which they

(*® Available on the Internet: http://www.ufiltd.co.uk [cited 18.2.2002]

The University for Industry (UFI) is a new initiative launched by the Government to:

(a) stimulate demand for lifelong learning amongst businesses and individuals;

(b) promote the availability of, and improve access to, relevant, high quality and innovative learning, in
particular through the use of information and communications technologies.

The UFI will act as a broker helping people and businesses to identify their learning needs and to access this

learning in the right form. It aims to break down barriers to learning by making provision more flexible and

accessible. It will promote learning ranging from the basic skills of literacy and numeracy to specialised

technological skills and business management. The organisation will carry out six key activities:

(i) analyse the needs of the market and potential customers;

(ii) drive the demand for learning through mass marketing and promotion;

(iii) provide people with information, advice and guidance;

(iv) ensure the availability of, and connect customers to, high quality learning programmes that match their
needs;

(v) commission new content where there are gaps in existing supply and demand which cannot otherwise be
met;

(vi) ensure the quality of products and services which the UFI brokers or commissions (DfEE 1998).

Cf. http://www.coleg-powys.ac.uk/aded/ufi.htm
http://www.lifelonglearning.co.uk/greenpaper/ch1003.htm
http://www.ufiltd.co.uk
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would like t6 see accredited or validated in one way or another. This figure corresponds to
about 1% of the total population, or 2 to 3% of the active population.

The new initiative, the University for Industry, which will be launched in 2000, currently
involves publishers, producers of radio programmes, training bodies and employers, and
creates transversal links between a number of agencies which either provide training or are
responsible for accrediting formal and/or informal learning.

All this should lead to a formal approach to the recognition of non-formal learning: a sort of
APL system(*"). A large number of people engaged in informal learning would like to see
their personal level of knowledge and skills recognised in one way or another. The system
should achieve this result, under the banner of the University for Industry. The aim is to
provide a bridge between these people and formal learning, to which they may have access at
a later stage, and this is one of the major purposes of the scheme.

Another field in which the University for Industry might promote recognition of informal
learning is the establishment of standards. After all, somebody has to establish standards
somewhere. The University for Industry should make it possible to devise a system of
standards, avoiding an excessive growth in bureaucracy, but maintaining the responsibility of
the State for the formal qualifications to which APL relates.

The third point I should like to mention before coming to my conclusions is the development
of the NVQ system(3 2), which was already alluded to this morning.

Widespread consultation is under way in England, Wales and Northern Ireland on the form of
the NVQ system. Many people argue in fact that the system is not flexible enough. People
who are engaged in tasks, odd bits of work and odd bits of training, do not obtain recognition
of their work because a NVQ is a global qualification and contains a whole series of units of

¢ ) Accreditation of Prior Learning (APL)

¢ means that you have studied a course in an approved programme in some other or this institution before
and passed the assessment at an acceptable level; _ ' '

¢ you will need to provide details of the syllabus of the equivalent course;

e you will need to provide details of the assessment and your grades, including an official copy of the
certificate and a transcript of marks.
Accreditation of Prior Experiential Learning (APEL)

* means you have acquired the necessary learning outcomes for the course for which you are applying for
exemption/credit transfer by virtue of your professional experience in the recent past;
you need to provide details of your RELEVANT experience;
you also need to get a signed affidavit from your manager to testify that you have done these tasks at a
professional and acceptable quality. If you were working on a project as part of a team — this affidavit
and you application making a case for exemption must show what role you played and what your
contribution was.

Cf. http://cms].gre.ac.uk/APEL/
http://cms|.gre.ac.uk/APEL/what_is APL.html
http://www.d tee.gov.uk/heqe/let _final.htm

(3 NVQ - National Vocational Qualification. Available on the Internet: http://www.dfes.gov.uk/nva/ [cited on

18.2.2002]
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differing sizes and different levels. In this consultation, people in the United Kingdom, all
partners in the United Kingdom, are being asked whether candidates should be permitted to
obtain unit credits for individual units. They are being asked, among other things, what size
these units should be, and particularly whether there should be a common size for all units, as
is the case at other points in the United Kingdom education system, where some of the initial
education system is standardised and all units are of the same size. They are also being asked
whether there should be levels, each unit giving an indication of the level of learning
achieved. This all leads to the question whether the NVQ system should be integrated into a
more general system based on credit units, in which individuals in different levels of training,
and different sectors of employment, would be able to acquire credits for the parts that apply
to them. And that would have consequences for informal learning because, if the NVQ system
were less inflexible, it would encourage people to seek accreditation of their informal learning
by way of NVQs.

So far, the opinions gathered through this consultation process are very divided. Some people
take the view that NVQs are by nature specific to particular areas of employment, and that this
is one of their key merits, which should not be called into question by having a whole range of
units allowing credits to be gained separately. Others see the possibility of giving people units
that are valid in their own right within a national system of qualifications as adding value.

A fourth aspect of the situation in the United Kingdom that I must mention concerns the
attitudes of certain employers. Obviously, some of our major employers are looking for
independent ways of testing skills. This is not yet a widespread phenomenon, but it is
revealing and may be of concern to researchers because we have found that some of our
largest employers, in both the public and the private sector, are looking for independent
yardsticks to measure competence in terms of key skills, especially after initial training (which
brings us back to the Portuguese experience). They are attempting to create their own
scenarios enabling them to recruit young applicants for particular jobs by measuring their
results in terms of key skills rather than in academic terms. This is one of the developments
that are taking place.

The final point I wish to make is this: in the United Kingdom, and especially in England and
Wales, we are starting from a particularly low level of participation in full-time training
among young people aged 16 plus. Over the last ten years we have seen an increase in
participation in the United Kingdom, but this trend has now ceased and the situation has more
or less definitely levelled off. We are still very low down in the European tables. Our
researchers maintain that present-day young people pay far more attention than in the past to
economic possibilities, and some are even in a position to say: ‘I don’t need such and such a
course now, I shall have the chance to take it later. I don’t need to take a full-time training
course at this precise moment; I can do other things in my life’. The rhetoric of lifelong
learning in which we are currently immersed is likely to encourage people to postpone their
training and their commitment to compulsory education until somewhat later, well after the
age of 16. This is a trend that needs to be looked at closely in the United Kingdom.

o 75



Bearing all these factors in mind, I should now like to raise four issues relating to the
recognition of non-formal learning, starting with a few observations from the standpoint of a
body such as the QCA, which regulates qualifications and is responsible for promoting
lifelong learning in the United Kingdom.

First of all, encouraging people to learn is our key objective. Whatever form learning may
take, there are cogent reasons to think that recognition of informal — non-formal ~ learning
provides a powerful incentive to learn. We can therefore say that systems of recognition and
validation are high on our list of priorities because they can enable us to achieve one of our
main objectives.

We also know from our research that formal education has not managed to satisfy the needs of
a certain number of individuals, and we have to do something for them. I shall give a few
examples of steps that we can take.

My first conclusion is therefore that we should like to see greater efforts to set up a system of
accreditation of prior learning and recognition of non-formal learning because that would
encourage people to learn.

The second point, in our capacity as QCA, is that we should like to see a coherent system
established.

It is very important, whatever the system established, that people should, whatever their point
of view, see credit-bearing courses and qualifications linked together coherently and
transparently. I believe that far from wanting to create more bureaucracy, our aim is to see a
system set up which will provide a whole set of links between qualifications and credit-
bearing courses, rather than a rigid system of national qualifications.

My third point is that we are responsible for regulating qualifications, wherever awarded and
however funded, whether they are awarded within the academic system or outside that system,
whether they are funded by the State or not. Hence, it is in our interest to establish links
between the different types of non-formal learning and formal qualifications. As I said earlier,
this is one of the major challenges facing the University for Industry.

We should like to be able to ensure that every learner, every person, can progress from where
he or she is towards the next stage (training, employment or whatever else this may be). And
we are also very concerned to see it remain a responsibility of the public sector to lay down
certain standards in England and Wales. This means that we should like, at the QCA, to see
links created between formal and non-formal training.

My fourth and last conclusion is straightforward, but important. We are finding out a lot about
the reasons why the formal system is inappropriate, by observing the places where people go
to learn informally. And if we try to recognise informal learning a little more systematically,
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we may be able to see where our national system of formal qualifications is deficient, and we
may then be able to improve that system of qualifications so that we meet the needs.

4.3. Donald Kerr (FAS-IRL)

I must say to start with that all this really is like an Agora, in the sense that I have been
plucked from the obscurity of the hall and thrust into the limelight to talk to people because,
you see, my name is not even on the agenda. I was indeed merely a guest and when I arrived
this morning, I was asked if I would like to take part in a round table. As a result I have no
formal presentation for you. I shall nonetheless put a few points to you, and maybe even a few
pointers for discussion.

The first point is to build a bridge between trainers, certificators, political decision-makers
and, indeed, all workers.

To what extent do employers and trade unions recognise certification and, in the case of
employers, to what extent do they remunerate it?

Because if they don’t, a large part of the effort going into it may lead to nothing. And to come
back to what Riel Miller said earlier about the domination of training by the supply side, even
the evaluation of prior learning is currently dominated by the supply side.

I therefore believe that we need to think about this domination by the ‘supply’ side and that
we must restore the ‘demand’ side. I believe that this is indeed one of the objectives of today’s
Agora; what has to be done is in fact to build bridges between political decision-makers,
educators and the world of work.

Given that this is the case, I should just like to raise a small number of points in relation to
APL (Accreditation of Prior Learning).

Our approach to APL has been dominated by the idea of access to certification: it is part of
our policy of access to certification. However, even in a very recent Government Bill,
published by our Minister of Education ten days ago, which speaks of access, this still means
access to education. I believe that a great distinction has to be drawn between access to
education and access to certification.

There is another point that I should like to raise in relation to certification. Do we place the
bar at a certain height (the candidate either receiving a certificate or not), or do we recognise
achievements in the form of a credit system?

In Ireland, we tend currently to recognise results achieved rather than to give full recognition
to skills in relation to a given activity. To that extent, I think that it will be easier to
accommodate APL in the vocational training sector than in education.
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And I say that because what matters in our approach is the focus on skills. If skills are
certificated, then courses are not certificated. That is the essential point, and it emerges clearly
in the NVQ system, which speaks of outcomes. Wherever the term ‘outcomes’ is used, I talk
simply of ‘skills’. What is certificated is skills, not training courses.

That being so, each of us, wherever we were trained, be it college or university, had our
courses certificated, I'm willing to bet. We were given a course, then we were asked questions
about the course, and then, if we answered enough questions about the course, we were
‘declared’ qualified.

I should like to ask how many people there are in the hall who are still working today in the
field in which they were trained. Very few? Anyone? And, at the same time, very few of us
have received certification of our current skills, needless to say. However, in our type of work,
this may be accepted far more readily than in workshops or industries, where people have in
some way to demonstrate and provide evidence of their skills so that these are recognised.

This is much easier in the field of training, where there are set standards. For example, you
may have to do something such as reduce the thickness of a piece by 3 mm.

All manner of standards can be established in relation to the recognition of prior learning.

If something is studied in the school system, such as history, the question that we ask
ourselves is: what skill is being certificated? Are we certificating people’s ability to tell
stories, or is it a matter of judgment, analysis, prioritisation or anything else that may be
undertaken in history?

As for our approach, we are a vocational training agency, and we have never tried to develop
theory any further. Our point of view is that, where we use the material that already exists in
the literature, our job is to transform it into a model, or scheme of work, which will work for
people in the real world. We have done this for several different occupations.

We have used the ‘portfolio’ approach. We have also used computer-based expert systems.
And we have set examinations each time.

The simplest and cheapest way of proceeding is as follows: we subject people in the world of
work to the same type of test which people would take if they followed a course.

Another important point in relation to that — which brings us back to the starting point of Mike
Coles, who wants to establish links between non-formal learning, formal qualifications and
common standards — is that if a certificate is awarded to people regardless of whether they
have followed a course or not, there should be no distinction between the certificates issued. If
we are certificating skills, we must give exactly the same certificates. And it is our policy not
to write on the certificate that the certification was achieved through APL. We give a
certificate to candidates if they can show that they have attained the standard required for that
certificate.
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Another difference between education and vocational training is that education often stresses
exemptions, the number of modules from which one is exempted. If someone wants to follow
a course, then APL is regarded rather as a way of handling exemptions. People may in fact
find themselves exempted from certain modules of a course, but be obliged to take a certain
number of others. In our approach to APL, we have opted for accreditation to certificate the
skills acquired in the non-formal sector.

