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Objectives of the study

The study is intended to:
1) provide an overview of the approaches and methodologies implemented at national level on the recognition and validation of informal and non-formal learning for VET teachers and trainers;

2) describe and analyse good examples of practices for developing recognition and validation of informal and non-formal learning;  

3) identify common transitional issues and formulate recommendations for policy-makers.

The study will also contribute to the follow-up work programmes of the Copenhagen Declaration and of the Concrete Objectives for Education and Training in Europe.

1. Overview of the approaches and methodologies implemented at national level on the recognition and validation of informal and non-formal learning for VET teachers and trainers

This aim will be achieved through a preliminary study consisting in an overview of the approaches to the recognition and validation of the informal and non-formal learning of VET teachers and teachers in the TTnet countries.

A lot has been written about this theme. The definitions used vary depending on the actors and social context. In each country, we encountered the same types of problems and it is important to understand how they have been resolved so that we can then construct a common glossary. Such an approach will improve knowledge about what concepts and debates are current at the national and European levels in the area of the recognition and validation of experience, especially for teachers and trainers and more specifically for the TTnet stakeholders and practitioners, most of whom belong to the training profession.

The results of this preliminary study will be an overview of the debates at European level and a synthesis of national practices (procedures, practices and methodologies for the recognition and validation of informal and non-formal learning) for VET in general and more specifically as they apply to teachers and trainers. The study will clarify the concepts and terminology used and will also formulate  the common/transversal questions presented at the TTnet thematic workshop on 5 November 2004 in Brussels.

2. Description and analysis of good examples of practice for developing the recognition and validation of informal and non-formal learning

This aim requires an in-depth analysis of good examples of practices on the recognition and validation of the informal and non-formal learning of VET teachers and trainers. Those examples will be collected through the national TTnet networks. This analysis will improve knowledge of the different practices, references and procedures used, the systems set up, etc. – always specifically in relation to teachers and trainers. Studies have already been made of this target group, but what is new is the comparative study of the skills and competencies developed for them and the clarification of the systems of values used to identify and give legitimacy to teaching and training in the different social contexts in which trainees operate. This analysis is the key to the recognition and validation process.

The results of this approach consist in descriptions of the practices analysed through a specific grid of analysis. This grid was presented and discussed during the TTnet thematic workshop held on 5 November 2004. The choice of the different examples of practice will be made at the TTnet Annual Conference in Thessaloniki on 9 and 10 December.

3. Formulation of common trasnational issues and recommendations to be addressed to policy-makers 

This aim entails two political aspects.

 It proposes the appropriation of practices, a methodology and a process by teachers and trainers, who are – and will be increasingly – involved in the process of the recognition and validation of experience. This goal will focus on the recognition of trainers and teachers first and later on the trainees they support, although the recommendations as such are more specifically concerned with the teaching and training professions.

It also proposes that a contribution be made to research on policies on the identification, recognition and validation of non-formal and informal learning as an instrument for upgrading citizens’ skills through lifelong learning.

The concrete results of this study will be formalised in a final synthesis report serving as a reference guide for policy-makers and practitioners and providing:

· a survey of the approaches and methodologies used in the various national contexts for the recognition and validation of informal and non-formal learning for VET teachers and trainers;

· a set of good examples of policies and practices in the above field;

· common trasnational issues and recommendations for the attention of policy-makers.

The study will be completed in July 2005 when a final report is presented. At the same time it will also be decided how to follow up the theme of the recognition and validation of teachers’ and trainers’ experience. Various avenues may be explored, such as:

· discussions with the European working group on the validation of non-formal learning;

· proposals for developing VAE procedures to recognise and validate or certify teachers and trainers;

· resources on practices to assist exchanges between teachers and trainers on the development of the recognition and validation of non-formal learning in their own fields.

The organisation of the study

At this stage only volunteers will be involved in the study. Two groups of countries have volunteered so far:

- a first group has become involved since October and includes France, Italy, Ireland, Slovakia and the United Kingdom;

- a second group has become involved since November and includes Belgium, Denmark and Lithuania.

During the preliminary phase, each country will provide information about systems for the validation or recognition of experience, if any, in their country and information concerning the working environment of three types of trainers or teachers:

· teachers or trainers in initial training,

· teachers or trainers in enterprises,

· teachers or trainers in continuing training or vocational integration.

Those surveys were one element of the seminar which took place in Brussels on 5 November for the first group of countries, and they will be an element of a second seminar scheduled for 9 December for the second group of countries.

From December 2004 to March 2005, all the countries will work on the same task, namely collecting information about practices in the field of the recognition and validation of the informal and non-formal learning of teachers and trainers. This exercise will be conducted using a common grid for analysis. The TTnet national networks will receive a set of instructions on how to fill in the grid described in Chapter 3 of this report. Each country will have to provide a minimum of two examples. 

INTRODUCTION 

Presentation of the interim report

A considerable investment has been made in exploring the theme of the recognition and validation of non-formal and informal learning at national level and European level. We now have a great deal of information about the practices used in most European countries. We have also common principles at the European level which have been defined as a result of such studies. Moreover, the European Commission has stressed the benefits of further studies and initiatives to develop the recognition and valorisation of non-formal and informal learning. The report draws up an inventory of current knowledge on this theme (Chapter 1). It includes the achievements of the Commission’s expert group on the recognition and validation of informal and non-formal learning (Group H).

This study covers the same theme, but it explores a specific field, i.e. recognition in relation to teachers and trainers. The study will explore this subject by asking:

· why it is necessary to develop systems for the recognition of workers such as teachers and trainers, 

· what kinds of need are met by this recognition, 

· what kinds of authorities or actors can provide such recognition,

· what kinds of practices are useful in bringing about this recognition.

As some studies have already been carried out at national level on recognition of non-formal and informal learning, and more specifically in the field of teachers and trainers, we will start by taking stock of the existing background material and especially the work already done in this field, namely:

· inventories complied in 2000 and 2003 by Cedefop;

· the working documents of the TTnet Lisbon workshop, including the short reports produced by the TTnet national networks; 

· TTnet Dossier 5;

· results of the TTnet thematic project lead by TTnet Portugal.

A survey will be conducted for each country involved in this study, stressing those aspects which are common and those which are specific to that country. This report already contains the survey (Chapter 2) ‘The countries contexts’ for the first group of countries which have provided additional information by answering a questionnaire (Annex 1). Two aspects were described: one relating to the working environment of teachers and trainers, and the second relating to each country’s general systems for the recognition and validation of experience.

After this initial survey designed to provide a common background, the second phase of the project will be linked to action. Each country involved in this study will have to produce a description of a specific measure in the field of the recognition and/or validation of the experience of teachers or trainers. 

This measure may be a real one relating to one or two target workers, but it could also be a study of a measure that has already been implemented. In some cases, where a real measure is not possible, it may be a planned measure. What is important is to explain the content of the measure on the basis of the following three aspects:

· its purpose

· the steps in the process

· partners involved, the impact and the quality process.

A grid for analysis was proposed and discussed at the meeting in Brussels on 5 November. Its content was analysed using the three examples already presented by the Portuguese study completed at the beginning of 2004. A survey of those three examples (Annex 2) was made and used by three working groups. A summary of the conclusions of the three groups is given in Chapter 3 ‘A common grid for analysis’.

CHAPTER 1 - Principles and key issues at the European level

The aim of valuing non-formal and informal learning is part of the process of developing lifelong learning by combining formal and non-formal or informal experiences acquired in the workplace, in the course of voluntary work, or at home. A European Commission Communication on ‘Making a European Area of Learning a Reality’ (White Paper of 21 November 2001 entitled ‘A new impetus for European Youth’) stressed that a knowledge-based society must be able to link together the full diversity of learning processes and learning outcomes, irrespective of the formal and institutional setting. So every stage of a citizen’s life may be a period of learning with a learning content that can be identified and valorised.

That Communication was followed by several political events during the years 2002 to 2004. 

· On 14 March 2002 the social partner organisations (UNICE, CEEP, ETUC) agreed on a ‘framework for actions’ in the field of competences and qualifications which made the assessment and recognition of non-formal and informal learning a higher priority. A report about their conclusions was published in  March 2003.

· In May 2002, the European Union Ministers of Education and Training adopted a resolution on lifelong learning in which they stressed the importance of ‘valuing learning’, and the European Employment Ministers adopted a parallel resolution one month later in the field of skills development and mobility.

· On the 27 June 2002, a Council resolution invited the Members States to encourage cooperation and effective measures to validate learning outcomes.
· The Council and the Commission, as a result of the Copenhagen Declaration of 30 November 2002 and the Council Resolution of 19 December 2002 on ‘Education’, recognised as priority tasks the identification and the validation of education and training, formal and informal, and the development of common European principles, owing to their contribution to social integration and to the acquisition of a sense of citizenship. It ‘increased a cooperation in vocational education and training’ whereby Member States were invited to develop ‘a set of common principles regarding validation of non-formal and informal learning with the aim of ensuring greater compatibility between approaches in different countries and at different levels’. The final version of those principles was produced in May 2004. 
· The Council and the Commission, in their Communication
 of 30 April 2004, submitted an interim report on the implementation of the detailed work programme entitled ‘Key Messages of the Council and the Commission to the European Council’, which concerned the follow-up of the objectives of education and training systems in Europe within the framework of ‘Education and Training 2010.’ Those principles will be one of the elements of national policies for the future. It must also be noted that in the Recommendations
 of the Council to the Member States entitled ‘Education for democratic citizenship 2001-2004’, it stipulate that ‘any educational activity, formal or informal, which helps an individual to be an active and responsible citizen throughout his lifetime, has to be regarded as a component of “education for democratic citizenship”’. Every form of knowledge or acquired competence defines a relationship between the individual and society and in this sense can contribute to active citizenship. 

There are two points of interest in this context: the content of these principles, which are very broad, and the content of the conclusions and reports of the various working groups which contributed to the formulation of those principles.

