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1. Introduction

This synthesis has been compiled in order to document and analyse nationd policies and practices on
recognition, validation and certification of non-forma and informd learning. The intention isto generate
relevant data and to get afirg impression about nationd frameworks, inditutional structures and dready
exiging programmes. Moreover, the explorations are intended to be used for further politicd, legd and
methodologica investigations, to make shortcomings vishble, creste awareness about the issue, and
fadilitate effective policy making.

Similar projects to this one have been carried out by the OECD in European countries and by the
Internationa Labour Organisation (ILO) in developing countries (OECD 2005, p. 14). In contrast, an
important exercise of this UIE synthesis is to daify trends and deveopments internationdly in
developing, trangition and developed countries. Based on this gpproach, the first phase has been a purdy
exploratory one, i.e. finding out with the help of a smple questionnaire sent out to 190 Nationd
Commissons worldwide, what exigts in these countries in the field of recognition, vaidation and
certification of learning that takes place outsde the formd system. This draft synthes's, based on the
results from 36 countries, draws particular attention to analytical categories, conclusions, shortcomings
and suggestions with regard to closing knowledge gaps and further research. The countries cited, are
usad only as examples of casesin order to highlight the diveraty of the processes entalled. Annex 2 gives
acountry-wise overview.

In this updated synthesis we found it necessary to refer to the conceptuad frameworks, andyses and
results of the OECD and the European Union reviews, because of their vast and long experience in the
area of recognition, vdidation and certification (RVC). As the OECD dates, "there is an increasing
evidence that countries redise that their qualifications systems need to be able to change and evolve to
meet rgpidly-changing needsin the world of learning and in the labour market. Significant undercurrents
identified are the changing profiles of learners (eg. the proportions of adult learners, episodic
paticipation in learning etc.), and the chdlenges to typica lifdong careers as stable employment
diminishes. In addition to issues particular to a given country, these common concerns are contributing
to encouraging many countries to examine their systems of qudification and consder what changes are
required" (OECD 2005, p. 14).

The International Labour Organisation (ILO) is engaged in research to clarify these trends and

developments addressing developing countries. The work of 1LO includes. the establishment of a
database of frameworks with aview to identifying good practices, a sudy invedigaing the feeshility and

effective implementation of nationa qudification for the countries; an investigation into initiatives and

practices of the recognition of prior learning; and the development of an introductory guide to explain

the complexities and potentia difficulties of developing such frameworks (OECD 2004, p. 24).

Similarly, UIE dso plansto identify and disseminate good practice models, and to arrive a acommon
understanding on the nature of competencies and standards involved, assessment procedures, as well
asinterests at sake and system credibility. Theamisto asss Member States, especidly in developing
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and trangtion countries, in setting up systems of recognition, assessment procedures, standards and
normetive criteria for recognizing prior learning and experience.

The overdl purpose of UIE's project isto promote a society offering lifelong learning for dl, by building
bridges between formd, non-formd and informd learning. The future of lifdong learning is bound up with
success people as individuads, groups and collectives have in taking out from the informal experiences,
learning rlevant to advancing their overdl fulfillment. Fortunatdly, there is more and more a common
understanding on lifeong learning. The European Commisson on lifdong learning (2001) definesthe core
concepts as follow:

Forma learning is typicaly provided by an education or training inditute, Structured and leading to
certification. Formad learning is intentiona from the learner's perspective.

Non-forma learning is not provided by an education or training inditution and typicaly it does not lead
to certification. However, it is Sructured. Non-formd learning is intentiond from the learner's point of
view.

Informd learning results from daily life activities related to work, family or leisure. It is not structured.
Typicaly, it does not lead to certification. Informd learning may be intentiond but in most cases, it is
non-intentional (or ‘incidental’/random).

Rdevant definitions and terms used in this synthesis are summed up in the Glossary.

2. Theresults of the exploratory survey

36 countries out of 190 answered the questionnaire. The following categories have been designed in
order to facilitate a comparative andysis, and in order to provide an overview about how RVC are
carried out in the Member States systems.

2.1 National framewor ks supporting the process of RVC

A precondition for lifdong learning is the exisence of an overdl qudifications framework thet covers any
kind of learning. Not every country has such aframework. Many states which have a framework face
an enormous discrepancy between policy and practice. Frequently, legal provisons control the
framework. Whereas some countries seek support in laws and regulaions, others promote co-operation
between public authorities and socid partners.

Moreover, one observes that gpproaches from the developing world differ largely from approaches of
developed countries: Within frameworks of developing countries, policy implications am both at basic
and primary education and a accderating access with particular reference to equity and femae
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enrolment. Enhancing basic literacy skills and non-forma education are il given top priority. In contradt,
the apparent trends in developed countries are the reaffirmation of education and its validation asabasic
right, and the promotion of a society for lifdong learning with many routes to learning opportunities.

Despite the lack of an overdl framework in many countries, the obvioudy ongoing efforts towards
vdidation of non-formd and informa learning should be appreciated. The fact, that arange of learning
experiences is recognised, is dready a very important step. Moreover, an important issue is the need
to communicate the purpose, benefits and meaning of quaification frameworks to those who do not have
them (OECD 2004, p. 5f). Important questions, that still have to be addressed are: What are the
conditions for the introduction of qudification frameworks? What are the benefits of quaification
frameworks? What are scenarios for the development of qudification frameworks? What about the
internationa dimension of quaification frameworks?

The UIE synthess shows that athough different kinds of frameworks exist or may be introduced, they
some share common features of coherence, integration of qualifications systems (or sub-systems) and
common objectives to increase access, progression and flexibility of qualifications as a meansto meet
socio-economic needs and lifelong learning.

2.1.1 Countrieswith alegally based framework

The importance of an existing lega basis for RVC is underlined by a number of Member States (see
Annex 2.1.1). Whereas Finland has along history in provisonsin validation, most devel oping countries
have implemented a framework regarding this matter in recent years. Furthermore, some Member States
highlight the importance of enabling access to the forma system (e.g. Korea, Audtria), others point out
the necessity of smplifying the process of RV C itsdf (like France and New Zedand).

2.1.2 Countrieswithout a national framework but with certification activities that
follow the formal national curricula

There are various gpproaches towards a national qudification framework (see Annex 2.1.2). For
example, in Togo, recognition takes place in accordance with the nationd curricula, i.eonly if the
competencies of the learner are in accordance with the nationd curricula. The southern African countries
(Centra African Republic, Mdawi, and Oman) gill have along way to go towards frameworks. In the
meantime, there exist some - mogtly ad hoc - activities. Another way towards recognition of informal
and non-formad learning is the decision of the Czech Republic, that teachers will be in the position to
decide on the recognition of an applicant's prior learning. In . Lucia, there are plansto integrate the
recognition of prior learning into the exigting Nationd Vocationd Qudification Framework. In some
cases, based on the nature of the task performed, non-forma training is recognised for employment
pUrposes.



2.1.3 Countrieswithout a framework

The ways towards a framework are quite different (see Annex 2.1.3). WhileLatvia orientsitsdf to the
UNESCO-concept of vadidation of non-forma education on state levd, it seemsto put forward atop-
down process, taking into consderation the priorities set by the Council of Europe and the European
Commission. In contragt, Kenyaiisin process of introducing a system reform, in which public authorities,
locd levels, and non-governmenta actors will be involved from the earliest stages of the process of
recognition. Germany is currently in the process of completing afeashility sudy to look at dl so-cdled
education and lifelong learning passports in Germany, in neighbouring countries and a EU leve and to
present proposds for areference modd of alifdong learning passport across dl educationa aress. The
collaborative study is currently being tested and further developed in practice in selected regions and
companies.

In Macedonia, Poland, Latvia, Kenya, Madagascar, and Trinidad and Tobago, the implementation of
legal frameworksis still under preparation. However, there are ad hoc and case-to-case initiatives for
recognizing and vaidating competencies.

2.2 Coordination modalitiesin RVC

The information on inditutiond designs semming from many Member States highlights that nationa
educationd gructuresin RVC differ largdy. It isnot possible to spesk of a‘generd indtitutional modd’,
with the exception that in most countries governmenta bodies are in charge of highest decison-making.
In fact, government ministries gopear to be the main drivers for change concerning implementing
sgnificant reforms in RVC of non-forma and informa learning. In some cases, particular groups (like
autonomous communities, socia partners, statutory agencies or awards councils) play additiona key
roles depending on the nationa Situation (comp. OECD 2005a, p. 8).

A nationd sysem of RV C of non-forma and informa learning should involve various stakeholders co-
ordinating their work in accordance with laws, regulations and guidelines. In order to assure legitimacy
within a decentrdised educational system, the different stakeholders need to gdrive at a shared
respongbility. Only in afew countries, such a sysem has been devel oped as complementary to a sysem
of RVC of forma learning (see Annex 2.2).

In Irdland for example, the Qudlifications Act provides a legidative bass and a framework that links
forma and non-forma education, which is one of the preconditions to be met for successful
implementation of the concept of Lifdong Learning. The Qudifications Act established three new bodies
the Nationd Qualifications Authority of Irdland (NQAI)

the Higher Education and Training Awards Council (HETAC)

the Further Education and Training Awards Council (FETAC)

Whereas NQAI is responsble for the Irish framework of qudifications, HETAC and FETAC are
awarding councilsin higher and further education and training, which both operate in the context of a



vision for the recognition of dl learning and are in line with the broad national and European policy of
promoting a Lifelong Learning society.

In Norway, there exists an even greater variety of stakeholders of RCV of non-formd and informal
learning. A naiond inditute named "Vox", which is in charge of RVC, co-operates with trade
organisations, universities and colleges, public and private educators as well aswith socid partners.

Mogt of the Member States handle RV C as a shared responsibility, whereas just afew have developed
a predominance ether of industry or of public authorities and government. Taking it as a shared
responsihility, the stakeholders (such as bodies, organisations and companies) have an active role in
supporting the individud learning process. They are responsible both for ensuring the closeness of the
system of RVC of non-forma and informa learning to the individud and for raisng awareness of the
importance of RVC of nonformd and informd learning nationwide. These remits are ill often assgned
to formd learning providers.

All this goesto show that Legidation done is not sufficient. The voluntary commitment of stakeholders
are important to a successful implementation —in some cases, the latter may be more important than the
exigence of specific legidation. Only an active engagement of wide group of stakeholders can result in
the devel opment, maintenance and implementation of qudifications frameworks.

2.2.1 RVC as a shared responsibility

Modtly, diverse socid partners of the Member States, which take RV C as a shared responsibility, take
the role of essentia players promoting the relevance of RVC of non-forma and informad learning (see
Annex 2.2.1). Additiondly, they are respongble for activities such as planning, adminigtration,
management and evauation at different levels of the educationa system. Inthe

Netherlands the partners and stakeholders that are involved in the policy and implementing level are
amongst others government, nationd employers organisations, trade unions, nationd educationa
associations and the national labour agency. In Fran

The Mexican Council for Educational Promation (CONAFE), which is an agency of the Secretariat for
Public Education, has representatives in each community. These representatives promote and manage
the access and graduation of thousands of pupils from rurd aress to pre school and primary school
education.

2.2.2 Predominance of industry in validation

Some countries emphasise the influence of indugtry in the process of RV C of informa and non-forma
learning, even though public authorities, training organisations, national governments and education



research organisations continue to play arole. For example, in Audtrdia, governmenta bodies audit the
training organisations conducting “ Recognition of Prior Learning” (RPL), the industry and employers
promote RPL as a viable pathway to sKills recognition and continued learning. In Sweden the
respongbility for vaidation is shared between the educationa system and the labour market.

In these cases, co-operation with the private sector could be an advantage, as employers are often
closer to theindividud learner than governmentd bodies (see Annex 2.2.2). On the one hand, this way
of decentralisation creates an opportunity for harmonisation of the labour market’ s needs with learning.
On the other hand, individud learning queries, which are no asset to the labour market, might not be
considered by awarding units.

However

2.2.3 Predominance of public authorities and government in validation

In some of the Member States, neither the adoption of a concrete framework nor the gpplication of legd
proviSonsis put into practice as yet (see Annex 2.2.3). In these countries, public authorities are the main
initiators in promoting the issue of RV C of non-formd and informd learning. The role of socid partners
seems to be recognised, but due to the strong influence of government, decentrdisation il sticksina
grey area.

For examplein MACEDONIA, which is currently working on alegd framework concerning non-formd
and informa learning, the process of vaidation is conducted unofficidly. Thereis no registered body in
charge of recognition, vaidation and accreditation, however, prior skills are assessed and certified on
an individua basis by forma education providers. While his mode of conducting the validation might
gppear to be very flexible, it however exposesthe learner to the arbitrariness of the assessing inditution.
Also in Pdedine, RVC is conducted ether by public authorities or by the government: It is the
Pdegtinian Red Crescent which gives certificate for those who perform voluntary socid and medical
work with them, athough literacy, adult education and pardle education forms of lifelong learning in
culturd centres are certified by the Minigtry of education and high education authorities.

2.3 Examples of programmes

With regard to the programmes, the Member States can be grouped into six different categories of
programmes. The Annex gives detailed information about the programmes (see Annex 2.3). A rough
overview of different kinds of programmesis given below.

2.3.1 Non-formal education programmes

Non-forma education programmes are a predominant feature of developing and trangition countries.



Some countries (The Philippines, Mexico and partly Madives) offer the opportunity of reintegration into
the forma system through participating successfully in non-formal education programmes. In Mexico
those who belong to the educationa backlog ( people 15 years of age or older who have not begun or
have not finished basic education) are able to obtain certificates rdaing to primary, or secondary forma
education. Mogt of the other countries (Bhutan, Togo, Paestine and Rwanda) focus on offering literacy
programmes, but they do not mention the possibility of (re-)entering the forma system.

2.3.2 Programmesfor entry into formal apprenticeship and training

Programmes for entry into forma gpprenticeship and training are existent both in developed and in
developing countries, and they are closdy rdated to the acquigtion of competencies within the
framework of vocationa and technica learning (see Annex 5.3.2). In Benin, for example, the existing
programmes on technica and vocationa training focus on the assessment of competencies acquired
within non-forma and/or informa education/training. Similarily, lcdland tries to smplify the processfor
individuds on the labour market to strengthen their position there, by gaining a qudification or certificate
through additiona education, based upon recognition of their previous work experience and/or non-
forma education.

2.3.3 Programmes conducted under comprehensive national qualification
frameworks

Within this set of programmes dl learners can gpply for the certification of informd learning, be it for
further education or for improving opportunitiesin the employment sohere. Only in New Zedand, there
exigts such a programme conducted under a comprehensive nationa qudification framework, within
which dl learners can apply for the certification of informd learning (see Annex 2.3.3). The assessors
judge dl evidence againgt unit standards, regardless of where evidence comes from. In addition, the
NZQA requires dl ingtitutions and providers accredited to offer courses and qudifications, even outsde
the Nationd Qudifications Framework, to make acommitment to the implementation of the recognition
of prior learning. Recognition provided can bein the form of credit towards aformd qudification or the
award of a full qudification. This approach has been particularly important for recognisng Maori
indigenous knowledge.

2.3.4 Programmes adopting a more open and global approach

Countries with highly differentiated educationa systems, like Germany and Switzerland, provide
programmes with a more open and globa approach: Self-assessment, externad evauation of
competencies and actud validation go hand in hand in Switzerland and Germany (see Annex 2.3.4).
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The German ProfilPASS is a good example for making visible learning outcomes or prior learning. The
ProfilPASS lays not so much emphasise on an objective assessment of an individud’s competencies,
leading to aqudification, but on the process of sdf-exploration and supporting individuasto find out,
what competencies they have acquired. It is an instrument that has the function of guiding the individud
to explore what he haslearned and her/his different experiences throughout his’her life span It enables
theindividud to describe his experience and to identify his competencies. Emphasisislad on the halidtic
identification of competencies. The guiding process is itsef empowering, enabling the individud to
become aware of his own cognitive, socid, communicative, volitiond competencies. The am is to
motivate and assg the individud in goplying these competencies to further his educationd and
occupationad opportunities. This sdf-exploration procedure however, needs to integrated into traditiona
methods of assessment in order to increase their vaidity and rdiability (Preisser, 2004, p. 2). The
profilPASS provides adults with the evidence required to meet any entry standards for vocationd or
higher level educetion.

The globd gpproach adopted by Germany ams primaily a drengthening  theindividud, but at the same
time it dso benefits companies and supports the development towards a learning society.

2.3.5 Certification programmes for disadvantaged groups

The recognition of non-forma and informa learning is an opportunity to impact on the lives of
disadvantaged groups within society. Many participants have influenced the recognition of non-formd
and informa learning through programmes linked to equity and incluson. With regard to certification
programmes for disadvantaged groups, Egypt follows an ambitious plan: 5000 "Girl's Schools' shdl be
established until 2015. Ecuador focuses on youth and adults who lack vocationa experience, and on old
people (see Annex 2.3.5). These initiatives acknowledge that there are groups within society that need
additiona opportunitiesin order to redise ther full human capability.

The chances and possibilities for disadvantaged groups to attain RV C of their non-forma and informal
learning needs to be given greater atention.

2.3.6  Work-oriented programmes

Work-oriented programs focus on non-formd learning in smdl business programmes, likein St. Lucia
In the Czech Republic the re-training programmes have come to be active employment policy
ingruments.  In Korea, para-school education programmes aim at re-integrating people into the forma
education system through programmes such as civic schoals, civic high schools, trade schools, trade high
schoal, industry attached school, and school attached evening classes, air and correspondence high
schools. Cyprus offers specid programmes in indudtria training implemented in public and private
schools (see Annex 2.3.6).
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2.4 What kinds of competencies are acknowledged?