For example, in our National Council of Education, with its policy of awards for APL,
actually APEL, it is not possible to obtain credits for more than half of the courses that one
intends to take. One has to attend courses for at least one semester and to sit examinations
after following courses given by teachers using traditional methods, which means that they
still have jobs. You cannot obtain a qualification solely through APL.

Another word about trade unions and employers’ organisations. Any procedure for the
validation of learning is in effect related to the issue of evaluation at the workplace. We have
to be able to devise models for the evaluation of skills at the workplace. Our models need be
easier to apply in employers’ premises and at the workplace.

I should also like to highlight just one other point: that of salaries. I mentioned that the outside
world, employers and unions, for example, need to recognise these certificates. There can in
fact be no progress unless there is some recognition. And to come back to what Mike Coles
said about ‘encouraging learning’, I believe that some employers are willing to work with the
unions and to create the conditions to encourage this formal learning, and that this must be
linked to the way in which skills are recognised, notably in terms of salary. The issue of
salaries must therefore be faced at one time or another in this field, so as to encourage people
to engage in lifelong learning, and to draw a line below which people are. As for employers, it
is important for them to know what kind of employees they have. The accreditation of
vocational learning at the workplace is making this possible.

One of the projects we have undertaken was in South Africa for the Building and Training
Board. We gave a presentation of APL for people living in the townships. We worked with
the Ministry of Labour, and Marian Nieskens, who is present here, worked for the Ministry of
Education. Under apartheid, Blacks received no training. But there were many people living in
the townships who worked on building sites. As a result, they had acquired a large number of
skills, but had never obtained any recognition for those skills. In democratic South Africa, one
of the goals was to give people recognition for the skills that they had acquired. Our mission
was thus to give individuals a certificate or written recognition, or at least to draw a line
indicating where their skills were located.

The actual exercise, consisting of arranging for the recognition of individuals’ prior learning,
was also of great benefit to the State, in that it identified training needs. Because it identified
what people could do and to what extent they needed training, it was possible to send them on
courses in the fields where they were not competent. Attention focused in fact on two aspects:

(a) identification of training needs at the national level in the construction industry;
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(b) a basis by which people could be certificated.

By way of concluding these few observations, I should also like to speak about two ongoing
Leonardo APL projects in which we are involved, one of which is managed by the Dutch —
Marian Nieskens could tell you a bit more about it — and the other of which is managed by the
European Vocational Training Association. The European Vocational Training Association
brings together all the major training agencies in Europe: besides FAS, there are AFPA,
INEM, AIVP, OAED in Greece, AEB in Germany, KOLO in the Netherlands, VDAP and
FOREM in Belgium and we have, in fact, submitted a joint project on accreditation of prior
_learning. What we would like to achieve is to construct a common model applicable to this
whole range of countries; we should like to find out whether this is feasible. Certificates will
in fact be national certificates because the whole question of mutual recognition of standards
is a different issue, and we did not want to complicate this project by introducing that
dimension as well. This project has in fact been undertaken in order to show that the same
model could work in all Member States. And as I said, the Dutch College in the Netherlands is
running a somewhat similar project, and Marian Nieskens will be able to speak a bit more
about it in a few minutes. '

Moreover, to come back briefly to the remarks about the role of supply with particular
reference to the education sector, it must be admitted that APL does present problems to
people working in the education sector because it reduces the power of teachers. We are back
with the issue of supply and demand, and I shall end where I began. Because teachers can no
longer control ‘inputs’, and because certificates are certificates based on skills, power is
shifting away from teachers. To the extent that the outcomes of learning are specified by
someone other than themselves, they lose control of training courses. That is, for me, the most
important aspect of APL that should be mentioned.

In conclusion, I should just like to recall that the Commission held its first meeting on
European policy in this field of recognition of learning at the start of 1995. The accreditation
of prior learning (APL) was in its infancy. Jens Bjgrnavold pointed this out: the French
initiative dates from 1992, then work was begun on NVQs in the United Kingdom, and so on.
The beginnings in Europe thus date from the early 1990s. I suggested at that time that the
Commission should launch an initiative, so that we might all develop similar systems. The
reply I received was of course that this was not possible because of the subsidiarity rule
contained in the Maastricht Treaty. Nonetheless, we are now attempting to learn from one
another and to harmonise with each other.
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5. Work related projects on new methods of skill
definition and accreditation: moves towards a
personal skills medium in the USA and in
Europe

Barbara Jones and Kari Hadjivassiliou

Accelerating rates of technological and social change have increasingly complex effects on
demand for skill in labour markets. Skills evolve, converge or diverge and become obsolete,
and new skills emerge from the development of new technologies and new working methods.
New technologies simultaneously lead to new pedagogic methods and new procedures for the
accreditation of skills. In order to maintain social cohesion and equity it is necessary to
activate the prior learning and peripheral skills of the population at large for direct application
and to provide a basis for adaptation to new skills requirements. All industrialised nations face
similar problems but in addition the USA and the member states of the EU are simultaneously
trying to come to terms with the consequences of their historically fragmented systems of
skills training and accreditation. The USA has had to seek solutions to the same kinds of
problems concerning individual labour mobility and trans-border enterprise as now face the
member states of the European Union. This paper briefly describes some aspects of a
preliminary study (Cullen & Jones 1997) made of skills standards and accreditation trends in
the USA and gives an overview of a newly funded EU research project, Competence
Evaluation and Training for Europe (COMPETE) which investigates the possibility of using
new methods of skill accreditation and skill definition.

5.1. American Perspectives

The preliminary study of state of the art accreditation of competencies carried out for DGXII
was intended to gather information to prepare the ground for preparatory actions associated
with the implementation of Objective 1 of the 1995 White Paper Teaching and Learning:
Towards the Learning Society. As part of Objective 1 the EU is currently considering ways of
developing an initiative aimed at building a European Skills Accreditation System. The major
aim of this would be permanent and accessible skill accreditation mechanisms that will allow
individuals to validate their knowledge, however it has been acquired. Central to this
requirement would be the exploitation of new technologies via portable skills media, such as
personal smart cards, that would allow citizens to record their training and experience on
portable, computer-readable media.

The preliminary study considered the structure and practice of vocational training, skills
profiling and occupational classification, accreditation and technology applications for

77

81



competence definition and accreditation. A set of case studies were carried out involving
recent innovations in the US in competence definition and accreditation. From the results of
the appraisal and the detailed case studies, a set of major themes of interest to the European
Skills Accreditation System was selected and explored, leading to the identification of key
challenges and obstacles, and finally elaboration of conclusions and recommendations. Some
of these conclusions form the basis of research questions raised within the COMPETE project.
What follows is a selective look at some of those findings.

The US system of VET superficially displays many of the characteristics likely to be realised
in the vision of a European Accreditation System. It has a decentralised structure, with little
federalised top-down control. It has largely been shaped by the needs and agendas of business
and the market, and it addresses localised as well as national labour demands. It is primarily
market-driven and locally determined, reflecting consumer and employer demand. In this
context, federal control is reactive, rather than pro-active, and largely consists of the influence
of national and state incentives on local actions.

Current reform is concerned with changing the historically decentralised character of skill
training. This reform can be placed within the context of a decade or more of rising concern
that American workers (at all levels) - current and future - lack the workplace skills necessary
to meet the challenges of technological advance, organisational restructuring and global
economic competition. New jobs, it is widely perceived, require individuals coming from high
schools and post-secondary institutions to possess certain generic employability skills that
include problem solving, communications and personal skills. The keystone Commission on
the Skills of the American Work Force (1990) concluded that an improved system of skills
standards and transparent certification is essential for improving the fit’ between what is
learned in school and what is needed on-the-job, facilitating the movement from school to
work, from occupation to occupation, from state to state, from locality to locality and
ultimately strengthening the capacity of the US economy to compete.

~ The ’skills standards movement’ which has emerged as an important tool in engineering major

reform of the US system of skill certification, is both a response to definitional changes in
skill engendered by the changing nature of work in an internationally integrated competitive
economy and part of the convergence process which is a necessary concomitant of that
definitional change.

The skills standard movement forms the background to recent innovations in competence
definition and accreditation within the US. These innovations have been orchestrated through
a strategic and systematic package of measures, precipitated by the 1994 legislation on higher
education and national opportunities - the National Skills Standards Board, Goals 2000,
School-to-Work Programme - which all act to catalyse the formation of voluntary partnerships
to develop skills standards.

School to Work is an attempt to bridge the gap between school and work by developing
portable skills certificates that can transfer across the State line. The biggest barrier to the
development of such certificates is the absence of a common lexicon and nomenclature for
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skills - so the first step in the Programme has been to encourage partnerships to buy into a
common skills language.

The enactment of Goals 2000: Educate America Act (1994), established the National Skills
Standard Board (NSSB). This business-led Board has the specific remit of ’stimulating’ the
development and adoption of a voluntary national system of skill standards across broad
economic sectors, which would be ’guidelines’ used by the voluntary partnerships The 1994
Act requires that the voluntary partnerships include an employer, union, worker, community
and education and training representatives. In tandem with the Board’s creation the US
Departments of Labour and Education awarded $1.8m funding to industry and research groups
to conduct pilot study research in:

(a) testing concepts for implementation of standards in different types of workplaces

(b) examining methods of assessing and certifying skills levels

(c) informing the development of curriculum and guidelines for teaching work-force skills
(d) exploring ways to build strategic partnerships among constituencies

(¢) sharing information about related initiatives underway by businesses, states and localities

(f) studying issues involved in encouraging more business to become quality-driven work
organisations

The 1994 School-to-Work Opportunities Act complemented the intention of Goals 2000 by
calling for educational programmes that lead to ‘nationally recognised’ skills certificates. The
Act focused on three structural components: work-based learning, school-based learning and
connecting activities, such as career guidance. Notwithstanding that there is opposition to top-
down’ reforms from a central government, it was clear that the business community is
generally offering strong support for national skills standards as part of a framework for
business and educational partnerships at national, state, and local levels. It is the putative
transparency that such a system promises that appeals to a wide range of US stakeholders.
Such a system would enable clearer identification of qualified workers, save money on
applicant screening, aid in recruiting and improve public perception of firms. For students the
system would indicate what they must learn, which particular skills they will use in the
workplace, and how they can become accredited. Students, including graduates, would also
have better access to a national labour market if certification is recognised nationally,
promoting geographical and occupational mobility

5.2. O*NET

Underpinning the reforms and made possible by advances in information and communication
technologies is the US Occupational Information Network - O*NET.

O*Net is a partnership network between government (federal, state and local), industry and
training providers that will allow data collection to develop skills profiles to further facilitate
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the assessment and validation of competencies. The network is designed to feed data into a
relational database that will capture the evolving changes in the US economy, promote more
efficient classification of these changes in terms of job profiles and associated competencies,
and enable specific tasks to be carried out using the database. O*NET therefore has the
potential to:

(a) facilitate occupational classification standardisation by providing cross-walks between
different classification systems (for example the US Department of Labour classification,
the US Army system; different state classification systems)

(b) enable particular sets of skills to be matched to employment (for example in identifying
employment generation strategies in depressed areas)

(c) identify skills deficits in particular labour forces
(d) enable reviews of labour market trends to be undertaken

(e) forecast human resource requirements facilitate performance appraisals and skills
evaluation

(f) provide benchmarks to develop relevant and transparent credentials

O*NET is based on a content model which classifies data into six domains, designed to
integrate a number of key dimensions considered to structure work as a human activity. Thus,
it interconnects worker requirements or attributes of a job with worker characteristics,
experience and qualifications, the organisational context of a job and the occupation specific
skills that are associated with it. Further O*NET is intended to be integrated with the generic
curriculum structure of the US secondary education system. Currently, in New York, work is
going on to test a number of front-end interfaces to O*NET to enable the system to integrate
skills standards more fully with the school environment. These include the Interest Profiler
and Work Importance Locator, self-assessment tools designed to help school students identify
the attributes and expectations they hold about possible careers.

The content model is designed to be continually updated through the use of on-line
questionnaires completed by participating employers. In return, the O*NET database is
intended to act as the hub of a network of collaborative organisations which will receive
information resources, counselling tools , performance appraisals and skills evaluation in
return for provision of occupational data.