A - The content of the principles

Originally, the subject of the conclusions was only the ‘validation of non-formal and informal learning’ but it ended up being the ‘identification and validation of non-formal and informal learning’. This extra element adds a new dimension for practitioners. It is not just ‘validation’ that becomes a priority, but all measures allowing the formalisation of acquired knowledge. In this way we can make a link with the various initiatives set up through Europass, and especially in the part on outcomes or ‘competences acquired’ through ‘informal and non-formal learning’. This approach concerns the entire process, highlighting the individual qualification characteristics and not only positioning it in relation to a formal curriculum through formative or summative evaluation. It is possible to use references other than just formal curricula. This opens up a wide range of possibilities for individuals and practitioners.

‘Learning outcomes may result in a certificate or diploma’. This is mentioned in the text owing to the wide range of interpretations that may be found in the various Member States. ‘For some, the term is used broadly to encompass the identification as well as the assessment and recognition of non-formal and informal learning.

Four common principles underlie the common approach set out under the following main headings 
: 

· Individual entitlements


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

· Obligations of stakeholders

Stakeholders, should establish, in accordance with their rights, responsibilities and competences, systems and approaches for the identification and validation of non-formal and informal learning. These should include appropriate quality assurance mechanisms. Stakeholders should provide guidance, counselling and information about these systems and approaches to individuals.

1. Confidence and trust 

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

· Credibility and legitimacy

Systems and approaches for the identification and validation of non-formal and informal learning should respect the legitimate interests [...] ensure the balanced participation of the relevant stakeholders [...].

The process of assessment should be impartial and mechanisms should be put in place to avoid any conflict of interest. The professional competence of those who carry out assessment should also be assured.

Those four characteristics can be considered as a kind of common ‘ethical’ charter and the Members States should ensure that the national stakeholders in such systems are committed to it. It is worth mentioning here that the new members and EFTA were participants from the beginning and were included in the consultations and conclusions.

For a proper understanding of the impact of such principles, we need to go back to the studies and working groups from which they emerged. Before they were adopted in May 2004, a specific methodology was developed and different reports were produced providing a very interesting overview of practices and objectives from the point of view of the ‘identification, recognition and validation of non-formal and informal learning’.

B – The methodology and reports underlying the principles

The definition of those principles involved not only national education and training authorities. Others, including voluntary organisations, were asked to participate in the debate about them. 

Five groups were involved 
:

1. Development is based on dialogue between Member States, candidate and EEA countries, social partners, NGOs and the Commission. This dialogue take place within Group H of the Objectives Process (making learning attractive, strengthening links between education, work and society in general), where all the above interests are represented.

2. The Commission has set up a small expert group responsible for the technical preparations for the common principles. Members of this group have been recruited purely on the basis of their competences in this specific area. The expert group reports directly to Group H of the Objectives Process. 

3. In the early stages of the work (January/March 2004), the European social partner organisations will be asked to give a formal reaction to the proposal. 

4. European-level bodies like the ACVT, the Copenhagen Coordination Group, etc. will be kept abreast of progress. This does not affect the coordinating role of Objectives Group H. Stakeholders at different levels will therefore be asked to channel their feed back and comments on the principles through the members of this group.

5. The Virtual Community on non-formal and informal learning will be used to present the different draft versions of the common principles to a wider public. The role of the Virtual Community will be of particular importance during the final stage of work (January-March 2004).
We will not go into the reports and information produced by those five groups. We shall only mention the conclusions of Group H and take a more detailed look at the brief expert group report in which all the contributions are summarised.

C - The Conclusions of Group H

The conclusions of this group provide further information about the choice of the four principles set out above. They were intended to stimulate validation of non-formal and informal learning at national level and to foster a voluntary process leading towards more coherent and comparable validation practices in Europe. 

The group stresses three areas of validation:

· validation of learning taking place in relation to formal education and training settings;

· validation of learning taking place in relation to the labour market (enterprises, public organisations and economic sectors);

· validation of learning taking place in relation to voluntary and civil society activities
 as well as in community learning
.

This definition focused on the aim of validation initiatives. It is clearly a social objective, making the qualification process more attractive and qualifications more visible. ‘Particular attention should be given to validation approaches aiming at the (re)integration of individuals into education and training, labour market and society at large (for example targeting the needs of school drop-outs, unemployed and immigrants). This policy objective, common to all the three areas mentioned above, illustrates the crucial economic and social role to be played by validation of non-formal and informal learning, in particular in promoting social integration, employability and lifelong learning of the least qualified individuals, be these youths or adults, unemployed or employed, nationals or immigrants. […] Developing a set of common European principles for validation of non-formal and informal learning is a way to bring added value to ongoing work at local, regional and national level.  According to the Copenhagen declaration the main motivation for developing such principles is to strengthen the comparability (and thus compatibility) of approaches at different levels and in different contexts. Validation methods and systems developed so far have to a large extent been designed and set up in isolation from each other and can not easily be linked and combined. ‘

The conclusions of this work group form the basis of the four principles described above. The same terms were used and the same idea. Two concepts were not present in the last decision: one concerns a specific feature called ‘impartiality’ and relates to the roles and responsibilities of the assessors involved in the validation process. ‘It is important to avoid undue mixing of roles as this will negatively affect overall confidence and credibility to validation results. Impartiality can be strengthened through training and systematic networking, something that needs to be promoted by validation providers’. This aspect was not taken up because it is covered by the principle of ‘credibility and legitimacy’. But it may also be due to the considerable number of practices and providers of validation (described in the next chapter) that are not well known. It may be too early to go for such an option.

The second feature which was not taken up concerns the types of validation which the different studies and discussion papers defined in terms of ‘summative’ or ‘formative’ validation. Here too, the different practices and providers cannot reach a common understanding of those concepts, which are clearly connected to very specific national and cultural contexts that are not common to the entire EU.

The group drew particular attention ‘to the future use of the Europass framework for transparency of qualifications and competences. As indicated in 3.3, the Europass instruments and formats should be used actively and systematically to support European and international comparability and coherence. How the Europass national bodies (to be introduced from 2005) can support developments in the field of validation must also be considered.’ 

This note is important because the development of this single framework will stress the need for ‘validation’ by individuals as well as employers. Qualification descriptions are not sufficient to provide all aspects of individual competences, skills or knowledge. New practices – and perhaps new providers – many be called for here. Nevertheless, it is important to look at the inventories of practices that have been drawn up so far in the field of the ‘identification and validation of non-formal and informal learning’.

CHAPTER 2: The national contexts

When an inventory of the different practices was compiled in 2003, this comment was provided in the Group H report : ‘We can to a certain extent speak of a process where ‘islands’ of validation have been established but where the ‘bridges’ between these remain to be designed and built. Lack of comparability makes it difficult for individuals to realise lifelong learning by combining qualifications and competences acquired in different settings, at different levels and in different countries.’ 

This comment shows that we are at the very beginning of the common task of ‘validation of non-formal and informal learning’ and perhaps only time and a real collective political will can produce the cultural change necessary to achieve such a goal. 

A – A first inventory in 2000

A first inventory of practices was possible on the basis of the first overview produced by Jens Bjornavold in the late 1990s and described in: Making learning visible - Identification, assessment and recognition of non-formal learning in Europe 
. This research - published in an article
 - provided an opportunity to contribute to the drafting of a Law published in January 2002. In France the ‘validation of prior experience’ is increasingly referred to as one of the major issues in skill development. The draft Law on social modernisation attaches considerable importance to it. This sudden interest in this new provision seems to be emerging as a major issue in Europe as a result of the search for modes and systems of accreditation of ‘formal’ or ‘informal’ experience. This concept, very close to the French concept of the validation of prior experience, has now become one of the future concrete objectives set out by the Education Councils of the European Union in Lisbon and Nice in 2000 and in Stockholm in April 2001.

This trend is part of a two-track approach:

· to give everyone access to education and training systems,

· to increase people’s mobility through a clearer definition of their experience.

Validating experience necessarily implies giving a value in relation to a reference. Whatever the approaches described below – whether French or European – the validation of experience is based on the same benchmarks, namely those defined by and for the educational systems. This compulsory passage through the world of training enables us to respond in part to the two-track approach mentioned above and is probably the only means of sharing practices both at the European and national levels. However, it becomes rapidly clear that other benchmarks will have to be found and other accreditation principles will have to be defined if prior experience is really to be made clearer.

The development of the principle of lifelong learning, which is strongly supported by the European Commission, led to two approaches to experience: 

· The first aims at including periods of experience in a working situation in training processes. The skills gained during such periods were ‘validated’ and became part of the decision to issue a certificate. In this case, it is important to identify the elements making up the experience (professional skills, social, linguistic, soft skills, etc.).

· The second aims at making ‘visible’ everything that has been learned outside formalised training programmes (i.e. outside basic or block-release training programmes). Such ‘non-formal’ or ‘informal’ skills would have some value per se, but no decision on its nature could be reached at this stage.

Jens Bjornavold’s survey in 2000 lists the existing practices on this subject and highlights five distinct approaches whose principles are based on societal differences that are summed up in the table below.

The survey revealed a wide variety of situations and approaches in the field of the validation of non-formal and informal learning. It seems that, depending on the country, there are at least three goals:

· diversification of modes of access to a training programme; in some countries, the mechanisms for obtaining qualifications are structured according to specifications linked to the training course;

· access to certification as a qualification indicator in a framework where, admittedly, the conditions under which the certified skills were acquired matter very little;

· the search for clear professional experience in a context where professional qualification indicators are insufficient.

All systems have three main characteristics:

· reliability of reference systems, since they were drawn up by legitimate actors representing the working world,

· structure determined by reference to vocational training systems,

· validation procedures still to be defined and very diversified.

However, it seems obvious that, in the short term, procedures for the validation of experience are based on the meaning and contents of the points of reference of a given system, as the French approach shows us (Annex 1). They refer to common conventions where the rules of the game are not explicit enough to be used appropriately. The modes of certification now offered relate to very different levels, the contents and value of which are determined outside social or institutional frameworks. 

