APPENDIX

Annex on Higher Education Area

The appendix, entitleAnnex on Higher Education Areassembles the
first reports of a PRIN (Research Project of Naldnterest) currently in
progress, overseen by the University of Roma 3. fbleas of the survey
are the policies for the recognition of “non forfnahd “informal” learning
that have been carried out, over the last decadégipublic universities of
four European national contexts (France, Irelamuifdd Kingdom, Spain)
' It is a typical “adults education” theme, whéfelong learning requests
innovations inhigher educationand crisis of the traditional forms of
university teaching are closely related.

I The outcomes of the first sutveys catried out within this PRIN, added to this issue as
“Annex on Higher Education Area”, have been recently published in Italian (P. Di Rienzo,
2010). I wish to thank prof.ssa Aureliana Alberici, central coordinator of the Project, and the
authors of the reports on the four national contexts, for having kindly authorized a free
translation and adaptation of their essays. For a more detailed analysis of the plan and the
results of this inquiry, I refer to above quoted Di Rienzo (2010). Here, quickly I point out only
two relevance aspects of the national cases focused:

a) institutional language (“anglo-" versus “nco-latin” area);

b) evaluation and validation tradition (“APL” [Assessment of Prior Learning] sersus VA
[Validation des Acquis] prototype)
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Measures of citizenship

Carlo Catarsf

1. EHEA? a “referential threshold”* macro-level

“Measure” is a word widely used in the lexicon bé&tEuropean Union
to indicate, in the policies pertaining work andining, the operational
device whereby, within specific Community objestive priority axis is
carried out on a multiannual time span, being carted to a financing
plan for planned operatiors

At first glance, it can perhaps seem restrictiventbude in the meaning
of this word the national initiatives constitutitige field for the research
conducted up to now. However, the definition thatriy title follows the
word in question (“of citizenship”) associates ffragmatic sense evoked
by the word with a meaning of wider political scppempared to a pure
“labour market” application of the word. It is weknown that the
association of the sphere of social citizenshitsgwith the sphere of
production and commercial outcomes is a “contindous8 of the prose of
the European Union. However, this association oftemains rather vague,

2 Dipartimento di Scienze del’Educazione e dei Bssi Culturali e Formativi, University
of Florence, Italy, e-maiktata@unifi.it

% In full, * European Higher Education Area”: acranyhat is recurrent from the “Sorbonne
Declaration” (1998) onwards. Its meaning is expdiin footnote n. 5 and in poiBtof this
essay.

4 “Le Boterf stresses the difference betweempetence referentiadreal competencies
The competence referentials are objectives acoptdinvhich people and their environment
organize learning processes: the competence reliience, refer to the prescribed task in
terms of goals, professional needs and implemematonditions. The task constitutes an
objective to be reached under given conditions;chernt appears in the guise of a
prescription to be carried out in a particular pesional situation, which calls upon a set of
resources deemed as necessary for the implementatid for reaching the objective set”
(Zaggia, 2008, p. 63).

® For a first example on the use of the term, sedREqulations No 363/2004 and 800/2008,
which tie in with the EC Treaty on aids to compamiestined to training.
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pointing to underlying uncertainties in the polictandpoint taken. In my
opinion, however, the outline provided by the doeuntation featured in
the first part of this PRIN allows a precise intetgtion, in a procedural
sense, of the registered processes, connectingahest sphere with that of
citizenship rights. As far as the market aspects eoncerned, my
interpretative reading is based on a perspectivelwdan be described with
the following clarification.

1. Along with the diversified and informal developmeftlifelong
learning practices, promoted by a “free market” enited towards the
production of “intangible assets” and an “economfykmowledge”, civil
society is characterized by the request that trectze of professional
competencies be publicly regulated, so as to safeguinexpert”
users/clients (that hence find themselves in atiposof asymmetry of
competence, with regard to the producers, a scenamerging in
conditions of urgent resort to certain goods andvees) from
inconsistent or deceiving offers. Via such route tormal entitlement
to practice a specific activity balances the seihacteffect of the
advertising-oriented communication and the levdlgublicly-certified
education maintain and re-activate their *“classictunction of
precondition of public practice of professionalisities.

The argument previously expressed in point 1, eeném the theme of
assessment and control of learning rather thapritsotion, has perhaps a
contrastive impact on the optimistic emphasis withich it is at times
possible to speak of current trends as indicatbespzogressively open and
inclusive “society of knowledge”. However, the rassh accounts featured
in this PRIN have in common a glaringly obvioustfédcom the United
Kingdom to the Canary Islands, with @ggétour on the fervent French
Republic, it is possible to witness the recurredeobservative and
operative categories that, in their overall Itali@numeration, are
denominated “certification”, “validation”, “accradtion” and the like.
These are devices of controAnd not of unreserved promotion or
recognition. Moreover, the recent fortunes of tbertipetence” category, to
be found in the scientific literature pertainirigelong learning and
continuous training, have never conceptually emthdn abrogation of the
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control exerted over the learning processes cladsénd described (Ropé,
Tanguy, 2000)