The RVC of informa and non-formd learning entall the acquidtion of competencies, which areimplicit,
and which sometimes cannot be taught at school or in adult learning programmes. These competencies
result from learning culturd vaues and attitudes and help facilitate in coping with current redities These
competencies include meta-competencies such as critica thinking, problem solving, communication,
tolerance, acceptance of diversty, and openness to accept and cope with change. They could dso
include awareness and participation in development. According to Weinert (2001) this set of meta
competencies, are problem-solving capabilities, which entall motivationa and volitiond dements,
meaning the socid willingness to apply problem solving capatiilities in variable Stuations (Quoted in
Preisser, 2005).All Member States have highlighted different types of life skills, which indude dements
of these meta-competencies.

2.4.1 Recognition of competenciesin daily life settings

Prior learning experiencesin dally life settings take into congderation skills acquired in settings such as
home, the marketplace, the workplace, or community life. There is an awareness of this kind of
knowledge in very various Member States (see Annex 2.4.1). Cambodia, for example, highlights
experience gained informdly in enterprises, in the household or in the community; and informd learning
through participation in socid, culturd, reigious and civil society activities gained in associations and
clubs, in socid service, or community-based services. The German programme. In accordance with
Germany’s haligtic gpproach in the recognition of informa and non-forma lerning, the programme
“Learning culture for skill development” includes sub programmes that are trying to recognize and
vaidate competencies that are learned in various settings such as work, socid environment, in continuing
education ingtitutions and on the Web. (annex: 2.4.1)

2.4.2 Recognition of competenciesin the context of non-formal education programmes

In the context of Mexico's community education programmes (CONAFE) the following skills are
hlghllghted Theindividua should be ableto (see Annex 2.4.2):
have knowledge of himsdf, own strengths, weaknesses and possbilities,
have the mativation to learn and sudy
live and work not done with the am of attaining power, wedth, recognition and credentias but
more importantly finding a sensein learning.
learn to be freg, criticad and independent.
Show a curiosty in socid redlity, and participation in a community of learning, where idess,
knowledge and bdiefs, dthough different and even contradictory are shared.
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recognise that the environment and the geographica location has influence on the culture, trade,
economy and the increase of cities and towns,

communicate with confidence and efficiency in his mother tongue that can be Spanish or an
indigenous language,

enjoy and express emotions through reading and writing,

condruct a positive image of onesdf by recognisng one' s cultura identity, gender and be able
to promote a living together based on respect and the acceptance of difference.

The Philippines, too, recognises life experiences, community experiences, education experience, pad
and unpaid work when documenting skills.

In Benin and Togo, recognition is linked to experiences gained in non-forma organisations, but not to
experiences gained in an informa way (see Annex 2.3.3). In Togo, informa education is recognised,
vaidated and accredited when gained through associations, clubs, and NGO's, but not if gained in socid
or community service.

2.4.3 Recognition of vocational and practical competencies

In some Member States, it is vocationd skills that are given specid recognition (see Annex 2.4.4).
Practica qudifications and acquired work experience are of primary importance in these countries.

In Surinam, for example, a till unorganised but greet number of private inditutions offer courses in
practica competencies (administration, accounting, secretaria work, computer skills, technica skills,
nursng skills, teaching youngsters the Chinese language, to play some musica ingruments, learn a
handicraft, and badics of Sport). In France, a governmenta organisation, DAVA (Dispositifs
Académiques de Vaidation des Acquis), validates occupationa experience by giving a diploma,
certificate, atitle or adocument testifying work experience.

2.5 How should these competencies be assessed?

Very little information on assessment procedures emerged from the country examples. Nevertheess, we
consder it necessary, to highlight the fundamenta issues of assessment, because it is centrd to the
guestion of RVC of non-formd and informd learning. We are therefore referring to the guiding principles
and methods that have been highlighted in the publication of Colardyrn/Bjornavold (2004).

Preisser raises two fundamenta questions. According to him, in establishing asystem of RVC, we have
to be conscious about the perspective we argue from Assessing and aloceating people for the sake of
a better matching of human resources and economic demands is something very different from
empowering them to master their lives for their own sake, whatever thisis (Preisser, 2004, p. 4; )", the
perspective is ether utilitarian or more humanistic and one has to be aware about the respective
CONSequEeNCes.

13



Moreover, one has to consder the scope of the genera gpproach: In generd, there is a dilemma
between generdity and accuracy. The more holigtic and generd the approach is, the more broad isthe
sandard, the more abstract are the principles of validation. This could mean making the recognition of
competencies too generd , S0 that in the end they may not express anything at dl. A common currency
for measuring competencies may be the time unit, that Someone has spent in practisng something;
amilarly, one could use the criterion of work load asis done in universties for comparing various study
programs. (Preisser, 2004, p. 3).

While the aim of recognition is to make visble a person’s knowledge and kills, it is possible that the
documentation produced by a recognition process dedls with what the person in question lacks in order
to achieve a gpecific god. Sengtive handling of thisis needed (OECD 2005b). The other danger isthe
many actors who are implementing a recognition sysem. Whilgt thisdlows for flexibility and for learning
needs to be met by the loca community, it may aso cause confusion through he use of different types
of process and documentation. It istherefore important that Recognition systems are built on commonly
agreed principles and that measures and methods are structured, so that we achieve a process that
maintains uniform standards a the nationd leve .(OECD 2005b)

We include below some congderations by Colardyrn/Bjornavold (2004) of how to assess competencies
from a humanigtic approach.

25.1 General principles

According to ColardyryBjornavold, to improve the overal qudlity of vaidation in an upholding way, and
to enhance the coherency and transferability at European and worldwide levd, thereisaneed of a st
of common principles regarding vaidation of non-forma and informa learning. Within Europe, this set
of principles obtains the following concepts (2004, p. 122f):

Confidence:

about transparency of procedures, standards and assessment criteria
about availability of information

in some exigting 'ground rules

Impartidity:

concerning the roles and respongbilities of the "assessors’

training and certifying should not be mixed up

ensure proper training for those who validate

enhancing systematic networking to enable fair (reliable) judgement

Credibility:
through incluson and commitment of the relevant stakeholders at appropriate levels
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through reference to internationa standards/principles

Within the European scope, Colardyn/Bjornavold (2004, p. 61f) concluded, that there are three main
objectives of European nationd policies concerning vdidation of non-formd and informd learning:

The firgt objective addresses the "individud" learning needs and emphasisesthat dl learning isvaduable
and to value the outcomes in an appropriate way. This objective is closdy related to srategies on life
long and life wide learning and requires that individuds are granted flexible access to inditutions
(Sohlman, 2000). Maybe, the motivationa impact of vaidation is more important than anything else.
Furthermore, it requires that the labour market iswilling and able to take into condderation the full range
of competences hdd by individuas. A large number of Member States of the European Union expresses
this objective.

The second objective is centred on economic issues. Vaidation can be seen as part of dtrategies to
strengthen competitiveness and to improve economic performance. It is asserted that this can be
achieved by managing the "knowledge capitd™ in amore efficient way. Competitiveness of the country
and the improvement of its labour market define the economic issues.

The third objective focuses on inditutiona issues. Vaidation can serve to improve the functioning by
making them more flexible and open to learning outcomes acquired dsewhere. Hexibility and access of
learning indtitutions are at the core of this objective.

2.5.2 Assessment methods

A core question to be asked is whether it is appropriate to assess non-forma and informd learning
according to the criteria, which are gpplied in gppraising skills gained in forma education, and training.
"Thereis no indication thet the chalenge of vdidation non-formaly and informally acquired competences
has led to the development and introduction of genuindy new testing and assessment methods. ... [The]
object (of non-forma and informa learning; the author) to be 'measured is different and more complex,
making the requirements to reliability and validity even harder to reach." (Colardyr/Bjornavold, 2004,
p. 117f)

In addition to this, especidly informa learning experiences contain such a comprehensive and manifold
richness, and thus can not Smply be vdidated by techniques and methods of vaidating formd learning
outcomes, such astraditiond tests or examinations, declarative methods, methods based on observetion,
samulations, evidences of work practises, and portfolio-based approaches (compare:
Colardyn/Bjornavold, p. 105).

There might be some convergences concerning the gpplicability for non-forma and informa learning, but

it is extremdy important to srengthen once more the necessity of a European or even worldwide set of
principles on vaidation.
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Colardyr/Bjornavold: 6 categories of assessment methods (p. 105):

Traditiond test or examination
Declarative methods

M ethods based on observation
Smulaions

Evidences of work practices
Portfolio-based approaches

Learning Formal Learning Non-formal and informal learning

Assessments
Formative assessments ntinuous controls

Declarative - VAPVAE Declarative - VAPVAE

Check-up of competences Check-up of competences

Evidence from real situation (work Evidence from redl situation

and/or others) (work and/or others)

Simulation Simulation

Observation Observation

Result in Result in

Training Plans Training Plans

Career development plans Career development plans

Access to employment Access to employment
Summative assessments Exams and test (including tests related | Simulation

to outside school, like testimony of Observation

employers) Evidence extracted from real

Declarative situation (work and/or others)

Evidence extracted from real situation

(work and/or others)

Result in Result in

Diploma or certificate of a education | Validation of a module

or training process Certification of a unit of

competences

Source: Colardyn, D. (2002)

2.6 Benefitsfrom RVC

Why has the vaidation of non-forma and informa learning become such aburning issue these days?Is
validation a response to an increased economic demand for skills in a globa world, or rather for a
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growing socid dedre for learning?

As discussed, the introduction both of political frameworks and of decentradised inditutiona structures
can be crucid priminary steps for successful delivery and provison of recognition and certification of
non-formd and informa learning in practice. Development and implementation of assessment and
documentation methodologies of prior learning are further activities underlining the increasing importance
of vadidation.

The concept of lifdong learning emphasi ses that learning must encompass the whole spectrum of formd,
non-forma and informd learning in order to promote active citizenship, socid inclusion, employahility,
and Hf-fulfilment of the individud. What we learn in forma education covers only some needed skills
we need in life. Learning informally is the complementary sde. Thus, to develop a system for learning
throughout life requires linking the different learning domains in order to enrich and complement each
other. In practice, this means to sum up and acknowledge al knowledge and kills, individuas have,
acquired through schooling, paid and unpaid work, organisationd activities, family-life and as a member
of society.

There are many potentia benefits, gained through vdidation of competencies for an individud, for an
enterprise and for society. From our data, five benefits could be identified. These objectives, listed
below, have to be seen as elements found in various combinations in each country - maybe, there are
even more:

Enabling learner's entrance into forma systems of further education or training
Improving the learner's digibility in the labour market

For enterprises, recognition and certification of prior learning may be of importance because it
increases their potentia for effective human resource management.

For a society as a whole, identification, assessment and recognition of learners acquired
competencies may smplify the transfer of skills between different spheres such as education,
work and home, and therefore improve the dlocation of a society’s resources. Some countries
emphasise this broad approach towards learning that sems from changes of a more global
world. Educationa and vocationd transformations are considered to govern practicaly dl areas
of politicd, socid, economic, and culturd activity within society. The assumption is theat
especidly in aglobaised world with internationd migration movements, the process of vaidation
needs to be open, recognisable and easily accessible in order to let both the individua and
society be mutua beneficiaries.

While benefits to individuas in repect of their working lives, organisationd activities and the
educational system are central issues in developed countries tremendous efforts are put in
enhancing universal basic education.

From an andytica point of view, benefits for qudification frameworks can be divided into genera
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benefits and benefits to lifelong learning (OECD 2004, p. 10ff). Qudlifications frameworks can bring
generd benefits mainly in four aress

Benefits for qudification sysems and provison (supply sde)

Benefits to career development, guidance and employment placement, information and
orientation including occupationad mohility (demand side)

Bendfits to the internationd and transnational dimension

Benefits to regulation, legidation and inditutiona arrangements

Benefits of qualifications frameworks to lifdong learning can be summarised as follows

to promote a culture of lifelong learning

to integrate lifdong learning into a coherent system through qudificationsin order to ease the
transferability and transportability of skills and competencies from one area to another

to enable non-standard forms of access, including accreditation of prior learning and recognition
of non-formd and informa learning

to enable further improvement of basic skillsfor different target groups at different levels

to relate and compare qudification to each other on the basis of common reference points
supporting the development of guidance materias

learning could be more easily focussed on both individua and company learning needs
reduce incidences of time spent by learners re-learning to reach outcomes aready achieved in
other contexts

providing clarity and smplicity about skills and qudifications needed to policy makers,
stakeholders and companies

2.6.1 Entranceinto formal systemsfor further education or training

There are various gpproaches identified (see Annex 2.5.1). In Paegting, for example, the objectiveis
not to certify prior learning but to recognise and certify the non-forma course for transfer to a further
sage and integration into the forma system. Switzerland strives a developing a means for comparing
formd, non-formd and informd learning, as the country wants to diminate discrimination againg people
who gain competencies non-formdly or informaly. Consequently, the focus varies between including
nonsformd and informd learning in forma learning and improving the satus of non-formd and informd
learning.

Few countriesin the UIE survey mentioned thet the recognition of non-formd learning and informa
learning is used as amechanism for reducing the study time required in order to gain a recognised formd
qudification (OECD 2005b). Training paths may aso be shortened or modified to the individud’s
requirements and therefore lead to better and more efficient training expenditure, as highlighted in the
OECD themdic review on lifdong learning (2005b)

Recognition procedures may motivate individuas to look upon learning not only in alifdong sense, but
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a0 as life wide opportunity. It may aso encourage the individud to start new learning experiences
(OECD 2005b ). More research is needed on this aspect, which has been mentioned in the OECD
review.

2.6.2 Improving learner's employability in the labour market

Individuals who have had limited accessto , or not achieved inaforma education and training or those
who learned skills predominantly in the workplace are often disadvantaged in securing employment
which adequately reflects their skills and previous experience. Helping these workers to get ther
competencies formaly recognised gives them evidence of their persond capita, which in turn asssts
them in their workforce negotiations. This helps improve employment and career prospects.

Norway counts on raising a positive awareness in society on the issue of immigrants who do not have
recognisable prior experiences (see Annex 2.5.2). Norway hastried to raise the status of non-formal
and informd learning. It hastried to create a genera awarenessin society about the value of non-forma
and informd learning in contributing to the creation of ‘mobile human capitd’. By creeting such
awareness in society, it has been able to make migrants and immigrants more atractive for the labour
market and create a demand for them in the labour market. In the same way, improving the
employability of redundant workers the unemployed and those with no officid recognition for their
trades, is an important benefit from recognition.

2.6.3 Certification by enterprises of prior learning and experience

For enterprises, recognition and certification of prior learning may be of importance because it increases
the enterprises potentia for effective human resource management. In &. Lucia (see Annex 2.6.3)
recognition of programmes focus inter dia on the enhancement of entrepreneurid soft and hard skills
and of amdl business management skills, on the increase of productivity and competitiveness on the
development of linkages and networks among smal enterprises, on the dissemination of information
regarding these issues aswell as the standardization of best practices within this sector.

Even where certification is not the primary god, the making visble of competencies through instruments
like the lifdong learning passport, benefit both individuad and companies. The example from Germany
highlights the close connection between benefits for the individua and companies and enterprises.
Companies benefit from the systlem of lifdong learning passports because the competencies of their Saff
arevisble and can be taken into condderation for gaff planning and to be in a better position to organize
sdf-organised training the system of lifedlong learning passports are expected to benefit companies
Continuing education inditutions are particularly hepful in supporting the process of sdlf-organised
learning. In this way a learning culture is promoted by stimulating cooperation partnerships between
individuds, societd inditutions and companies.
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2.6.4 Transfer of skills between different spheres such as education, work and home

For a society as awhole, identification, assessment and recognition of learners acquired competencies
may smplify the transfer of skills between different spheres such as education, work and home, and
therefore improve the alocation of a society’ s resources. In Germany and other European countries this
isthe case (see Annex 5.5.4).

An outgtanding project is the lifedlong learning passport, which is a means for documentation of the
learner’ s competencies of dl kinds. It makes them visble for the learners themsdves as well asfor future
employers, and therefore simulates the public learning process on the way towards an expanding culture
of recognition.

2.6.5 Enhancing universal basic education

Some countries emphasise this broad approach towards learning that stems from changes towards a
more globa world. Educationd and vocationd transformations are considered to govern practicaly dl
aress of palitical, socid, economic, and culturd activity within society. The assumption isthat especidly
in aglobdised world with internationd migration movements, the process of vaidation needsto be open,
recognisable and easily accessible in order to let both the individud and the society be mutud
beneficiaries.

While benefitsto individuas in respect of their working lives, organisationd activities and the education
system are central issues in developed countries, in the developing countries, such as Bhutan, Togo,
Bangladesh, Egypt, and Mexico (see Annex 2.5.5), tremendous efforts are put in enhancing universal
basic education.

2.7 Statistical data gathered in the Member States

The mgority of the Member States were not able to provide up-to-date Satistics on the number of
people profiting from programmes or policiesin their society. The statistical data collected are of very
different level (see Annex 2.2.7). Whereas Mexico Sates that the project on community education will
be developed in the school year 2004-2005 in 109 communities and 21 regions of the country, Egypt
provides the number of persons having reached the literacy level from 1993 until 2003.

2.8 Future per spectives

Many different future scenarios are described (see Annex 2.2.8). For example, Koreaviews to turning
society into afied of learning, and Iceland keeps on following the principles of LLL. In Ecuador, the
non-formal system will be reorganised. New standards of sdlection and pedagogy according to market
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demand are to be introduced.

2.9 Conclusion

This document was produced through a desk study using information obtained by means of the andyss
of thirty-Sx questionnaires. The complex redlities of implementation of procedures and mechanisms as
well as of stakeholders views are not easily gleaned from the questionnaires. A more comprehensive
sudy on recognition, vaidation and certification of non-forma and informd learning should be
conducted, usng a more sophigticated research methodology, most importantly including surveys and
in-depth interviews with primary stakeholdersinvolved.

Within both a European and a worldwide 'development-process of different vaidation systems the
question of how to vaue learning comes up again and again: Questions like the fallowing ones will have
to be re-answered regularly:

Who should decide how a learning outcome is vaued and who eventualy should set the
standards we use for assessment?