Thus, the qualification indicator can only be supplied though certification processes linked to basic or even continuing training systems, and it would certainly be better not to certify anything. However, as shown by the Mediterranean model, it is important that workers should also be given the means to have their experience, skills and capabilities accredited. It will not always be possible to define them through formalised elements before a training course. 

Nature of vocational training system
Type of references used
Trends in  VAE (validation of prior experience)

Austro-German model

Basic vocational training systems implemented for many years. 

The dual system includes experience contributions and thus non-formal learning 
The reference systems are drawn up by the social partners. They are based on three principles:

· A strong link between qualification and skills. These are strictly professional references,

· They define information on the elements to learn and the learning modes,

· They are structured around collective agreements.
No real research on VPE. The identification work on such experience aims at developing existing basic training reference systems. The prospect of the development of LLL now questions this approach.

Mediterranean model: Greece, Italy, Spain, Portugal

General and academic training systems prevail.

In all these countries, recent Laws make the upgrading and development of the vocational training system compulsory. This trend is supported and was initiated by the social partners.
In most of these countries, vocational training reference systems are being worked out with the professional sectors. When they exist, they are of poor quality because they are too influenced by academic culture. Validation modes and procedures are being questioned, namely in the search for actors able to assess professional skills. 
The absence of vocational training and references resulted in too little clarity in the qualifications and skills of the working population both young and adult. Now there is a substantial social need for accreditation and validation systems for individual skills. There is a trend towards the drawing up of skill portfolios and towards exploring systems used abroad. Changes are currently being made in the regulation of qualifications at a national level. 

Nordic model: Norway, Finland, Sweden, Denmark

Vocational training systems in such countries have 2 characteristics :

· They are aimed at all age groups,

· They are structured around the labour market.
The vocational training reference systems are drawn up together with the social partners or even directly with companies (as in Denmark). They are mainly concerned with the working world. 
VPE systems have been drawn up to assess skills, however they have been acquired. Individuals can apply for validation either to join a training scheme or for certification. Various modes and procedures are available portfolio, observation in a working situation in Finland, for instance. The questions often raised relate to the difficulty in clarifying migrants’ qualifications (Sweden). 

NVQ model: United Kingdom, Ireland, the Netherlands

Decentralised vocational training systems are separate from the centralised validation system.  
The reference systems have been drawn up in terms of skills and performance. They are separate from training. However, serious questions remain on the representativeness  and legitimacy of the authors of such reference systems.

Limits between sectors or the drawing up modes are not easy to define.
Two systems for validating specific experience used in universities include NVQs :

· ADL

· APPEL

NVQs is an open system, covering all learning modes, leading to the making up of skill-proof portfolios.

Franco-Belgian model (Flemish speaking region of Belgium)

(Note: the information here on France does not come from the Cedefop document – the French case is presented through the skills inventory)

Basic vocational training systems centralised under various ministries according to sectors. Training systems and bock-release systems based on national certification
National vocational training reference systems are drawn up by ministries together with social partners or approved by a commission. On a case-by-case basis, they aim at accrediting general and/or vocational skills with various requirements or operational performances that vary according to the authors. 
A principle of experience validation for obtaining certificates usually accessible after a training programme is recognised. 

Present issues are concerned with the right to this principle. 

B – A second inventory in 2003

A second inventory was compiled in 2003 in preparation for the work of the Commission’s expert group 
which defined ‘common principles for the identification and validation of non-formal and informal learning’. The report presents and summarises the main findings and tendencies, convergences and divergences, innovative and creative policies and practices.  Particular attention is paid to comparative aspects. At this stage of the study, it would be important to identify some key trends so as to provide a better understanding of the national contexts.

It is clear that in this field practices are closely linked to national (and regional) policies. The development of validation practices is facilitated when those practices have clear goals and are regulated by legislation. Some countries already have instruments describing the roles and responsibilities of the different stakeholders in the design and implementation of validation policies. 

In the validation of non-formal and informal learning, the first step is to develop practices for the definition of standards and the organisation of modules and pathways between formal and informal learning systems. The linking of non-formal and informal learning to the formal education and training validation is a crucial part of current developments, likewise the increasing importance of ‘autonomous’ initiatives outside the control of formal education and training. Some of these initiatives are of great interest when trying to define a future common strategy at European level. 

The methodologies used by Member States in innovative experiments and practices to assess and validate learning pursue two main objectives: the first is to make clear what exemptions from the formal curriculum are possible, and the second concerns the outcomes of learning. The challenges facing the collection and documentation of non-formally and informally acquired competences are discussed and illustrated. 

According to this inventory, there has been considerable development since 2000:  ‘developments were dominated by experimental approaches, very few examples of permanently implemented systems could be identified. This has changed, an increasing number of countries have introduced legal and institutional frameworks opening up for validation of non-formal and informal learning on a permanent basis and as an integrated part of existing education and training systems. The introduction of validation methodologies and systems cannot be seen as an isolated phenomenon but is closely connected to other initiatives, notably the work on educational and occupational standards and the introduction of modularised and credit-based education and training systems. The same can be said of guidance; many countries have introduced validation systems where guidance is an important and integrated part of the approach. 

There is no doubt that formal education and training dominates, using validation as a means to increase flexibility and to openness to alternative learning outcomes. The strong (and sometimes dominant) role of formal education and training in promoting validation is, however, challenged. Autonomous validation approaches, for example based on standards defined at international level (ISO etc.) and internally in sectors of industry, are becoming more important. This ‘competition’ between different validation systems highlights the question of valuing learning. Who should decide how a learning outcome is valued and who should eventually set the standards we use for assessment? Furthermore, the appearance of these alternative systems highlights the question of bridging and linking learning systems and learning outcomes. The important question is whether lifelong (and lifewide) learning can be realised as long as different validation systems are unable to communicate with each other and fail to mutually recognise each other?

The situation in Europe as regards the development and implementation of validation of non-formal and informal learning is therefore, based on the findings of this report, ambiguous. Validation has, on the one hand, been accepted as an important part of education, training and learning strategies. It is generally accepted that learning taking place outside formal education and training has to be properly valued.  On the other hand, the new and emerging approaches have not been able to meet the huge expectations presented in various (national and European) strategies on lifelong learning. We are still speaking of a set of isolated ‘islands’ of validation operating within strict boundaries, and only to a limited extent communicating with each other. The bridging of different learning areas and outcomes is still a problem and a challenge. And in spite of a certain convergence in the methodological field, European coherency is still very much a future goal.’ 

It would be a very useful to verify whether such an approach can be implemented for trainers and teachers and whether specific practices can be developed for them. 

C - National convergences and differences in the recognition and validation of non-formal and informal learning – results of a survey of TTnet material

1 – The societal context in which the systems were constructed
The 
table below shows that the first group of countries involved in this study bear out the main findings described in section B above.  The validation of non-formal and informal learning is not introduced until after reform of the qualification system and of vocational training for both adults and young people. In all the countries considered here, we can observe that the vocational training reforms have taken place since the mid-1980s. They seek a better match between the needs of world of work and continuing education. We can see also that the pace of those reforms has quickened since 2000. Such approaches will produce, in the very near future, changes in the content of training and consequently in the activities of teachers and trainers. Examples described in this study should give some information about how such change can be fostered and an idea of the new structure for the competences demanded of professionals in the fields of teaching and training.

A comparative analysis shows that: 

· the education systems have been reformed to make vocational training more attractive. Generally they organise it on a competence basis;

· lifelong learning and continuing education have been strongly promoted but without links to initial training;

· more and more stakeholders are involved in implementing the systems, especially social partners and regions;

· qualification systems have been set up at a centralised national level with an ambiguous approach which creates confusion between ‘levels of knowledge or competence’ and ‘diploma delivery’;

· recognition of non-formal or informal learning is allowed through accreditation of prior learning or validation of acquired experience.

Countries
Training reforms




France
1971 Law structuring vocational training and continuing education

1982  Decentralisation law placing the organisation of ‘lycées’ under the control of the regions

1984 Law structuring alternance training 

1985 Validation of vocational acquisitions is allowed in higher education

1992 Law allowing this validation in secondary level education for vocational routes

1993 Law placing all youth training under the control of the regions 

2002 Law reforming the entire continuing education system and allowing validation of experience for all diplomas, titles and certificates 

2003 National interprofessional Agreement on vocational training

2004 New Law on vocational training based on the concept of lifelong learning and social dialogue 

Ireland
1999, the Qualification Act (education and training) provides the framework for accreditation of prior learning. It lists core objectives of the National Qualification Authority (NQA): There is a coordinated action involving several departments and Councils, like the Higher Education and Training Awards Council (HETAC) and of the Further Education and Training Awards Council (FETAC). Credit and modules are built into the system.  They can be gained from any learning achieved through work, leisure, or community service.
2000, ‘Learning for Life’ (White Paper on Adult Education, 2000) is achieved through a national agreement accepted between the social partners, Programme for Prosperity and Fairness. The awards councils and awarding bodies, the education and training providers, the social partners, community-based groups, sectors and network organisations, NGOs and governmental departments have roles and responsibilities in policy implementation

Italy
1978 Law laying down rules on the regions’ role in the field of vocational training

1984 Law, amended in 1986, creating alternance contracts for young people from 15 to 29 

1993 Reform of the vocational training creating a qualification system. Agreement with the social partners about it, and Law on specific measures against unemployment

1999 Reform of the Universities on the basis of a credit system and creation of vocational routes

2000 New agreement on integrated education system (IFTS) with pathways which allow trainees to take courses in different training centres

2001 creation of competence certificates in the training system, institution of a ‘citizen portfolio’

Slovakia
2000 Millennium and Memorandum on Lifelong Learning as a strategic planning documents for the Ministry of Education 

2004-05 New Law is in preparation as a part of a new education process integrating EU initiatives and common European principles