2. The quality control on learning — divided in the epiously
mentioned phases (certification, validation, acd@bn) and with all
the nuances of meaning that said phases acquirendi#pg on the
national context observed — can be schematicalged back to two
areas of application, different in level: the arehthose competencies
connected to professional services for the exeisehich a secondary
school education level educational credential iprarequisite and the
area of the professions requiring instead a titteuaiversity, or post-
university level (higher education level). Thistitistion, traditionally
typical of our nation, is modulated everywheredler to the countries
observed in this study, but the phenomenon haselatiohs on the
wider European and worldwide scale) by the wideagresproduction
of an “ordinistic” corporative filter line which, egulating access to
professions consolidated historically as “civicallypasic” (e.qg.,
medicine, architecture, engineering, and law, pssfens that are all
specialized in the safeguard of goods essentigbaople) influences
institutionally, according to paradigmatic threskol perspectives
applied in an up — bottom sense, the public controthe learning
processes at every leel

® “The EC Commission Communication entitled “Adult edliion: it is never too late to
learn” (Brussels, November ¥32006) states that ‘a lifelong learning paradigatues all
kinds of learning: formal, non formal and inform&ecognition and validatiomf non-
formal and informal learning form a cornerstonetlie lifelong learning strategy. The
learning outcomeshould be recognised and valyedgardless of where and how they are
achieved’ ” (Daniele,;The European framework for the recognition and thédation of
informal and non-formal learningenclosed Text). The saliency of the instancdoaal
recognitionis hence evident.

" In this sense, also the progressive definitiontid EQF European Qualification
Frameworf system for Lifelong Learning — intentionally aichat re-evaluating every type
of ability and of competencies, howsoever acquirecends up producing a vertical
configuration of learning levels, connected to outes qualitatively rising in the direction
of the scientifically-founded and professionallyatifying competence (Daniele, cit.,
Enclosed Text). But the scientifically-founded arrdfgssionally-qualifying competence is
in fact, in all Europe, a traditional and fundanarassessment criterion of the academic-
university context; institutional context that, finche Sorbonne Declaration (1998) onwards
is re-proposed — with an unprecedented pluralistitook vis-a-vis possible extra-mural
cooperation, but without substantial variationst@ghe traditional epistemic-disciplinary
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The objection that, in the Anglophone and Northdpean area, the
intellectual professions defined above as “civicdlasic” are organized
according to “associations” and not “orders”, ditdffects their substantial
institutional polarity, centred on — the differerdtional and regional laws
on the matter notwithstanding — two universallyremkledged aspects:

a) a basic power of “expert opinion” in the contektriminal and civil
law;

b) an exclusive relationship with public instituiof higher education
for the initial training (and, not exclusively, faontinuous training) of
those aspiring to a specific professional titlee{ison, 20075)

3. The exclusive attribution of this recruiting furmstito consolidated
organisations of intellectual professions — albgibdulated, in the
various national contexts, with reference to défarhigher education
structures — tends to project a secular specialwabf the academic
world in the “European Space for Higher Educatiotw’ be constituted.

axes — with the denomination of “European Highdu&ation Area” (Zaggia, 2008, pp. 11-
15). And, as is easily deducible from the regulaiof the single nations and of the EU, a
significant element confirming the tradition is thersistent requirement of a single-cycle
degree to access the professions of medicine,tactiie and law (in the main branches of
Law and Magistracy). The single-cycle degree igjdently required also to access the
profession of teacher in state schools. There keas lan opening towards undergraduate
degrees also in Italy (in the last decade, follgvinaw 509/99), for the engineering
profession; however the innovative significanceéhaf measure has been greatly reduced, in
Italy, by the policies of the Order of Engineershieh has established a differentiation
between “junior” and “senior” members dependingdegree levels. Said differentiation has
had discriminating repercussions on the planningpencies legally allowed in this field
and, with regard to this latter aspect, the moveuwfOrder of Engineers corresponds, on the
EU territory, with the tradition of analogous predénal organizations.

8 On the persistent dominance of the ordinist madehe texts drawn by the last Italian
parliament concerning the regulation for the practf intellectual professions, see Catarsi,
2009, p. 244 and subs. Said model maintains anrastnaitively privileged and culturally
paradigmatic position also in the bill “Act issudy the Government on intellectual
professions”, introduced in the current 16th Parkat by senator Fioroni, the majority
party sponsor of the bill, at the Permanent Commisdindustry, Commerce and Tourism”
(25" June 2000 session); see, in particular, articlem® 6). On the subject, it would be
narrow to attribute this position to a parochiatispf caste. It is instead more interesting to
open an international comparison, with the aim athgring elsewhere precise “functional
equivalents” of the neo-corporative trend so faamibio us (Butera, Donati, Cesaria, 1997,
part Il, chap. 5 and part lll; Freidson, cit.; Ma&lsta, 2006; Sassen, 2008).
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The research reports featured in this PRIN higHligmany signs of
similar tendencies, making it possible to interpile® construction of
the EHEA as an emerging process of institutiontdgration between
“universities” in the classical sense (which cohstt to date the
majority everywhere), polytechnic structures (preésaainly in the UK)
and post-graduate specialization structdresccurring in the name of a
“modernized” function of scientific-competential aeditation at an
“advanced level”. Elsewhere | have used a typicalghy Saxon
expression, “dentist’s threshold to define the threshold denoting in a
distinctive way the level of advancement in quastibis, in essence,
the threshold distinguishing a public accreditatititte in the context of
professional activities specifically inherent thafeguard of personal
integrity (in a physical, patrimonial, moral andistential sense) of a
potential citizen-usét.