How to bridge and to link different learning systems and learning outcomes?

Can lifdong (and lifewide) learning be redlised, aslong as different validetion sysems are unable
to communicate with each other and fail to mutually recognise each other?

This document doses with some recommendations, and in the hope of having contributed both to finding
some answers to the above questions it has tried to push the process forward towards a set of common
principles regarding vaidation of non-forma and informa education and training with the am of ensuring
greater comparability between approaches in different countries at different levels.

This document has been more interested in looking at nationa qudlifications from the perspective of
lifelong learning rather than from the pergpective of reformsin quaifications frameworks done. Thisis
because not many developing countries have yet been able to put in place devel oped frameworks and
systems of recognition of non-forma and informal learning.

2.10 Recommendations

We need to be careful about transferring highly developed structures of recognition, validation and
certification of prior learning and experience to developing countries. Care needs to be exercised
concerning the transfer of structures which have reached their limit with regard to converting accessto
the educationa system to akind of merchandise (Merle 2004).

We a0 need to look at recognition of informa and non-formd learning from the point of view of the
individud’s exigting will, motivation and resources vis-avis the system, indtitutions and structures and
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how the individud fits into a system. We fed that that the basc underlying assumption of recognising
non-forma and informd learning is the assumption that systems of education need to orient to the
resources/ capacities and motivation of individualsand groups and not the other way round. What are
the purposes, benefits and meanings of qualification frameworks to those who do not (yet) have them?

Some deve oping countries emphasize the importance of meta competencies. However very often these
meta competencies are referred to only after sructures and frameworks of recognition, accreditation and
vaidation have aready been established. These meta competencies are dso those that are currently in
vogue in  developed countries. There needs to be more thorough research done, particularly in
developing countries, on what competencies people in different phases of therr life have and need. There
isadanger of making competencies too broad and generd, so much o that eventudly they do not have
any rdlevancein the loca context.

The Philippines (Internationd workshop in Paris 2004) mentions the deeply rooted socid bias againgt
learning experience outside schooal. It is consdered second dlass, inferior and inadequate. We need to
take cognizance of the fact that many such issues are a'so prevaent in developed countries such as
Germany and other highly developed countries.

Given the enormous amount and richness of indigenous knowledge prevaent in deve oping countries it
is necessary for recognition sysemsto ded with this topic with greater vigour. Recognition programmes
need to identify and utilise traditiond knowledge and wisdom which are essentidly an integrd part of the
lifelong learning process practised by any traditiond, especidly rurd society.

As a change in the role of Minidtries of Education takes place, the governmenta bodies evolve from
providers of socid servicesinto bodies that supervise the coordination of stakeholders. Idedlly, it would
be preferable if they would aso be in charge of mobilising funds, but the recorded data on thisis too
insufficient for condusions,

Where there is predominance of industry in vadidation of individud learning, there could be a danger of
consdering only those experiences which are an asset to the labour market; other important
competencies may be neglected by the awvarding units. It may be necessary for industry to take amore
holistic approach.

It would be advisable for countries to start the process of setting recognition systems by first doing a
careful exploration and making visible individud's competencies, rather than using forma recognition
methods for non-forma and informa learning. There could be a danger that informa and non-forma
learning may get reduced to the equivaent of school education. There is dso adanger for alot of this
learning to loose its traditionally democratic and radica function. In-depth studies are needed in order
to asses how equivadency programmes are managed and whether abadance is being maintained between
school-focussed and life-focused programming. The forma school syndrome often congtricts the non-
forma character and may tend to turn these non-formal education programmes into poor copies of
forma school courses.

What are the conditions for the introduction of qualification frameworks? These need to be identified.
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Nationd frameworks of qualifications need to be communicated to the population in generd if they are
to be successful. Learners, providers and employers must be aware of the framework and be able to
useit. (OECD 20053, p. 9)

We need to get more information from countries on the key drivers of change that steer developments
in many countries — for example, the internationdisation and globdisation of learning and the
development of wider regiond (European or transnational) labour markets (OECD 20053, p. 8).

A more comprehensive study on recognition, vaidation and accreditation of non-forma and informal
learning should be conducted in practice as it would clearly benefit from more sophisticated research
methodology, most importantly including surveys and in-depth interviews with primary stakeholders
involved.

It will be necessary to investigate how different nationd qudifications sysems influence the qudity of
lifdong learning. We need to andyse the principles and visons of lifdong learning and what societd
changesit isreponding to in the nationa context. For which target groups are lifdong learning policies
being desgned?

The comparisons between the countries need to be done on amore sdective basis, either with respect
to financing moddlities or with regard to assessment procedures, and taking into account the sate of the
educationd system. There could be some sort of a group agenda. Group representatives could be
representatives with extensve, well-established frameworks and those who have recently introduced
them or are actively considering them.

Fndly more work will need to be done on identifying individua and systemic barriers to the recognition
of non-forma and informd learning.
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Annex 1:Glossary

The Glossary presents key terms in dphabeticd order. Any definition is Smply a working tool and
defining aterm does nat prevent the underlying concepts from further development. The purpose of this
glossary is to understand the questionnaire better and to arrive a a more accepted and les disputed
vocabulary of vaidation, and, above dl, in order to help communication.

References are taken from severa sources:

The website of the European Centre for the Development of VVocationa Training (Cedefop),

from the European Centre for Higher Education (UNESCO-CEPES), and

from Colardyr/Bjornavold,

from the Norwegian Inditute for Adult Education (Vox) and

from OECD The Role of Nationa Qudifications Sysemsin Promoting Lifelong Learning. Report from
Thematic Group 1, 2, and 3, 2005

Accreditation

The process by which a (non-)governmenta or private body evaluates the qudity of an educationa
indtitution as awhole or of a specific educationd programme in order to formaly recognize it as having
met certain predetermined minima criteriaor sandards. The result of this processis usudly the award
of agaus (ayesno decison), of recognition, and sometimes of alicense to operate within atime-limited
vaidity. Inditutional Accreditation: The termsrefer to the accreditation of the whole ingtitution, including
al its programmes, stes, and methods of ddlivery, without any implication asto the qudity of the sudy
programmes of the inditution. Accreditation of Prior Learning: The process by which individuds are
awarded credit toward qudifications based on their prior learning and (sometimes) experience (dso
cdled experientia learning). The credit is awarded upon clear evidence that the respective learning has
resulted in the sudents having achieved the gppropriate learning outcomes (CEPES 2004). Portfolio for
Accreditation: An act of evidence characteristics of an ingtitution in relation to a specific type of activity,
especidly to learning standards. This operation can be accomplished ether by a concerned ingtitution
or by an external observer/assessor. Accreditation Body: A (non-)governmental or private educationd
association of nationd or regiona scope that develops evaluation standards and criteria and conducts
peer evaluation and expert visits to assess whether or not those criteria are met (CEPES 2004).

Assessment of competencies

The sum of methods and processes used to evauate the attainments (knowledge, know-how and/or
competences) of an individua, and typically leading to certification. Formetive and summaive assessment
Non-formd and informa learning assessment and vdidation are legitimate and ussful not only for
improving the learning process but also to come to some desirable proof. . The role and function of
assessment is crucid to basc methodologica choices. Formative assessment: Formative assessment
occurs during the learning process. It facilitates individua leaning. The purpose is to not to grade or
certify the learner, but to help both the learner and the teacher focus upon the particular learning
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necessary for movement towards mastery. Formative assessment involved ht collection of gppropriate
evidence while the learning process takes place (Colardyn/Bjornavold 2004). Summative assessment:
The primary god of summative assessment is grading or certifying students or candidates. Skills and

competences assessed are ether potentidly or actualy in use. It takes place a the end of a unit, a course
or year or when it is expected that the required level of competence have been achieved. The judgment
is made after a particular piece of learning or education process is thought to be completed
(Colardyr/Bjornavold). Is there a summeative assessment where non-formd learning is tested for possible
incluson into the setting g of forma education and training? Is there a summative function where non-

formd learning is tested? Does it reman independent from formd education and traning? Is a
combination desrable and feasble? Today, currently accepted theory no longer separates formative and
summeative assessments (Taras 2002, p. 504 in: Colardyrn/Bjornavold 2004). Standards (references) are
a mgor issue for assessment of forma as wel a non-forma and informa learning. While norm
referencing (using the performance of agroup or population) has to be serioudy discussed in the context
of assessing non-forma learning (due to the diversity of competences involved), the issue of domain
referencing is very important. The definition of boundaries of competence domains (therr sze and
content) and the ways in which competences can be expressed within this domain is of critica
importance (Colardyn/Bjornavold 2004).

Assessors

Assessors need to have good knowledge of work practice and curriculum in the context of work. In
educationd indtitutions, assessors need to have good training in assessng generic <kills and tacit
knowledge (VOX 2002).

Certification of competencies

The process of formdly vaidating knowledge, know-how and/or competences acquired by an individud,
follows a standard assessment procedure. Certificates or diplomas are issued by accredited awarding
bodies (Cedefop 2002).

Competence

Ability to apply knowledge, know-how and skillsin a habitua and/or changing work stuation (Cedefop
2002).

Documenting

In many countries, like in Norway, the Parliament has adopted a resolution that gives adults the right to

document their non-forma and informa learning without having to undergo traditiona forms of testing
(VOX 2002). There are many ways of documenting and recording learning. The most commonly used
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forms of documenting non-formd and informd learning are through curriculum vitae and skills certificates.
Often, there are written guiddines.

Equivalence

Equivaence takes place when learning acquired in areas other than through the public education system
is deemed equivadent with formd learning. There has been much discusson on what is equivaent when
it comes to comparison with forma learning. Should this equivaence be in reation to a nationd
curriculum? Should it be something that is amodified vergon of this nationd curriculum? According to
the Norwegian "Reakompetanse Project”, which is to be gpproved as equivalent, a skill hasto reach
a specific minimum leve, be of a certain naure, in rdation to a prescribed skill (quantitative and
quditative requirement for core knowledge. It must be possible to assess dl kills within apecidist fidd,
and to recognise them where appropriate, as equivaent lerning, irrespective of requirements for
knowledge content made in existing curricula and examinations (VOX 2002).

Evaluation

The generd process of a systematic and criticad andyss leading to judgments and/or recommendetions
regarding the quaity of an education inditution or a programme. Evauation is carried out through internd
or external procedures. The process of sdf-evduation condsts of the systematic collection of
adminidrative data, the questioning of students and graduates, and the holding of moderated interviews
with lecturers and students, resulting in a self-sudy report. Self-evaludtion is basicdly a collective
inditutiond reflection and an opportunity for quality enhancement. The resulting report further serves as
aprovider of information for the review team in charge of the externd evaluation (CEPES 2004).

Indicators

“Operationd varidbles referring to specific empiricaly measurable characterigtics of education indtitutions
or programmes on which evidence can be collected that alows for determination of whether or not
standards are being met. Indicators identify performance trends’ (CEPES 2004). With regard to
vdidation, this could relate to results with regard to access to programmes or certification, or resultsin
number of vaidations or certifications (with or without education and training) (Colardyr/Bjornavold
2004).

Learning

Informd education and training learning is structured and planned according to specific education and/or
traning objectives. In an enterprise activities may be highly structured but not planned according to any
particular learning objective. The Stuation is not planned for learning but important learning outcomes
may result from these activities. Findly, in activities with little Sructure or planning, for example, many
family or community based activities learning is not the explicit objective, but it can occur. The question
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of learning process contral is equaly important. While learning in forma education and training is
sructured according to a range of factors beyond the control of the learner (the curricula, the
qudification framework, the teaching methods the composition of the dass) non formd and informa
learning will to amuch grester extent be controlled by alearner himsdlf. Thisis dso the reason why the
concept of competenceis highly reevant to thisfidd. By competences we address the way an individud
isableto apply knowledge and experience to Stuations and problems. Self-directed and self organised
are crudid to the development of life skills and can not be fully replaced by predefined and prestructured
teaching (see Colardyn /Bjornavold).

The sdttings in which learning takes place are defined by forma or non-forma. According to Eraut
(2000) and supported by Straka (2002), forma learning can be described as follows. Learning takes
place within a prescribed framework for learning, learning is part of an organised event or package,
learning is characterised by the presence of a designated teacher or trainer, leaning is defined by the
existence of externd specifications of outcomes, learning leads to a designated qualification, credit, or
certificate, and learning is effiliated with the right to further education.

Lifelong learning

Lifdong learning includes formd, non-forma and informd learning.

Formal learning is normaly acquired through organised and structured programmes delivered via
schools and other providers and is recognised (certificate and diplomas) by means of qualifications or
part of qudifications.

Non-formal learning is acquired through organised programmes or courses but it is not typicaly
recognised by means of qudifications nor does it lead to certification.

Informal learning is acquired outside of organised programmes and courses and is picked up through
daly activities rdating to work, family, community, gender relations, village life, or leisure, gport and
recreation. Informa learning is often referred to as experientid learning and can to a certain degree be
understood as nor+intentiona and incidentd. Terms like prior learning or prior experientid learning are
aso used pointing to vaidation of aready acquired learning outcomes.

Lifewide Learning

Lifewide learning is aterm that has begun to be used to capture the idea that learning may take place
in arange of contexts outside of forma education and with different aims and outcomes.

Quialification
Qudificationis (a) an officid record (certificate, diploma) of achievement which recognises successful

completion of education and training, or satisfactory performance in a test or examinaion. (b) the
requirement for an individua to enter or progress within an occupation (Cedefop 2003)
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Quialification Framework

A comprehensive palicy framework, which defines dl qudifications recognized nationdly in terms of
workload, leve, qudity, learning outcomes, and profiles. It should be designed for to be comprehensible
through the use of specific descriptors for each qudification covering both its breadth (competencies
associated with learning outcomes) and its depth (leve). It is structured horizontally in order to cover
al qudifications awarded in a sysem, and verticaly, by levd. Its purposeisthat of facilitating:

(i) curriculum development and design of study programmes,

(i) student and graduate mobility, and

(i) recognition of periods of study and credentias.

Qualification System

Qudifications sysemsinclude al aspects of a country’s activity thet result in the recognition of learning.
These systems include the means of developing and operaiondisng nationd or regiond policy on
qudifications, inditutiond arrangements, qudity assurance processes, assessmeant and awarding process,
skills recognition and other mechanisms that link education and training to the labour market and civil
society. Qudification systems may be more or lessintegrated and coherent. One fegture of a qudification
sysem may be an explicit framework of qudifications.

(OECD 2005a: 6)

Recognition

Recognition of learning is a process of recording achievements of individuds arisng from any kind of
learning in any environment; the process ams to make visble an individud’ s knowledge and kills so that
they can combine and build on learning achieved and be regarded for it.

Assessment of Prior Learning (APL) are processes which use avariety of toolsto help learners reflect
on, identify, articulate and demondrate past learning. This learning has been acquired through study,
work and other life experiences and is not recognised through formd transfer of credit mechanisms. APL
alowsthe evaluation of past learning againgt established standards o that credit can be awarded and
qualifications achieved.

Standards
Education(d) Standards. Various types of educationa standards exist with regard to learning resources,
programmes, and results, in genera, and student performance (content

sandards, performance standards, proficiency standards, and opportunity-to-learn standards) (CEPES
2002).

Validation of formal and informal learning
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Vdidation of non-formd and informd learning is an important dement of work on lifdong learning both
nationdly and internationdly. It gives adults more opportunity to acquire education and training to
improve ther qudifications. Governmentsin many European countries work in co-operation with socid
partners, educationd inditutions and civil society organisations (VOX 2002). According to the Cedefop
glossary (2000, The Internationd Encyclopaedia of Education), validation is defined as the process of
identifying, assessing and recognizing awider range of skills and competences which people develop
through their lives and in different contexts through education , work and participation in civil society
organisations.

Usefulness of vaidation could be the following: Certification in relation to existing formd leve, give
admission to a higher leve of education and training sysem (continue learning), to get a job, for
participation of work life, carry out a profession or trade. Many adults may never be entitled to re-enter
secondary school, but validation of their non-forma and informa learning including vocationd testing can
help in their search for work (VOX 2002).

Nationd system of vaidation includes

1) Law, regulations and agreements

2) Trangparency of organisations conducting the vaidation process

3) Nationa procedures

4) Reference points such as curriculum standards

5) System of information

6) Principles for guidance and assessment (The Realkompetanse Project 2002)
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Annex 2 Country examples

2.1 National frameworks supporting the process of recognition,
validation and certification

211 Countrieswith alegally based national framework

KOREA In KOREA recognition and vaidetion is guided by the policy on lifdong learning
and the Lifdlong Education Act. The framework has put into effect the nationa
Lifelong learning centre and 16 regiona centres. The qudification framework
works under the Educationa Credit Bank System. It is set up for people who
have not been educated at the college level. It helps them to obtain academic
credits and degrees by completing programmes and course work at civic
education training inditutions, acquiring various vocationd licences. The common
practice is to finish a certain course of education, which is evauated and
acknowledged. Or one passes the tests set for self-study as an dternative to a
bachelor’s degree. The certificate is awarded by the low of certification. It is
Non-formd and informa learning is not recognised precisdy. A committee
evauated the inditutes and curriculum. After meeting the credit requirements, it
is possible to trandfer from a junior college (Bachelor degree) to a 4-year
university, or to a graduate school.

FINLAND In FINLAND, provisons on vaideation have along higtory, and severd politica
and legd initiatives dways underlined the importance of thisissue. During the
past years, the comprehensive nationa approach has been further developed,
and snce 1998 recognition, vaidation and accreditation is performed on alarger
scde Therdaed palicy is primarily defined in new educationd legidation, which
provides a framework on the recognition of non-forma and informd learning a
comprehensive schools, at upper secondary schools as well as a post-
comprehengve vocationd inditutions and inditutions for adult vocationd training.
Furthermore, the current law makes certification of prior learning the learner's
subjective right.