United Kingdom
1986 Institution of the National Vocational Qualifications (NVQ)  and a National Council of vocational qualification (NCVQ)

1992 Creation of GNVQ (General National Vocational Qualifications) organised in 3 levels after the compulsory education 

1997 Institution of ‘National Training Organisations (NTO)’ in charge of sectoral and national process of training and creation of Qualification and Curriculum Authority (QCA)’ in charge of quality respect for qualification standards  

2 – The different practices for the validation of non-formal and informal learning
As explained in the Inventory of 2003 described above, there is no specific practice attaching to one country but different practices attaching to specific purposes in all countries. Countries like Austria (nicht-formell und informell), Belgium, Finland, Denmark, Norway (ikke-formell og uformell) and Spain are all using the terms non-formal and informal learning in their descriptions of national activities. All these countries, however, underline the general character of the concepts and point to the need for additional ones. Other countries (France, Ireland, the United-Kingdom and to some extent the Netherlands) do not refer to the term non-formal or informal learning. This applies in particular to the United Kingdom and Ireland where terms like ‘prior learning’ and ‘prior experiential learning’ are used.  In France, the term ‘acquis de l’expérience professionnelle’ is reported and, in the same way as in the United Kingdom and Ireland, points to validation of already acquired learning, irrespective of where it has been acquired. In Slovakia this approach is not has not been taken so far. 

purposes

Countries


1. Entry in a training course without the pre-requisites
2. Exemption from part of  a training programme

3. Access to specific qualification
4. Access to a qualification or certification which used to be obtained after formal training 




After alternance training
Without training
After alternance training
Exemption of some assessment
Delivery of part or whole units of a certificate, diploma

France
Exemption of pre-requisite
‘Positioning’
Attestation of qualification from employer after a  qualification contract
Firls Competence certificate  
Possible after apprenticeship and qualification contracts
VAP till 2002 
VAE after 2002 for all diplomas, titles or certificates


Ireland
APL – APPEL*
APL – APPEL*


No
No
NVQs
No
NVQs

Italy
Principles accepted by the Law of 2001

Through ‘training credits’
No
Experimental
No
Possible through IFTS

United Kingdom
APL – APPEL*
APL – APPEL*


No
No
NVQs
No
NVQs

*The exemption of pre-requisites is a practice applies to most training programmes with selection criteria. People having with some experience can be exempted from some pre-requisites.

The exemption from part of a training programme stems from the development of continuous training courses and is used by various organisations. 

Terms as ‘accreditation of prior learning’ (APL) and ‘accreditation of prior experiential learning’ (APEL) are widely used, although there is still confusion among employers and individuals as to what they mean in practice. 

APL
: Accreditation of Prior Certificated Learning. Further and higher education institutions recognise learning outside formal contexts
.  There is some use of assessment of prior learning (APL) as a means of entry into higher education, but the main use is to obtain credits towards university qualifications.
APEL
: Accreditation of Prior Experiential Learning is concerned with experiences that are not generally certified. It can be considered as a specific assessment approach or procedure before accreditation, as is the case for ‘Credit Accumulation and Transfer’ (CAT) linked to the European credits (ECTS).

3. Nature of standards used 

Two kinds of standards appear to be used: one is linked to curriculum content (training programme) the other is linked to content of competences acquired in terms of outcomes. What we can observe is that the use of the recognition obtained at the end of the depends on the level of the authorities who set the standards and on the credibility of the procedures. The social value of the outcome differs according to whether those authorities are national actors (social partners or ministry acting in the name of the State) or whether they are a training centre known only in a restricted area.

Purposes

Stakeholders
Entry to a training course without the pre-requisites
Exemption from part of  a training programme
Access to a specific certification or qualification
Access to a qualification or certification which used to be obtained after formal training
Access to a job

The state for regulated professions or activities at a national level 
X
X

X




Ministry / State and social partners for a vocational national qualifications or certifications



X




Region  for regional qualifications or certifications 



X




Social partners for sectoral qualification or certification 


X





A training centre for qualifications and certifications in their areas of legitimacy 
X
X
X



Firms or professional groups, for their own approach to competences/qualifications 


X

X

An application of this grid to the standards for teachers and trainers would show that there is a great difference between those two types of workers. The references used for teachers are generally under the authority of a ministry (education). Recruitment rules as requirements are regulated at the highest level of the state. For trainers we are far from this level. Perhaps only initial training will be considered as a consumer-level of regulation. This is very clear through the different descriptions given below by the TTnet partners involved in this study. 

3 – Standards relating to teachers and trainers  

The different TTnet monographs on the regulations applicable to teachers and trainers illustrated those aspects. We can observe that the types of standard and rule that apply to the recruitment of teachers and trainer differ according to their status and the authorities that are responsible for them. This is the case especially for teachers and trainers functioning outside the apprenticeship system and universities.

So in the French context, teachers are for the most part civil servants, and their status and rank is determined by national examinations for admission to the profession. Teachers then teach the same discipline throughout their career. There are two categories of teacher:

- teachers in mainstream education. Their entrance examination is based on academic knowledge in a particular discipline (such as history, mathematics, French, etc.);

- teachers in vocational and technical education. Their entrance examination is based on their professional knowledge and on previous professional experience in the relevant trade (accounting, hotel management, cabinet-making, etc.).

But there is no national regulation governing the status of trainers or other training professionals. Trainer is the generic term for anyone involved in continuing training. Those involved in continuing training in France are far from constituting a uniform body. A large majority of trainers are private contractors, working full- or part-time. They are selected on the basis of their qualifications and/or skills and professional experience in a particular sector.

The minimum level of qualification required before taking the vocational and technical education entrance examination is Bac + 3, although Bac + 5 is preferred. A university doctorate is the equivalent of Bac + 8, and is sufficient for teaching at a university.

In Ireland, any person who wishes to teach in any of the schools within secondary level education, i.e. within all secondary schools, community schools, vocational schools and comprehensive schools, must meet the criteria laid down by the Department of Education and Science (DES) and be eligible for registration by the Teaching Council. The minimum requirement for a teacher at this level is a primary degree in the subject being taught together with a Higher Diploma in Education. 
To date there is no allowance made for prior learning or prior knowledge when applying for teaching posts in this area. The abovementioned requirements constitute a minimum and are rigidly applied. All teachers employed in a state-funded institution must be named on the Teachers Register, which  is maintained by  the Teaching Council under the Teaching Council Act 2001 (registration does not apply to teachers employed in private schools and colleges.)

While the admission requirements for teachers in Ireland in terms of qualifications are regulated by the Department of Education and Science (DES), their continuing training is a voluntary issue. To encourage teachers to update their skills and keep pace with advances in computer technology and other areas, a large number of postgraduate courses have been developed and are available to teachers to take on a part-time basis. They are organised in the universities and institutes of technology as well as the National Centre for Technology in Education (NCTE) which was established for this purpose by the DES in 1998.

In Italy the same approach can be observed. Thus, a teaching certificate is necessary to qualify for the teaching professions. Teachers on open-ended and fixed-term contracts are recruited exclusively through a state selection exam. To transfer to another teaching level (e.g. from primary to secondary) and/or another teaching subject, the teacher needs to pass another State exam.

Until recent reforms, there were no compulsory university studies for IVET trainers and pre-service training was managed in an autonomous and diversified way.  Since 2002, many Italian universities have introduced the following pathways:

· specialised degree courses in training studies for vocational training;

· Level I and Level II Master’s degrees for professional trainers.

IVET trainers, however, do have to be professionally accredited (part of the specifications of Decree 166/2001 of the Ministry of Labour and Social Policies). To meet these requirements specialisation pathways are being created for pre-service training for IVET trainers. In addition, some regional authorities have started to introduce more in-service training pathways. 

In Slovakia, teachers are generally recruited for initial training with a university degree that includes a pedagogical specialisation. Their recruitment is regulated by Ministry of education. Trainers are usually professionals with a university degree in different subjects. There is no national policy on them. Some institutions may have a policy. For example, the Slovak Management and Training Centre, which has set up an international certificate or achieved SMTC professional standards for recruitment. Lecturers are teachers working in non-formal and informal education and for continuing education.

In the United Kingdom, Further Education colleges make up the largest sector of VET within State provision, for both pre-employment and in-employment training for all, including adults, from the age of 16 upwards. Vocational teachers in FE colleges may be appointed without a teaching qualification. Their vocational/trade qualifications, plus substantial experience in their specialist area has been, and continues to be, the requirements for appointment to a teaching post in further education. Recently, however, a new requirement that such teachers, whether newly-appointed or already in post, obtain a full teaching qualification has been introduced. The introduction of a mandatory requirement that VET teachers must hold, or obtain, a full teaching award (a Certificate in Education or a Post-Graduate Certificate in Education, PGCE) has been the single most important policy innovation in the training of VET teachers/trainers legislated in England (2001) and Wales (2002). Training towards a full teaching qualification is provided by Higher Education Institutions (HEIs) for both pre-service and in-service trainees.

There are also numerous private training providers contracted by employers and local authorities to deliver specified training programmes (e.g. courses in human resource development and qualifications in particular occupational areas. Many workplaces offer employees the opportunity to achieve formal recognition of their competence through the work-based route of National Vocational Qualifications (NVQs) which are designed to assess job-specific skills.  Performance is assessed on-the-job at five different levels of standards as set by the Sector Skills Council (SSC) for that occupational area of employment. 

Within this broad sector of VET provision there is no formal requirement for trainers to hold a recognised teaching qualification – either prior to appointment or following appointment.  Where the provider is in receipt of State funding, however, there is an expectation that trainers will work towards obtaining a full teaching award (Certificate in Education or Post-Graduate Certificate in Education). 

Trainers, however, will hold qualifications appropriate to their own occupational area of work, together with work experience. Such trainers may also either hold or study for a range of nationally-recognised training and development awards. All trainers with responsibility for assessing the National Vocational Qualification (NVQs) competences of their trainees must obtain a recognised assessor award. The appointed trainers within all publicly funded enterprises included in this broad range of provision may also undertake programmes to achieve a full teaching qualification (Certificate in Education or Post-Graduate Certificate in Teaching).