N

O*NET is currently being tested in five states: in California (multimedia and entertainment
industries; in Minnesota (integration with state labour market information system); in New
York (career counselling for School-to-Work initiative); in South Carolina (job-matching);
and Texas (work programmes for dislocated workers).

The intention of current US education and labour legislation is to create a voluntary
framework of national skills standards. The US however has little experience of large-scale
systems for certifying the skills of new or experienced workers (Berryman & Rosenbaum
1992). 1t is clear that European and Japanese experience in this area has informed much of the
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current US debate, and indeed informs the goals of the 1994 acts. In the most general terms it
is felt that European skills standards systems offer more advanced support for education
and/or work based skills development. This advantage is further strengthened by the existence
of independently developed and administered exit examinations given after compulsory
education which are supported by the central or territorial governments. The long histories of
central government supporting and promoting third party certification of skills and knowledge
gained through vocational preparation programmes are perceived as huge advantages.

Both in Europe and in the US there is a need to improve the flow of information between,
schools, students, work seekers and employers. Employers need to know more about what job
applicants can do and to inform students and job seekers what types of skills/experience they
need to acquire to be eligible for particular jobs or occupations. A dedicated on-line electronic
system matching occupations, job vacancies, jobseekers’ qualifications and experience is seen
as clearly advantageous.

The skills standards reform aims also to provide a forum and framework for employers to
articulate their needs in ways that can be understood by schools, students and workers. Major
obstacles are apparent both in the US and within the European context, predominantly
because of the changing nature of non-professionalised and non-managerial occupations.
Portable skills media (PSM), like skills smartcards and even genericised skill standards, are
irrelevant unless contextualised in a way that links the needs of workers to the needs of
employers and other stakeholders. This contextualisation requires that skills taxonomies and
the certification structures for those skills is generally and widely accepted. Such a framework
depends, to be effective and relevant, on the development and operationalisation of a
comprehensive taxonomy of skills-based occupational clusters able to adapt to changing work
patterns and an accompanying skill validations infrastructure.

5.3. Content models and skills taxonomies

The ongoing initiatives in the US to develop comprehensive taxonomies of occupational
clusters include O*Net, the electronic adaptation of the new Dictionary of Occupational Titles
(DOT) and SCANS. Other initiatives function as inter-related projects (as with O*Net) under
the general direction of America’s Labour Market Information System (ALMIS) and USDOL.

The DOT adaptation project (1993) is rooted in a content model that describes skills across a
broad continuum, from very general aptitudes, abilities and basic skills to occupation specific
and technical skills and knowledge. This new content model is intended to capture data on the
increasingly cognitive demands of jobs and the new ways of thinking, managing and
organising that focus on quality, variety, speed and customer services. The DOT database
represents part of the convergence process aiming at connection between occupations,
emphasising skills transferability and links with related databases of education and labour
market information.

81 85



The content models of DOT and O*Net reflect current thinking in the US that the skill profile
needs of high-performance work organisation can no longer be served by skill needs derived
from traditional conceptions of work. These new types of skills are referred to as advanced
generic skills or SCANS skills (named after the Secretary’s Commission on Achieving
Necessary Skills -USDOL 1991). Both Content Models of O*Net and DOT are based on
SCANS typology.

This typology is located in the recognition that a break from the old skills/task orientated
components model is necessary. SCANS began by analysing the skill requirements of
emerging technology and innovative work organisation. Five competencies and three
foundation skills were identified as essential to either work preparation or further education.
The following were identified as basic/foundation skill components:

(a) Basic Skills - reading, writing, mathematics, speaking and listening

(b) Thinking Skills - thinking creatively, making decisions, solving problems, seeing things
in the mind’s eye, knowing how to learn and reasoning '

(c) Personal Qualities - individual responsibility, self-esteem, sociability, self-management
& integrity

SCANs broadens the conception of occupational skills by denoting the need for generic
workplace competencies which they identified as:

(a) ability to allocate resources

(b) interpersonal skills

(c) acquiring, evaluating and managing information
(d) understanding systems

(e) using, selecting and troubleshooting technology

/
The SCANS approach broadens the base of skills categorisations by adding a new more

professionalised and autonomous dimension to worker’s roles, and thus contains implications
for curriculum and training changes. The SCANS approach was generally reflected in many of
the content models examined by the preliminary study and confirmed the tendency towards
national convergence via voluntary agreements with education, industry and government for
nationally recognised generic skill standards.

5.4. Accreditation

The accreditation system in the US has evolved in response to the structural features of the
vocational training system . Broadly, students in the US pursue a specific course or learning
module and, on completing it to the satisfaction of the instructor and institution, are awarded a
certain number of academic credits. These are aggregated until the student meets the
institutional requirements for a diploma or certificate. The accreditation system appears
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flexible, enabling transfer of credits between courses and institutions nationally, and
sometimes internationally. For example, a recent decision of the national Committee on
Foreign Medical Education and Accreditation determined Australia, New Zealand, Canada,
Grenada and the UK to have comparable standards in terms of credits, although a number of
other countries (for example, Egypt, the Netherlands, France and Switzerland) were deemed
non-comparable.

In the US, the basic accreditation system is the responsibility of regional or national
accrediting bodies in which representatives of both higher education and the professions
participate. There are six regional and five national accrediting associations, plus around
forty-three specialised accrediting associations controlled by professional associations such as
the American Bar Association.

However, within the US Vocational-Technical Education System (Voc-Ed) there are few
nationally validated and commonly used (across all states) skill standards, and there is little
evidence of consistency in the level of education and occupational specialisation for which
standards are being set. There are few examples of standardised portable ‘credentials’ that
accompany national industry-validated standards.

In the US the major concern is to understand the scope of the roles of the federal government
and the private sector in the development and implementation of skill standards. What, for
example, are the best forms of assessment to use in skill standards systems; what testing
guidelines could be used to achieve equal opportunities; and to what extent do the current
apprenticeship and co-operative education systems provide a framework for setting national
standards and consensual agreement on accreditation? For example, will agreed skill
standards mean that employers will know what they are getting when they recruit employees
who meet SCANS content model criteria?

There have been a number of significant proposals for changes to the US accreditation system
in recent years, resulting in a drive by federal and state governments to impose closer
regulation. As a result of the 1992 Higher Education Act, the federal government seeks to
place extra responsibility for institutional compliance with federal regulations onto the
accrediting agencies, and to establish state government responsibilities for performance
standards. In response, many regional and specialised agencies have been reviewing their
operations.

As part of the 1992 Act, the National Advisory Committee on Institutional Quality and
Integrity was set up. Composed of 15 appointees from the education and training sector, this
Committee advises the Secretary of State on enforcing standards in accreditation agencies;
provides guidance on whether specific agencies should be recognised; provides inputs to the
preparation of a list of recognised accrediting agencies; advises on the preparation of criteria
for establishing standards, and on standards for higher education institutions.

Ultimately, accreditation in the US is driven by negotiation. Employers negotiate with
professional bodies in order to impose their needs and agendas on curricula and standards. In
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turn, these become mediated through the operations of the accreditation agencies. At the same
time, the system of credit transfer in operation means that students and trainees are constantly
negotiating the value of previously acquired credits with institutions they go to for continuing
training. In response, accrediting agencies have loose guidelines and criteria (for example the
Carnegie method) they apply to transferable credits to enable employers to obtain guidance on
the value of credits submitted by job applicants. Having grown accustomed to this culture of
negotiation the accreditation industry is resistant to the imposition of top-down regulation.
There is a prevailing view among accreditation insiders that government-imposed
standardisation will not work; that regulation is only relevant in instances where institutions
are receiving federal aid (as in the Job Training Partnership Act), and in relation to fraud and
abuse.

Notwithstanding the overwhelmingly private sector-led culture, the accreditation system is
still having to respond to the new climate of federal responsibility, particularly with regard to
the National Skills Standards Board. In this context, the US Department of Labour has been,
since 1993, monitoring 19 states that have undertaken state-based skill standards programmes.

There is a consensus that the National Skill Standards Board (NSSB) should develop the
framework and requirements for nationally recognised skill standards. This is an innovative
development in a previously fragmented landscape. This common framework is perceived as
essential to facilitate the standard-setting process through the use of standardised language and
format. The future task is to set the criteria for recognition of valid accredited standards,
which it is felt, should be bench-marked to international standards such as those promulgated
by the International Standards Organisation.

It is accepted that the US will need a progressively complex set of levels of knowledge and
skill mastery required for individual career entry and progression into the highest levels of a
chosen career path. The need is therefore for the establishment of national common levels of
qualifications. This establishment would comprise:

(a) establishing criteria for recognition of occupations that cross industries within broad
based levels, units and elements would be identified so that individuals would have the
opportunity to be assessed for competencies within a single level and accumulate credit
over time and in different settings. '

(b) procedures for bench marking to international standards and for upgrading and
maintaining the skill standards continuously

(c) setting criteria and recognition procedures for organisations that develop standards

(d) establishing criteria sets that can be used to examine an industry group that voluntarily
comes together to promote standards within an industry: criteria should include
assurances that any such organisation recognised represents all aspects of the industry,
that geographic representation exists and membership includes incumbent worker
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(e) establishing criteria for broad based occupations that cross sectors: pooled representation
from several industry groupings may be the most feasible approach so that the general
and specialist skills required could be agreed

Once recognised or ‘chartered’ to develop standards an industry group would develop
standards that meet validity and reliability criteria. The NSSB (a national agency) would act as
the ‘accreditor” accredited courses, procedures and modules would then be operationalised at
national, state and local levels.

A problem which has been encountered and which is now being addressed concerns
‘ownership’ on the part of employers in organisations selected for standard setting and
certification purposes. NSSB holds the view that without this sense of ‘ownership’ it would be
difficult to persuade employers to share in the cost of development and maintenance of these
procedures.

It is considered necessary to establish procedures which will ensure the security of individual
records of persons and to develop a system which will ensure easy access to the standards
themselves. Recognition of assessments and qualifications need to generated in a form that is
easily recognised and is portable from one place to another across the country.

Skills standards provide an essential baseline of competencies that can be achieved within the
workplace or in school-industry linked placements. The NSSB holds the view that it is
education institutions which provide students with the theory and knowledge that will prepare
students for the future. Related instruction’ is required to help students be prepared for the
evolving workplace. SCANS Skills are seen as having a high utility in this area for the
education community as they can be used to aid development of the framework of a
‘continuum of standards’ that will be needed in the US economy.

The next major step for the NSSB, together with other agencies of the federal government, is
to bring together the skills standards and credentials under a common framework that results
in nationally recognised standards and portable credentials. This is viewed as a ‘capacity
building’ effort which will bring the skills standard movement fully into the human resource
development system in the US.

At the macro level, the American Training Standards Institute is currently working on skills
and knowledge standards classification systems that can be used as validation filters to certify
education and training. As part of this initiative, the STEPS (Skills, Training, Evaluation
Process and Standards) Project is developing a knowledge system to manage skill standards
infrastructure, a key component of which is electronic storage at the regional and national
level of individual skill inventories, certificated training content and worker portability
tracking. Smart cards are conceived of as the main vehicle for management of these data
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5.5. Skills Profiling Systems

5.5.1. Overview

The STEPS project mentioned above highlights one of the key conclusions of this initial data
gathering phase of the study: that personal skills card are themselves ineffective unless
contextualised within an institutional and organisational framework that links the needs of
workers to the needs of other stakeholders, including industry and government. This
framework depends for its relevance and effectiveness on the development and
operationalisation of a comprehensive taxonomy of skills-based occupational clusters that
evolves and adapts to changing work patterns, and also an accompanying infrastructure to
enable skills to be validated.

In the US there have been a number of ongoing initiatives intended to create a comprehensive
taxonomy of occupational clusters, the most enduring of which has been the Dictionary of
Occupational titles. The DOT has been bedevilled by a number of problems, chief of which
has been its lack of adaptability. Developed in the 1930s in response to the recession as a
means of helping the newly-created US public employment service place workers in jobs, the
DOT is in book form, and comprises around 12,000 job descriptions and definitions in fixed,
narrative format. As part of the package of measures associated with the 1994 Goals 2000:
Educate America Act, the federal government initiated a radical assessment and overhaul of
the DOT. Commissioned by the US Department of Labour, an Advisory Panel for the
Dictionary of Occupational Titles (APDOT) was set up to assess national occupational
information needs. The main recommendations of the Panel were to restructure the DOT to
provide a database system that should provide a common language for all users of
occupational information, but be sufficiently flexible to allow for further differentiation based
on the continual collection of information. This should be implemented through regular
surveys of employers and employees, primarily utilising structured job analysis
questionnaires. In addition, the Panel devised a ‘Content Model’ that was intended to provide
the basis for structuring the occupational database.