What previously illustrated from points 1 to 3 kilights, in the EHEA
to be constituted, the persistence of traditionahcfions of higher
education institutions. However, in addition to thenservative traits
persisting in said modernization process, the Walg innovative
emergence can be identified:

4. The function of “certifying accreditatidn awarded to higher
education structures is applied today, to an unpdemted extent

® Launched in France almost three decades ago #velf t0 a lesser degree and more
recently, also common in Spain.

2 The expression “dentist’s threshold” finds itsnified origin in the closing sentences of a
famous conference by Keynes: “If economists coudthage to get themselves thought of as
humble, competent people on a level with dentiktst, would be splendid” (Keynes, 1931).
1 “The threshold, distinguishing the practice of soprofessions from others, has this
simple and unavoidable basis: the guarantee oegsainal competence, in anticipation of
interventions that are highly threatening for tlezspnal integrity of the users/clients, and
such as to engender — owing to the urgency of trenteand the complexity of the
knowledge applied — a constitutive asymmetry ofteflectual power between the
professional and the recipient of the service, rhespublicly regulated via the awarding of
titles obtained at the end of basic formative cycleulminating in ‘final tests’ (the so —
called capolavori of the ancient corporations, which to date, in faghful English
transposition are called, in the extensive senshefword, ‘masterpieces’) carried out by
experts and defined — and in this sense publidtiifieal — as being of (at least) satisfactory
level. This, in essence, is the ‘logic of profesasiism’, which hinders any form of ‘anarchy
of competence™ (Catarsi, 2010, to be published thjjor
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compared to the past, to prior learniign every moment of a citizen’s
individual existence. Lifelong training is a soaokural perspective
that, against the background of learning modalities continuous
technological transformation, laps against the ceptold “ivory
towers™? erected on the site of the (re)modernized EHEA .

Joining point (4) with the previous three, the sobeof measures of
citizenship provided by the construction of HEE®egrs doubly defined:
it is a renewed offer of certified professional gudees, to favour both the
role of potential “user” (or client) inherent inehcitizen, and the co-
existing role of potential “producer” (or profess).

2. Perspectives of local transition to EHEA: pradcols and persons

With relation to the processes of institutional foguration described in
the previous paragraph, | will endeavour to hidhtligxtremely concisely
(the limits of space for the present essay beirgfrictive), two aspects
emerging from the research reports on the natiooatiexts analyzed:

« the adaptation, as to the general strategies d&fpsmhotion and
image, of the traditional institutions and acadefiiodies” to the
functions of certificating accreditation assignem them by the
EHEA to be constituted;

+ the need to review assessment and accreditatidron®et

As far as point (a) is concerned, a polarity puatgd by annertial
resistanceand, to the opposite extreme, astive resiliencemerges on the
whole. Said polarization is appropriately summed hyp the following
extract from the report dedicated to the Englishaging area, where the
situation prevailing in the United Kingdom exemigd a general tendency

12 The adjective “prior” can be used to overcome,thie operativeness, the customary
gnoseologicdifferentiation between “formal”, “non-formal” antinformal”, to be traced
back — via the selective filter of public accretita — to thepragmatic-institutional
distinction between “certifying” and “non certifygh (Catarsi, 2010, point 2, footnote n. 9).
13 The metaphorical expression is the title of a mecudy on the relationship between
European university systems and economy: MoscatjifReRostan, 2010.
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to “inertial resistance”, as opposed to the typieative resilience” of other
European countries.

“In the United Kingdom, vocational training and wisity training
have for a long time followed parallel paths: whitee now almost obsolete
National Vocational Qualification Frameworls also a system for the
recognition of informal and non-formal learningettwo discourses do not
intersect. In other European countries, instead tlebate on the
recognition of vocational and experiential competes in the field of
vocational and academic training occurs in a ma@dinated way, as a
contribution to solving common problems: the redrctof the time and
cost of studying, the promotion of greater compeitsn and new
qualifications, extension to higher education foeajer social inclusion,
flexibility in the labour market, mobility of worke within the European
borders” (Stringher,The recognition and validation of vocational and
experiential competencies in the English-speakieg,&nclosed Text).

On the whole, it is possible to withess an emergentthe processes
identifiable within the different national contextsf the tendency to
reconfirm the traditional autonomy of universityptyinstitutions, which, in
adapting to innovation, state their socio-cultuedegitimization. The trend
is especially noticeable in France.

“Obviously, for the French universities, what is stiake are the
legitimacy and the social credibility of the titlessued; allowing adults to
access flexible and streamlined formative univergéths starting with the
recognition and validation of prior learning, is nt@amount to
acknowledging that the learning acquired in infdrnaad non-formal
contexts has the same value as the disciplinarwlauge developed in the
academic context” (Danieldhe recognition and validation of vocational
and experiential competencies in Fran&mclosed Text).

The Spanish legislation on the accreditation of fgssional
competencies, which has recently produced (2006)tten subject a
curricularly verticalized structure similar to thaif the European
Qualification Frameworkconfirms at every level, from central government
level to peripheral regions level, the certifyingegence of university
teachers.