In conclusion, for this chapter we can observe from the monographs of the countries involved in this study, such as the last Portuguese Study in 2003, some points of convergence which have already been mentioned at Lisbon during the TTnet meeting in May 2001, as related in ‘Dossier 5’ published by CEDEFOP. The recognition of the qualification of teacher is based on the teachers’ knowledge of the subject they teach. This knowledge is recognised through diplomas delivered by universities. Their pedagogical competences are of secondary importance. They are acquired after initial selection. It seems that recognition of such competences is mostly by universities. There is less regulation, and sometimes no regulation, for trainers in social-inclusion training and in-company training. In some countries (France and the UK for example) there are numerous diplomas or certificates related to pedagogical competences.  In others there is nothing really organised. This is especially true of places where there is no association representing such workers (Slovakia  for example).

Such situations can explain why there are so few measures relating to the recognition of the informal or non-formal learning of teachers. But they also leave room for many measures and experimental initiatives, especially in the field of trainers. This is why may be all kinds of measures can be a support for this study, even projects for a small target group. 

CHAPTER 3 - A framework for a new study

In this new TTnet study, it is planned to observe specific measures for recognition of informal and non-formal learning for teachers or trainers, or for another type of professional working in this field, such as tutors or lecturers. The observation will have to be made by assessing practices according to their impact on and meaning for the professionals in the country concerned. The choice of such measures must be made, in the light of the work environment, in collaboration with the authorities responsible for their recruitment. The nature of the standards or references used for recognition would be linked to what they are used for.

In this study, the validation of the non-formal and informal learning of those professionals involved in a measure could be related to a practice which is already known, but also to a new one. What is important is control of the whole process and coherence with the context of the professionals concerned. 

This coherence will be identified through the answers provided in a specific grid relating to measures. During our meeting in Brussels in November, the first group of countries presented the working environment of teachers and trainers. There are enormous differences between the countries according to the level of implementation of policies on the recognition of non-formal and informal learning, and teachers and trainers are no exception. 

To be concrete and to develop mutual understanding and agreement, we look at the structure of our future analysis from the point of view of measures already managed by and well known to TTnet. Descriptions already produced by the Portuguese studies (presented in Annex 2) were used as a basis for our work and discussion. The following grid constitutes the common analysis tool agreed on at the November meeting. Such an approach and structure for our framework of new studies will be validated in December.

This grid will describe three aspects of a measure for the validation or recognition of non-formal and informal learning:

A - The purpose of the initiative

Through this aspect, it is waited context basis: 

. Which is the target group and how many are concerned? As explained above, in the field of teaching and training, there are different types of workers (teachers, trainers, lecturers, apprenticeship trainers, trainers for the unemployed, etc.)

. Which organisation is responsible for the initiative and what is its functions and status? This information gives an idea of the impact on the beneficiaries of the action, for this organisation and may be for the future.

. What are the aims pursued by the organiser of the measure and by the target group? Their goals may be different.

. Who are the stakeholders involved in the measure? Generally this type of measure involves different partners in different ways: political, pedagogical, quality control, finance, etc.

. Is the recognition or validation of non-formal and informal learning integrated in an award, certification or qualification system? This question concerns the credibility of the initiative. An initiative will be credible if it applies a recognised methodology and permits a recognised qualification to be obtained. It is important to know the level of this recognition.

. Is the initiative based on a Law and legal texts? This may relate to the reasons for the measure, the systems applied in relation to its technical aspects and its results for the beneficiaries. Some actions may have no legal texts.

. Is the measure based on a special agreement? This information indicates the level of the partnership established between the stakeholders involved in it.

B – The steps of the process

What is described here is the methodological or pedagogical aspect, which is generally well known and receives attention, especially from teachers and trainers. The process described concerns valuation and it plays the same role as an examination at the end of training. The validation or recognition of non-formal and informal learning is very often carried out by the same professional who assesses trainees. Here is the main technical and cultural revolution introduced by the new European principles on the identification and validation of non-formal and informal learning.

Descriptions in this area focus on the process of valuation.  Particular attention is paid to its content and meaning with a view to drawing comparisons with practices used in assessment after training.

. What elements of learning will be recognised? (example: knowledge, know-how, performance, etc.) This question relates to the real objects valued during the process of valuation. This information is of prime importance because it allows us to assess the coherence of the process and the credibility of the measure. 

. What kinds of experience are recognised or validated? Unlike training, not every experience can be considered as a qualifying experience; it varies from country to country. 

. What must the applicant do to claim recognition for informal/non-formal learning? This question follows on from the two previous questions. The applicant will provide the assessors with the specific information they expect to receive. This requires of the applicants specific mental processes – and sometimes activities – which must be explained so that both applicants and assessors can understand what is involved during the identification and validation of non-formal and informal learning. 

. What authority/organisation is in charge of the process?

. What are the procedures to be followed by the applicant? (e.g. portfolio, interview, demonstration)

. What kinds of proof have to be submitted?

. What kinds of decision may be made by the assessors? (panel, exam board, etc.)

. What are the stages in the process?

It is proposed that the main answers provided by the UK case study be used to illustrate the discussions

Guideline


Case Study: description of context
e.g. accreditation of non-formal/informal learning towards teacher/training qualification (PGCE/Cert. Ed)

Date of the description
e.g. November 2004

1. Purpose of the system

Target group 

(e.g.: teachers/trainers, workers, unemployed, etc.)
e.g. VET teachers/trainers employed in Further Education colleges and in training enterprises

Organisation in charge
e.g. University of Greenwich

Aims

1.for the organisation in charge

2.for the target group
1. e.g. to provide a more flexible  or swifter route towards qualification and to avoid duplication of learning

2. e.g. to have previous experience `valued’ and accredited towards faster completion of the target qualification

Stakeholders involved
e.g. teachers/trainers, employers, awarding body (University of Greenwich), national training organisation (FENTO), Department for Education and Skills (Dfes), Lifelong Learning Sector Skills Council (LLLSSC).

Award or qualification to which validation of informal/non-formal learning is integrated
e.g. Accreditation of Prior Experiential Learning (APEL) leads to exemption from part or parts of the target qualification (i.e. PGCE/Cert.Ed)

 e.g. Full initial teaching award with national recognition

Laws and legal texts
e.g. Not subject to legal requirements – but outcomes must meet national standards as defined by the Further Education National Training Organisation (FENTO).

Special agreements
e.g.  Shared and accepted good practice operated among providers of training for VET teachers/trainers.  Decisions made by one provider likely to be recognised by others.

Kind of certification 


2. The steps of the process 

What elements of learning will be recognised? (example: knowledge, know-how, performance, etc.)
e.g. theoretical knowledge, practical knowledge, intellectual and practical skills – together with an understanding of what has been learned and the possible applications of that understanding (that is, learning as an indicator of ‘personal growth’)

What kinds of experience are recognised or validated?
e.g. work experience (including training and developmental opportunities), personal and social experience

What must the applicant do to claim recognition for informal/non-formal learning? 
e.g. (i) demonstrate the capacity to identify experiential learning derived from non-formal and informal contexts (ii) an ability to reflect critically upon learning derived from experience (iii) and a mapping of experiential learning to the learning outcomes of the target programme

What authority/organisation is in charge of the process?
e.g. University of Greenwich

What are the procedures to be followed by the applicant? (e.g. portfolio, interview, demonstration)

What kinds of proof have to be submitted?


e.g. Compile a portfolio which (I) provides descriptions of relevant experience (ii) identifies the learning which derives from this range of experience (iii) provide evidence of the experience cited (through, for example, letters of confirmation from employers) (iv) map non-formal and informal learning outcomes against requirements of target programme  

What kinds of decisions may be made by the assessors? (panel, exam board, etc)
e.g. (i) confirmation of exemption, in full, as claimed (ii)  exemption from part, or parts, of the exemption claimed (iii) no exemption agreed (iv) further evidence/reflection required – re-submission opportunity granted

What are the stages in the process?
e.g. (i) applicant notifies intention to submit claim for recognition of informal/non-formal learning (ii) details of procedure sent to applicant (iii) tutorial advice/support offered in compilation of portfolio (iv) submission of finished portfolio (v) adjudication of portfolio by APEL Panel (vi) decision of Panel and results entered on student’s profile of exemptions granted 

3 - Partners involved

What qualifications/characteristics are required of the assessors?
e.g. Assessors must  (i)  be experienced trainers of VET teachers/trainers (ii) hold a full teaching qualification (iii) be members of the team actually teaching on the target programme from which exemption is being sought.   

What is the number of assessors involved in making the decision?
e.g. Usually three (excluding supervising tutor).  One makes first assessment of portfolio claim; all three agree result.

Are there regulations to be followed by the panel?
e.g. As prescribed in academic regulations of the University of Greenwich.

What authority appoints assessors?
e.g. In practice, the Head of the Department and the Programme Leader of the target programme from which exemption is being sought.

What authority in charge of the quality control?
e.g. The University of Greenwich

How is quality of the process guaranteed?
e.g. All exemptions are subject to ratification by (I) the team of External Examiners (ii) confirmation by the Subject Assessment Panel of results of courses for which exemption was sought  

This grid will have two purposes for our study:

· it will be the common basis for the full description of the practices selected by each country; 

· it will be a framework for comparative purposes.

For the future we shall try to look at whether it could be used as a ‘transparency’ format for a European framework to provide further information about informal and non-formal learning practices as it is already used to describe curricula through certificate supplements or diploma supplements.

C - The future outlook 

The second phase of the project will be completed on 9 December when the third phase will also begin. After validation of the proposed grid, a decision will be taken on the content of the measures that will be observed using the approach defined by the grid. 

As already proposed, those measures may have already been completed, still under way or planned. The nature of measure depends on the extent to which the recognition of non-formal and informal learning (experience) has been implemented and on the observed needs of teachers or trainers. 