Building on the work of the Panel, the US Department of Labour has just completed initial
development work on a comprehensive system for organising, describing and disseminating
data on job characteristics and worker attributes. O*NET (Occupational Information Network)
is intended to replace the DOT not only by delivering a more up-to-date set of occupational
classifications, but by capturing new work processes, i.e. by operationalising an iterative,
evolving knowledge base utilising data captured on a continual basis from strategic
employers. In order to maximise its embeddedness within the continuously evolving US
economy, O*NET is integrated within three related initiatives recently launched by the federal
government:

(a) America’s Job Bank - an on-line employment service that ’posts’ job opportunities on the
Internet
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(b) School-to-Work - an initiative by the Department of Education to link secondary
education with industrial training programmes, enlisting the involvement of major US
employers

(c) ALMIS - statistical analysis of labour market information provided by federal, state and
local suppliers.

5.5.2. Main themes derived from the Study

The rationale for focusing on how competence definition and accreditation is handled in the
US was an underlying assumption that there is a degree of consonance between that country
and how the structure of education and training in Europe is evolving. In some respects, there
are indeed certain similarities between the US and Europe, and lessons from which, with
regard to the vision’ of a European Accreditation System, we can learn, but it should be
stressed that comparisons between the federal US structure and an imagined ‘federalised
Europe’ can be misleading.

One key area of similarity is the extent to which vocational training, competence definition
and accreditation, can bear the imposition of federal, or top down’ harmonisation. From the
US experience, it is clear that there has been, and is likely to be in the future, intense
resistance to a federalised accreditation system, for complex reasons associated with the
nature of the US Constitution, the historical autonomy of state and local agencies in delivering
education and training, and the power of professional organisations and employers. This
strong resistance to top-down interference with state and local practices has meant that the
federal government’s role has largely been one of enabler.

Our preliminary assessment of attitudes towards standardisation of competence definition and
accreditation procedures in Europe shows similar strong resistance, underpinned by
underlying legal frameworks, to notions of harmonising European accreditation systems.
Many of the working agreements in Europe over accreditation have evolved as a result of
multi-lateral agreements within specific economic sectors between member states,
accreditation bodies and professional associations, or as a result of cross-border collaboration
between firms.

Conversely, there are key areas where US theory and practice bears little resemblance to what
is the norm in Europe, or what is likely to work there. One obvious area is the position of
employers and professional associations in training delivery and accreditation. In the US,
through representation on bodies such as the Advisory Panel for the Dictionary of
Occupational Titles; national and local Skills Standards Boards, and accreditation agencies, it
is industry that effectively shapes the accreditation agenda and, through the localised
vocational training provision infrastructure, it is industry that drives training. In Europe, the
position of industry and professional associations is less dominant. Within this context, the
development of a European Accreditation System would need to carefully consider questions
such as to what extent is it desirable or appropriate to encourage training to be more industry-
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led, and what kind of partnership arrangements between industry and other stakeholders are
likely to facilitate the development of a European Accreditation System.

Overall, the study’s preliminary findings strongly reinforce the notion of 'cultural patrimony'
as a major obstacle to building the European Accreditation System. By this, we mean the
sociofcultural, legal and institutional structures that have evolved in different states in the US,
and in different member states in Europe, to shape the theories and practices of education and
training. Such patrimonies are reflected in, for example, different pedagogic approaches to
training and different pedagogic practices. To take an example, in the US, vocational training
in healthcare professions like occupational therapy is mediated through local practice laws
that in turn are shaped by factors such as whether there has historically been a dominant oral
or written tradition in professional culture, and whether service provision is based on a health
insurance or a social model of healthcare.

The power of these cultural patrimonies' was highlighted in the study through the focused case
studies carried out. The initial results of the five pilot studies with O*NET that are currently
being implemented via the US Department of Labour illustrate this. These pilot projects
demonstrate clearly the necessity for tailoring and adapting the generic structure of O*NET,
and its underlying content model, to particular socio-cultural and socio-economic locales.
Thus, in California, O*NET is being used to track changes in work structure and practices
associated with the growth of new digital and multimedia industries. In Minnesota, O*NET
acts to some extent as a catalyst for stimulating the re-generation of a traditional economic
base, by identifying existing skills within the workforce that can be deployed in new economic
activities. In New York, O*NET is being used to strengthen the impact of School-to-Work
initiatives, by stimulating school students to analyse their job expectations and think more
realistically about possible career paths.

Early results emerging from these pilot projects are pinpointing cultural differences in the
ways in which skills are defined and utilised in the different locales involved. These
differences are articulated primarily in different interpretations of the skills required to do a
particular job, and in the terminology used to describe the skills. A

5.6. Integration

As indicated above, the vision of a European Accreditation System encompasses the
integration of institutional and organisational infrastructure, supported by the parallel
integration of technological infrastructure (personal skills cards, on-line testing software and
systems to capture, synthesise and validate data on job characteristics and occupational
attributes). However, a key lesson learned from the US experience is that integration needs to
take place at the macro-level, i.e. by embedding skills within the broader context of economic
and social activity, and specifically within the areas of secondary education, work-based
learning and local and regional economic development.
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The US experience clearly underlines the importance of thinking about integration in relation
to how the European Skills Accreditation system is expected to build bridges at the macro-
level between school, work and economic and social life themselves. Equally, it seems clear
that ESAS could benefit considerably from a deeper examination of the potential of a system
like O*NET to facilitate such integration. However, in a number of areas, notably the content
model underlying these and other initiatives, these innovations are as yet embryonic, and will
need considerable adaptation to the European context.

5.7. COMPETE

The COMPETE project is a preliminary exploration as to how a personal skills medium in
association with a new approach to skills taxonomies could simultaneously contribute to
resolving a number of economic and social problems, enhancing trans-national labour
mobility while integrating new approaches to innovative skills, prior learning and on-line
accreditation. The research will be concerned to explore the development of appropriate and
effective taxonomies to define the domains of skilled performance: identifying new methods
of auditing skills: understanding what forms of training are appropriate in addressing skills
gaps particularly for excluded groups: understanding how skills can be represented so that
they are intelligible to both workers and employers: exploring new institutional arrangements
to promote collaboration (between government, trade unions, firms, training bodies) on skills
definition and accreditation; and assessing the potential exploitation of IC technologies in
promoting access to new training arrangements and competence definitions.

5.8. A portable skills medium and a skills database

In the current state of technological development, any PSM would essentially take the form of
a portable interface onto an extensive database. In the most ambitious scenario, this would
consist of a competency-based skills taxonomy, translated into the 15 or more EU national
languages. Mapped onto this would be the analysed content of vocational qualifications and
other inputs such as prior learning, the outcomes of non-formal learning, and on-line
accreditation of skills taught and tested through electronic media. The skills profile of an
individual would be generated by combining the skills content of their various qualifications
and other certified skills outcomes. This would be accessible in variously organised and sorted
forms. By organising an individual’s skills according to generic criteria of competencies, the
content of qualifications obtained under one sectoral vocational system or under one particular
system of governance could be made comprehensible to employers or trainers familiar with a
different one.

This implies the maintenance of a massive infrastructure of evaluation, certification,
translation, accreditation, and defence against fraud and misuse. The justification for this
investment is the need to facilitate labour mobility in a context where there are insuperable
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barriers to the EU-wide standardisation of vocational training and accreditation. The nature of
these barriers will be outlined below.

The different nations of Europe have developed different systems of education and training.
Some nations have vocational qualifications including a higher level of general education,
others a higher level of specialised theoretical knowledge, and others a more practical
orientation. Some systems of VET are accredited by the state, others by employers’ bodies,
and others by systems originating in the guilds. In some nations many sectors have systems
which are self-regulated or entirely unregulated. These differences in the formal nature of
VET are themselves not likely to disappear rapidly. But the different nations also have
different systems of legislation and governance which mean that the skills needed for
particular jobs are themselves intrinsically different. Depending on whether different nations’
entire economic and social system is statist’, ‘corporatist’ or ‘market oriented’, bureaucratic’ or
‘individualistic’, their entire system of attribution of legal responsibility for the outcomes of
production and distribution may be different. This leads to real differences in the bundling of
skills and the lines along which labour is divided. There are other cultural factors which have
influenced these processes, such as gendering and the dynamics of urban and rural
development. It is therefore false to suppose that different VET systems are merely confusing
labels for the same thing.

The aim of any EU-wide skills system cannot therefore be to produce equivalencies between
the systems of different nations, but to give individuals documentation which facilitates their
transition from one system to another. This leads to the notion of ‘transparency’, which means
analysing qualifications into their component competencies. This has the additional advantage
that the same procedure helps in two other directions. It can facilitate the movement of an
individual from one economic sector to another, since the generic competencies bundled in a
particular vocational qualification are made apparent. It can also help in identifying the ways
in which new skills are evolving, and help trainers and policy makers plan for the training
which they require.

But the creation of a such a skills database would not only serve to facilitate labour mobility.
It would be of enormous value in a number of related areas. It could reduce the transaction
costs of the labour market for both employers and employees. It could help to valorise the
prior learning and skills of the socially excluded and of migrants. It could help firms to
reconceptualise their skills base as an asset base. It could help firms, regions and nations audit
and activate their skills base. It could map the development of new skills associated with new
technologies, and provide information on trends. The implications of these possibilities will
be developed below.
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5.9. The problems of labour mobility and trans-national
comparability of vocational qualifications

Over most of the last two hundred years there was a continuous movement of labour
migration from southern and eastern Europe to the industrialised North-west. In the decades
following the second world war, following the establishment of the Iron Curtain, there was a
period of migration into this area from Southern Asia, North Africa, the Caribbean, Turkey,
Yugoslavia, and what are now the southern states of the EU. Throughout these decades there
was also continued migration from South to North within Italy and Spain. In recent decades
all of these movements have slowed down or ceased. This may be related to the advent of
massive waves of technological unemployment in the advanced countries. Previous waves of
migrants were absorbed into semi-skilled employment in manufacturing, mining, transport
and health care. In recent decades migrants, except those in the higher professions, have been
absorbed, if at all, in unskilled labour or the retail sector. Net migration within the EU has
been low. Movement of EU citizens from one state to another is mostly a lifestyle choice
which contributes little to the dynamics of the labour market. It is generally agreed that large-
scale movements within the EU from areas of high unemployment would not be of positive
value, since they would overstrain the resources of the target areas and further reduce the
social capital and skills base of the giving areas. Therefore although the EU is committed to
facilitating labour mobility as an individual liberty, it might seem that in purely economic
terms individual labour mobility is a low priority (cf. Adnett, Collinson).

The counter-tendency to this is the increasing trend towards the trans-national firm. The
creation of a single European market means that following on from increasing exports to other
member states, firms begin to think about locating production, distribution, maintenance and
customer service functions in other states. Whether they do this by moving existing staff or by
recruiting locally, they face the problems of incompatible regulation of skills accreditation.
One of the case studies of COMPETE will be to look at the value of the PSM concept for
firms operating across borders within Europe, particularly across the German-Benelux-French
and German-Swiss-French borders. These will be firms which have grown up within one EU
member state, or Switzerland, and have then extended their market into neighbouring areas,
eventually needing to locate some activities in other states (some of these firms have
previously been studied within the EURES project).

From the point of view of the labour market however, it is not very important whether these
trans-national firms are European or non-European MNEs. American and Japanese investment
in Europe, which was originally motivated by the need to circumvent import quotas, has
recently been regarded as being increasingly driven by the need to adapt their production to
the special features of the European market. This trend was welcomed by the White Paper on
growth, competitiveness and employment, which stated: For us the future lies in inward
investment fully integrated in the local economy, with research, development, marketing and
management functions located in Europe alongside manufacturing, sales and service. This
indeed is the trend, not least because there has been a sharp rise in mergers and acquisitions
as a proportion of overall foreign investment in Europe (EC 1993 para 6.5 (h)).
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One of the core uses of a PSM would therefore be to facilitate movement of labour within
trans-national firms, and to ease problems of recruitment by such firms outside their home’
nation. The first indications are that this would be particularly important in two areas:
supervisory staff, and staff involved in processing materials. The PSM could be of value either
by assuring employers that prospective employees do have the requisite skills, or by providing
a skills profile which would indicate what additional training would be necessary either to
employ a person or to deploy them at a site located in another state.

r

5.10. Contribution to social cohesion

The skills of migrants and marginalised groups are often devalued, and then, by disuse,
destroyed. Because individuals are assigned to jobs on the basis of ascriptive characteristics,
their potential contribution to society is lost or reduced (Collinson). A competency-based
PSM system which was able to absorb input from both prior learning and vocational training
acquired under other systems would reduce this attrition. Directly it would improve the
individual’s chance of appointment to an appropriate employment. Indirectly, through input
into regional and national skills audits, it would reveal the existing level of wastage of the
historical skills of marginalised people and motivate policies to reactivate them. One of the
case studies of COMPETE will directly address this issue among migrant and returnee groups.