“The protagonists of the planning round-table foecagnition,
assessment and validation are ICCP [Canarian utestiof Professional
Qualifications] professors, government members lé tCouncil of
Education and university lecturers” (Colapietr®he recognition and
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validation of vocational and experiential competiesdn Spain Enclosed
Text).

The English-speaking area is characterized by &edaplurality of
styles and of local models. All the cases analytheaugh specific projects
of central supervision (e.g., “Transfine”) reveaht the single EHEA
institutions have paid special attention to theirdébn of objective
parameters for the recognition and validation dbmptearning. In this
respect, qualities such as “application and actitojether with a display
of “autonomy and accountability” in carrying out egjfic tests, are
generally acknowledged success indicators, whoseteempirical and
assessment determination is influenced, alas, byfdhmative policies
adopted and practiced in the single issuing inging.

After having pointed out the general tendency tacfional re-
legitimization on behalf of traditional universitype institutions as a
whole, it is necessary to acknowledge the procesfsiesal differentiation,
which can generate assessment and certificatiyeaudiies. With this in
mind, the observation must focus further especiatiysituations of greater
effort for the recognition of prior learning in thextra-academic context,
like the ones that have been carried out in maepéh universities based
on a decades-long organic legislation inherent te fvalidation des
acquis”. It is a well know fact that, where a greater Hedtory
atmosphere” is created, interesting unintentioffi@éices andprogresseso
reflect upon emerge: Labuyére, Quintero, 2009. Thiascommon aspects
in the reports examined up to nowyexata quaestiof validation theory
regains topicality. An issue that to date has bmmked in the perspective
of a customary dichotomy, which can be summed uih \the contra
“person” “protocol™ alternative. The report on the English-speakirenar
introduces the issue as follows:

n the 19th and 20th centuries we made stuff: camd steel and trucks. Now, we make
protocols: sets of instructions. A software progiiama protocol for organizing information.
A new drug is a protocol for organizing chemic&lf&l-Mart produces protocols for moving
and marketing consumer goods. Even when you aradaycar, you are mostly paying for
the knowledge embedded in its design, not the neatdl glass” (Brooks, 2009). If we
associate the previous technological definitiontloé term “protocol” with its legal-
administrative one, defining it as an instrumentstituted by the totality of the procedures
and elements via which the documents are treatéld lgal-probatory and managerial
purposes, the result is an operative definitiortuwdpy the essential traits of the expression
“certificate of recognition of prior learning”.
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“In the QCA [Qualification and Curriculum Authorityguidelines the
individual is the central element and the drivimgce behind the whole
process: the choice of pursuing a whole coursetuafiess, or to opt for
requesting recognition, is devolved upon the singéener. The very idea
of using an explicit language in that sense, prigfgrexpressions such as
“claiming credit” (recognition request) to the matechnical expression
implied by the acronym RPL (recognition of prioateing), highlights this
position on behalf of the British system. This d®oicould harm
procedures, in that the less autonomous individaidsthe very ones who
could benefit more from the accreditation pathsvigled that clear and
detailed communications and procedurescofinsellingand support to
candidates are established, both before and dexperiential recognition”
(Stringher, cit., Enclosed Text).

But it is in the following extract from the Spaniskport that the
personological aspects of the issue are statedsalmth a tone of caesura.

“The Spanish model places itself critically commhte the French and
English models, despite agreeing on the basic iptenof accrediting all
that has been learnt in informal and non-formalexts. A model is always
born of a principle, from theoretical premises whtend to put what has
been postulated into practice. Therefore the quesis: what are
knowledge and competence? And how and with whatuments is it
possible to assess them? For France, in contrdkt what happens in
England, it is not sufficient to quantitatively ‘@idthe different types of
knowledge acquired; additional quantification iplaged by the subject
and his/her capacity to learn and construct conmgeds. Other variables to
consider are hence the different preconditions r@icg to which the
“formative worlds involved” are articulated: acadamand the labour
market, without omitting the subject in the valatien of his latent
potential.

In our opinion, what is important is to considee 8tarting point, which
constitutes the support during the whole path,authé completion of the
implied epistemology. In other words, what is theademic model of
science and experience in Spain?” (Colapietrq, Ericlosed Text).

The question is open, but we must also highlighthe operative sense,
the limits of this openness, which has the riskrefreating ancient and
sterile divisions between *“engineers” and “culturahthropologists”,
possibly in a desperate effort on behalf of thes d#tculties to regain
academic spaces conquered by the “technical-siEntones. The
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relevance of the reflective and metacognitive mmations of the subject
engaged in learning and under assessment is iufaeniable, vis-a-vis a
purely techno-cybernetical assessmefiteCtive evidence indically basgd
of the learning acquired. However, said relevanasstrnbe correlated,
during formative assessment, to precise socio-teahtearning contexts,
in order to develop a personalized diagnosis arahrsis based on
recurrentperformance“glitches”. With reference to this latter aspett,
would like to call to mind, for a respectful andpagpriate composition of
“sociographies of situated learning”, the theomdtiand methodological
guidelines that | have expressed elsewhere (CaR08i7; chapters 5, 6, 7
in particular). The French context, with procedurestred upotivrets and
épreuvessubmitted tqurys de VAEeatures, in a greater number and in a
stricter sense compared to the others analyzedthayic examples
containing auspicable guidelines. It is perhapsdiee of experimentally
promoting their transferability on the HEES scemamvithout ignoring
cautionary measures such as the ones suggestedheinpreviously
mentioned Labuyeére, Quintero, 2009.
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The European framework for the
recognition and the validation of informal
and non-formal learning