The third phase will consist of exchanges, including the appropriation of the approaches and the concepts. It will formalise what has been through measures and will distil the meaning of each measure. This approach will give a better understanding of the different practices, references and procedures used, systems set up etc. Through the measures geared to teachers and trainers it will be possible to understand and explain the process of the recognition and validation of experience for all other needs. 

For teachers and trainers, this approach provides the tools to do the same for the recognition and validation of trainees’ experience. It gives an opportunity to compare the skill descriptions and competences developed for them and to clarify the systems of values used to identify and give legitimacy to teaching and training in different social contexts.

The results of the first study will produce:

· a first review describing the systems and practices in the different countries which volunteered to collect information;

· a first analysis of the goals and practices pursued;

· a first glossary which will be a common resource for communication in TTnet.

Furthermore, this seminar will set the various goals and define the work programme on the basis of a number of priorities, for example:

· communication and discussions with the European working group about validation of non-formal learning;

· proposals for developing VAE procedures to recognise and validate or certify teachers and trainers;

· resources on practices in the field of exchanges between teachers and trainers aimed at developing recognition and validation of non-formal learning. 

We hope this report will be a contribution to the European debate on the recognition and validation of non-formal and informal learning, whatever the aim and the target group involved.

Keys questions at this stage of the study

Our colleagues’ presentations of the situation in their various countries suggest that there will be different approaches for each country as well as for the European level. 

The first questions to be answered concern the structure of the training systems and of the process for recognising the qualifications of teachers and trainers. The introduction of lifelong learning requires a link to be made between initial and continuing training, between general and vocational training and thus between teachers and trainers. 

The different presentations show that there are many reforms with this aim, but also that the recognition of qualifications is very different for teachers and for trainers. 

For teachers, it is highly structured by the Ministry of Education and it would be interesting to take a close look at the real basis for recognition and so explore the areas in which the upskilling and retraining of teachers is necessary. An analysis of their experience may be also a field of research, especially the kinds of retraining they may do and the kind of recognition they may obtain from authorities other than the Ministry.

For the trainers, the presentations identify two main points:

· the qualification structure is determined by the way trainers themselves are organised. In fact, there are no regulations or policies laid down by legislation. The content of qualifications is defined by a professional group, which may be an association representing professionals belonging to the same employers’ organisations (for example chambers of commerce) or with the same activities (for example, training in enterprises, e‑learning, etc.). Sometimes such groups may organise recognition systems and even
 labels or certification.

· the qualification structure is implemented through a training organisation, generally speaking universities because the level of qualification relates to higher education. 

Whatever the structure and nature of the authority involved, it would be interesting to analyse the evidence of qualification provided, the role accorded to experience in the process of qualification, the nature and the use of the recognition produced by the qualification obtained for the purposes of recruitment, promotion or a career development.

It is only on the basis of such research that we can establish the real situation as regards opportunities for initiatives that recognition of non-formal and informal learning. Measures already under way or completed can be developed through such research work. Ideas may also emerge on the development of new initiatives as a result of such observations. In a second phase the coherence of the process and the pertinence of the practices can be analysed in relation to the emergence of these ideas.   

Recommendations for stakeholders will be deduced from such observations. That is after all the purpose of this new study. 

ANNEX 1 

Preliminary phase questionnaire

The aim of this questionnaire is to obtain an overview of the situation of the countries involved in the project with regard to three kinds of worker:

· teachers or trainers in initial training

· teachers or trainers in enterprises context

· teachers or trainers in continuing training or social inclusion

In order to explain and understand the environment in which teachers and trainers operate, the answers to six questions are important:

· What conditions apply for the recruitment of teachers and trainers in your country?

· in initial training

· in continuing education

· on-the-job or enterprise training

· Are there qualification descriptions, and who is creating them in each of the different cases?

· Are there specific training courses and certificates (diplomas or accreditation) for trainers, and what are their objectives or contents?

· Do you think that there is a lack of recognition for the qualifications of trainers and teachers? In which field and why?

· Do some social partners represent trainers and teachers?

· What kind of employer can recruit trainers and teachers?

It is not necessary to give very detailed answers to those questions; all that is needed is the general framework in which teachers and trainers operate. This can help to determine the choice of target measure for the second phase of this project.

With regard to the recognition and validation of experience, the answers to five questions will facilitate understanding of the various solutions that can be utilised for the recognition or validation of the experience of teachers and trainers and of other workers in other fields.  

· Is the system for accrediting non-formal learning nationally accepted, or does it vary from one institution to another?

· More generally, do you accept, or is it generally accepted in your country that learning can take place in non-formal settings? 

· Is there a system of accrediting non-formal learning in your country?  

· If there is a national system, is it backed by regulation and legislation?

· If the system varies from one (sort of) institution to another, are there common guidelines or is a common framework employed?

Here too, the answers can be short and focus on the main concepts in each country. They can describe just the framework of measures which will be involved in this project on the recognition and validation of teachers’ and trainers’ experience which is our common aim.

These two points will permit to us to develop an action plan for each country and provide background for the following questions:

· Does the system for the recognition of non-formal learning extend to teachers and trainers?

· For which types of trainer or teacher is it possible to develop this system?

· How can this recognition or validation be formalised?

Everything is possible. A lot has been said about recognition and many practices can provide good solutions. Definitions differ according the actors and the social context. What is important is a good understanding of what motivates the measures driven, their aims and contexts and how the specific problems can be solved in each country.

ANNEX 2

A French experience of the non-formal certification of trainers

In 2001, two PACA vocational organisations UROF
 and GRAF
 drew the authorities’ attention to the fact that a fairly large number of trainers employed by their members did not have a specific diploma for the training of adults, despite their recognised experience. 

These training organisations hoped to initiate a procedure for providing their staff with qualifications. At the same time the trainers were discussing this issue, encouraged by the work done in preparation for the VAE Law. As it is directly connected to a certificate, the validation of acquired vocational skills was chosen for the purposes of granting access to the qualification of ‘Vocational Trainer of Adults’ (FPA) awarded by the Ministry of Employment and Solidarity (MES) within the AFPA (National Association for the Vocational Training of Adults). The certification frame of reference is developed on the basis of the job/tasks/skills frame of reference.

As a result, the job analysis method adopted takes into account the diversity of the ‘knowledge involved’ in a real work situation, and makes it possible to grasp the trends within the context of an iterative procedure. This method also involves consultation of various parties throughout the study.

It should be noted that the job analysis procedure used is based on the ETED method
 (Basic Post Studied in its dynamics) developed by CEREQ
, to the extent that the aim is to provide an account of the real jobs held and occupied by employees in order to identify a basic post, which is significant in view of the diversity of the existing employment situations. This procedure is based on a cumulative logic and not on a representative average.

The method used to analyse occupied posts combines two implementation modes:

· documentary analysis, in particular the AFPA trainer’s REAC and the more specific results of the interviews of AFPA trainers conducted in 1999 on that occasion,

· qualitative analysis of interviews conducted with a sample of employees and officials from trade and employer organisations.

31 trainers took part in this measure. They had neither a diploma nor specific training in the training professions. The group had an average of nine years’ work experience and some had worked in this area for 14 or 15 years. 

The phases of the measure:

1- An information session was organised.

2- The trainers had an initial interview regarding their experience.

3- They were assessed with the aid of the ‘Cible formateur’ software.

4- A second interview was held concerning their VAE project in order to assess the feasibility of the procedure.

5- An ad hoc further training scheme was developed on a voluntary basis in order to address possible gaps in knowledge, together with a scheme to prepare for the CCPs, involving evaluation sessions and simulations in micro evaluation situations.

6-  An AFPA educational team provided individual interviews and individualised monitoring. 

7- The validation unit organised the CCP
 evaluations and validation panels on demand, as soon as a candidate was ready. 

Of the thirty-one trainers involved in this procedure, two have already had their qualifications validated; others have had one CCP validated and are currently working to have their qualification validated. Each CCP is obtained via the production of a report (educational monograph or scenario according to the units in question) dealing with a real working situation (in front of a group of trainees or in an interview), depending on the competence unit concerned. 

An Italian experience of the non-formal certification of trainers

Years ago, in order to meet the need for a better quality vocational training expressed both by the business and the professional world, the Italian Trainers Association (AIF - Associazione Italiana Formatori) developed a trainer certification system. The AIF certification system only applies to individuals and is not meant for educational establishments, which, however, can be assessed and accredited by the ASFOR.

The AIF system can be numbered among the most advanced professional competence certification schemes in Europe. AIF verifies competences through a thorough examination of documents and supporting evidence submitted by trainers. In other words, applicants submit documents and evidence of experience and learning at required level, taking responsibility for their declaration, while members of the AIF Certification Board assess competences against predefined learning outcomes and descriptors for the desired profile and verify that the set standards are met. 

The AIF requirements aim to provide Italian trainers with a common definition of professional quality in training applicable to the above-mentioned profiles.

The AIF guidelines only apply to ‘professional trainers’, that is, qualified and experienced trainers. The requirements include:

· knowledge: deep knowledge of profile-related subjects;
· skills: demonstrated ability to work within an educational setting and to master every aspect of the training process;

· experience: profile-related working experience;

· code of ethics: commitment to the AIF Charter and Code of Conduct;  
Specific standards have been set against which knowledge, skills, and experience can be evaluated.

Within the above-mentioned context, the AIF certification system provides an effective tool to supply documentary evidence for those contents and requirements that the model itself shows as probable.
The impact of competitiveness and easily accessible information, as well as the fast-paced process of European integration itself, make it urgent for competences to be duly recognised, validated and certified by qualified educational establishments.

Traditionally, accreditation systems (e.g. ISO) apply only to establishments and agencies, and do not certify the key-competences of individual workers. That is why, AIF has devised an effective formula accessible to those who deem it necessary to have their professional qualifications formally recognised by a qualifying body in order to meet the ever growing requirements of the labour market and to respond to the call of customers who more and more often tend to involve service suppliers in their own certification process. 