5.11. Achieving greater efficiency in the selection process

A fully operational PSM system could enable persons seeking employment, whether
unemployed, studying or in training, or already in work, to obtain a listing of advertised jobs
most closely matching their current skills profile. This could be used either to target job
applications or to_find out exactly which additional skills it would be most useful to acquire.
A PSM profile would reduce the cost to employers of shortlisting from large numbers of
applications. In the longer run, it would be possible to institute direct electronic matching of
the profiles of job seekers and openings.

However, this is one of the areas in which a PSM system could be a danger unless it is
implemented in a skills environment which is oriented towards upskilling. In a labour market
with a tendency towards deskilling, a PSM system could be used to fill posts with persons
having the bare minimum skills thought necessary for the work. There has been some research
indicating that managers often underestimate the problem-solving skills necessary to
effectively carry out low-skilled’ work. One of the remits of COMPETE is to investigate the
ability of economic actors to identify competence and skills gaps. The term skills gap is
generally applied in one of two contexts. In the day-to-day labour market it designates a
noticeable shortage of a particular kind of skill, due to inadequate supply or an increase in
demand. In policy language, it is often used to imply that one country is or will be less able to
compete internationally because of a shortage of the skills made necessary by new
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technologies and methods. But there is an intermediate kind of skills gap, which can be
identified by international comparison although it does not impinge on the consciousness of
those involved and is therefore not perceived as a ’gap’ but only as a natural state of things.
For instance, researchers have identified efficiency differences between British and European
manufacturers due to lower skill levels in Britain in areas where the British firms have no
perception of a problem. This is because they have identified a particular process as low-skill’
and have appointed or trained in line with this perception. German and Dutch firms have
perceived the same process as more highly skilled and have established working patterns in
which workers are able to resolve many problems before production is lost (Mason et al.). A
PSM system with the British perception programmed into it would not help.

The reduction of labour market transaction costs would be a direct contribution to efficiency.
This reduction might encourage some firms which currently operate internal labour markets to
make more use of the open labour market, with further efficiency gains. Whether a PSM
system would help upskilling depends on the wider environment of policy and perception.

5.12. Moving towards seeing the skills base as an asset

The general framework within which a PSM concept would have to be developed would be
that envisaged by the White Paper on growth, competitiveness and innovation, which stated:
The promotion of non-physical, knowledge-based investment must be made the top priority of
the general policy in support of investment. Training, research and know-how in general must
be treated as proper targets of investment in their own right. The necessary consequences
should be drawn notably as regards changes in tax and accounting rules. (EC 1993 Chapter 2
para 2.3 conclusion point 3).

The theory behind these statements can be most easily accessed in the works of Porter,
Nonaka and Takeuchi, and Boisot. A comparative advantage is a cost advantage, which in a
free market will be based on availability; nations enjoy a comparative advantage in the
production of those goods for which they have access to cheap inputs, which may be materials
or labour, land or capital, knowledge or skills. A comparative advantage is a natural given
fact, which may or may not be utilised. A competitive advantage is a real difference in the
performance and productivity of one firm compared to another. Competitive advantage may
be based on comparative advantage, but increasingly the only secure competitive advantage is
that which is generated within the firm itself in the form of innovation and upgrading of skills
and knowledge. Because innovative processes generally generate large amounts of tacit
knowledge which is not easily transferable, but can only be acquired by participation,
competitors cannot buy equivalent knowledge on the market, but must invest in a long-term
process of replicating the processes of the market leaders by trial and error. The best way to
market products is to involve all layers and sectors of the firm in all aspects of the
development of new products, as this pooling of knowledge and experience both leads to
insights which might be missed by specialist departments, and gives all participants
familiarity with the product and the processes involvgi,#n this model, skills are not something
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to be acquired when necessary for insertion into a pre-determined production process. They
. have to emerge out of the firm’s own innovative practices.

While this leads the firm to regard its knowledge and skills base as an asset base, it might also
seem to reduce the firm’s incentive to share knowledge with outside bodies. This means that
collaboration by firms in the creation and updating of a competency-based skills taxonomy
can probably only be obtained by the offer of useful knowledge in return. The US case studies
suggest that between the area of specific processes which can protected by patents and the
area of tacit knowledge which cannot economically be communicated at all there is an area of
developments in skills where firms will exchange knowledge about their own innovative
practices for information on more general trends.

The database underlying a competency-based PSM system would be an invaluable tool in
auditing the skills base of firms, regions and nations. Skills audits and profiles would support
government policy and corporate decision-making in identifying future skills needs, making
appropriate training provision, and especially in envisaging alternative uses for stocks of skills
which might be threatened by obsolescence in their current function.

On an individual level a PSM system could be programmed to be sensitive to the ageing’ of
skills and the need to reactivate them. Skills which might otherwise be lost by disuse could
retain their value through appropriate in-service refresher courses or secondments to tasks
where they are used again.

5.13. Mapping the development of new skills

The most salient process in the economic world today is the penetration of ICTs into all areas
of activity. In recent decades computers have moved away from their role as the brain’ within
an organisation to constituting part of the environment with which organisations must interact.
IT skills have become ubiquitous. There is a convergence of computing, telecommunications
and media industries. These processes have created many new skills and made others
obsolete. Genetic engineering, biotechnology, micro-engineering and fibre-optic cable are
other developments each of which is redrawing the boundaries between economic sectors and
creating new areas of skill. The management of ecological problems is seen as the next
horizon of innovation which will lead to further such boundary shifts and skill innovations. It
will be necessary to speed up the process by which new-skills are formalised, disseminated
and accredited.

The need for such new procedures was underlined by the White Paper on growth,
competitiveness and employment, which stated: It is necessary to anticipate skills needs
correctly and in good time by identifying the developing areas and the new economic and
social functions to be fulfilled, as well as the skills required for them. Even if real-time
adjustment is not possible (since a certain period of adaptation is inevitable), the
organisation of as much research as is necessary in this area and the introduction of
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observation instruments and of mechanisms for transferring information collected to the
education system should make it possible to minimise the gap between required and available
skills. (EC 1993 para 7.4).

The US case study indicates that only an on-line skills database would be able to produce the
necessary data on the demand for new skills and the training necessary to provide them. A
transparency-based and competency-based skills database would also provide indications of
how new technologies are leading to diversification or convergence of skills within and
between economic sectors. This could help indicate the degree to which the skills needs of
some sectors could be met by the transfer of comparable skills from declining or shrinking
sectors.

5.14. The deveiopment of a European Skills Accreditation System

In the conclusion to their report on the American experience, Cullen and Jones contrasted two
possible approaches to the development of a European Skills Accreditation System which
would combine the transparency-based and competency-based approaches. They called these
the 'Big Bang’ scenario and the Evolutionary’ scenario.

The Big Bang’ scenario would involve the development of a comprehensive standardised
content model, with common descriptors and lexicon, in effect a European equivalent of the
O*NET. This would be the framework for establishing a unified system of equivalencies, not
one-to-one equivalencies, but equivalencies of the itemised skills content of different
qualifications and accreditations. The use of this system would be policy-driven and would
require high-level political collaboration and investment.

The Evolutionary’ scenario on the other hand would aim at the same objectives, but would be
a bottom-up system driven by the priorities of partnerships between business, government and
other social partners confronting real problems of trans-border and trans-national mobility and
co-operation. This would allow for a period of parallel development of different methods and
systems adapted for different circumstances. Out of these experiences it would be possible to
derive a common model which would be less likely to overlook the special problems of
particular sectors or regions as might be the case with a top-down’ model.

(The institutional and sectoral inputs into the two possible scenarios are sketched in the
diagrams on the following pages, adapted from those presented by Cullen and Jones pp.56 and
59)

Cullen and Jones concluded by recommending four sectors as being particularly interesting
areas in which to work on pilot projects. These were: 1. the information
technology/audiovisual sector, since this is the area of the strongest growth of new skills and
knowledge; 2. healthcare, since this sector combines the application of high-level technologies
and knowledge work with meeting the most basic human needs, and has a high level of
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cultural specificity from one nation to another; 3. the automotive sector, since this has been in
the forefront of developing on-line in-house training and accreditation; and 4. retail, the area
of greatest employment growth, and which has historically been an area of low-skill, part-time
and casual employment, and where the problems of mobilising the skills of those at risk of
social exclusion are therefore highlighted.

The ’Evolutionary’ scenario was seen as being the most likely road forward, in view of the
enormous political and logistical problems involved in the alternative scenario. The
COMPETE project is now working on studying some of the areas which were identified by
the American report as being of particular interest and value in making progress towards a
European Skills Accreditation System.
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6. The recognition and validation of informal
learning in France

Anne-Marie Charraud

The learning acquired by individuals has traditionally been recognised and validated after a
period of training. The aim then is to verify whether all the ‘knowledge’ that trainees should
have acquired during a period of learning, in particular the knowledge that is a formal part of a
curriculum, has in fact been acquired. To do this, specific tests are organised to check whether
the knowledge has been mastered, usually on a sample basis but sometimes in its entirety. It is
in the French mentality to regard the final examination in a course, taken by all candidates at
the same time irrespective of their geographical location and the practical form taken by the
course (initial, continuing, alternance or distance training or even as individual candidates), as
the ideal method of evaluation. The baccalaureate is the archetype of this model, and is seen
as embodying the principle of objective, reliable social equity.

The development of courses with vocational aims, more specifically continuing and alternance
courses, has led to new approaches to the assessment of learning, including the learning
acquired formally in a training programme. They have planted the idea that general or
vocational ‘knowledge’ could be acquired in places other than schools or training centres. At
first this shift was gradual, in response to the demand of funding bodies (employers or public
contracting institutions) who could not afford a very long course leading to the accreditation
of learning. Later on, the idea gained credence that work situations could be used for learning
and the acquisition of what might be regarded as ‘knowledge’ structured enough to be taken
into account by the training world, so that part of the training path or even some of the
examinations associated with official national certification could be dispensed with.

In France the recognition and accreditation of ‘informal’ or ‘experience-based’ learning are
based on official benchmarks, and in some cases — such as national certification — on
negotiations between social partners (**). Experience is also taken into account when a
potential recruit negotiates with a future employer, but the rules and conditions for according
such recognition have not as yet been regulated or put on a formal footing.

(**) This is the case with most diplomas, certain accredited certifications, especially those awarded by ministries,

and certificates for branches of industry.
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6.1. Institutional practices for the validation of experienée-based
learning |

6.1.1. The benchmarks used to validate experience-based learning

As in any validation process, the assessment of individual learning calls for an evaluation and
appreciation by comparison with a benchmark (or requirement). Two types of benchmark are
used at present: certification requirements created for the validation of learning after a training
process, and competence requirements defined by employers for their specific needs.

In the validation of prior learning, the institutionalised processes relate essentially to the
former types of benchmark. In a recent debate organised by the French employers’ association
(MEDEF) last October, the conclusion was that the validation of competences was the
responsibility of the ‘enterprise’, the only body in a position to specify what it needed.
According to this approach, based on benchmarks constructed by the enterprise itself or by
experts designing specific tools and methods for this purpose, a wide variety of practices was
also observed.

We shall discuss here only the measures that have been institutionalised by ministries or other
authorities.

6.1.2. The objectives pursued in validating experience-based learning

The various measures in existence have been established to meet four separate aims.
(@) To waive the prerequisites for admission to a training course

This practice is applicable to most training measures that entail admission selection
criteria. If certain prerequisites have been stated as essential for admission to a course, a
scheme for the validation of experience-based learning means that those prerequisites can
be waived (as in the case of certain courses in the health sector or in social work). The
same principle applies to schemes waiving training requirements in implementation of
the 1985 Law on the accreditation of vocational prior learning for higher education, as
well as the many continuing training courses leading to accredited certifications. The
validation methods range from the taking of tests to the compilation of a dossier,
interviews and even examinations.