Luisa Danielé®

1. The paradigm of permanent learning

On the European and international level, the réfiacon permanent
education and training, drifelong Learning started to receive a strong
impulse in the 1970s, through the efforts of thesmoepresentative
supranational organizations such as the Councitwbpe, the UNESCO
and the OCSE. During the 1990s in particular, tkS8 and the European
Union reintroduced the conceptldfelong Learningn order to develop an
active citizenship, promote the individual, andateegreater employability.
On the European level, the consultations aboutt deaitning between the
member States led to the definition, during the ri@duof Lisbon (March
2000)°, of a communitarian strategy to turn Europe inte tmost
competitive and dynamic economy of the world, widgrmanent learning
as the key element to knowledge. Said strategy shidsequently been
organized into shared objectives in the “Memorandom lifelong
learning™’ (October 2000), and then restated in the policgudment

15 Member of the PRIN 2007 working group establishedHsy chair of Adult Education,
Professor Alberici, Roma Tre University, institutioncharge of the projedthe validation
of professional and experiential competencies dulis willing to be (re)integrated in
university, in a lifelong learning perspective.

18 http://www.europarl.europa.eu/summits/lisl_en.htm

" The Memorandum on Lifelong Learning sets six kessages:

New basic competencies for everyone

More investments in human resources

Innovation in teaching and learning methods

Assessing learning outcomes

Rethinking orientation
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“Making a European Area of Lifelong Learning a Riyal (European
Commission, 2001).

The consultations between the social partners folowed the
Memorandum in each Member State led to consolidetd-uropean vision
of permanent education and training.

The definition ofLifelong learning adopted includes all the formal,
informal and non-formal learning activities, i.kifelong learningis: “any
learning activity undertaken at any moment in liigth the aim of
improving knowledge, skills and competence withirpaasonal, civic,
social and/or occupational perspectiveThe Memorandum defines the
principles governing permanent learning, which dhe: centrality of the
learner; the importance of equal opportunities;gbality and relevance of
learning opportunities.

After the 1990s, both on the international and Raem level, important
changes in the context of adult training and edoeabave taken place.
First, there has been a shift of emphasis fronsyiséem of education to the
individual learner and hence from a pyramidal systef disciplinary
knowledge to a net-like map of competencies anitksktquired in situ and
hence liable to be read also in relation with nomvfal learning sites.
Therefore, said shift in the horizon of sense afltadducation brings two
concepts to the fore: that of the adult's compedesied that of integration
both on the institutional and pedagogical levele Hault's competence is
no longer seen as the result of an activity of Kedge acquisition carried
out in youth allowing, in maturity, to apply thedwledge acquired to the
chosen profession, but as the ability to mobiliaeany given moment,
specific resources (knowledge, skills, qualitiesgpending on the
performance expected (Le Boterf, 1994).

The realisation of policies for Lifelong Learning hence a long term
objective, to be fulfilled following two guiding rciples: increasing both
the basic competencies and the motivation to leartonomously, even
after the school experience is over, of the nevegaions on one hand, and
giving adults the opportunity to access learningtiom other. Therefore,
there is a shift in the paradigm of permanent iegrnfrom the focus on
regular and continuous training for adults, to thttention paid to
strengthening the basic competencies of young éesri$aid changes in the
final objectives of the system entail a changehim ¢ontext of the agents

e Learning closer to home.
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responsible of it: the field of permanent learnitags not only extend to the
subject’s lifespanlifelong), but also to all the fields of interest of hig’he
personal and professional lififéwide).

2. The policies for the certification of non-formaland informal
competencies within the framework of the Bologna Ricess

The 1990s also saw the rise of a movement of higbacation reform
starting from the Convention on the Recognition Qtialifications
concerning Higher Education in the European Regiigned by the
Council of Europe and by the UNESCO in Lisbon omilxpl™, 1997.

The Lisbon Convention defined some fundamental cjpies and
general and specific objectives, subsequently textia the Declaration of
Sorbonne (May 2% 1998).

The Bologna Declaration of June™ 91999, fits into this normative
international framework, and it features variougeotives to put into
practice the principles previously expressed in M98 at the Sorbonne
(table 2.1).

Subsequently, the so-called Bologna process has beplemented
following various stages consisting of meetings tbé signatory EU
education ministers: Prague, May™ 2001, Berlin, September 18"19
2003, Bergen, May 19-30 2005, London, May 17-18 2007, Leuven,
April 28-29", 20009.

The 2001 Prague communiqué placed further emplasitifelong
learning:“Lifelong learning is an essential element of ther&pean Higher
Education Area. In the future Europe, built uponkaowledge-based
society and economy, lifelong learning strategies reecessary to face the
challenges of competitiveness and the use of nelndogies and to
improve social cohesion, equal opportunities ane tuality of lifé
(European University Association, 2001, p. 2).