FRANCE Also according to the FRENCH legidation, every person hastheright to obtain
a certification for acquired competencies. Previoudy, vaidation of skills was
only possible after the completion of various educationa and vocationa courses.
But snce 2002, the law changed and new, legaly routed mechanisms for
vdidation have been introduced. The Law on “modernisation socid€e” regulates
the recognised non-formd learning or “validation des acquis de |’ experience”’
(VAE) (learning from experience). Assessment of prior lerning is made more
flexible and broader. It concerns dl diplomeas, titles and certificates (three years
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gpprenticeship leading to the BEP, vocationd training in a vocationd inditute
leading to adiploma. Master-Diploma of the and certificates to adults with three
years of experience in non-profit organisation given by the Association of the
vocationd training of adults (AFPA) or the Diploma of the DAVA of the
Minigtry of youth and primary and secondary education and research. All these
diplomas, certificates and titles are included in the Nationd Register of
Vocationd Certification (Répertoire nationd des certifications professionndles).
This regigter is a tool to manage the natiiond training supply and to provide
information to the individuas. The Nationd Commisson of Vocationd
Certification (Commisson nationde de certification) is respongble for the
Regiger.

AUSTRALIA

In AUSTRALIA theissue of recognition, vaidation and certification is generdly
referred to as “Recognition of Prior Learning” (RPL), which is one accepted
pathway for skills recognition and for entry into the country’ s post-secondary
education and training systems. RPL is afeature of “Vocationad Education and
Training system” (VET), and is pat of the “Post-Secondary Education
Framework”. The“Audrdian Qudity Training Framework” (AQTF) ingtructs
that every registered training organisation must ensure that RPL is offered to
applicants on enrolment. The AQTF isa nationdly agreed set of standards for
training providers within vocationd education and training.

AUSTRIA

In AUSTRIA exiding legdl and ingtitutiona frameworks make it possible for
forma education and training indtitutions to recognise competencies acquired in
non-forma and informa settings. Furthermore, adults who have not completed
any formd education and training are encouraged to continue thelr learning in
various vocationa evening schools. The government hasintroduced Six different
acts, which build a legd foundation for conducting exams in the formd
educationa systems for access to forma educationa and training ingtitutions. It
is particularly, the "Vocationa Training Act" as wel as the "Crafts, Trade,
Sarvice and Industry Act" that set the foundation for seven different
qudifications which learners can achieve in order to gain entry into further,
mosily higher education. These qudifications can be reached by means of formal
education, forma gpprenticeships and/or vocationd training.

ICELAND

The Nationd Curriculum Guide for Upper Secondary Schoals, issued on the
basis of the Upper Secondary Education Act, contains rules on recognition of
studies carried out a other schoals, informd studies and work experience. It
dates, inter dia

“Principas of upper secondary schools are responsible for evauating prior
dudies of students, whether forma or informd. Informa Sudies refers to
knowledge or skills which have been acquired by other means than forma
schooling, such as on courses held by independent educational agencies, or
through work experience on the labour market.
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In evauating such experience, the objective shal not be that the prior sudies be
exactly the same as are defined in the Curriculum Guide; the emphasis shal
rather be on whether the sudies can be evduated as equivaent, and whether the
student is qudified to complete the study programme. The work experience of
Student prior to commencing an gpprenticeship may be recognised. The
recognition may lead to the student being exempted from specific practica
training modules and/or to a reduction in the duration of practica on-the-job
traning.

In the case of doubt regarding the recognition of studies, it is correct to dlow the
student to enjoy the benefit of the doubt, or to offer hinvher the opportunity to
take atest of competence.

The purpose of such testsisto give the applicant the opportunity to demonstrate
hisher knowledge in a specified subject or fiedd. Thus students can gain
recognition of knowledge and experience they possess, which has not been
acquired in the conventiona way in school, thus reducing the duration of their
dudies. The Ministry of Education assigns upper secondary schools to
administer tests of competence, which are held twice a year as the need arises”

NEW
ZEALAND

Non-forma and informa learning are not terms used in NEW ZEALAND, but
procedures do exigt for the recognition of prior learning (RPL). Thisdlowsthe
recognition, validation and accreditetion of nonformd and informa
educaion/traning. One of the functions of the NEW ZEALAND Qudifications
Authority is to ensure tha there is a flexible sysem for the gaining of
qudifications, which recognises competencies aready achieved. The over-
arching responsibility of the Qualifications Authority isto establish a consistent
approach to the recognition of qudifications in academic and vocationd aress.
Snce latdy, the NEW ZEALAND gpprenticeship training is part of the sructure
of the NQF through the modern apprenticeship scheme.

BENIN

In BENIN a ‘Directory of Training and Professona Qudlification’ has been
created. Its purpose is to focus on vocationd training issues within the non-
formd and informa sector. Although legd bodies are not mentioned in the
questionnaire, lega guidedines for dua internships as well as the procedure of
certification of qudifications exist. This framework needs to be seen in the
context of the reform initiative undertaken in March 2001, areform of the entire
educationd system. This recently introduced system reform took into account
the issue of recognition, vaidation and certification.

MALDIVES

The MALDIVES Accreditation Boad (MAB), which is pat of the
MALDIVES Nationd Quadlifications Framework (MNQF), recognises many
non-forma courses. However, this framework of recognition is not highly
developed at present. The MNQF provides a comprehensive and coherent
nationd framework that facilitates quality improvement, quaity assurance, and
private sector participation in post-secondary education. It dso provides
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quaifications that are nationally standardized and quality assured to students,
employers, and education providers.

PHILIP-PINES

In the PHILIPPINES the Bureau of Non-forma Education (BNFE) is
mandated to set national standards and establish anationd policy framework for
the implementation of non-forma education programs of the Department of
Education. The development of a non-forma education accreditation and
equivaency—sysem (NFE A& E) was conceived under the umbrdla of the All-
Philippine Plan of Action (EFA PPA) and was incorporated as a core
component of the Asian Development Bank. The lega framework of the NFE
A& E—system development, however, precedes the UN-decade of EFA and is
rooted in the generd mandate for the development and promation of non-forma
education in the PHILIPPINES. The NFE A&E is legdly based in the
Condtitution of the PHILIPPINES since 1972.

NETHER-
LANDS

During the early 1990s, the DUTCH government felt that regular education
should be made more accessible for adults Thisled in 1993 to the establishment
of the Commisson on the ‘Recognition of Informaly Acquired Skills. The
Commission published its report ‘ Recognising Informa Skills' in March 1994.
This marked the launch of EVK: the recognition of informaly acquired kills, and
emphasised the need to increase accessihility to education traditionaly based on
formad qudifications or the award of certificates. The Cabinet responded
positively to the report. It accepted that EVK could make a useful contribution
to the functioning of the labour and training markets, especidly for individuds.
The implementation of the scheme had to tie in with existing Structures and the
stakeholders had to pay the implementing costs. The Cabinet agreed to provide
ast of indrumentsto asss EVK, incduding the necessary deve opment funding.
The various stakeholders now actively got down to work. Schools, nationa
professona education indtitutions, employment agencies, educationd advisory
bureaux, companies and other players began to work on the eaboration of
EVK, ether done or in partnership. This work was resumed following the
unvelling of the nationa action programme of the firgt liberd-socidist codition
government in 1998. The programme states, amnong other things, that: “More
should be done to ensure that the workplace is used as a centre of learning. The
experience gained should be made visble as informally acquired skills and
qudifications. The Cabinet wants to assigt this by setting up a system in which
informaly acquired knowledge and experience, that is, knowledge and
experience gained outsde the forma education system, can be tested and
recognised. Findly, the STAR (committee of socid partners) recommendations
“Lifdlong learning a work” (June 1998) made an important contribution to the
further daboration of the concept of lifelong learning.

Inits autumn debate on 3 December 1998, the Cabinet urged the socid partners
to jointly implement a series of measures and activities aimed at boosting the
employability of the working populaion. The term ‘employability’ in this context
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is defined as * obtaining and retaining employment’. One of these activities was
the development of the system for the Recognition of Informally Acquired Skills
and Quadifications (EV C) through pilot projects carried out in companies and

branches. At the beginning of 1999, the Minister of Economic Affairs gppointed
a broadly based working party to address this issue. The working party was
chaired by the Ministry of Economic Affairs and included representatives of the
socid partners (VNO/NCW Confederation of Netherlands Industry and

Employers, MKB Nederland (the nationa association of smal and medium-

Szed enterprises), the FNV and CNV trade union confederations and the
Minigtries of Agriculture, Nature Conservetion and Fisheries, of Education,

Culture and Sciences, and of Socid Affairs and Employment The working party
determined that EVC should not be used to highlight gaps in knowledge and

skills. The oppodte is in fact the cases EVC mugt build further on existing
knowledge and skills. The scheme therefore uses the motto The Glassis Half
Full! EVC showsthat individud skillslevesarein fact high dreedy and suggests
how they can be further enhanced. It is therefore not a god in itsdf, but
contributes to the development of individuals and the improvement of the human
cgpita management of organisations and companies.

EQUADOR

In EQUADOR the entire system of recognition, vaidation and certification fals
under the jurisdiction of the Direccion Naciond Permanente, Quito

2.1.2 Countrieswithout a national framework but with a system of recognition, validation and
certification, which is based on the national curricula

ST. LUCIA

In ST LUCIA, there are plansto integrate the recognition of prior learning into the
Nationd Vocationd Qudification Framework. In some cases, based on the nature
of the task performed, non-forma training is given condderdion in order to
establish credibility or for employment.

CZECH REPUBLIC

In the CZECH REPUBLIC for example, results of non-forma and informal
learning can so far only be recognised within the system of forma education if they
have been certified. Authority in thisregard lieswith the school headmedters. Even
though initiatives have not been fully put into practice yet, severd legd stepswith
regard to vaidation of non-formd and informa learning are in preparaion in the
CZECH REPUBLIC. A new school law has been introduced in order to
strengthen the power of secondary school teachers. In future, teachers will bein
the position to decide on the recognition of an gpplicant's prior learning. On the
bas's of an exam the teacher will be able to assessthe level of education in order
to admit entry to a higher level than the first year of secondary school. Further, a
new lifdong education law is in preparation, too. By means of systematic
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measures, this law will be the regulation of the process of recognition of non-
forma and informa education and training. Employers can acknowledge results
of prior learning, but they are not in obligation to do so.

AFRCA

While nationd frameworks for recognition, validation and accreditation have been
developed and daborated by severd countriesin the North, many countriesin the
South (CENTRAL AFRICAN REPUBLIC, MALAWI, EGYPT, TOGO,
OMAN) lack this capacity and ill have a long way to go. Some vaidation
drategies and mechanisms are existent, but they are mostly erratic.

Many countries like the CENTRAL AFRICAN REPUBLIC lack the basic
parameters relaing to vaidation of non-forma and informd learning. As aresult
assessment is conducted in accordance with the nationa curricula, using
methodol ogies developed for the vaidation of competencies gained within formal
schooling. Similaly MALAWI takes a smilar gpproach and enables forma
teaching indtitutions for the validation of competencies and knowledge acquired
non- or informaly. As these inditutions follow forma guidelines for appraisd,
learning dements, which are not taken into account by the nationd curricula, do
not receive recognition.

EGYPT

In EGY PT the centralised educationd system does not recognise non-forma and
informa education, which goes beyond what is lad down in the naiond
curriculum. The framework for this recognition is grounded in policy and legidation
relating to the nationa curricula. This dso gppliesto the programmes on Illiteracy
Eradication + Workers Education. However, in terms of programmes within the
community (such as Community Service) this might not dways be the case, asthe
projects undertaken by diverse locd communities differ to alarge extent.

TOGO

In TOGO, recognition only takes place when the competencies of alearner are
in accordance with the nationd curricula. Within the scope of assessment in
literacy programmes, written assgnments are used for testing. Recognition,
vaidation and certification of non-forma and informa education do not lead to
continuing education, as entry into the forma system is dill not gained. However,
on vocationd leve it can lead to an improvement of employment opportunities. In
cases where no officia recognition takes place, does not mean that individud
effort does not bring success and upward mohility. In TOGO, recognition,
vdidation and accreditation of non-forma and informd learning takes place aswell
as of apprenticeships. With regard to Literacy programmes for adults the legd
framework of the Directorate of Literacy and Adult Education, aswell as by the
Minigtry of Socid Affars, Gender Equity and Children is applicable for the
recognition of literacy competencies. The government is currently working on
edtablishing further mechanisms and drategies in order to raise literacy on g
nationd leve.

OMAN

The procedure of recognition in OMAN follows the national curricula Each
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candidate mugt achieve the minimum requirements for each category of the
curricula. Evauation tools are written exams, presentations, written assgnments,
observation as well as measurement. Successful candidates gain the possibility to
enter an education or vocationd training path as well as placements for work
experience within companies. Such improvement of competencies could aso lead
to an upgrade within employment. OMAN aso recognises home studies by linking
them with seminars.

RWANDA

In RWANDA the Ministry of Education (MINEDUC) has put in place asystem
for the recognition, vaidation and certification of informa and non-forma learning
with regard to functiond literacy. In the domain of recognition of informal
vocationd training and apprenticeships, it is the Ministry of Labour, which has
jurisdiction over its accreditation matters.

2.1.3 Countrieswithout a framework

MACEDONIA

In the Republic of MACEDONIA, the Ministry of Education and Scienceisworking
on alaw on informd education. Currently, MACEDONIAN participants of non-forma
and informa education programmes do not receive full recognition and accreditation
on nationd level for their knowledge and their competencies gained. However, in some
cases employers do recognise the efforts of participants of non-forma and informal
education programnmes. At the same time, a Strategy on education development isbeing
established. One component of this Srategy includes a system of recognition, vaideation
and accreditation of non-formal and informal education.

POLAND

The POLISH Ministry of Nationa Education and Sport has prepared a document
entitled " Strategy for development of continuing education until the year 2010", inwhich
the increase of access to continuing education is stressed. Furthermore, it sets g
timeframe (2003-2004) for the preparation of legidative foundations in order to ensure
permegbility of forma and non-forma education.

LATVIA

The State Youth Initiativein LATVIA has oriented itself to the UNESCO-concept of
the validation of non-formal education on date level, and recognition of it in society as
a means of socid integration, employment and support for human resource
development. LATVIA isin the process of developing different directions of non-

forma education, alongside with the planned hobby education programmes, taking into
condderation the priorities set by the Council of Europe and the European
Commission. The date requires financid support for youth organisations as builders of
avaue sysem for young people and as facilitators of young people's democratic and

politica participetion.
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KENYA

In the search of amore accountable and efficient educationd sysem, KENYA isinthe
process of introducing a system reform, in which public authorities, locd levels and
non-governmental actors such as NGOs and the private sector will be involved from
the earliest stages of the process of recognition.

MADA-
GASCAR

MADAGASCAR is currently promoting a policy of non-forma education, which
covers the areas "education of groupsin difficult circumstances', "literacy programmes
and education for adults’, " programmes entirdly focussng on women', and “training for
traners'. However, thereis no legidation, which could inditutionalise anationd system
of recognition, vaidation and accreditation. Socia competencies and soft kills are
recognised, but often not certified. Sometimes associations and NGOs do certify
participation in activities such as workshops. The Minigtry, which is in charge of
population issues, certifies by the end of a learner's education/training certain
competencies achieved.

TRINIDAD/TOB
AGO

Although TRINIDAD and TOBAGO has a programme of Accreditation of Prior
Learning (APL), no nationa policy and legidation has been established and put into
place yet.

PALESTINE

Likewise PALESTINE has not policies rdated to recognition, vaidation and
accreditation of informa and non-formal education and training. Thereisno legidation.
However, thisissue of recognition has been put on the agenda. It is not mentioned that
programmes of non-forma and informa education are not operating under some
framework.

GERMANY

In Germany the Ministry of Education (BMBF) is developing for the present legidative
period, a nationwide concept for a lifelong learning passport, which will include informal
learning. The collaborative project “Lifelong Learning passport with certification of
informa learning” is of great importance within the framework of the strategy for
promoting lifelong learning. In accordance with the Bund-Lander Commission for
Educational Planning and Research Promotion ( decision of 17 June 2002) , lifelong
learning isinter diato be promoted by means of the recognition and certification of non-
forma and informal learning

2.2 Coordination modalitiesin RVC

221 RVCasa shared responsibility

ICELAND

In addition to the National Curriculum Guide, the Education and Training Service
Centre was established in lcdland in 2002 by the Icdlandic Federation of Labour
(AS) and the Confederation of |celandic Employers (SA). Therole of the Centre
is to be a collaborative forum of the founding parties for adult education and
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vocationd training in co-operation with other education bodies operating under the
auspices of the member associations of ASI and SA.

The Centre operates in accordance with its articles of association and a service
agreement with the Minigtry of Education.

The Centre targets those who have not completed the upper secondary level of
education. This target group comprises dmost 40% of people in the labour
market, athough the ratio varies between years and regions.

The objective is to enable individuals who have not graduated from the upper
secondary level to obtain an education and improve their pogition on the labour
market.

Among the Centre' s objectivesis:

To have assessments performed of the education supply and red professiona
competence in the labour market.

To ensure recognition of skills and knowledge acquired on training courses.

To ensure recognition of skills acquired through experience, independent study,
etc.

To develop career counsdlling services in the labour market.

To develop education records.

IRELAND

In IRELAND, the Qudifications Act established three new bodies. the Nationa
Qudifications Authority of Irdand (NQAI), the Higher Education and Training
Awards Council (HETAC) and the Further Education and Training Awards
Council (FETAC). Linked to NQAI which isresponsible for the Irish framework
of qudifications HETAC and FETAC are awarding councilsin higher and further
education and training. Both operate in the context of avison for the recognition
of dl learning and are in line with the broad nationa and European policy of
promoting a Lifelong Learning society. Procedures for the access, transfer and
progression of learners are key features of FETAC and HETAC responsibilities.
Wheress HETAC isinvolved with avards in higher education and training FETAC
is engaged in making awards in further education and training.