(b) To exempt candidates from part of the training path leading to official certification

This practice has evolved in line with developments in continuing training. The purpose
of such a waiver is the attempt to rationalise the financial and human cost by allowing
tailor-made training pathways for individuals or groups who have already acquired
certain parts of their training. As an example one might mention the AFPA scheme for
the evaluation of competences and vocational learning (évaluation des compétences et
des acquis professionnels - ECAP). This can be used, following test- and interview-based
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assessment, to dispense with part of a training course leading to an Employment Ministry
certificate, or even the whole of the course except for a consolidated module prior to the
final tests in the examination validating vocational competences (examen de validation
des compétences professionnelles - EVCP). This is also a common practice in continuing
training, irrespective of the bodies by which it is organised. In the minds of training
professionals, it indicates a gradual move towards the next step: dispensing with tests
altogether for the award of certification.

(c) To waive the tests leading to the granting of certification

This is a far more recent practice in France: not until 1992 did a Law (the Aubry Law)
open up this opportunity for diplomas awarded by the Education Ministry and the
Agriculture Ministry (**. Since 1992, it has been possible for anyone with five years’
work experience to gain exemption from examinations for the granting of diplomas. The
procedure requires the candidate to describe his activities during this period of experience
so that a board can determine whether what has been learned would normally be expected
of someone aiming at the diploma. All diploma units may be granted except one.

This kind of arrangement has been in operation since 1994 for national education
diplomas (secondary and higher) and since 1996 for CNAM. It has been in place since
1988 for Agriculture Ministry diplomas, and should be introduced in 1999 for the
diplomas awarded by the Ministries for Youth and Sport.

(d) The award of certification promoting transparency on the labour market

Measures designed to meet this aim are currently being tried out, in two types of
institution:

(i) The Employment Ministry, through the award of certificats de compétences
professionnelles (CCP — certificate of vocational competence). These certificates,
constructed around actual employment benchmarks, is also structured by reference
to the titles awarded by that Ministry. The competences assessed are related to those
described by the Répertoire opérationnel des métiers et des emplois (ROME -
Operational List of Trades and Jobs), used by the Agence nationale pour l'emploi
(ANPE - National Agency for Employment) in order to match the supply of jobs
with the demand. The measure is available to both jobseekers and employees. The
CCPs awarded thus promote transparency on the labour market and, at the same
time, offer exemption from the requirement to follow training paths leading to
certificates linked to a qualification. The possession of knowledge is assessed by
means of tests, and in particular by evaluation in a work situation (real or
simulated).

(*) There has, however, been an exception since 1934 in the form of one particular measure allowing
engineering candidates with substantial professional experience to become ingénieurs Diplémés d'Erat
(DPE). Evidence of their qualifications takes the form of submitting a memorandum complying with certain
standards. A dozen or so candidates take advantage of this procedure each year.
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(ii)) The Chambers of Commerce and Industry, through the award of certificats de
compétences d'entreprises (CCE — Enterprise certificates of competence). The
procedure applies principles based on NVQs. The benchmarks have been
formulated in close cooperation with employers. Learning is evaluated in the light
of results in a work situation, using specially ‘certified’ assessors.

The moves promoted by the various government plans to reduce unemployment have
been a marked incentive for reflection, analysis, methodology and experimentation
concerning the relationship between training and work. The involvement of sectors of the
economy in the process of certification following an alternance or continuing training
path is helping to develop the moves. The evidence of the structuring role of work
experience in building up a job identity is encouraging far closer links between the
workplace and the world of training. The transparency of experience-based knowledge,
using the same benchmarks as in training, is helping to strengthen those links.

6.2. The debate on the validation of experience-based learning

Although the principle of taking work experience into account in order to shorten the training
itinerary is relatively widespread in most continuing training schemes, the idea of waiving
examinations leading to certification marks a sort of cultural revolution in France. Six years
after the Law institutionalising that practice, it must be admitted that it has been little applied.
In the field of national education, for example, only just over 4 000 people have acquired their
secondary education vocational diplomas, about a thousand their diploma in higher education
and a few dozen people have such diplomas awarded by the Ministry of Agriculture. These
modest results may be due to the major preliminary steps that have to be taken beforehand.
These can be summarised by three points.

6.2.1. The nature of the solutions introduced by validation measures

The "decision to rely on those certification benchmarks that have previously been used in
validating knowledge acquired by training reflects an attitude that is all the more legitimate in
the French context, i.e. that ‘qualification’ is attested by ‘certification’. The level of
certification is generally cited as a criterion for classification in national collective
agreements, and it is natural that an effort should be made to offer access to as many people as
possible in order to improve the general qualifications of French citizens and employees.
Today such qualifications are still transparent across industries and sectors and nationwide.
They stand for their holders’ qualifications for jobs in a more or less extensive range of work
situations in a relatively wide variety of organisational settings, and they demonstrate their
holders’ potential ability to adapt to change over the medium term, possibly long term in
certain cases.

Nevertheless, this type of benchmark does not always reflect the aims of employers or
individuals, who seek the transparency of skills or competences with a view to finding areas
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of employability to which they can gain immediate admission. Their reasoning in the
management of skills is often directed towards the reorganisation of production methods. The
Ministry of Employment’s CCP schemes and the CCE schemes developed by the Chambers of
Commerce and Industry are designed along these lines. The benchmarks refer to combinations
of significant competences, designed for far more context-specific jobs than those used in
establishing ‘qualification’ benchmarks. Although there are certain factors in common with
certification testifying to a ‘qualification’, the combination applies to more limited fields and
testifies to the immediate ability to operate. This information is particularly useful for
employees or jobseekers whose knowledge has never been certified. For some people, it is a
‘first step’ towards ‘qualification’ and also, no doubt, towards social recognition, provided
that this has been previously planned or negotiated.

The great expansion in schemes set up by private operators, especially those using
computerised and automated media due in particular to the incentive of Europe, may also aim
at the transparency of experience-based learning. The fields of transparency that they offer
refer to very different objectives. Usually they testify to knowledge specific to a discipline, to
a technique or to special abilities linked with products or the use of tools whose procedures
are standardised in accordance with given performance criteria. This information is of real
importance to an individual or to an employer who needs a guarantee of specific knowledge
and skills. In no circumstance, however, can it replace the information provided by certificates
drawn up to attest to knowledge and skills and the ability to combine them in different
contexts.

6.2.2. The difficulty of constructing procedures for the assessment of experience

It is far harder to formalise the assessment of what has been learned through experience than it
is in the case of training-based knowledge. In the latter case, the knowledge to be assessed is
already known, as it is covered by the learning plan drawn up for what are often homogenous
groups of people. By verifying the acquisition of elements learned in a formal setting, a
reasonably accurate assessment can be made of what the candidate actually knows without the
risk of under-estimation, within the limits of the psychological and emotional context of
examination situations. Work experience is acquired in different contexts, and what is learned
does not necessarily relate to a preset corpus of knowledge. The ‘informal’ dimension entails
two major risks: identification of knowledge that cannot be transferred to the broader contexts
envisaged by the training benchmarks; and the under-estimating of an individual’s knowledge,
in that the evaluation procedures do not allow for defining the actual contours of that
knowledge.

It was for this reason that the Education Ministry developed a specific assessment method
based on detailed information provided by the candidates about their actual work. They are
required to produce a dossier setting out a description of their activities, which is then referred
to by a board in order to identify the knowledge that is relevant to the diploma benchmarks. In
writing up a description of this kind a candidate has to analyse and view in perspective, and
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must be involved in the process. Although the procedure can be used to assess a broad
spectrum of knowledge and to analyse a whole variety of combinations, candidates often view
the approach as cumbersome and restrictive. The °‘reliability’ of this declaration is also
questioned, in that it is in itself ‘informal’ and the validity of the statements made is viewed
with suspicion, since the candidate produces his dossier outside a regulated area. The
Agriculture Ministry has, however, solved the problem by organising special days when
candidates are brought together in the same place to compile their accreditation dossier.

The application of a procedure of this kind and its extension to other forms of certification are
all the harder if the benchmarks used to ‘read’ experience-based learning are in fact the
training benchmarks. Up to now the natural tendency among planners has been to write
training programmes and even to establish as many benchmarks as there are paths, since most
of them have formerly been, or still are, trainers.

Only those benchmarks laid down for the secondary education pathway, from the CAP to the
BTS, can be used to see the training objectives in terms of context-specific vocational
activities on the one hand and, on the other, the skills and knowledge assessed at the end of
the pathway by diploma units. This ‘reading’ calls for a delicate exercise on the part of the
planners. A new methodology set up for the construction of diplomas along these lines in
1990 may be applied in various ways depending on the operators involved in the national
committees responsible for the benchmarks (*°). The current pressure for the development of
schemes for the validation of experience-based knowledge is promoting the search for new
techniques for the writing of benchmarks. This is the case with the Employment Ministry’s
certificates, and other Ministries are conducting experiments along the same lines.
Nevertheless, a few years will no doubt go by before the new benchmarks are established and
the benchmark planners adopt this new tecnique of writing.

All these elements have without doubt contributed towards a review of the implementation of
the 1992 Law on bases other than writing up a dossier. The Employment Ministry, in common
with the Chambers of Commerce and Industry, has-opted for an assessment scheme based on a
package of tests on ‘resuits’. These are provided by observations in actual (or sometimes
simulated) work situations and a set of other items testified by third parties.

6.2.3. The legitimacy and credibility of the validators of experience-based knowledge

This is an entirely néw factor in the French context. Up to now the credibility and legitimacy
of the people who assessed and validated learning were taken for granted. The regulations on
the processes of validating training-based learning entrusted the establishments responsible for
training with arranging the assessments. The process of certification is, moreover, an integral
part of training, ‘sanctioning’ the training path. The ‘academic knowledge’ and the
‘competence’ to be assessed are both evaluated by trainers, who are not the same as those who

(**) A review is being conducted of this methodology, to standardise practices for all Education Ministry boards.
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have imprated the knowledge and competence but their peers. Vocational skills and their
practical dimension are assessed by trainers in conjunction with working ‘professionals’, who
may sometimes be representatives of the social partners and designated by them for certain
types of certification, for instance those organised by the Employment Ministry.

The ‘boards’ validating experience-based knowledge are generally appointed on the same
basis, with special training being given to the people involved. It would be impossible to
contemplate such an arrangement unless there is a genuine political resolve. The Education
Ministry has assigned this mission to the Rectorates and has set up a specific area in each
establishment for secondary-level education. CNAM has established a specific department,
side by side with its guidance department. In universities, because of their autonomous status,
it is the President who has the task of performing this mission. At present, practices differ
widely from one university to another. The other ministries are currently trying out separate
schemes, each one based on agencies associated with the kind of training over which they
have authority. '

Even so, the principle of a public ‘service’ for the validation of experience-based learning has
not yet been actually established throughout the country, at least for all the government
operators likely to be involved. One reason is that such measures are relatively costly in terms
of preparation and performance. As of this date, financial responsibility for the costs incurred
by such a service is still linked with the responsibility for training. But experience cannot be
treated on a par with training, and no budget support can be provided within the context of
public-sector services. The schemes are being implemented so far only with funding for
experiments in this field. No doubt we shall have to wait for the new Law on vocational
training currently being drafted to come into effect before a solution can be found.

The stance adopted by the Chambers of Commerce and Industry is based on the British
experience, which offers a global solution to this situation. Evaluation is conducted by
‘assessors’ who have been given ‘authority and legitimacy’ by the system (after training and
certification) to perform the work. The ‘system’ itself is built on the principle of a chain of
assessors as laid down for NVQs. An association has, moreover, been set up to perform the
role of ‘awarding bodies’. It will have to be ‘certified’ by an outside agency so that it will
itself be recognised as legitimate in the field of individual certification. The cost of services
are then borne by the clients.

6.3. Conclusion

Taking individual experience into account may have a major role to play in constructing the
most suitable training pathways for employers and their problems, at the lowest cost.
Nevertheless, today this is still very limited. The concern for the recognition and validation of
prior learning may lead to a demand for recognition in terms of pay and promotion which the
employer has not envisaged. This is no doubt one of the reasons for the small proportion in
France of continuing training schemes directed towards certification (fewer than 10% of all
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the schemes implemented each year). The training pathways arranged with the objective of
leading to a certification require an average of at least 600 hours’ training per course, and this
is far too much for an enterprise 4.