The communiqué of the following Berlin meeting (3p@einforces the
principle of Lifelong learningin order to create a European Higher
Education AreaEHEA): “Ministers underline the important contribution
of higher education in making lifelong learning eatity. They are taking
steps to align their national policies to realid@st goal and urge Higher
Education Institutions and all concerned to enhattoe possibilities for
lifelong learning at higher education level incladi the recognition of
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prior learning.” (Communiqué of the Conference of Ministers resjibas
for Higher Education, 2003, p. 6).

Table 1 — The objectives stated in the Bologna &@atibn

Said objectives are:

1. “The adoption of a system of easilgadable and comparabledegrees, also through th
implementation of theDiploma Supplementjn order to promote European citizen
employability and the international competitivenesfs the European higher educatic
system.

2. Adoption of a system essentially basedte main cycles undergraduate and gradua
Access to the second cycle shall require successfupletion of first cycle studies, lasting|a
minimum of three years. The degree awarded afeefitst cycle shall also be relevant to the
European labour market as an appropriate leveluafification. The second cycle shou|d
lead to the master and/or doctorate degree asrily Edaropean countries.

3. Establishment of aystem of credits— such as in the ECTS system — as a proper méaps o
promoting the most widespread student mobility. d@secould also be acquired in nop-
higher education contexts, including lifelong leagy provided they are recognised by the
receiving universities concerned.

4.  Promotion ofmobility by overcoming obstacles to the effective exerofsee movement]
with particular attention to: for students, accasstudy and training opportunities and to
related services; for teachers, researchers andinmsthative staff, recognition and
valorisation of periods spent in a European contesearching, teaching and training,
without prejudicing their statutory rights;

5. Promotion of European co-operation quality assurance with a view to developing
comparable criteria and methodologies;

6. Promotion of the necessaBuropean dimensions in higher educationparticularly with
regards to curricular development, inter-institotib co-operation, mobility schemes and
integrated programmes of study, training and res&ar

S o

@

In the Bergen communiqué (2005) the Ministers hitted clearly the
close relationship between permanent learning ahd European
Framework for Qualifications (which was being dedftin 2005). In
addition, they declare to consider the realisatibEuropean and National
Frameworks for Qualifications by the Bologna Precas an opportunity to
develop lifelong training:“We see the development of national and
European frameworks for qualifications as an oppoity to further embed
lifelong learning in higher educationlCommuniqué of the Conference of
Ministers responsible for Higher Education, 20053p They also aim to
create opportunities to improve recognition of pfaarning by:“creating
opportunities for flexible learning paths in higheducation, including
procedures for the recognition of prior learningfbidem, p. 5).
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In London (2007) no reflections on lifelong traigiand university were
developed, and the issue was postponed to the cpudrse meeting of
Leuven in 2009.

In fact, the Leuven communiqué states th&tlidening participation
shall also be achieved through lifelong learningaemsintegral part of our
education systems. Lifelong learning is subjecth® principle of public
responsibility. The accessibility, quality of preiein and transparency of
information shall be assured. Lifelong learning otwes obtaining
qualifications, extending knowledge and understagdgaining new skills
and competencies, or enriching personal growthelaiig learning implies
that qualifications may be obtained through flegiblearning paths,
including part-time studies, as well as work-bagmates” *®

Furthermore, the Charter on Lifelong Learning depel by the
European University Association is referred to irdey to define the
partnerships necessary for the implementationfelolng learning policies
between public authorities, higher education ingths, students,
employers and employees.

These communiqués use the same definitory framewbrkifelong
learning used within the framework of the community docutserthe
definition given, in fact, is extensive and inclsdal the learning activities,
and, as such, also higher education.

2.1. The European principles for the validation wbn-formal and
informal learning

The need to establish common principles for thedatibn of non-
formal and informal learning in Europe is stated tire Copenhagen
Declaration of November 2002 on European co-opmralin vocational
education and training. In it, 31 European Ministe¢he social partners and
the Commission stated the need to develop a sebmimon principles
regarding the validation of non-formal and inforntedrning with the aim
of ensuring greater compatibility between approachalifferent countries
and at different levels.

The “Education and Training 2010” report statest thhe common
European principles should be developed as matteprimrity and

8 The Leuven communiqué can be consulted on theiteebs
http://www.bolognaprocess.it/content/index.php?actiead cnt&id _cnt=6635
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implemented at national level, respecting MembaeiteSt competencies”
furthermore, the development of common criteria sapport and spread
the credit transferability system developed witthia context of the formal
systems of education and training (the ECTS sygtgparticular).

The principles defined in the document are intended stimulus for
the validation of non-formal and informal learniagnational level and as
support to a process, autonomously conducted byMbmber States,
which may lead to coherent and compatible validaticactices in Europe.

The main focus is on the following areas of valiofat

< validation of learning taking place in formal edtioa and training
settings;

« validation of learning taking place in relationttee labour market
(enterprises, public organisations and economimes¢

< validation of learning taking place in relationwoluntary and civil
society activities, as well as in community leagin

The final document of the working Group stresses ith the policies of
the European countries particular attention shdddgiven to validation
approaches aiming at the (re)integration of indield into education and
training (for example targeting the needs of sclivop-outs, unemployed
and immigrants).