Both Councils share the same functions and have to ensure that procedures for
access, trandfer and progression are implemented by the education providers, and
to guarantee that the providers establish mechanisms for the assessment of learners
which are fair and consstent. The close interaction of these three bodies creates
possibilities for shared respongbility within the educationa system of IRELAND.
Furthermore, the Qudifications Act provides alegidative basis and a framework
that links forma and non-formd education, which is one of the preconditionsto be
met for successful implementation of the concept of Lifelong Learning.
www.ngf.ie

www.nga.ie

NORWAY

In NORWAY, a natiiond inditute named "Vox" is in charge of recognition,
vdidation and accreditation of non-forma and informa learning. Generdly
gpeeking, it isan inditute for adult learning. It co-operates with trade organisations,
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univergties and colleges, public and private educators as well as with socid
partners. The NORWEGIAN government has established Vox as a centra tool
for the implementation of its newly launched Competence Reform, anationa plan
that targets adults both within and outside the working life.

THE
NETHERLANDS

Inthe NETHERLANDS EVC is co-ordinated by means of the nationd
employability-agenda. A cirde congging of: minigries of (1) Economic Affairs, (2)
Socid dffars and employment, (3) Education, Culture and Sciences, (4)
Agriculture, Nature Conservation and Fishery; socid partners. (5) Hedthcare and
(6) Internd Affairs are getting involved.

In terms of policy implementation in the NETHERLANDS the following partners
and stakeholders are involved government: VNO/NCW and MKB-NL are the
major national employers organisations, FNV and CNV are the mgor nationd
trade unions, BVE-raad is the national association for secondary voceationa
education; HBO-raad is the nationd association for higher vocationa education;
Colo isthe umbrella organisation of 21 nationa bodies for vocationa education.
As the interest group for and of the nationd bodies, Colo carefully monitors
relevant socia developments and the education and labour market policy of
government. CWI is the national [abour agency. All parties are involved (in
advisory board and advisory committee) in the Kenniscentrum EVC: a publicly
funded knowledge centre for the vaidation of non-formd learning. All parties have
their own responghilities in initiating and implementing EVC-palicy in their own
‘back-yard’.The NETHERLANDS is now in the process of disseminating the
nationa policy and vison from the macro-leve to the meso-levd, i.e. the level of
sectors and branches. This step is co-ordinated by the Kenniscentrum EVC.

KOREA

In KOREA the Nationa Lifdong Learning Centre takes responshility for
documenting the skills. But there are no organisations for vaidating and certifying
non-forma education and the socid recognition of non-forma learning. Thisis
done by the respective ingtitutions of higher education and by enterprises.

MEXICO

In MEXICO, it is the Nationd Council for Educational Promotion (Consgo
Naciona de Fomento Educativo, CONAFE) which was created in 1971 as a
decentralised agency of the Secretariat of the Public Education. It has been
entrusted to ensure conditions of educationa equdlity in the country. Through the
presence ofan ingructor in each community, it renders educationd servesin the
communities and to socidly disadvantaged people through programmes and
moddlities adapted to life Stuations of the community. In meeting its misson
CONAFE has been congructing proposas with the assstance of specidists
(technica teams, teachers, and community workers, for the integrated
development of the learners. The presence of the council in the rura aress has
made possi ble the access and the graduation of thousands of pupils a pre school
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and primary education through the presence of an ingtructor in each community.

Community education takes into account and recognises the diverse culturd
contexts favouring the participation and organisation of the community in the
reflection and action according it its needs. It takes into account the knowledge,
know how, the beliefs and the meanings. It aso takes into account the forms of
subsistence, organisation, production and recregtion, the basic customs of life, the
cogmic vison which is contained in their languages,

During 2002, CONAFE created the Project “ Centres of Community Education
with the aim of generating the conditions for consolidating the processes of basic
education deriving from the councils fundamenta definition of basic education as
aeducation which isintegrative, flexible and which supports al the population en
meseting basic learning needs, utilisng the resources that have been developed in
the context of community education. The centres employ two or more indructors
in each community and is gradualy expanding its impact in other communities of
the region, consdering especidly smdl rurd communities that are dispersed and

inaccessible.

This new project condtitutes an opportunity to enrich the fundaments of community
education and generate Stuations of didogue, exchange, reflection and action
towards the redlisation of life projects and future projects. The perspective isto
participate in the condruction of a society, which is democratic, plurd,

intercultural, cohesive and just which isin a congtant process of change.

The project on the community education centres can be congdered as an initigtive
of recognising and vaidation, of knowledge, beliefs, practices that the personsin
the personsin rural communities possess. The project has asits long-term god to
formalise the knowledge by means of a strategy of certification.

Currently, the knowledge and community practices which are anadysed and

reflected in the context of the CONAFE' s programmes of community education
arerecognised and vaidated and are consdered as abasisfor lifdong learning and
permanent education.

The centres of community education are considered as centres of co-ordination
and not as a certifying agency, but agencies that take into account the importance
of recognisng and vaidating whet is dreedy learned in daly knowledge of the
users.

The CONAFE egtablishes links with the Directorate General of Accreditation,

Integration and Revdidation in the Secretariat of Public Education in order to
obtain the permission to certify extramural, out-of-school primary and secondary
education. CONAFE has intentions in the short term to initiate negotiations with
indtitutions such as CONOCER, technica indtitutes and some non-governmenta
organisations for obtaining the certification of knowledge and practices that have
been taken into account in its glossary as“prior learning”

EQUADOR

In EQUADOR different organisations are involved in the documentation of non-
forma and informal learning. These could be Art and culturd centres, occupationa
centres and formd and informa technicad schools. There is officid or private
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archive of the learners,

In EQUADOR the following competencies and grades are certified. In atechnica
centre for Electricians the following grades are recognised: occupation, artisan,

middle technician, superior technician, technologist or engineer. Forma enterprises
(private or public) have their own agreements concerning recognition of informal
learning. Documentation is done by means of testimonids, and officid or private
archives .The individuds have to undertake experiments and practical tests,

observations and analys's according to the parameters of evauation laid down in
the area of artisan skills, basic and secondary school leve skills.

FRANCE

In FRANCE severd Minidries teke palicy initiatives, manly a the nationd leve,
and more and more & the regiond levd. It is primarily the Minigtries of Education
and Employment that were the first to become involved in the desgn and

implementation of a policy. The Nationa Commisson of Vocationd Certification,
which is responsible for the Regigter, is composed of 16 representatives of
Minigtries, ten representatives of the socia partners, three representatives of the
different chambers and three from regions. In addition twelve qualified persondities
take part.

Severd inditutions implement the Vdidation des acquis d' expériences(VAE) : the
Ministry of educetion accredits diplomas (DAVA or Dispositifs académiques de
vaidation des acquis (2) The specidised inditutes of the University are currently
designing a Master-Diploma programme (3) The Association for the V ocationa
Training of Adults or Association pour la formation professonnelle des adultes
(AFPA) give certificates to those adults who have 3 years of informa or non-

forma experience. Smilarly other indiitutes are involved such asthe Consarvetoire
nationde des arts e méiers, Ministry of Agriculture, Minigtry of Youth; and
enterprisesin designing certificates, diplomas and titles which become a part of the
Repertoire nationa e des certifications professonndlles.

Theingruments of evauation used include the following:

- A data bank which provides information on the vaidation of the acquisition of
experience;

- The persond dossier of the candidate;

- The counsdling and guidance between the professond advisor and the
candidate;

- The synthesis and result by the jury of evauation.

GERMANY

Under the umbrella of the Bund-L&nder Commission for Educational Planning and
Research Promotion, the Education Ministry and the European Social Fund have
funded a feagibility study “Lifelong learning passport with certification of informal
Learning from mid 2002 to autumn 2003. This feasibility study was look at al so-
caled education and lifelong learning passports in Germany, and in neighbouring
countries and at the EU level., and to present proposals for the reference model of a
lifelong learning passport across al educational areas, which would be usuable below
the statutory level.
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2.2.2 Predominance of industry in RVC

AUSTRALIA

AUSTRALIA is a case in point. While governmental bodies audit the training
organisations conducting “Recognition of Prior Learning” (RPL), the industry and
employers promote RPL as a viable pathway to skills recognition and continued
learning, whereas the research organisations focus on the development of RPL
policies.

TRINIDAD/
TOBAGO

In TRINIDAD and TOBAGO, governmentd bodiesinvolve the locd indudtry in the
process of vaidation. While employers of the country’ sindustry set sandards for the
assessment of anindividud learner’ s Kills, the process of recognition and certification
of vocationad competenciesis conducted by the Nationa Training Agency Awarding
Unit, which is dso in charge of the didribution of information regarding the
Accreditation of Prior Learning (APL) as well as Prior Learning Assessment and
Recognition (PLAR).

2.2.3 Predominance of public authorities and government in RVC

MACEDONIA

For examplein MACEDONIA, which is currently working on alegd framework
concerning non-forma and informd learning, the process of vdidation is conducted
unofficidly. Thereis no registered body in charge of recognition, validation and
accreditation, however, prior skills are assessed and certified on anindividua basis
by forma education providers. While his mode of conducting the validation might
appear to be very flexible, it however exposes the learner to the arbitrariness of
the assessing indtitution. Therefore it can be sad, that the MACEDONIAN
educationa system lacks to a large extent some input of decentrdisation as the
digribution of decison-meking power remains with public authorities. The
involvement of socid partners is not mentioned in the information obtained from
MACEDONIA.

BANGLADESH

The BANGLADESH Minigtry of Primary and Mass Education uses smilar
methods by acknowledging prior skills by means of ‘informd judgements.
According to the data, it carries sole responshbility concerning recognition,
vaidation and certification. The absence of an indtitutionaised gpproach towards
non-formal and informal learning might lead to a neglect of a broader concept of
learning as well asto aloss of human capitd. In order to emphasize transparency
and accountability of this educationa system, participation of other stakeholders
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needs to a necessary step.

PALESTINE

In PALESTINE, dthough literacy, adult education, parallel education forms of
lifdong learning in culturd centres are certified by the Ministry of education and
high education authorities, it is the Palestinian Red Crescent which gives certificate
for those who perform voluntary socid and medica work with them.
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2.3 Examplesof programmes

2.3.1 Non-formal education programmes, mostly in developing countries

PHILIPPINE Thefirgt set of programmes is that within the non-forma education programmes,
mostly in developing countries. The PHILIPPINE NFE A&E — system (non-

forma education and accreditation and equivaency) is anew nationa non-formd
education programme initiative of the Department of Education. It isforeseen to
provide an dternative means of certification of learning to those Filipinos aged 15
and above, who are unable to avail of the former school system or who have
dropped out of forma elementary or secondary education. There are options
avalableto learners after they complete NFE A& E — system. Learners, who pass
al tests successfully, receive a certificate comparable to a formd diploma

Elementary and secondary level those who desire to continue their learning are
given the opportunity to enter the forma educationd sysem. Most of the learners
are expected to re-enter/ enter the world of work with an improved capacity for
generating income and improving their own economic Stuation.

MALDIVES The MALDIVES Centre for Continuing Education implements different
programmes for out-of-school populations. These include training workshops,
language courses, skill development courses, so-cdled "second chance education
classes’ for dropouts and students with learning difficulties, and development of
materias on various topics and issues. The MALDIVES Accreditation Board
(MABSs) acknowledges training/education, which is part of a course mesting the
MABSs Pre-Qualifying Criteria. The regular method of assessment is the use of
questionnaires. However, a successful assessment does not necessarily lead to
further education / training, but some training ingtitutions acknowledge individua
and collective effort of learners and provide them opportunitiesfor further training.
Smilarly, a successful assessment does not guarantee employment, but exceptions
are made to individual and collective effort of learners.

BHUTAN The programmes offered by the Divison of Non-Forma and Continuing Education
in BHUTAN differ according to the levd of literacy of the learners. A so-cdled
“Basic Literacy Programme’ is targeted for illiterates and school dropouts. The
course lagts one year and teaches basic killsin writing, reading and accountancy.
Furthermore, it ams to put across knowledge, information and skills related to
topics such as hedlth, sanitation, environmental issues, agriculture and/or sexudly
transmitted diseases. A follow-up action of the “Badic Literacy Programme” isthe
“Pogt Literacy Programme’, which is open to those, who have completed the BLP
as well as to other neo-literates. This course is offered in order to maintain the
acquired skills of the trainees, and offers the following three modules. Functiond
Literacy, Life Skills and Vaue Education. The “Sdf Learning Programme’
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promotes the idea of continuing and lifelong learning, and focuses mainly on two
activities namdy sKill training and reading. Both activities take place in community
learning centres or in loca schoolsif these dispose of available space.

TOGO

In TOGO, there are about three literacy programmes offered: In "Traditiona
literacy” learners are introduced to basic learning skills such as reading, writing and
cdculating. Main god isthat the learners are able to read written information by
the end of the programme. Teaching language is French. Within the scope of the
programme "Functiond literacy” learners are — besides the teaching of basic
learning sKills - introduced to issues of socio-economic importance. Teaching
languages are Ewé, Tem, Kabiye and Benn. The "Pog-literacy” programmeis a
programme for learners, who have aready gained some knowledge, but have not
had the possibility to improve on this. Most learnersin this programme are school
drop-outs.

PALESTINE

In PALESTINE the two most important programmes are the literacy and non-

formd education programme and the pardle education programme. The evauation
methods used are monthly reports from directors of non-forma education centres,
from the head divisons in the education directorate, field vigts, exam results.

RWANDA

In RWANDA a system has been put in place to recognise and accredit functiona
literacy. It entails the programmes that strive towards reconstruction and nationa
integration, promotion of culture, science and technology, crafts and trade and
other modern practices.

MEXICO

In MEXICO the mgor programme for the recognition of non-forma and informal

learning is implemented by the Centre of Community education. It tries to offer

diverse responses to meet the needs of the population in order to strengthen the

development of competencies of the learners.

These centres support:

knowledge of onesdlf, own strengths, weaknessesand  possibilities;

learning and studying

living and working not with the am of only ataining power, wedlth, recognition

and credentials but more importantly finding the sense of learning.

learning to be freg, critical and independent.

curiogty of theredlity, and participationina ~ community of learning, where

ideas, knowledge and beliefs, dthough different and even contradictory are
shared.

2.3.2 Programmesfor entry into formal apprenticeship and training
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BENIN

In BENIN, the existing programmes on technical and vocationd training focus on the
asessment of competencies acquired  within - non-forma  and/or  informal
education/training.

ICELAND

The programme done in co-operation with the Education and Training Service Centre
has the objective to ensure recognition of skills for admisson to training
courses/programmes with recognition of work experience. This should make it essier
for individuas on the labour market to strengthen their position there, by gaining a
qualification or certificate through additional education, based upon recognition of
their previous work experience and/or non-formal education.

FINLAND

FINLAND offers a competence-based qudification system, in which adults students
gan the posshility to demondrate their vocationd skills in competence tests
regardiess of how and where they have acquired the skills. With regards to non-

formal education and training there are three levels of competence-based
qudifications: initid vocationd qudifications, further vocationd qudifications and
goedidis vocationd qudifications Theinitid vocationd qudifications completed in the
form of competence-based qualifications correspond to those taken in vocationd
education intended for young people. The further vocationd qudifications and
pecidigt vocationd qudifications are primarily intended for people skilled in different
fiddsto dlow them to demondgtrate their practica competence and vocationd skills.
All competence-based qudifications are based on the nationd core curricula drawn
up by the National Board of Education. Assessment is conducted by means of various
quditative methods (such as obsarvations, interviews, questionnaires, demondrations,
portfolios, project works). The three different levels of competence-based
qudification open entry into different pathways. Initid qudifications provide generd
digibility for higher education a polytechnics aswell as at universties. However, the
pathway from vocationd education and training to university sudiesis seldom used;
amog dl universty students have completed upper secondary school. Further and

soecidig vocationd qudifications provide digibility to sudy the same fidd a
polytechnics aswell asto further sudies. Since 1994, FINLAND provides aNationd
Certificate of Language Proficiency isatest system planned for adults. The tests can
be taken by anyone, regardiess of how and where they have acquired their linguistic
proficiency. They messure language skillsin practicd Stuationsin which an adult could
be required to speak, listen to or read a foreign language — a home or abroad.

Proficiency isdivided into six skill levels, from dementary to practicaly perfect. The
test can be taken in English, Finnish, French, German, Itdian, Russan, Sami, Spanish
and Swedish. Another programme in FINLAND is the Computer Diving Licence.
Candidates who pass the test receive a certificate of 1T proficiency. Thesetedts are
not officid in the same sense as the competence-based and the language proficiency
test. There are currently three levels of testing, which measure the candidate's kills,
ranging from beginner to advanced user.

AUSTRIA

In AUSTRIA gpprenticeship authorities gppraise the skills of learners by means of
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training ordinances, which include occupationd skills, occupationa profiles and
regulations for the find gpprenticeship examination. By the age of eighteen, learners
are in the pogtion to gpply for an assessment. The gpplicant has to affirm the way of
acquisition regarding the competencies attached to the apprenticeship trade he/she
wants to be assessed in. If both the theoretical and the practical exams are passed
successtully, the gpplicant <till does not receive a certificate. But he/she is entitled to
enter formal gpprenticeship training, which duration will be shortened according to the
dready acquired credits. When conduding the formd training, dl non-formaly gained
competencies will be recognised as well as certified. As the successfully completed
fina apprenticeship examination on the bass of non-formd learning equas a
completed apprenticeship training on the bass of formd training, learners aso
achieved equal chances with respect to employment opportunities. In the case of a
successful assessment of non-formal competencies, learners also gain the possibility
to continue learning in formal educationd inditutions. In order to improve ther future
employment opportunities they are offered access to upper secondary, post
secondary and tertiary education. This continuation of learning can be done besides
other employment and/or from home.