Training measures financed out of public funds (in particular national and regional budgets)
rarely lead to the award of a certificate, either because no such certificates exist that reflect the
needs of the individuals being supported, or because certification has not been envisaged. This
is why a search is proceeding for a means of rationalising the training investment (if not the
costs) of certain regional operators. It is with this in mind that schemes are being developed to
monitor the individuals being supported through ‘skills portfolios’ or ‘skills audits’. Recent
schemes have attempted to create links between this kind of approach and the institutional
processes for the validation of this learning. This assumes that common languages have been
established and that there is a general desire for mutual transparency, something that is always
hard to achieve nationwide in a country whose institutions are unaccustomed to working
together. In the French context, we shall have to await the major changes and moves towards
such transparency that will be introduced by a Law reforming the legislation on continuing
training in the year 2000. The issue of the recognition and validation of prior knowledge
should be tackled fairly and squarely in that Law.

(*®) Employee training amounts to an average of 45 hours a year.

12



7. Finnish competence-based qualifications -
Organization, assessment and legitimacy

Petri Haltia

While there has been, and maybe still is, strong faith in the advantages of formal education
and training in Finland, in recent years non-formal learning has also received growing
attention. So far, perhaps the clearest indication of this is the development of competence-
based qualifications (CBQs). This paper presents the structure and organization of the system
and comments on issues concerning assessment and legitimacy.

7.1. Structure and organization

Competence-based qualifications (in Finnish ‘néytttutkinto’) were created by the Vocational
Qualifications Act (306/1994), which came into force in 1994. It is now, with minor changes,
included in the new Act on Vocational Adult Education (631/1998). The Act sets the legal
framework for skills tests open to all adults, regardless of how they have acquired their
occupational skills (whether in educational institutions, at work, by self-study or by some
other form of activity). By passing these tests adults can obtain an officially recognised
qualification. (37) However, according to the educational authorities, the purpose is that most
of the candidates attend preparatory training before the tests to fill in the gaps in their skills.
One of the goals of the system is to make vocational adult education more relevant and
efficient. The aim is also to raise the educational level of adults, to narrow the generation gap
in educational attainment and to install a national quality assurance system covering the whole
field of vocational adult education.

There are three kinds of certificates: vocational qualifications, further vocational
qualifications and specialist vocational qualifications. Vocational qualifications correspond to
the basic qualification at youth level in terms of structure, objectives and eligibility for further
studies. Candidates should demonstrate they have the basic professional skills required in the
field concerned. Completion of further vocational qualification indicates that the person has
the skills and competence required of a skilled worker. A specialist vocational qualification
indicates mastery of the most demanding job skills in the field in question. The qualifications
give access to occupations mostly at skilled-worker level. Among them are traditional
occupations, such as carpenter or baker as well as new ones like media assistant or
telecommunications technician. These qualifications are official and protected so that only

(*") The term ‘qualification’ in this paper is defined as: ‘An official record (certificate, diploma) of achievement
which recognises successful completion of education or training, or satisfactory performance in a test or
examination’ (CEDEFOP 1998).
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titles earned through qualifications completed according to the Act may be used. There are
currently over 300 competence-based qualification titles, about 70 of which are vocational
qualifications, 150 further and little more than 100 specialist vocational qualifications.

The Ministry of Education determines the number and titles of the qualifications. Decisions
are, however, based on the suggestions of the social partners and the National Board of
Education. The NBE is an expert agency responsible for the development of education aims,
content and methods and also assists the Ministry of Education in preparing education policy
decisions. '

The national guidelines for the qualifications, which determine the skills candidates shall
demonstrate to obtain a certificate, are drawn up by groups of experts appointed by the NBE,
which approves and publishes them. Qualifications usually consist of four to eight modules
which can be assessed separately, some of which may be optional. The guidelines only
provide very general instructions for preparing the tests and assessment. For example, the
criteria for assessment may include the speed and quality of work, but without any detailed
instructions on how quickly something should be done or how the quality should be defined.
A more detailed definition of the requirements is left to those drawing up the actual tests and
the assessors.

The NBE also appoints examination boards. These boards are responsible for the organization
and supervision of the skills tests and include representatives from employers, employees and
teachers. They do not, however, arrange the tests themselves, but make contracts with
institutions (usually educational institutions) which have the necessary resources and
expertise. The selected institutions then arrange the tests although the boards sign the
certificates and may, if necessary, participate in the planning of the tests. There are at the
moment about 250 examination boards, each with nine members at most. The qualifications
and geographical area covered by the boards are decided by the NBE.

The skills test is defined by educational authorities in such a way that almost any means to
verify the skills of the candidate are possible. In practice, the aim is to draw up tests which
correspond as far as possible to the conditions and tasks the candidate carries out at the
workplace. For example, written or oral tests are normally used only if they are characteristic
of the occupation concerned or if either due to lack of resources or the nature of the
competence assessed — it is not possible to assess in any other way. In short, the intention is
that candidates do in the tests what they would do in employment.

The tests usually take two to five days. They may be held at the candidate’s own work place,
at some other work place willing to take candidates or at the institution organising the tests, in
which case they try to create conditions as authentic as possible. The last alternative is the
most common. It is also possible to obtain the qualification or part of it without attending the
tests upon presentation of a portfolio. This can include, for instance, work samples or a
description of the tasks and skills of the person concerned submitted by the employer.
However, this option is seldom used at the moment. .
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Institutions organising the tests can either prepare them by themselves or order ready-made
tests from an institution, or rather a project (ALVAR), specialised in developing tasks for the
skills tests and maintaining a testbank. This project is funded by the Finnish Ministry of
Education and the European Social Fund.

Proponents of testbanks say that central planning of test items with the best expertise available
ensures the quality and consistency of tests throughout the country. It may also be more
economical and eases the work of the organizing institutions. For those organising the tests, it
is sometimes difficult to understand exactly what the developer of the task has in mind. When
tests are planned from the beginning by those who also draw them up, no such problem exists.
The organisers also know what kind of equipment and other resources they have and how to
make the best use of them. There are misgivings that a centralised system cannot react to
changes in working-life quickly enough and that ready-made test-tasks may lead to
inflexibility in arranging the tests. On the other hand, there is no guarantee that the tests
developed in educational institutions are kept up-to-date and constantly developed.

The are no official rules concerning assessors, although they should of course be experts in the
branch concerned and have sufficient up-to-date practical experience. Preferably, not only
teachers but also some experienced workers should be among the assessors.

In 1997, about 7 500 persons attended the skills tests with about 70% awarded a qualification.
Success rates varied much in different sectors; in some, the proportion of those obtaining the
qualification was well below 50%. Most of the candidates did, however, pass at least one
module. Exact figures for 1998 are not yet available, but it is estimated that about 10 000
persons got a qualification. Given that about 1.5 million Finns attend some kind of adult
education annually, the figure is not very significant, although when compared, for example,
to the amount of university degrees achieved annually (16 000), it seems bigger.

As the figures above indicate, the rate of failure is quite large, about 30% failed to get a
qualification. On the other hand, most of the candidates passed at least one module. As
already mentioned, qualifications usually consist of four to eight modules. For those
candidates who come to the tests from working life, with no or little preparatory training, this
is sometimes too much. The question is, what kind of non-formal learning should be assessed
and recognised and especially how broad the competence of the candidate should be to earn
the recognition. In some occupations, workers specialise so they master some of the modules,
but very few master all of them. In order to pass the whole test, candidates need some kind of
further training, and of course educational institutions recommend their own courses. On the
other hand, this is in accordance with one of the goals of the system: raising the skill level of
the workforce. Candidates are sometimes disappointed because they consider themselves
representatives of the occupation concerned and furthermore, highly skilled in their own field.
If they acquire the broader competence required, they probably have no use for it in their own
work. They feel that keeping up to date in their own narrow area of specialisation requires
constant effort and learning. In a state of unemployment, the broader competence probably
could be of use but those who have good and secure jobs are not too concerned about that.
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(Haltia & Lemildinen 1998) . It is also possible to get a certificate for individual modules of
the qualification, but for the moment it is the whole qualification that is really appreciated. It
can be said that the modularity of the qualifications is neither fully understood nor its
possibilities utilized.

While the CBQs are for the most part clearly tied to occupations, they can be considered
inappropriate in the light of theories (e.g. Post-Fordism) which emphasize changes in working
life: structures of the labour market becoming more blurred, changing job demarcations, need
for multiskilling and so on. Modularity is a strategy which may make the system more
dynamic. Although there is no single definition of the term module, the definition by Raffe
(1994) is illustrative: ‘A module is a relatively short unit of the curriculum which is self-
contained in the sense that it can be delivered and assessed separately, and which may be
combined in different ways with other modules.” With regard to Finnish CBQs, it should be
noted that the national guidelines for the qualifications are not actually curricula, but rather
descriptions of tasks and competence. Length of studies is thus not defined and preparatory
training study times for a module can vary depending on the prior skills of the student.

Modularity is perceived to offer a number of benefits: to make VET more flexible and
responsive to changing skills needs; to enable more account to be taken of individual
differences and needs; to increase efficiency and so on. The critics, however, state that
modularity leads, e.g., to fragmentation of learning, excessive concentration on short-term
skills needs and lack of interest in generic skills. (See Howieson 1996.) Sellin (1994)
concludes that modularization of vocational training can by no means replace systematic
comprehensive initial training, but can supplement it.

Finnish CBQs are modular, at least in principle. It is possible to choose single modules from
different qualifications to suit the individual needs of workers and enterprises. In practice, this
opportunity has not been used much as most of the candidates aim at one, whole qualification.
The provision of preparatory training and the tests has not focused enough on taking
individual modules. If and when the whole qualification is really appreciated for individual
needs and flexibility, it is important that there are possibilities for choice within the
qualifications. Some of the CBQs do include optional modules and there are thus several
possible combinations of modules which lead to the qualification. Over half of the
qualifications, however, consist only of compulsory modules. (Haltia & Himéldinen 1999) .

Educational authorities in Finland now strongly recommend the use of modularity in training
as well as in the organisation of skills tests for CBQs. People should have flexible
opportunities to prepare themselves for individual modules and to take them separately, not
necessarily always the whole qualification at once. This is important for adults for whom it is
often difficult to engage in long-term learning projects. The prerequisite is that the modules
really are independent so they can be assessed separately and, in order to be attractive to
candidates, individual modules should have some value of their own in the labour market.



7.2. Assessment

Assessment in the Finnish system is supposed to be criterion referenced and competence
based. The performances of the candidates should not be compared to each other but to the
competence criteria set in advance. The guiding principle of competence-based assessment is
to clarify what one is assessing and what someone has achieved, so that a qualification
conveys specific information about what someone is able to do (Wolf 1995, 72). Competence-
based training and assessment systems are often accused of atomising and fragmenting
learning in assessable chunks and, instead of encouraging critical reflection and creativity,
offering a monocultural view based on narrow performance criteria. (e.g. Hyland 1995, 52).
This kind of critique does not really apply to the Finnish skills tests. Organisers of the tests try
to design large tasks which form an integrated whole. Assessors emphasise that they look at
the performances of the candidates as a whole, not only details. As experienced professionals,
they also appreciate creativity and originality within the limits of what is realistic considering
practices in working life. They base their decisions on what they know about the requirements
in working life and not only on the criteria they are given. Consequently, this assessment is
not completely unambiguous and transparent as is expected. In practice, realism is needed as it
is not clear exactly what those who get the qualification know and are able to do. (Haltia &
Himalidinen 1999) .

Some skills seem to be especially difficult to assess. Almost everybody agrees social skills
(and other generic skills, key skills, etc.) are important and best developed non-formally,
outside formal training. In all the guidelines for Finnish CBQs, it is stated that they should be
assessed. However, if the question is not expressly about a service sector occupation, the
assessment of social skills is easily left undone or their weight remains minor. Many
organisers and assessors believe no reliable methods to assess them exist, at least when
limited resources are taken into account. However, others believe social and other generic
skills are overemphasised. Mikinen (1998) says we must reject the thought that we do not
need technical skills anymore. For example, at the hairdresser, it is still important what the
customer’s hair and ears look like after the haircut. Only after that does the barber’s customer
service skills or civilised conversation about the weather or literature have some significance.
The importance of these skills, like many aspects of occupational competence, is something
that cannot be defined merely by analysing work and occupations but something that has to be
decided by the parties involved.