This policy objective, common to all the three areaentioned above,
confirms the crucial role played by the recognitiand validation of
informal and non-formal learning, especially in mating social
integration, employability and lifelong learning dhe least qualified
individuals, be these youths or adults, employedr@mployed, nationals
or immigrants.

The common European principles for validation oh+fiormal and
informal learning are a guide for the developmehtnon-formal and
informal methods and systems for validation; theyribt prescribe any
particular methodological or institutional soluttoand represent a set of
basic requirements.

The set of common European principles for validatie organised
according to six areas (tab. 2):

19 The “Education and Training 2010” report can besudted on the website:
http://www.indire.it/socrates/content/index.phpRactread_rivista&id=5908
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Table 2 — Common European principles in six areas

1. The purpose of validation
- The validation of the learning outcomes, irrespectf where these have been acquired:
. aims at making visible the full range of knowledgel competencies held by an individual
. supports lifelong learning, employability and aetiitizenship
can result in formal and personal recognition efiéng acquired
. Individual Entitlements
an individual accesses the validation process vatiin
- in cases where validation is part of a compulsgsgesn arrangements should be put in place tg
ensure transparency, fairness and privacy
- in organisations where validation is implementad gihould be based on social dialogue
- theindividuals must have the right to use theltei the validation
—  special provisions should be designed for indivislwédth special needs
- the results of the validation must be the propeftihe individual who requested it
- In cases where validation is part of human resoomr@eagement in enterprises the privacy of th
individual must be ensured
3. Responsibilities of institutions and stakeholder
- results of validation must be presented in suclaytiat they can be understood at European &
international level
- the privacy of the individual must be respected
- validation should be supported by information, guice and counselling services
- education and training systems, enterprises, pobjjanisations and economic sectors, non-
formal learning organisations, including NGOs, dtqrovide a legal and practical basis enabling
individuals to have their learning validated
- validation should be an integral part of human uese development in enterprises and public
organisations and should be based on social dialogu
4. Confidence and trust
- Transparency of procedures:
. to guarantee confidentiality to all
. the methodologies for validation should be statedrty
. clear information on time and cost should be priesen
- transparency of criteria
- availability of, and access to, information
5. Impatrtiality
assessors should operate according to a code dficbn
assessors must be professionally competent angbéaksystematically in initial and continuing
training actions
6 Credibility and legitimacy
- the development, implementation and financing wfezhanism for validation must involve all
relevant stakeholders
— validation bodies need to be impartial and shaibive all stakeholders significantly concerned

N

e purpose of validation
* individual entitlements
e responsibilities of institutions and stakeholders
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+ confidence and trust
e impartiality
e credibility.

The basic logic of the recognition and validatidnrdormal and non-
formal learning implies the passage from a diagoospproach to an
evolutionary one and from a fragmented approacla tglobal one: the
different competencies acquired through the wodlahrough personal
experiences or voluntary work are not consideredismiation but in
interaction with each other, taking into accourd éxperiential dimension
of an individual.

3. The latest developments

As of 2005 a new phase in the European works orthme of the
recognition and validation of informal and non-fainfearning has begun:
in fact said theme takes on a central positionhm debate on lifelong
education and training at EC level.

Firstly it is important to recall the process ofistruction of a system of
Credit Transfer for vocational Education and TnagniECVET- European
Credit system for Vocational Education and Trainingspired by the
ECTS (European credit transfer sys)#hsystem, already used in the
higher education sector. The ECVET should enabk tiansfer and
capitalisation of learning outcomes from a learrsogtext to another or in
the case of individuals who pass from an educatih training system to
another. The construction process of the ECVETesystis established
with the start of a consultation process betweenn@ees (Commission
staff working document, 2006), which ended onl2@08.

The European integrated credit transfer system EDMs part of the
set of instruments included in the European Qualifbn Framework
strategy, - EQF, which will be discussed at a lattage. ECVET is
constructed as a system of credit awardirrgdit point3 to qualifications
and/or their componentsiits).

20 http://ec.europa.eu/education/lifelong-learningipgtioc48en.htm
http://www.crui.it/crui/ECTS/cosa_e.htm
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The second relevant area of discussion, with reterdo the objective
of establishing a common reference system for theognition and
validation of informal and non-formal learning, ttee one represented by
the definition of the European Qualification Franoekv (EQF) for the
education and training system, which enables to iputelation and
position, in a structure consisting of levels, tlbfferent titles
(qualifications, diplomas, certificates etc.) obtd in the Member States.
The meeting of EU Heads of Government held in Brlsssn March 2005,
consisted of a consultation between the membeesStatorder to evaluate
the different positions with regard to the estdistient of the European
Qualifications Framework. On the basis of the cosidns of the
consultation process, on September 5th, 2006, trandssion issued a
Recommendation Proposal on the establishment of Hueopean
Qualifications Framework for Lifelong LearnindEQF) (Commission of
the European Communities, 2006), which led to thefindive
Recommendation of January 2008 (European Union8)20the EQF is a
translation device — a converter or reading griehabling to position and
compare, within an eight-level structure, the d#fg titles (qualifications,
diplomas, certificates etc.) obtained in the mentitates: the comparison
is based on the learning outcomes. With said ¢ielmember States, on a
voluntary basis, are encouraged to review their eduncation and training
systems, so as to establish comparability betwden single national
reference systems. The European Qualifications &nark (EQF) has
been hence thought and established as a proper @omaference code, so
as to enable the different European countries ®tipa and thus make
transparent their national systems. Additionallyuher explicit objective
of the EQF is supporting the processes of validaté non-formal and
informal learning, enabling the definition of knaeige and competencies
acquired in the study and training paths.