FRANCE

In FRANCE, (describe the Bilans de Competences) there are diverse ways of
vaidating non-formaly and informaly gained competencies. In FRANCE the Bilans
des Competences, Law of 1991 helps to take stock of occupationa and personal
experience. The regiond service centre helps the candidates to carry out a ‘ sdlf-

assessment * (auto-évauation) and to build up a new occupationd or training plan.

The candidate is requested to map the needs and expectations. Information and
methods and techniques are provided to him. In the second stage the candidates are
helped to andyse his or her own motivation and occupationd interests, to identify
competencies and occupationd aptitudes and eventually to assess generd knowledge.
Thisinformation engbles the candidate to define his possibilities for mobility. Thisis
then reviewed by a person in charge of guiding the candidate who on the bases of the
results gives advice on necessary steps to reach the objectivesin question.

The am of the ‘bilans de competence’ has the following objectives.

To take stock of occupationd and persona experience

To identify acquired knowledge, competencies, atitudes related to work, and training
and socid life

To make explicit the potentid of the individud, to collect and arrange elements to
define a persona or occupationd ‘project’;

To help manage personal resources

To organise occupationd priorities

To assist career choices and career changes

The new (2002) French Law on Vaidation now explicitly validates competencies.
Thisis new. The assessment centres therefore are not only guidance and counsdlling
centres. The competencies can be validated ‘alon€’ or it is possible to add them to
achieve aqudification. This sysem isregistered oth in the ‘ education code and in the
‘labour code' . Individuas can obtain a vocationd qudlification, or pat of an officid
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qudlification, for example a vocationd nationa diploma or a sector's qualification
related to their red experience without taking part in a forma learning or training
sysem.

TRINIDAD/
TOBAGO

In TRINIDAD and TOBAGO, an individud's vocational competence will be
vadidated againg the National Occupational Standards set by employers in the
indusiry. The methods for assessment are the following: observation of performance,
ora questioning, examination of products produces aswdl asareview of the portfolio
where gpplicable. Written assgnments are another way of testing. The APL
processes will vaidate and accredit an individud's competencies in certain functiona
areas. APL forms part of theinitial assessment where individuas will be granted unit
awards for each unit of competence. This method ensures for providing credit for
prior learning towards achievement of afull TTNVQ award.

ICELAND

2.3.3 Programmes conducted under comprehensive national qualification frameworks

NEW ZEALAND

In NEW ZEALAND, assessment for RPL credit on the NQF involves the
collection of evidence of what learners know, understand and can do. That
evidence is then judged againgt criteria expressed in unit or achievement sandards.
The NQF assessment is about achieving standards rather than performance in a
St task or over awhole course, so evidence can be collected from a variety of
sources. Thiswill depend on the requirements of the standard, the Situation of the
assessor and the circumstances of the learner. Some evidence will come from
forma tests and tasks. Some evidence will come from ongoing work or learning
activities, whereas some evidence will come from outsde aformd learning or work
environment. The process of RPL actualy uses dl of these sources of evidence.
Some learners are assessed on the basis of attested prior performance, using
evidence they bring with them from previous jobs for example. Others are
assessad on the spot without completing a course of learning. Many are assessed
by a combination of the two: evidence the learner brings with them is taken into
account but further assessment tasks are needed to cover dl the skills and
knowledge required. Some learners have to undertake further learning have to
undertake further learning and assessment in order to complete a qualification.
NQF assessors judge al evidence againgt unit standards, regardless of where
evidence came from.
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2.3.4 Programmes adopting a more open and global approach

SWITZERLAND

The SWISS system of recognition and vaidation has three different levels Thefirst
level garts with a saf-assessment of the learner, in order to find out whether this
applicant has previoudy gained competencies. The second level consists of an
externd evauation of the competencies and does not compare with professona
education/traning programmes. The third leve isthe actud vdidation-leve, which
main part is a practica assessment of the gpplicant's skills. This assessment isa
comparison between the tested assessed competencies and competencies
necessary for obtaining a certificate, an attestation or another formal written
gatement. Competencies which are not lad down in the nationd curricula are not
being recognised, vaidated and accredited. SWITZERLAND uses diverse
methodologies for the assessment mentioned above. Main god is to develop a
portfolio or a comparison of competencies. Very often, the individua applying for
assessment and its aims have a large influence on the process itsdlf. Whether a
learner ams at continuing education/training or a improving job prospectsislinked
to higher own drive and motivation. A successful assessment enables the
reglisation of improving prospects.

GERMANY

The GERMAN project "Lifdong learning passport with certification of informa
learning” is based on a study which amed to investigate in the so-called education
and lifdong learning passportsin GERMANY aswdl asin neighbouring countries
and a EU levd. It concluded that there is in fact an urgent need for such &
reference modd, and developed a corresponding implementation plan. The
collaborative project was launched in 2003. In the meanwhile, the lifdong learning
passport was renamed into profile passport. 1t should be used as an ingrument for
sdf-reflection with accompanying advice and thereby simulate lifelong learning.
The use with the passport goes hand in hand with the development and testing of
an advisory concept for people, who gained dready some qudifications through
continuing education. The passport is compatible with the EUROPASS, which
was aso designed in order to document acquired qudifications.

2.3.5 Accreditation programmes for disadvantaged groups

EGYPT

In EGYPT three different educationd programmes are offered: The "One
Classroom Schoal for Girls' ams a extending educationa service to femde
learnersin areas deprived of education. Programmesin these schools are flexible
in order to adapt to conditions of rurd areas as wdl as with the limited requisites
of the learners. The programmes last about three years. The participants receive
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after successful completion a Primary School Certificate, which gives them the
possihility to continue their education in secondary schools. A second programme
focuses on schooling in Upper Egypt, in co-operation with local communities,
"Community Schools' have been established in areas with deprived access to
education. The third programme aims a diminishing the wide gap between the
education of women and men. The so-caled "Girl's Schools', affiliated to the
Nationa Council for Childhood and Motherhood, have been set-up in seven
regions of the country. EGYPT follows an amhbitious plan by aming a the
establishment of 5000 " Girl's Schoals' by 2015. Evauation tools and methods vary
between ether awritten or an ord exam. In vocationd training, the assessment is
conducted by means of practica performance and/or participation in a vocationa
project. Evauation may be on adally basis, periodicdly or by the end of acertain
project. Successful assessment enables to continue education and training. For
example those who pass the Illiteracy Eradication Programme are entitled to join
the diverse Pogt Literacy Programmes in either forma preparatory schools (for
young people) or in non-forma evening classes (for adults). Certificates are taken
into congderation by authoritiesin commercid and indudtrid enterprisesin deciding
on the level anindividua worker has reached. Improvement of job opportunities
generdly depends on the certificates an individua worker holds.

ECUADOR

In EQUADOR recognition is given to occupationd oriented training for youth and
adults who lack voceationd experience. In the context of this project youth and
adults are integrated into productive activities. At the end of the training the
learners are given a certificate. There is also a project for older persons are
disseminated knowledge on support programmes with them. They are aso helped
to cope with old age. Another programme dedls with occupationa training for
youth and adults. Courses are held in state centres. The training concentrates on
technica education for employability.

2.3.6  Work-oriented programmes

ST. LUCIA

Evauation methodsin ST LUCIA include on-the-job observation and monitoring
of demondtrated sKills. After successful completion of an assessment, certificates
or 'dements of competence will be issued, which might lead to career paths and
other education/training posshbilities. The Smal Enterprise Development Unit
(SEDU) has recognised the lack of forma certification among micro- and small
entrepreneurs in ST LUCIA. To facilitate their development and promotion of
good business practice, five smdl business programmes have been developed. The
programmes are the following: "Smal busness management for micro and smdl
entrepreneurs’, "Marketing management for micro and smdl entrepreneurs’,
"Financid management for micro and smal entrepreneurs’, "Quick books
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acocounting, and "Peachtree accounting”. Furthermore, the Ministry of Education
recommended establishing a Nationa Accreditation Council.

In CYPRUS, aprogramme of indudtrid training as an integral part of some study
courses in public and private schools of higher education exigs.

CYPRUS

In CYPRUS, aprogramme of indudtrid training as an integra part of some study
coursesin public and private schools of higher education exigts.

CZECH
REPUBLIC

In the CZECH Republic, the framework on recognition of non-forma
education/training the legidation provides re-training progranmes. These re-
training programmes are only offered by indtitutions, which are accredited by the
Ministry of Education, Y outh and Sports. Re-training programmes congtitute one
of the active employment policy instruments. The courses are actudly offered in
response to unemployment rates within the area of certain fidds. The unemployed
represents a predominant target group in retraining programmes. Most
participants are registered with the Public Employment Offices as job seekers.
Employed people taking part in the re-training programmes are rather limited. If
they do, it ismaogtly tharr employers who want them to improve their competencies
in order to move them to another job. Re-training is organised with respect to
conditions and requirements of practica work. However, the courses cover both,
theoretica and practicd training whilst following gpprentice and study guiddines.
With regards to work-experience and informd learning through e.g. participation,
recognition of acquired competencies has not yet been introduced. Sometimes
employers acknowledge these achievements, but thereis no legd foundation for
the recognition of prior learning.

THE
NETHERLANDS

THE NETHERLANDS dl exigting practices are published in “Nulmeting EVC
2001" (Kenniscentrum EVC, Utrecht 2002). It will be avallable in an English
verson in March 2002. These rdlate to Vocationd education & training; Higher
education; Guidance and career-counselling; Centra Labour Agreements of socid
partners, Training-policies of government and socia partners; Labour-agencies,
Tax law system

KOREA

KOREA hasboth liberal and occupationd and liberd programmes. Therearedso
para-school education programmes such as civic schools, civic high schoals, trade
schoals, trade high school, industry attached school, and school attached evening
classes, air and correspondence high schools.
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2.4 What kinds of skillsare acknowledged?

2.4.1 Recognition of skillsin daily life settings

CAMBODIA

CAMBODIA has reported on the recognition, vaidation and certification of non-
forma education; non-forma training and apprenticeships work; experience gained
informaly in enterprises, in the household or in the community; and informd learning
through participation in socid, culturd, rdigious and civil society activitiesgained in
associations and clubs, in socia service, or community-based services.

CENTRAL
AFRICAN
REPUBLIC

CENTRAL AFRICAN REPUBLIC has reported that work experience, gained in
enterprises and in the community, aswell asinformd learning is recognised, vdidated
and accredited, as wdl as non-forma education and non-formal training.

IRELAND

The recognition of learning in IRELAND takes dl types of learning into account.
Recognition of competencies, which have not so far been assessed or measured,
takes place prior to entering a programme supported by FETAC. Such prior learning
may have been acquired through forma, non-forma and informal routes of learning.
The exiging palicy identifies learning under three main categories: " Credit for learning
ganed in employment: eg. a builder might be exempt from certain subjects in
condruction sudies, due to thisher experience in thisfield"; "Learning gained from
voluntary / community activities Carrying out duties in associdions, sporting
organisations, political organisation and/or charities might entitle individuds to
exemptions from the learning outcomes on certain programmes’; and "Learning
gained from experience working a home: Individuas having outstanding experience
in managing a household and rearing children might merit exemptions from learning
outcomes on programmes in health care, child care, catering etc”.

EGYPT

In EGYPT, recognition is given to non-forma education, non-formd
training/apprenticeships, work-experience (gpart from household work) as well as
to informa learning within the community, with NGOs, within associations and/or
clubs.

SWITZERLAND

In SWITZERLAND, the current system of recognition, vaidation and certification
of non-forma and informd learning/training ams a agloba goproach, which equds
al competencies gained, whether non-formdly or informaly. A difference is made
when the learning Stuations in which the competencies were achieved, are too
different.

AUSTRALIA

The recognition of prior learning (RPL)-programme in AUSTRALIA covers the
recognition of skills, knowledge and competencies no matter how and where they
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were attained. Within the scope of skills assessment, the learner is supposed to give
reliable evidence regarding his’her achieved competencies. The assessment includes
forma and informa education/training, work experience or generd life experience,
and can result in afull qudification, credit towards a qudification, and/or a Satement
of atainment for partid completion of a qudification.

TRINIDAD/
TOBAGO

In TRINIDAD and TOBAGO, formad education and training, work experience
gained in an enterprise (both, forma and informal), work experience gained sat home
or within the community aswell asinformad learning acquired in socia organisations,
clubs or NGOs are recognised and validated towards APL.

GERMANY

In GERMANY, dl forms of learning are being included in the sdlf-reflection and
documentation process for the lifdong learning passport. There is, however, no
catification in the sense of an officid certificate confirming qudifications. Thereis
aso no officid framework thet is established. The programme "Learning culture for
kill development” focuses particularly on competencies acquired through voluntary
activities, for example in clubs, associations, etc. Identifying a framework for
recognition is part of this programme. However, its results will not be avaladle
before the end of 2006. As the programme deds with learning in the socid
environment it includes e.g. work experience in companies, in the household, in the
community, in association and in non-profit clubs.

However it needs to be mentioned that in the firgt place, the programme isaimed at
integration or reintegration into the work process.

MADAGASCAR

In MADAGASCAR, arange of competencies/skills are recognised, validated and
certified. In the field of non-forma education, certain indtitutional bodies award
certificates or attestationsin order to creste away of 'socid’ recognition as there are
no officia mechanisms for recognition of non-forma education. Many of the non-

formaly gained competencies correspond to what forma education offers (for
examplethe ability to write and to read), thus these competencies are recognised. In
the field of non-forma training and gpprenticeships, Sometimes the taskmaster of the
learner writes a Statement proving participation and what actualy has been achieved
during the training. In the fidd of work experience, there are certificates for work
and/or statements for internships which are issued in order to acknowledge the
experience gained. The value of such astatement is often linked to the reputation of
the taskmaster.

2.4.2 Skillsin the context of non-formal education programmes

PHILIPPINES

In the PHILIPPINES documentation of life experiences, community experiences,
education experience, pad and unpaid work-experience are dl conddered. Some
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prior skills, knowledge and competencies documented and measured are the
following: Skills that are used in daily life like counting, problem solving (Smple
problems), reading directions and filling in forms. VVocational competencies such
asdriving and painting are dso acknowledged. Learners may bring competencies|
gained during forma schooling in the past. All these different types of learning
experiences and skills gained outsde the NFE A&E — system should be
acknowledged, documented and taken into account.

CAMBODIA

In the case of recognition, validation and accreditation of competencies in
CAMBODIA, basic learning sKills (ability to write, to reed, to caculate, to
understand the content of written texts, and to solve problems) as well as basic
vocationd skills are consdered. Not al acknowledged competencies have to be|
laid down in the nationd curricula; if the assessed skills may improve the learners
quality of life, they can be consdered. The methodology used for assessments are
written assgnments, questionnaires or other forms of testing. If alearner completed
an assessment successfully, he/she gains access to further educationd peths as wll
achieves the possibility to improve hisher employment opportunities.

In the case of recognition, validation and accreditation of competencies in
CAMBODIA, basic learning skills (ability to write, to read, to caculate, to
understand the content of written texts, and to solve problems) as well as basic
vocationd sKills are consdered. Not all acknowledged competencies have to be|
laid down in the nationd curricula; if the assessed kills may improve the learners
qudlity of life, they can be consdered. The methodology used for assessments are
written assgnments, questionnaires or other forms of tegting. If alearner completed
an assessment successfully, he/she gains access to further educationd paths as wel
achieves the possibility to improve hisher employment opportunities.

CYPRUS

In some countries like CYPRUS while informd learning is only partly recognised
it is"highly valued". This is because such competencies are consdered as extra
curricular activities rather than academic.

BHUTAN

Learners in BHUTAN recelve certificates after the completion of non-forma
education programmes - the Basic- and Post Literacy Programme. Non-formal
traning is not yet certified. Also work experience does not result in a certification,
but is considered as very important and to be vaidated. Informd learning mostly
takes place within the community and encompasses various sodid skills, which arg
recognised but neither vaidated nor certified.

BANGLADESH

The information on recognition, vaidation and certification from BANGLADESH
is rather limited: Non-formal education, training/apprenticeships and informal
learning are only partly recognised, vaidated and certified, whereas work
experience such as community work, work in the household as well as in an
enterpriseis higher vaued. The assessment focuses on basic skillsin the following
disciplines: reading ability, writing ability, numerica / accounting skills as well as
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so-cdled socid and life skills.

MALDIVES

Inthe MALDIVES only non-forma education recelves recognition, whereas non-
forma training, work experience and informal learning are not acknowledged.

OMAN

In OMAN, non-forma education and non-formd training are handled differently:
With regards to non-forma education, the Educational Evauation Department
awards certificates, whereas with regards to non-forma training, sandards are st
in order to improve the trainer's competencies. Work experience and informal
learning are not considered.

MALAWI

In MALAWI, the National Adult Literacy Programme acknowledges non-forma
education, as does TEVT and MEDI recognise non-forma traning or
competencies gained within the scope of a non-formad internship. Furthermore,
MEDI and TEVT acknowledge work-experience acquired in an enterprise.

PALESTINE

Inthe PALESTINIAN case, while prior learning experience is neither recognised,
nor vaidated or acknowledged. Certificates are given to persons who have
completed a certain non-forma course or programme. In the case of literacy or an
adult education programme a learner is given a certificate after completing tow
years of study. In the ‘Pardld education programme a student quadifies both
academicdly and vocationally to get transferred to ninth grade. After two more
years hel she can qudify for the genera secondary education exam. In some cases
experience of membership in sports clubs is acknowledged when seeking
admisson to sports education. Informa experience with non-governmenta
organisations is “taken into congderaion” in employment and study. Voluntary
community work is taken into congderation in the graduation title of students
graduating from the universty. However informa work experience in the
household, in the community and in the enterprise is not recognised nor
acknowledged.

RWANDA

RWANDA does not have a procedure for documenting learning prior to the
admission of alearner into a functiond literacy course, but it does an ora tedt,
which permits the ranking within the literacy class prior to the sarting of the
programme on literacy. This evauation is undertaken in order to determine the
niveau of the level of knowledge that they have for having dasses in different
groups with different levels. A fileis maintained a the locd leve, which helpsthe
organisation to follow up the literacy work of the learner.