Applicants, on their part, are supposed to submit evidence of the necessary requirements to support  their claim, while the AIF Certification Board verifies that evidence is sufficient and valid and that predefined  standards are met through appropriate quality assurance procedures and, eventually, through an individual assessment interview. The scheme has a fee structure which varies according to the number of profiles claimed for certification. AIF members are charged from a minimum of EUR 150 to a maximum of EUR 300. Fees are slightly higher for non-members.

The AIF Charter and Code of Conduct is based mainly on the results of a research programme carried out in 1997 on behaviour patterns in educational settings, which involved over 200 trainers and emphasised relevant deontology-related opinions and situations.

The final version of the AIF Charter and Code of Conduct  is divided into five sections:

1. general principles; 

2. customer service; 

3. user service;

4. peer to peer;

5. educational establishments.

The general principles section involves: conforming to the Law, advocating trainers’ independence, professional competence, in-service education,  personal dignity and professional decorum, and fairness.

The customer service section involves: principles and conduct rules in programme designing, involvement of the addressees in the whole certification process, and legibility of contracts.

The Italian Trainer Association is directed by a Chairperson, assisted by six Executive Officers and a Board of Directors. Furthermore, a Panel comprising experts, well-known academics, and professionals takes part to the in the Association activities in an advisory capacity .

The Association is also supported by staff located throughout Italy, and Local Committees are present in almost all Italian regions. Chief Executive Officers are elected locally by members, and - as explicitly mentioned in the charter - take part in the National Board of Directors. As far as certification is concerned, a special Certification Board - consisting of qualified members - has been appointed. 

The AIF certification and accreditation system is marked by consistency, as its exact procedures are based on rigorous sample surveys; nevertheless, its use of indirect assessment as far as prior learning is concerned – i.e. only taking into consideration what the trainers themselves are able to demonstrate – is an obvious weakness of the system. That is why an interview - a scarcely consistent, subjective assessment tool, liable to be influenced by the interviewed/interviewer dynamics - is often used to integrate such procedures. In other words, multiple assessment techniques are used in order to obtain a flexible - though rigorous - model accounting for individual professional and learning paths. 

A UK experience of the non-formal certification of trainers

In the UK there is a great deal of transferability between general teacher/vocational teacher training schemes. In particular in-service teachers under training often undertake their initial teacher training within their own colleges or training organisation following a part time C&G curriculum and then transfer to the university to complete the award of Certificate in Education or Post Graduate Certificate in Education. The studies undertaken in their own organisations being equivalent to the Universities first part of the award. Many hundreds of students having taken their initial teacher training qualification within their own organisations transfer to the University of Greenwich each year to complete their award.

In order to facilitate students entering the University having completed their initial teacher training from a variety of sources an APL tariff has been developed where all the differing curricula from a variety of sources has been mapped. In respect of Higher Education in the UK the encashment model goes further. In many universities all courses and programmes leading to an award are credit rated in terms of points and levels to the same common scale.

Qualifications awarded often come with the credit points and levels awarded stated on the certificates or are easily available. This makes for ease of transferability from one institution/programme of study to another when awarding credit to an individual.

This credit rating system, while used by many, is not used by all. Some of the older more traditional universities still work outside of the system, however the development is still significant. It should be noted that this credit rating system is a product of collaboration between universities rather than that of government edict. Universities in the UK are still largely autonomous of government control though this autonomy is weakening.

It should also be noted that such a credit rating system adapts much more easily to modularised curricula offers rather than to the traditional curriculum models.

In the case of the University of Greenwich the process of reflection and making a claim has been developed into a learning module itself and is awarded credit points at specified levels to match the needs of specific programmes. As example the programme identified for study is that of the BA/BSc in Education and Training. All students on this programme are mature qualified teachers in Post Compulsory Education and Training (PCET). Credit here is sought at level three, final year undergraduate, it is a programme of continuing professional development. (Appendices 2-3)

Learning that is gained through experience at work and elsewhere is worth formal recognition just a much as learning gained through more traditional study activities: experiences must however, have contributed to professional development in the individuals own area of education and training. 

The module is in two parts 

1) Self Assessment

This is designed to enable the learner to consider whether they have any learning that has been acquired by experience for which credit points may be awarded in respect to a particular programme of study.

This initial self assessment process is broken down into a number of steps.

Part one: Self Assessment

Step 1: 
focus clearly on the learning and summarise it in a learning claim.

Step 2: 
identify your own learning outcomes and list them

Step 3: 
match your own learning outcomes to the BA Education and Training criteria for professional development at level three.

Step 4:
complete the APEL diagnostic form and check with your APEL advisor during a diagnostic tutorial that your learning is at the correct level and relevant to the award.

2) Making the Claim

Step 5:
write a final draft of your learning claim.

Step 6:
produce a final version of the list of your learning outcomes, checking that they meet the BA/BSc programme criteria.

Step 7:
write a reflective commentary, this describes the learning experiences you had and analyse them to show how they produced the learning you are claiming.

Step 8: 
collect together all the documentary evidence that helps prove your learning outcomes.

Step 9: 
arrange a formative tutorial with the APEL advisor who will help you check the outline of your portfolio.

Step 10: 
collate all your material and send the final version of your portfolio to your APEL advisor who will put it forward for assessment.

The work is then produced and placed into a portfolio which is usually a substantial document. Evidence is provided supporting all the claims made which may be in terms of letters of support from employers, clients, colleagues, appraisal reports, actual products of work undertaken. While it is usual to provide evidence in written form other forms are acceptable, tape, video, computer presentation or any other form. 

What is important is that the APEL candidate must match the learning experience against the criteria or learning outcome which is being claimed. This learning experience must be evidenced as above and considered Relevant, Sufficient and Current. Currency is particularly a stumbling block as often the candidate is claiming APEL for work/learning experiences in the past. Here the candidate must show how that learning experience is still ‘alive’ at the time of the claim or indeed how the experience has been built upon. In general for claims to current a limit of three to five years is imposed.

Central to the work is step 7 this is where the reflection upon the experience takes place and is the most important section to the portfolio for this is where the learning generated from the experience is analysed and recognised. The very nature of this process of reflection of reflection demands that the candidate is able to transfer the learning from the experience to the new learning.

In the case study reported, all candidates were mature qualified teachers/trainers in the post compulsory sector of Education and Training. All were non graduates that were teaching vocational subjects such as Motor Mechanics, Police Trainers, Beauty Therapists. They were all embarked upon BA/BSc Distance Programme of study. All were using the programme as Continuing Professional Development (CPD) to gain first degree status. 

There are no legislative references to the work. As with much that happens in the UK, it is with agreements and consent that principles and protocols for good practice are developed. In this case the work was started by the Council for National Academic Awards (CNAA) in 1988, prior to the organisation’s demise in the early 1990s. While universities are still mostly autonomous, they do not work in isolation and the scheme at Greenwich was developed along the lines of the Southern England Consortium for Credit Accumulation and Transfer (SEEC). Although there are variations, there is general consent as to the principles and protocols throughout the UK. For other main actors in the field, though not part of this study see the description of the scheme at the start of this work.

For the University of Greenwich, the objectives were to evaluate current practice on the BA/BSc programme in regard to AP(E)L so as to inform the re-validation and review of the provision.

Objectives of the current AP(E)L module, one or more of the following:

· development of the person's specialist skills, knowledge and understanding in support of their professional role.

· advanced educational enrichment: this is to do with students, the classroom, the curriculum or the processes and understanding integral to the persons professional practice.

· re-orientation of the individual as their role changes or to prepare them to undertake new roles.
The encashment model of APL works very well overall. Where what is claimed has been credit rated by the previous institution, claims can be made quickly and the credit to be granted is usually clear. This is less so where the evidence for the claim for credit (previous qualification) comes from an institution which does not use the credit rating system as previously described. The candidate in this case must be involved in mapping curricula and matching tasks and outcomes to substantiate the claim.

This is thought by staff, students and the student studied to be a worthwhile learning experience. However in the case of the BA/BSc the work involved in making the claim is often out of proportion to the amount of credit that will be earned if successful. Unless the claim is to be substantial, many students find it easier to complete the modules from which exemption is sought than to make the claim. 

ANNEX 3

Glossary of key terms

assessment (of competences)

The sum of methods and processes used to evaluate the attainments (knowledge, know-how and/or competences) of an individual, and typically leading to certification. 

Source: Cedefop, 2003.



awarding body

A body issuing qualifications (certificates or diplomas) formally recognising the achievements of an individual, following a standard assessment procedure.

Source: Cedefop, 2003 adapted from OECD.



certificate / diploma 

An official document, issued by an awarding body, which records the achievements of an individual following a standard assessment procedure.

Source: Cedefop, 2002.



certification (of competences)

The process of formally validating knowledge, know-how and/or competences acquired by an individual, following a standard assessment procedure. Certificates or diplomas are issued by accredited awarding bodies.

Comment: certification validates the outcome of either formal learning (training actions) or informal / non-formal learning.

Source: Cedefop, 2002.



civil society

A ‘third sector’ of society beside the State and the market, embracing institutions, groups and associations (either structured or informal), which may act as mediator between citizens and public authorities.

Source: Cedefop, 2001 in European Commission, communication Making a European area of lifelong learning a reality, doc. COM(2001) 678 final.



comparability (of qualifications)

The extent to which it is possible to establish equivalence between the level and content of formal qualifications (certificates or diplomas) at sectoral, regional, national or international levels.

Source: Cedefop, 2000.



competence

Ability to apply knowledge, know-how and skills in an habitual and/or changing work situation.

Source: Cedefop, 2002.



continuing vocational education and training

Education or training after initial education or entry into working life, aimed at helping individuals to:

· improve or update their knowledge and/or competences;

· acquire new competences for a career move or retraining; 

· continue their personal or professional development.