Contradictory to the principles of competence-based assessment, assessors sometimes
compare the candidates to each other. Especially when they serve as assessors for the first
time, they are somewhat hesitant in making their final decisions. They like to see the
performances or work samples of all the candidates before they make their final judgements.
The overall skill level of the group of candidates or a couple of exceptionally skilled
candidates may thus affect decisions determining where precisely the pass/fail boundary will
be. In general, assessors seem to want - perhaps based on their experiences at school - to put
the candidates in order, to define who is the best and who is the worst.
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This touches on the larger question of reliability and consistency of assessment over time and
place. One way of striving for consistency is to make national guidelines more precise and
detailed; the central testbank is another. This kind of action alone is not the solution - assessor
networks are also needed to ensure consistency of judgement. Assessors should form a close

network to share ideas and interpretations and in that way develop a common understanding
(Wolf 1995).

It is also clear that qualifications and tests do not exist in a social vacuum. Wolf (1995, 125)
has put this well: ‘Competence-based systems as they are actually implemented are only to a
limited extent shaped by the underlying theory of assessment. Political considerations, social
dynamics, workplace organization, cost and the previous experiences and ideas of individual
assessors all play as important a role’. An example of social dynamics, or rather social
pressure connected to the skills tests in Finland, is the comment of one of the teachers
interviewed by Haltia and Lemildinen (1998): 'If most of the candidates péss the test, people
say that the tests were probably easy, and if most of the candidates fail the test, people say that
the preparatory training was no good’. All in all, it is unlikely that a situation where all or
none of the candidates continuously pass the tests would be tolerated. The requirements will
probably soon be changed, irrespective of what they first were.

7.3. Legitimacy

Saunders (1995, 214) states that there is no sense in a system which simply leaves the working
population with precisely the skills they already have, even if they are able to produce a
certificate to show that this is the case. The arguments (justifications) for the Finnish system
indeed emphasise its impact on skills upgrading: the system would motivate people to develop
their occupational skills because in order to get a qualification they could study independently
or participate in training only to the extent that it is really needed (no ‘time serving’ is
required). It is also believed that the qualifications and skills tests, which would correspond to
the needs of working life, would force vocational adult education to become more relevant
and efficient. Bjgrndvold (1997a), on the other hand, sees benefits in accounting for existing
competencies. ‘Keeping stock’ of competencies provides a basis for their use and allocation
and benefits individuals, enterprises as well as society as a whole. But Bjgrnavold (1997b)
also emphasizes the aspect of legitimacy and its influence on the actual value of assessments.

After the Vocational Qualifications Act came into force the Ministry of Education appointed a
workinggroup, which consisted of representatives of some interest groups, to follow the
implementation of the act. In its report (OPM 1996), the representatives shortly presented the
views of their reference groups. According to the report, it is important for employers to have
accurate information on the skills of the workers so that this can be taken into account at
recruitment and also in the further development of skills and human resource management in
general. Traditional qualifications are not considered very good in this respect and accurate
and relevant information is exactly what is expected of the CBQs. It is also pointed out that in
Finland neither the employers nor the employees are used to take part in the planning and
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organisation of public education and training. However, participation of the social partners in
developing and implementing the CBQs system is absolutely necessary.

For employers, it is maybe of secondary importance where the workers have acquired their
skills, whereas employees’ representatives stress that CBQs offer a new possibility for
workers as skills acquired at work or by self-study can now be converted into officially
recognised qualifications. This enhances equality in working life and also mobility. The
beneficial effects of passing exacting tests for self-esteem is also pointed out.

Teachers are perhaps a bit sceptical. It is clear that talk about the significance of non-formal
learning can be seen as undermining their work and in that sense as a threat. Teachers want a
clear position in the system and in the report (OPM 1996) their representatives point out that
CBQs do not pay enough attention to general skills and skills aiming at the future, ‘which are
traditionally developed during studies.’

But even if there is consensus on the usefulness of assessment and recognition of non-formal
learning, it does not mean there is agreement on what to assess. For instance, in the case of
vocational qualifications, the views and wishes of different parties are usually based on needs
for working life, but they may still differ and include debatable issues. For example,
employers often seem to emphasize personal qualities (like initiative, motivation, diligence,
adaptability) rather than skills and knowledge. These are of course difficult to assess, but -
from the point of view of legitimacy - they also require even more consideration than task-
specific skills and knowledge. Jonathan (1987, 94), referring to the British Youth Training
Scheme in the 1980s, states that if training is task-specific, it can be judged simply on whether
its objectives have been achieved efficiently and subject to the normal moral constraints. But
‘when maximum adaptability is the watchword, as in the YTS, then learning objectives are
rather defined in terms of changes sought in the dispositions of the trainee. [...] It is therefore
not enough to ask whether such a scheme achieves its objectives: the objectives themselves
need careful examination’.

Representatives of the employees in the report mentioned above (OPM 1996) express the
importance of theory in addition to practical skills. Although the importance of theory should
not be underestimated, theory and theoretical education is often also connected to the
appreciation and status of a job or occupation. In the research by Haltia and Himéldinen
(1999), interviewed persons usually acknowledged the advantages of learning at work, but
(theoretical) studies in educational institutions were also perceived as important, and not only
because of what is learned in them. As one of the members of an examination board said: ‘I
am for studies in educational institutions, it is good for the occupation, for its esteem.” Fuller
(1995), for example, describes concerns raised by a new competence-based approach to the
training and assessment of air traffic controllers which was perceived as diminishing the role
of theory. The issue was acknowledged to be contentious as it related to the professional status
and image of ATCOs.

These examples imply that participation of all relevant parties and an open approach to
developing standards and assessment methods is necessary to achieve legitimacy. In fact,
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concerning Finnish CBQs, there seems to be a common understanding — at least in some
respects among those directly taking part in the implementation of the system (members of
examination boards and assessors) — on the role of CBQs: they are occupational qualifications
and their requirements should be occupational. There may be somewhat differing opinions on
what exactly these are, but so-called generic skills are not considered a prime issue. For
instance, social skills may be required, but only to the extent that they are really needed in the
occupation or branch in question. No one denies the usefulness of generic skills, but their
development and assessment is perceived as primarily the task of formal education. (Haltia
and Hamaldinen 1999) . So the ‘vocationalism’ of CBQs is probably the basis of their value.
While no formal education is required to obtain the qualification, they cannot function — at
least primarily — as a screening device the way educational qualifications do. Long formal
education is often thought of as being in itself, regardless of the subjects studied, an indicator
of personal qualities such as learning capability, ambitiousness, reliability, self-discipline and
SO on.

Concerning assessment and recognition of non-formal learning, the big question in Finland is,
will those who have acquired their competence outside formal training really participate in the
tests. If the predominant practice in future is that persons with little or no relevant work or
other experience attend longish preparatory training in educational institutions before the tests,
it is likely that we will eventually have a kind of a school-leaving examination rather than a
way to demonstrate non-formal learning. The system can easily be made unattractive to many
people by using ‘school-like’ assessment tasks and situations. Another big question is whether
CBQs or individual modules are really needed in the labour market. There is little information
on that yet, but the National Board of Education is going to start an evaluation project which
will hopefully shed some light on this and other issues.

Competence-based qualifications are concerned only with competencies directly related to
working life and only with part of the occupational structure. People of course learn all kinds
of things all the time, and not all of these aspects are covered by the tests and qualifications
discussed here. The Finnish Committee for Lifelong Learning (1997) states that CBQs are just
the beginning of a more extensive system in which people can demonstrate their skills and
knowledge. It is, however, still unclear what this system will be like.
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8. Accreditation of non formal learning in the
Netherlands

Marian Nieskens and Ruud Klarus

8.1. Introduction

In recent years the accreditation of competencies acquired elsewhere or informally has been
the subject of increasing interest. Schools, national bodies, government and other intermediary
institutions attach great value to APL. CINOP developed a model which has since been tested
and evaluated in various projects. The portfolio plays an important role in this model. A short
overview of the development and the instruments and model used, will be presented in this
article, which is based on the presentation and slides used during the Agora. For more
information please have a look a the publication Accreditation of Prior Learning in the
Netherlands (CINOP, 1997) or contact one of the persons mentioned at the bottom of this
article.

8.2. Background

In 1994 the Committee for Accreditation of Acquired Competencies concluded that a system
for APL in the Netherlands is desirable and feasible. In more recent years the National Action
Programme on Lifelong Learning created an important context for the accreditation of non-
formal learning. The developments in practice (pilots in APL) and developments in policies
seem to result now in a basis for the broather implementation of accreditation of non-formal
learning.

8.3. Accreditation of non-formal learning

Accreditation of Prior Learning (APL) or, in Dutch: erkennen van competenties (EVC), is
defined as the formal recognition of competencies gained through non-formal learning. With
competencies we are focussing on the set of knowledge, skills, attitudes etc. an indivual has
developed. The non- and/or informal learning refers to more or less formalised learning on the
workplace, in voluntary jobs, at home, in study or work abroad etc. Formal recognition means
that certificates based on the national qualification structure are given that result in
exemptions for (parts of) the training course. It might be an “open door” to say people learn
also outside the four walls of a college, but until now it was the only way to gain a formal
qualification.
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In most APL projects the national qualification structure is used to extract criteria from for
APL, but also other standards can be used, for instance job profiles. The question is how the
civil effects for the candidate that wants to be accredited can be garantied. In a simplified
manner could be said that what is done is a comparison between criteria or a standard on the
one hand and evidence for individual competencies on the other hand (see figure 1).

Figure 1:  Scales

EVIDENCE
CRITERIA

8.4. The candidates

Before we come back to this in detail, we like you to meet two of our APL-candidates. In
general terms can be said that the following characteristics count for APL candidates: they are
experienced in a certain job, don’t have diploma’s or formally recognised certificates in this
profession, are very competent in their job and, for some reason, they want a formal
qualification. The age of APL candidates varies, but in general can be said that they are adults.
The two candidates that we also described in the Cedefop-project Identification and
recognition of Non-Formal Learning (Jens Bjornavold, to be published Spring 1999) are Eric
and Elsa.

Eric is 30 years old and he realises that if he wants to reach something in his profession he
needs a diploma. Eric has been working in construction for 14 years now, in many different
companies, mainly as a carpenter.The only time he studied during these 14 years, was in a
correspondence course in psychology. Eric does not have any diploma in carpenting, the only
diploma he has is one form senior secondary school. Eric started the 2-years part-time training
course for carpenter in September 1996 at a Regional Training Centre (ROC), but
unfortunately he dropped out after three months. He could not combine working, studying and
taking care for his little baby. A few months later he read an article about a project for APL in
construction, and he thought: “hé, this is about me!” He went back again to the same ROC and
after three more months he was accredited for 12 out of 14 partial qualifications the training
course consisted of. After two more months he finished the 2 partial qualifications that were
left in a tailor made training course at the ROC.
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Elsa is 26 years old and is working since four years as an unpaid volunteer in a centre for
childcare. Before she had children, Elsa used to work in retail trade. Elsa build valuable
competencies both at home, with her three children, and in her voluntary job. She wants to be
accredited to find a paid job and also because of a new legislation, that states that it is not
allowed to employ unqualified people in childcare. On the basis of the procedure for
accreditation of her non formal learning in childcare, Elsa was accredited for 6 out of 11
partial qualifications. She went back to school for one instand of two years and followed a
tailor made training course that was realised for APL-candidates.

8.5. Methods for APL

The methods used in both cases are portfolio and authentic assessment tasks. In the first APL-
pilots in the Netherlands the procedures consisted of a combination of both methods. In more
recent pilots like in construction, authentic assessment tasks are only used when the
information in the portfolio is not sufficient to take a decision. We found out that in many
cases the authentic assessment tasks did not at different or new information to what was
already found in the portfolio, but more research has to be done to give the solution. The
situation differs also per sector: in care assessors and counsellors as well as developpers state
that because the proces in these professions is of mayor importance, observation of
performance is an essential part of the procedure.

In schedule the procedure for the candidates looks as follows:

Figure 2:  stages in the APL procedure Providing Information

Intake

[

Portfolio

|

Authentic Assessment Tasks:

e interview planning
e execution
¢ interview reflection

Personal Action Plan/
Accreditation

Tailor made training course
to complete the
qualification
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In the case of Eric only for two partial qualifications the authentic assessment tasks were used.
For Elsa all the partial qualifications were evaluated on the basis of portfolio and the authentic
assessment tasks.

In both sit