MEXICO

In the context of its community education programmes, CONAFE in MEXICO
recognises the following skills. The learner in the community education training
programme must be able to:

Know one s body, organs, their functions and the care that they require.

To recognise that the environment and the geographica |ocation has influence on|
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the culture, trade, economy and the increase of cities and towns.

To communicate with confidence and efficiency in one s mother tongue that can
be Spanish or an indigenous language

To read diverse types of texts utilisng different Srategies for finding information
and be able to understand it.

Enjoy and express emotions through reading and writing

Apply diverse srategies to making menta calculations and predict and collect
results of amathematica problem;

To condruct a pogtive image of onesdlf by recognisng one's culturd identity,
gender and be able to promote a living together based on respect and the
acceptance of difference.

Show an atitude of organisation from planning through to the last evauation of
tasks in order to guaranty the qudity of one’slearning and work.

To be able to do research and solve problems, organise, analyse, and hierarchies|
the information through comparisons, classifications and the searching of causal
relationships.

BENIN

In some countries informal gpprenticeship skills as well as work-oriented and
vocationd skills are emphasised. In BENIN, it is planned to introduce forms of
recognition, vaidation and cartification within the field of non-forma gpprenticeships.

TOGO

In TOGO, non-formd education as well as non-formd training and apprenticeships
are recognised, vaidated and accredited. However, work experience gained in the
household and/or in the community does not receive recognition, validation and
accreditation. Informa education is recognised, vaidated and accredited when
ganed in assocdiaions and cubs and NGOs; but when gained in socid service or the
community it isonly socialy recognised.

2.4.3 Recognition of vocational skills

FINLAND In FINLAND, there is emphasis on vocationa skills. With regard to non-formal
education and training there are three levels of competence-based qudifications:
initia vocationd qudifications, further vocationd qudifications and specidist
vocationd qudifications,

AUSTRIA In Audtria the Generdl Higher Education Entrance Examination for graduates in

AUSTRIA partly recognises acquired work experience. The exceptional admission
to the fina apprenticeship examination recognises non-formal education/training,
work experience aswell asinforma learning. ...
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ICELAND

In ICELAND, mostly vocationa skills and work experience is recognised. At
present recognition is granted to courses and other training carried out outside the
conventiona education system, e.g. & training centres of trade unions or individua
trades, such as certified trades. There are also cases of highly specidised training,
such as pilot training, being recognised, taking into account the sudiesin the generd
education system. There are adso cases of education and training organised by
companies for their employees being recognised in the same way. For gpprentices,
part of their time working in the trade before the commencement of formal training
IS often recognised.

Individuas with work experience are often exempted from preliminary sudieswhich
are required for sudents who are commencing studies under the curriculum guide.
A variety of work experience is thus recognised as part of their basic education.
Thus nurses aides can have part of the experience they have gained recognised
toward their forma studies. Schools may evaduate the experience and age of
aoplicants, and thus grant exemptions from the forma requirements as defined in the
Curriculum Guide.

ST. LUCIA

In ST LUCIA, SEDU (Smdl Enterprise Development Unit) gives primarily
recognition, validation and accreditation to forma education and officid training
programmes. But it is considering non-formal education/training, work experience
and informd learning aswell.

KOREA

In KOREA the following qudifications and skills are recognised and vdidated:
technicd qudifications are vdidated and certified according to the Technology
Qudification Law; holders of qudification licences in various kinds of nationd
examinaions, graduates of educationa courses offered by industrid complexes. All
these qualifications are recognised as a school career and the self-study system will
exempt you from examination in some parts of the curriculum.

PALESTINE

In PALESTINE, apart from the recognition of literacy and non-forma education
courses, enterprises have their own framework for upgrading workers. Semi-skilled
workers are those with one or less than one year of vocationa training. Skilled
workers are those who have two years work experience after tenth grade.
Technicians are those who have two years of work experience after the secondary
stage and specidists are those with four years of study and four years of work
experience. The ranking is done according to formative and summétive evduation in
the enterprise.

SURINAM

In SURINAM there are a great number of private ingtitutions offering courses in
practicd skillsin the field of adminigtration, accounting, secretarid work, computer
skills, technica skills nurang skills etc. Some of these indtitutions seek recognition by
the ministry of education. If they fulfil the prerequisites of the Minigtry then they are
able to vaidate the find examinations. A representetive of the Minidry dts at the
exams of theingditution. Apart from these skills cultural and socid organisations offer
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avaiegy of activities varying from teaching youngsters the Chinese language, Urdu,
to play some musica ingruments, learn a handicraft, computer skills and basics of
Sport. However, non-forma and informal learning is not organised yet in Surinam.

FRANCE

In FRANCE, sillsin the following areas of experience are vaidated.

(1) occupationd experience (DAVA — Dispostifs académiques de vaidation des
acquis of the Minidiry of education;

(2) Master Diploma recognised by each department of the University;

(3) Three years of occupational experience —which is recognised by the AFPA —
Asociation for the vocationd training of Adults.

(4) Prior learning and competencies are recognised by the Indtitute for Art. (CNAM
— Conservatoire nationa des ats e métiers . The competencies include
competencies in the occupationa and technica area. Candidates who only have a
high school or secondary schooal certificate cannot be taken into account. Informal
competencies in the household and hedth area adso cannot be recognised.
Documentation of competencies takes the form of adiploma; certificate, atitle or a
document testifying work experience.
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2.5 How arethese skills assessed?

25.1 General Principles
2.5.2 Assessment methods

BANGLADESH Formative and summeative eva uation methods are followed usng questionnaire
BENIN Examination in the end of a course
CAMBODIA Quegtionnaires

REPUBLIC CENTRAL
AFRICA

Pedagogica tests, questionnaires, direct exchange/communication

ECUADOR

Some are in form of paper and pencil while others are ord. In vocationa
training, evauation is made through performance gppraisd and/or project.
Evauation may be dally, periodicaly or by the end of the term or program.

FRANCE

Information Centres and databases to ensure access to information about the
VAE (Vaidation des acqis d'expériences/ vaidation of experiences), thefile
the candidate has to put together for the VAE, counsding taks with a
counselor and a teacher, the workplace itsdlf, sum-up and decision by ajury

GERMANY

-Ingruments still need to be devel oped and refined.

- identification procedures — Voluntarism, socid requirements, direct
employability, comprehensive profile of competencies.

- Methodologicd problems — objectivity, rdigbility and vdidity of meta-
competencies

- developing reference models for identification and evauation.
Assessment tools in the company context: examinations for externd pupils
(“ Schulfremdenprifung’”), or the admisson of externd pupilsto an examination
in accordance with the vocationa Training Act or the Trades and Crafts Code
(Handwerksordnung)

- work remarks, conversation between the colleagues, employers' references,
Seff interviews,

Assessment toolsin the non-company context.

- criteria for evauating generic competencies acquired during household,
family work aswell as voluntary work.

ICELAND

Certificates, formd verification and details of the content and duration of
Studies and work experience; in some cases a minimum age limit is applied.
The gpplicants are often dso interviewed, in order to evauate their experience,
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strengths and wesknesses more accurately. Evauation of individuasis carried
out by the rdevant educationd inditution (cp. question 1). An overdl
evauation of gpecific informal learning programmesisaso in progress, carried
out by aworking party appointed by the Minigtry of Education in collaboration
with the socid partners. The group is dso preparing criteriafor evauation of
work experience.

IRELAND

There are various methodologies in existence from portfolio building to an
assessment based mode. In generd the process involves an identification of
skills, knowledge and competence, assessment and recognition of learning
however acquired.

MALAWI

Written test, supervised workshops, practicals

MALDIVES

Quedtionnaire

MEXICO

In Mexico the Standardisation and Certification Systems of Labour
Competency, as part of the Project for Modernisation of technical Education
and Traning, certify individud’'s competencies that have been acquired
throughout their life, regardiess of the manner and place in which they are
acquired. This certification is based on Labour Competency Technica
Standards (NTCL) developed by Standardisation Committees (Lead Bodies)
integrated by entrepreneuria, workers and educationd or training inditutions
representatives. NTCLs aso provide abasis for technical education modular
programmes.

NEW ZEALAND

An adult has been competent a something for years but has no qudification
to recognise that competence. They have been employed by an advertisng
agency or working with avolunteer rescue organisation so they can prove that
they are competent. They can produce samples of their work, letters of
vaidation from peers and supervisors, etc. There may be no need for forma
assessment tasks. The samples of work and testimonias become evidence that
can be evaluated. The learner can show you evidence of prior performance.

OMAN

Obsarvations, exams, continuous measurement (of what??), presentations,
written assgnments, etc.

PALESTINE

Monthly reports from directors of centres, field visits, exams

RWANDA

BExans

SWITZERLAND

Schedule of assets and liahilities, portfolio

TRINIDAD/ TOBAGO

Anindividud prepares a portfolio of evidence to document their prior learning
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where gpplicable. In addition, the individua prepares a logbook of work
activities. Where portfolio or logbook preparation is non-practical or cannot
be supplied, the individua is assessed through observetion of performance,

ora questioning (or written testing) and examination of products thet they can
produce.
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2.6 The
accreditat

2.6.1 Entrance

benefits of recognition, validation and
lon

into formal systems for further education or training

ICELAND

One of the objectives of the work done in cooperation with the Education and
Training Service Centre is to ensure recognition of skills for admisson to training
courses/programmes with recognition of work experience. Thisshould makeit essier
for individuas on the labour market to strengthen their podition there, by gaining a
qualification or certificate through additional education, based upon recognition of
their previous work experience and/or non-formal education.

SWISS

SWISS efforts towards vaidation of non-formd and informa learning focus entirdy
on the satisfaction of individud learners and am at achieving three overdl gods
facilitating learners the access to formd and continuing education and training,
enabling the acquigition of a certificate for gained competencies and knowledge, as
well as improving possibilities and prospects of learners concerning vocationd
prospects. Additionally, SWITZERLAND dtrives a developing a means for
comparing formd, non-forma and informd learning, as the country wantsto diminate
discrimination againg people who gained their competencies non- or informaly. It
Is motivated to improve employability of especidly young people, but aso to ensure
their socid incluson and to encourage them towards active citizenship, persona
development and sdlf-confidence. This gpproach to socid recognition of prior
learning is outstanding.

MALDIVES

On the MALDIVES the main objective of courses and programmes offered by the
Accreditation Board (MAB) is the learner's achievement of a certificate. All courses
are required to obtain approval to commence from the MAB. The purpose of this
goprovd is to ensure adherence of courses to minimum standards of quality
prescribes in the MAB's Pre-Qudifying Criteria

NEW ZEALAND

In NEW ZEALAND new modes of access and ddivery have caused the re-
examination of ways to measure, recognise and provide credit for learning.
Assessment centres, diagnostic and recognition of prior learning (RPL) devices,
credit transfer arrangements and credit recognition registers make it essier for
learnersto build from their knowledge and skills base and enhance the possibility of
qudifications. A Tertiay Education Strategy (2002-2007; TES) is being
implemented, which outlines how tertiary education can give effect to nationd gods.
One of the objectives of the TES is to ensure that there is a coherent and reliable
system of qudifications, learning recognition and credit trandfer. Recognition of Prior
Learning contributes towards other objectives in the TES. For example, one
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objective isto increase participation by Maori in both a broader range of disciplines
and in programmes that lead to higher-level qudifications. The tertiary education
system will have a crucid role in empowering Maori learners through foundation
skills educetion that builds on recognition of prior learning. The role of Maori
foundation education will continue to be important in bringing Maori learners into
tertiary education and higher education levels. Further, RPL is aso expected to
improve foundation skills on agenerd.

PALESTINE

The PALESTINIAN recognition system is clearly oriented to certification or title so
that the learner is able to qudify for trandfer to the next sage and become integrated
into the forma education system. The objectiveis not to certify prior learning but to
certify the non-forma course for transfer to a further age and integration into the
forma sysem. Experienceisrecognised only if thisis athree-year experience, which
accompanied by acertificate. In this case the learner is dlowed to study further.

RWANDA

The RWANDA response has sated that the objective of recognition in its functiona
literacy programme is giving the learner direct access to a certification. With this
training the learner can take up vocationd training in different occupations of his
choice. The recognition is accorded to the non-formal education, which the learner
undergoes. The vaidation takes place ether through the passing of exams,

The functiond literacy courses are held either in the centres for literacy or imparted
by NGOs and religious groups.

FRANCE

The French qudification framework alows the candidate to get a certificate or
diploma. Either the competencies are validated ‘done or as an ‘add on' to other
qudifications. Alternatively the candidate is advised to do a further training
programme.

MEXICO

The MEXICAN system of recognition and validation recognises non-formal and
informal learning (knowledge, practices, vaues and attitudes) as consumebles Inthe
long run it makes inter- inditutiond links for achieving certification of some abilities
and knowledge which permit the persons to improve their employment and quality
of life. They dso promote the access to new knowledges, which permit the transfer
and inter- linkages between written language, mathematical language and cultura
expression (stage art and plastic art etc).

ICELAND

2.6.2 Improvement of the learners eligibility in the labour market

NORWAY

INnNORWAY, alat of immigrants and refugees have professond kills from their
home countries which they are unable to document, or dse they have
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documentation which is not accepted on the NORWEGIAN labour market. This
has resulted in the requirement for the recognition and vaidation of non-forma and
informa education and training. Documentation of this kind can give immigrants
greater opportunities with regards to their employment prospects. On the basis of
this awareness, society should value non-forma and informa competencies as
‘mohbile human capita’ contributing and being beneficid to its overdl achievements.

BENIN

One purpose of BENIN's programmes in the field of technica and vocationa
educetion is the integration of learners into a course, where they are able to use
and to implement their dready acquired competencies. The recognition of these
dready acquired competencies takes place on a professond leve. Thus, a
successful assessment might lead to access to further employment possihilities, to
improvement of future employment possibilities or to promotion within a current
job (especidly when it comes to agriculture).

MALAWI

In MALAWI, the programmes on Technicd and Vocationd Training (TEVT) am
a integrating learnersinto atraining course with recognition of some years of their
prior learning experience. The Nationa Adult Literacy Programme as wdl as
programmes offered by the MEDI focus on learner's achievement of direct access
to atitle or certificate. Further, the overdl am of both, TEVT and programmes by
MEDI is the recognition of competencies a the vocationd leve in order to
upgrade employment or to change jobs.

AUSTRALIA

With the implementation of the Recognition of Prior Learning (RPL) programme
AUSTRALIA amsto maximise the recognition aswell asthe utilisation of current
skills for diverse purposes. Firdly, by increasing access to further education
(whether it be forma or non-formd), the programme aims at the promation of
lifdong learning in AUSTRALIA. Furthermore, RPL should achieve the
improvement of employment possibilities, aligned to the needs of the country’s
industry. Secondly, one hopes to reduce unnecessary or duplicated skillstraining
and to maximise the use of limited vocationa education and training resources
towards the formation and devel opment of skills.

THE
NETHERLANDS

The degred effects of EVC inthe NETHERLANDS are fourfold: (1) to improve
deployatility: improved deployment of individud taent is the most important
moativation underlying EVC. It increases the opportunities open to the individua on
the labour market by highlighting the skills he or she dready has and how those
kills can be used and strengthened. This can apply both to those aready in
employments and to job-seekers. For employers, the emphasislies on improving
the employability of employees within the company. (2) To creste ademand-led
labour market: improving the match between education and the labour market is
essentid for the organisation of EVC. In order to improve employability, labour
market functions must be expressed in terms of kills. These skills mugt in turn be
linked to a demand for learning. The education infrastructure must be transparent,
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flexible and demand-led in order to be able to provide the customised approach
required. (3) To make learning more flexible: the recognition of informally acquired
skills will boost people's desire to keep on learning, i.e. will promote lifelong
learning, since the additiond skills could lead directly to the award of certificates
or exemption from diplomas. The recognition gpproach can aso make visble or
recognisable exigting skills and qualifications within or outside the labour process.
This promotes the transparency of the many opportunities for learning. The
cusomer, i.e. the student, will not only want to learn independently of the
preiminary training drcuit but will also know better than now how, what and when
to learn, and why he is learning. (4) To optimise other forms of learning: other
learning environments and forms of learning must be formulated and/or utilised
more effectively, snce EVC aso shows which learning environment and/or form
of learning is best for aparticular individua. This could include (combinetions of)
on the job training, mentoring/tutoring, independent learning, distance learning, and
0 on. The recognition of skills and qudifications will inevitably lead to an
adjugment of the existing qudification sructure in professona education. The
existing description of exit qudifications in the current qualification structure for
professona education does not dwaystie in with the skills required on the |abour
market.

PALESTINE

In PALESTINE workers can upgrade their jobs by undergoing non-formd training
COUrSES.

FRANCE

The FRENCH qudifications Framework alows the candidate to improve his job
career, by ether maintaining his current job or being able to change his job by
doing atraining course. But the certificate does not automaticaly lead to mobility
injob career. It dl depends on the enterprise. At the most the assessment centre
recommends him to a training course or advises and counsdls him the diverse
possibility according to the * bilans de competencies

ICELAND

2.6.3 Certification of prior learning for enterprises

ST. LUCIA

In ST LUCIA for example the named objectives of programmes are: the increase
of knowledge, skills and abilities of entrepreneurs, the development of an
entrepreneurid culturein ST LUCIA; and the encouragement for entrepreneurship.
Furthermore the enhancement of entrepreneuria soft and hard skills and of small

business management skills; the increase of productivity and competitiveness, the
development of linkages and networks among small enterprises; the dissemination
of information regarding these issues aswdl| asthe Sandardization of best practices
within this sector are considered important outcomes.
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2.6.4 Transfer of skills between different spheres such as education, work and home

GERMANY  and
other EUROPEAN
COUNTRIES

In GERMANY as wdl as in other European countries, a genuine gpproach
towards vdidation of non-forma learning was taken by the introduction of the
Lifdong Learning Passport. The Passport is a means for documentation of the
learner’ s competencies of dl kind. It makesthem visble for the learners themsdves
aswell asfor future employers, and therefore simulates the public learning process
on the way towards an expanding culture of recognition. Since the Passport was
introduced in severad European countries, this joint concept can facilitate
communication between different education sysems, employees and employers on
anationa level aswell as across borders. Further, it pushesthe learner’ s ability to
use and develop gained competencies with foresight, and become a proactive,
mobile European citizen. Main objective in this regard is the promotion of &
learning society at both the individud’ s and the inditutiond leve.