Source: Cedefop, 2002



dropout

Withdrawal from attending education or training resulting in a failure to meet the course objectives.

Comment:

(a) this term designates both the process (early school leaving) and the persons (early school leavers) who fail to complete a course;

(b) besides early school leavers, dropouts may also include learners who have completed education or training  but failed the examinations.

Source: adapted from The International Encyclopaedia of Education



employability

The degree of adaptability an individual demonstrates in finding and keeping a job, and updating occupational competences.

Source: Cedefop, 2000.



formal learning

Learning that occurs in an organised and structured context (in a school/training centre or on the job) and is explicitly designated as learning (in terms of objectives, time or learning support). Formal learning is intentional from the learner’s point of view. It typically leads to certification.

Source: Cedefop, 2003.

guidance and counselling

A range of activities designed to help individuals take (educational, vocational, personal) decisions and to carry them out before and after they enter the labour market.

Source: Cedefop, 2003



informal learning

Learning resulting from daily work-related, family or leisure activities. It is not organised or structured (in terms of objectives, time or learning support). Informal learning is in most cases unintentional from the learner’s perspective. It typically does not lead to certification.

Source: Cedefop, 2003.



initial vocational education and training

Either general or vocational education carried out in the initial education system, in principle before entering working life.

Source: Cedefop, 2003.



learning

A cumulative process whereby individuals gradually assimilate increasingly complex and abstract entities (concepts, categories, and patterns of behaviour or models) and/or acquire skills and competences.

Source: adapted from Lave, 1997.



learning outcome(s) / learning attainments

The set of knowledge, skills and/or competences an individual acquired and/or is able to demonstrate after completion of a learning process.

Source: Cedefop, 2003.



lifelong learning

All learning activity undertaken throughout life, with the aim of improving knowledge, skills/competences and/or qualifications for personal, social and/or professional reasons.

Source: Cedefop, 2003.



non-formal learning

Learning which is embedded in planned activities not explicitly designated as learning (in terms of learning objectives, learning time or learning support), but which contain an important learning element. Non-formal learning is intentional from the learner’s point of view. It typically does not lead to certification.

Source: Cedefop, 2003.



prior learning

The knowledge, know-how and/or competences acquired through previously unrecognised training or experience.

Source: Cedefop, 2003.



qualification

(a) An official record (certificate, diploma) of achievement which recognises successful completion of education or training, or satisfactory performance in a test or examination;

and/or

(b) the requirements for an individual to enter, or progress within an occupation.

Source: Cedefop, 2003.



recognition (of competences)

(a) Formal recognition: the process of granting official status to competences, either

- through the award of certificates or

- through the grant of equivalence, credit units, validation of gained competences;

and/or

(b) social recognition: through acknowledgement of the value of competences by economic and social stakeholders.

Source: Cedefop, 2003.



social dialogue

A process of exchange between social partners to promote consultation, dialogue and collective bargaining. 

Comment: 

(a) social dialogue can be bipartite (involving representatives of workers and employers) or tripartite (also associating public authorities and/or representatives of civil society, NGOs, etc.);

(b) social dialogue can take place at various levels (company, sectoral/cross-sectoral and local/regional/national/transnational);

(c) at international level, social dialogue can be bilateral, trilateral or multilateral, according to the number of countries involved.

Source: Cedefop, 2003.



social inclusion

Integration of individuals –or groups of individuals– into the social spheres of society, as citizens or members of different ‘public’ social networks. Social inclusion is fundamentally rooted in labour market or economic inclusion.

Source: Cedefop, 2003.



transparency (of qualifications)

The degree of intelligibility of qualifications allowing their value to be identified and compared on the (sectoral, regional, national or international) labour and training markets.

Source: Cedefop, 2003.



validation of informal / non-formal learning

The process of assessing and recognising a wide range of knowledge, know-how, skills and competences which people develop throughout their lives in different contexts, for example through education, work and leisure activities.

Source: adapted from The international encyclopaedia of education.



valuing learning

The process of promoting participation in and outcomes of (formal or non-formal) learning, to raise awareness of its intrinsic worth and to reward learning.

Source: Cedefop, 2001 in European Commission, communication Making a European area of lifelong learning a reality, doc. COM(2001) 678 final.



vocational education and training (VET)

Education and training which aims to equip people with skills and competences that can be used on the labour market.

Source: adapted from ETF, 1997.

TTnet networks involved in this study: 

Belgium



VDAB – Vlaamse Dienst voor Arbeidsbe;iddeling en Beroepsopleiding

Keizerslaan 11 B

B – 1000 Brussels

Contact person :
Mr Eddy Donders

E-mail: edonders@vdab.be 

Denmark



DEL – Danish Institute for Educational Training

The Danish Institute for Educational Training of Vocational Teachers

Rosenorns Allé 31

DK - 1970 Frederiksberg C

Contact person :
Ms Pia Cort

E-mail: pia.cort@delud.dk

France



Centre INFFO

4, avenue du Stade de France 

F - 93218 Saint Denis La Plaine

Contact persons :
Mme Françoise Gérard

E-mail: f.gerard@easynet.fr


Ms Evelyne Deret (Université Paris Dauphine)
E-mail: deret@dep.dauphine.fr


http://www.centre-inffo.fr/maq100901/observatoire/ttnet/ttnet.htm 

Finland



National Board of Education Eurydice Finland

PO Box 380

FIN-00531 Helsinki

Contact person :
Mme Kristiina Volmari 

E-mail: kristiina.volmari@oph.fi


http://www.oph.fi , http://www.oph.fi/cedefop/Ttnet

Italie



ISFOL

Via Baglivi 12

I - 00161 Rome

Contact persons :
Ms Claudia Montedoro

E-mail: c.montedoro@isfol.it 


http://www.isfol.it 


Mr Mario Catani (PLAN)

E-mail: mario.catani@katamail.com

Ireland



Trainers Network c/o Calmar International Ltd.
Unit 1, Bolbrook Enterprise Centre
Avonmore Road, Tallaght

IRL - Dublin 24

Contact person :
Ms Nora M.T. Byrne
E-mail: trainersnetwork@calmar.ie

Lithuania



Vytautas Magnus University

K. Donelaicio st. 58

LT- 44244 Kaunas

Contact person :
Mr Kestutis Pukelis 

Email: k.pukelis@smf.vdu.lt 

Slovakia



SNO - Slovak Observatory of VET

Cernysevskeho 27  

SK - 851 01 Bratislava


Contact persons :
M. Juraj Vantuch

Email: sno@netax.sk


Ms Andrea Hagovska (Slovak Management and Training Centre -  (SMTC)
E - mail: smtc@centrum.sk

United Kingdom



School of PCET - University of Greenwich

Queen Anne Building - Greenwich Maritime University Campus

30 Park Row  London SE10 9LS

Contact persons :
Mr Edwin Webb

E mail: E.Webb@gre.ac.uk


M. Ken Marsh

E-mail: K.G.Marsh@greenwich.ac.uk


Mr Stuart Bradley
E-mail: S.G.Bradley@greenwich.ac.uk

***

Session 1


TTnet study on “Recognition and validation 


of informal and non-formal learning for VET teachers and trainers”











� OJ C 104, 30.04.04 .


� Rec (2002) 12 of 16.10.02.


� Draft Conclusions of the Council and the representatives of the Member States meeting within the Council on Common European Principles for the identification and validation of non-formal and informal learning9175/04 - EDUC 101 SOC 220- Brussels, 10 May 2004








�  7th January 2004 Jens Bjornavold’s Note published on the Virtual Community. 


� Brussels, 3 March 2004 - DG EAC B/1 JBJ D(2004) 


COMMON EUROPEAN PRINCIPLES FOR VALIDATION OF NON-FORMAL AND INFORMAL LEARNING - Final proposal from ‘Working Group H’ (Making learning attractive and strengthening links between education, work and society) of the objectives process 


� Voluntary and civil society activities encompass various social actions and participation, such as formal voluntary work, informal community networks, neighbourliness, informal political action, awareness raising, altruistic acts, caring work at home and in the community.  The activities of youth organisations exemplify this. The same is the case for organisations working under the umbrella of ‘the European Social Platform’, aiming at social inclusion


� This can be exemplified by organisations and associations working with adult liberal education, for example in the Nordic countries.


� Jens Bjornavold - CEDEFOP - July 2000


� A.M.CHARRAUD - La validation des acquis d’expérience en France et en Europe – Revue Personnel – juillet 2001





�  This inventory has not yet been published. It is a part of the report presented in February 2004 to the Group H


National policies and practices in validation of non-formal and informal learning - Danielle Colardyn and Jens Bjornavold


� Certificats de Qualification Professionnelle (CQP) issued by sectoral branches. 


� Fiche projet of the Metropolitan University of Leeds (Vap et Entreprise).


� For more information, see: � HYPERLINK "http://www.ucas.co.uk/higher/candq/apl" ��www.ucas.co.uk/higher/candq/apl�.


� idem.


� Abstract of TTnet Portuguese report 2003


� Union régionale des organismes de formation (private sector)


� Groupement régional des animateurs et responsabels de formation (actors in firms)


� ETED: Basic post studied in its dynamics (cf. Table of abbreviations).


� CEREQ: Centre for Research on Education, Training and Employment (cf. Table of abbreviations attached hereto)


� Each Ministry of Labour title is divided in units called ceryificat de compéetences proefssionnelles


� Abstract of TTnet Portuguese report 2003.


� Abstract of TTnet Portuguese report 2003


� Group H conclusions, Tissot, P. 'Terminology of vocational training policy - A multilingual glossary for an enlarged Europe', Cedefop, Thessaloniki, 2004








�PAGE \# "'Page: '#'�'"  �� Do we know what this is ?


�PAGE \# "'Page: '#'�'"  �� Further=second ? or just ‘another’ ?


�PAGE \# "'Page: '#'�'"  ��till ?





PAGE  
14

[image: image2.wmf][image: image3.wmf][image: image4.wmf]