2.6.5 Enhancing universal basic education

BHUTAN

According to the obtained data, the issue of recognition, vdidation and
accreditation of non-forma and informa knowledge cannot be as much pushed as
in developed countries, as educationa systems of developing countries often face
daunting chalenges, which need to receive higher atention. Built often on awesk
indtitutional base, education systems of the South are more vulnerable than those
in the North. Factors such as poor governance, difficult economic conditions,
increased debt burden, combined with the impact of HIV/AIDS and armed
conflict continue to be obstacles and shape the educationd goas of these
countries. The overdl objective of programmes offered in BHUTAN isto increase
the literacy rate within the country. Further, the three interrdated programmes am
to promote the idea of lifdlong learning opportunities for men and women. Courses
are hdd in Zhungkha, the nationa language, which is supposad to be promoted as
well. So far, the completion of any of these programmes is not certified. It Aso
does not lead to any recognition on the vocationd level.

TOGO

The overdl objective of TOGOL ESE efforts within education focuses entirely on
the promotion of the country’s literacy level —whether it be supporting illiterates
or srengthening the knowledge of neo-literates. Implemented programmes am a
enabling as many learners as possible to read the French language, to write in
French and to gain basic knowledge in numeracy. On the basis of this cadre, entry
into forma education or training, and the posshility to gain certification for
acquired skillsis given. Following to this, employment opportunities of learner’s
improve. The underlying god of this gpproach in TOGO is to address learner’s
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conscience in order to contribute to the country’ s economic development.

BANGLADESH

The nationd curriculum of non-forma education in BANGLADESH was
developed by the Directorate of Non-forma Education under the Ministry of
Primary and Mass Education. Mogt training inditutions of non-forma organisations
within BANGLADESH follow this curriculum. Four non-forma education
programmes are being performed focussing on the provison of literacy services
to working children; consolidation, maintenance and upgrade of neo-literates; as
well as the promotion of a femade understanding for the reationship between
population growth and socio-economic development. If a competence is not
gpecified on the nationa curriculum, it will not be recognised.

EGYPT

In EGYPT, gender digparities remain across mogt levels of education and highlight
the need for specific education srategiesto enrol and retain femae learners. Main
am is extend women's access to learning. The focus lies espedidly on areas, which
are generdly deprived of education. The goproach of programmesisvery flexible,
which is necessary in order to adgpt to condition of rurd aress. Within the scope
of such a programme, nonformad and informa learning experiences are
recognised, but are not awarded if they are not in accordance with the
EGYPTIAN nationd curricula Frankly speeking, these countries are determined
to avicious circle: on the one hand, they are told by donors to promote basic
education as a means out of economic shortage, and on the other hand, they
cannot vaue and use the existent non-forma and informal knowledge of ther
people, as the entire focus is supposed to circle around formal education.

MEXICO

In Mexico, the recognition and vdidation tha is made of the learning and
knowledge of the inhabitants of rurd communities through the programmes of
community education is incorporated in the education proposas through the
Ministry of Educetion at the pre-school, primary and secondary levelsforming an
important input of basic education. For example the Minigry of education usesthe
input from the community education centres to orient its practica education in the
context of Pre-school Communities, Community Courses, Secondary Community;
Children’s community education; Education for Indigenous Communities (Pre
school and Primary); Intercultural education for migrant children ( pre school and
primary); Education for Community Hedth; Culturd Caravans, Community
Museums, Community Radios, Research and Collection of Popular Ord
Traditions. An extremdy minute work of certifying prior learning is being planned
and designed in the project on community education centres.

In Mexico, the recognition and vdidation that is made of the learning and
knowledge of the inhabitants of rurd communities through the programmes of
community education is incorporated in the education proposas through the
Minigtry of Education a the pre-schoal, primary and secondary levelsforming an
important input of basic education. For example the Minidtry of education usesthe
input from the community education centresto orient its practicd education in the
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context of Pre-school Communities, Community Courses, Secondary Community;
Children’s community education; Education for Indigenous Communities (Pre
school and Primary); Interculturd education for migrant children ( pre school and
primary); Education for Community Hedth; Culturd Caravans, Community
Museums, Community Radios, Research and Collection of Popular Ord
Traditions. An extremdy minute work of certifying prior learning is being planned
and designed in the project on community education centres.

In Mexico, the recognition and vdidation that is made of the learning and
knowledge of the inhabitants of rurd communities through the programmes of
community education is incorporated in the education proposds through the
Ministry of Educeation at the pre-school, primary and secondary levelsforming an
important input of basic education. For example the Minigtry of education usesthe
input from the community education centres to orient its practical education in the
context of Pre-school Communities, Community Courses, Secondary Community;
Children's community education; Education for Indigenous Communities (Pre
school and Primary); Intercultura education for migrant children ( pre school and
primary); Educatiion for Community Hedth; Culturd Caravans, Community
Museums, Community Radios, Research and Collection of Popular Ord
Traditions. An extremdy minute work of certifying prior learning is being planned
and designed in the project on community education centres.
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2.7 Statistical data gathered in the Member States

AUSTRALIA

In AUSTRALIA dataon RPL (recognition of prior learning) are reported to the
“Audrdian Vocationd Education and Training Management Information Satigticd
Standard” (AVETMISS), which is managed by the “Nationd Centre for
Vocationa Research”. According to AVETMISS, the amount of RPL has dmost
doubled during the past Six years (from 2.4% in 1995 to around 4% in 2001).
However, these records only relate to RPL conducted at enrolment; other RPL
that might be conducted during training is not usualy recorded and does not
appear in gatigtics.

AUSTRIA

In 2003, aout 5300 AUSTRIANS have been given immediate access to the
gpprenticeship leaving examination. About 2000 |learners gained entry into higher
education, and &bout 900 completed successfully the so-cdled
"Berufgafeprifung”.

GERMANY

The GERMAN profile passport is being tested and evaluated in the current trid
phase on the basis of 2000 copies.

EGYPT

In EGY PT, about sx million learners reached aliteracy certificate during the period
1993-2003. The amount of people who have continued their learning at the
preparatory level after getting the literacy certificate is about 103.392; about
15.233 people continued at the secondary level.

FINLAND

In 2002, about 23,000 people in FINLAND completed competence-based
qudifications and about 10,000 people completed individuad qudification modules.

IRELAND

In IRELAND the recommendations on APEL assessment are incorporated into
the mainstream processes and procedures developed between HETAC and the
indtitutions. These procedures and processes result in recommendations from the
inditutions that dlow HETAC to make higher education and training awards. This
exising system does nat differentiate the APEL learners from mainstream learners.
However, it is conddered that the level of APEL assessment is very low. It is
esimated that about 10 out of 40 higher education indtitutions operate some
APEL.

NEW ZEALAND

Because RPL (recognition of prior learning) is a andard form of assessment in
NEW ZEALAND, separate satidtics for recognition of credit through RPL are not
kept. The competitive nature of the education system, however, has encouraged
most education providersto liberadise credit transfer rules, and there has been an
expanson in credit transfer and RPL. As awareness of the demand for shorter
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courses has grown, providers have begun delivering more tailored short courses.
Changesin credit recognition arrangements should aso lead to improved efficiency
in matching learner needs with course ddlivery. Over the entire tertiary education
sector, of sudents completing a qudification in 2001, 15% progressed to a higher
level qudification in 2002, 18% continued to study &t the same leve, 6% studied
a alower leved, and 62% left study.

PHILIPPINE

2,500 PHILIPPINE learners have been part of the Learning Support Delivery
System. 18,923 are successful registrants for the NFE A& E — system. 14,504 out
of these 18,923 took part in the testing. About 1,874 |earners have passed the test
successtully.

MEXICO

In MEXICO the project on community education of CONAFE will be developed
in the school year 2004-2005 in 109 communities and 21 regions of the country.

ECUADOR

In EQUADOR, it has been stated that about 30 per cent of the about 800 learners
improve their levels of knowledge through non-forma training programmes.
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2.8 Future perspectives

THE
NETHERLANDS

In the Netherlands, sociad partners are involved in a discusson about the
formulation of an individud right on EVC on a sectord leve. The Kenniscentrum
EVC is involved in this discusson. (a) Education: al schools for secondary
vocationd education are obliged to produce a business-plan on the vaidation of
non-formd learning in the coming years. The Kenniscentrum EVC fadilitates this
action. (b) Education: intake assessment (concerning APL) is becoming common
practice in higher education. () Government: preparation of experiments with
persond learning funds, also usable for APL. (d) Government: preparation of tax
Law sysem in which usng APL-methods will become tax-deductible. The
Kenniscentrum EVC is advisng on this subject. (€) Intermediary sector: the
Kenniscentrum EVC is working on an ESF-project aming at building up an
infrastructure for non-traditiona and their [obby-organisations to help them entering
the in amore favourable gpproach. Labour agencies are d o involved. The use of
the EVC-systematicsisvitd in this gpproach. (f) Government: anew programme
for subsidising the up-skilling of the |abour force has the vdidation of non-forma
learning as its backbone. The Kenniscentrum EVC is dso involved in this
programme.

KOREA

In the future, KOREA plans through its recognition system to give coherence to
the many scattered non-formal education programmes with a view to turning
society into a field of learning. There are dready trends towards a increase in
public libraries, and exigting facilities have been renovated and expanded by
automating the —outine services. An information-sharing network has been made
possible by introducing up-to-date information processng technology.

PALESTINE

According to the PALESTINIAN response, the future perspectives tend in the
direction of greater integration between non-forma and generd forma educetion;
more co-operation between ingtitutions and minigtries and competent associations
aswdl as communities in regard to recognition, vaidation and certification of non-
fooma and informd learning; more internationa and Arab co-operation;
establishing competent organisations and forming committees to oversee
programmes, training specidigsin thisfield; creating awareness over thistype of
education through the information media; setting up legidation which recognises,
vaidates and certifies experience and establishes equivaencies.

MEXICO

In MEXICO, the attempts of the Centres of community education condtitute a
possibility of strengthening basic education for dl inhabitants in every community.
This is an opportunity for the recognition of the utility and the qudity of the
knowledge, learning and practices for solving the needs and challenges of each
socia and culture context.

ECUADOR

In ECUADOR, the non-forma system will be reorganised. New standards of
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selection and pedagogy according to market demand are to be introduced. It is
dso intended to improve the Specidisation in the technicd fidd and for
improvement (both work and income) in the work life. It isaso planned to set up
different indtructiond grades in order to make access to specid informa job
oriented courses.

ICELAND It is generdly agreed in Icdand that recognition of non-forma and informal
education and work experience is amajor issue for further development of LLL.
GERMANY In view of the demographic deveopment, the centrd aim isto use the potentid of

older generation and individuas not in gainful employment for the benefit of the
economy and society and for the benefit of the individuals themsdves.

To bring together in asingle vocationa education CV the qudifications acquired
in the work, socid and family environment, including dl prior and experientia
learning.

Cooperation partners will implement the educationa passport on a broad basis.
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Annex 3List and contact address of the Member States

Audrdia

Mr John Janssen

Secretary-General

Audtrdian Nationd Commission for UNESCO
Dept. of Foreign Aff. and Trade

K.wiltshire@bus ness.og.edu.au (President)

Audria

Ms Gabride Eschig
Secretary-Generd
Audtrian National Commission for UNESCO

oeuk@unesco.at
eschig@unesco.at

Bangladesh

Mr Mohammed Shahidul Alam
Secretary-Generd
Bangladesh Nationd Commission for UNESCO

bncu@bdcom.net

Benin

Mr Rigobert Kp. Kouagou
Secrétaire generd
Comm. nationale béninoise pour 'UNESCO

comnaben@intnet.bj

Bhutan

Mr Dasho Sangay Wangchug
Hon. Secretary-Genera
Bhutan Nationd Commisson for UNESCO

unesco@druknet.bt

Cambodia

Mme Tan Theany
Secrétaire genera
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Comm. nationale du Cambodge pour 'UNESCO

camnac@camnet.com.kh

Centra African Republic

Mr Abd Koulaninga
Secrétaire genera
Comm. nationale centraficaine pour 'UNESCO

Cyprus

Dr (Ms) Eleni Nikita
Secretary-General
CyprusC

emichael @moec.gov.cy
unesco@culture.moec.cy

ghoplarou@moec.gov.cy

Czech Republic

Ms Zdenka Gabaova
Secretary-Generd
Czech Nationd Commission for UNESCO

uNESCO@Mzw.cz

Denmark

Mr Nids Erik Rafin
Danish National Commission for UNESCO

unesco@uvm.dk

Ecuador

S. Rbdn Agudillo y Agtudillo
Secretario permanente
Comision Naciona Ecuatoriana de la UNESCO

dai cabunesco@andinanet.net

Egypt

Ms Mervat Omar
Secretary-General
Egyptian National Commission for UNESCO

ma_omer@yahoo.com (Secretary General)

75




Finland

Mr Isrdi Senibulu
Secretary-Generd
Fiji National Agency for UNESCO

unesco@MINEDU.FI
ZabrinaHolstrom@M INEDU.FI

France

M. Jean-Pierre Boyer
Secrétaire generd
Commission nationae francaise pour 'UNESCO

jean-pierre.boyer @diplomatie.gouv.fr

Germany

S. Oliver Libke (responsble for coordinating the answers)
Bundesminigerium fur Bildung und Forschung

Oliver.L uebke@bmbf.bund.de
Andreas.kirchner@bmbf.bund.de
Doris.Zimmermann@bmbf.bund.de

lcdland

Ms Gudny Helgadéttir
Secretary-Generd

Idandic National Commisson for UNESCO
postur@mrn.gjr.is

Irdand

Mr Sé Goulding
Secretary-Generd
Irish National Commisson for UNESCO

Keth McMullen@education.cov.ie

Kenya

Mr Elmanus Angauki Vodoti
Secretary-Generd
Kenya National Commission for UNESCO

kncunesco@todays.co.ke

Lavia

Ms Dace Neiburga
Secretary-Generd
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Latvian Mational Commisson for UNESCO

dace@unesco.lv
office@unesco.lv
rolands@unesco.lv

Macedonia Mme Lidja Topuszosvska

Secrétaire générde

Commission nationde pour I'UNESCO de I' Ex-République
yougodave de Macédonie

mkunesco@freemall.com.mk

M adagascar M. Jean Victor Randrianendrasna
Secrétaire générde
Commission nationale malagache pour I'UNESCO

cnce@wanadoo.mg
unes.ray @dts.mg

Mdawi David Mulera
Maawi Nationd Commission for UNESCO

mnatcom@mal awi.net

Madives Ms Zahiya Zareer
Secretary
Maddives Nationd Commission for UNESCO

natcom@moe.gov.mv

Mexico S. Lic. Danid Gonzdez Spencer
Secretario Genera

Comisién Naciond de los Estados Unidos
Mexicanos parala UNESCO

dari @sep.gob.mx
ifarha@sep.gob.mx
ricardogm@sep.gob.mx

The Netherlands Ruud Duvekot
Coordinator Kenniscentrum EVC
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duvekot@@kenniscentrumevce.nl
dlageweg@nuffic.nl
scunesco@nuffic.nl
gacobs@nuffic.nl

New Zedand

Ms Elizabeth L. Rose
Secretary
New Zeaand Nationa Commission for UNESCO

dlizabeth.rose@minedu.govt.nz

Norway

MsElse Husa
Assgant Director Generd
Ministry of Education and Research

natcom@unesco.no

Oman

Paegine

Mr Jhad Qarashualli
Secretary-Generd
Pd egtinian Committee for UNESCO

pNcecs@unesco.org

Philippines

Dr (Ms) Preciosa Soliven
Secretary-Generd
UNESCO Nationd Commission of the Philippines

unescoph@mozcom.com
obmci @mozcom.com
erec@obmontessori.edu.ph

Poland

M. Tomasz Orlowski
Secrétaire generd
Commission nationale polonaise pour I' UNESCO

unescoku@internet.pl
unesco@internet.pl
unesco@unesco.internet.pl

Republic of Korea

Jn Young, ROH
Minigry of Education & HRD
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jyroh@moe.go.kr
kocom@unesco.or.kr
vnha@unesco.or.kr

Rwanda

M. Eliphaz Bahizi
Secrétaire permanent
Commission nationale rwandaise pour I' UNESCO

ebahizi @mineduc.gov.tw
beliphaz@avu.org (Secrétaire permanent)
ccnru@avu.org (Commission nationae)

Sant Lucia

Ms Paule Turmd-John
Secretary-Generd
Sant Lucia Nationa Commission for UNESCO

dunatcom@hotmail.com
mineduc@candw.Ic

Surinam

Ms Anuraha Kamtasing
Secretary-Generd
Suriname Nationa Commission for UNESCO

nucsuriname@s.net

Switzerland

M. Theurillat
Secrétaire genera
Commission nationale suisse pour I' UNESCO

Armin.Imstepf @eda.admin.ch
made eine.viviani-schaerer@eda.admin.ch
danidlekloetzli@eda.admin.ch

Togo

M. Lare Sambiani Sankardja
Secrétaire generd
Commission nationae togolaise pour I' UNESCO

sambiani.lare@syfed.tg.refer.org
dare@to.refer.org
unesco.tg@tg.refer.org
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Trinidad/Tobago

Ms Avril Ross

Secretary-Generd
Trinidad and Tobago National Commission for UNESCO

tntncunesco@tstt.net. it
Winthrop@wow.net
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