Among the key elements defining the EQF are thensomreference
levels, connected to the learning outcomes andeglan an eight-level
structure. The structure of levels enables to argamm increasing order —
from minimum to maximum complexity — the learningt@mes that can
be acquired in an individual's lifespan, not orfiyaugh formal paths, but
also non-formal and informal paths.

The learning outcomes express what a person isceegdo know,
understand and/or is able to do on completion lebening process; using
the “learning outcome” as a comparative indicat@ans overcoming a

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
XX



APPENDIX

comparison logic based on learning methods andspaittacquisition. In
the EQF the learning outcomes are representedghrknowledge, skills
and competencies descriptors, which are also cohength a new
formulation of the key competenciegCommission of the European
Communities, 2005). On the basis of this structure it is possiblen-the
national, regional and sectoral level — to classifademic and vocational
titles (diplomas, qualifications, certificates gtaecognizing the learning
outcomes achieved by the individuals, referringnth® the appropriate
level of the EQF.

The second key element of the EQF consists of dhanton principles
agreed on the European level on the ‘Quality Agstgain Vocational
Education and Training’ (Council of the Europeaniddiy 2004). In said
document the Council of the European Union emphasis a priority the
definition of a common framework of quality assuwranSaid framework
includes the following elements:

e an appropriate model, to facilitate planning, estibn and review
of systems at the appropriate levels in MembereStat

e _monitoring as appropriate at national or regiorelel, possibly
combined with voluntary peer review;

e measuring tools developed at national or regiomatllto facilitate
Member States to monitor and evaluate their owtegys.

More recent documents also make an explicit referea the principle
of recognition and validation of informal and nam+hal learning. In fact,
the Commission communicatioAdult learning: It is never too late to
learn. (Brussels, October #3 2006) states that: “A lifelong learning
paradigm values all kinds of learning — formal, fiormal and informal.
Recognition and validation of non-formal and infafnearning form a
cornerstone in the lifelong learning strategy. Téaning outcomes should

211t should be noted that the key competenciesifieiohg learning include that of learning
to learn: “Learning to learn skills require firsttiie acquisition of the fundamental basic
skills such as literacy, numeracy and ICT that @eessary for further learning. Building on
this, an individual should be able to access, gaiocess and assimilate new knowledge and
skills. This requires effective management of orle&ning, career and work patterns, and
in particular the ability to persevere with leamgimo concentrate on extended periods and to
reflect critically on the purposes and aims of mé=g.” (Commission of the European
Communities, 2005, p. 18).
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be recognised and valued, regardless of where andtrey are achieved”
(Commissione delle Comunita Europee, 2006, p. 8).

The following Commission CommunicatiorAction Plan on Adult
learning: It is always a good time to lear(Brussels, September 27th,
2007) includes among the operational objectivebeachieved by 2010
“speed[ing] up the process of assessing and redognnon-formal and
informal learning for the disadvantaged groups. [Adsessment and
recognition of skills and social competencies, régss of where and how
they are achieved, are especially important fos¢hoho do not have basic
qualifications, in order to facilitate their integion in society”
(Commissione delle Comunita Europee, 2007, p. 10).

Said themes are developed and systematized utepean Guidelines
for the Validation of Non Formal and Informal Leamg of 2009, by a
working Group of the Direzione Generale Educazier@ultura and of the
Cedefop (European Centre for the Development ofational Training).

The ten commitment&featured in the European Universities Charter on
Lifelong Learning confirm a vision of lifelong le@ing in higher education
as a path that does not just contemplate initéhiing, but integrates all the
ages of a citizen’s and worker’s life, regardlethe site of learning.

22«1 Embedding concepts of widening access arloliig learning in the institutional

strategies of universities

2. Providing positive educational responses to ‘eerdified student population. Said

diversity, with a view to developing a culture aficsess and innovation, is a unique

opportunity for universities

3. Putting in place high quality flexible and trpagent learning paths for all learners

4. Providing appropriate guidance and counselliegyises and recognising formal, non-
formal and informal learning

5. Integrating lifelong learning with the qualitygzedures implemented by the universities

6. Introducing in the universities, a specific gdnition to lifelong learning underpinned by
research

7. Promoting a flexible and creative learning emwiment for all students

8. Developing partnerships at local, regional, oral and international level to provide
attractive and relevant programmes

9. Offering lifelong learning opportunities for weisity employees — whether academic,

administrative or technical and auxiliary staff

10. Acting as role models of lifelong learning ingions and authorities”
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Conclusions

A general reading of the documents cited makegssiple to identify
some elements that constitute necessary precomslitio the application of
the principle of recognition and validation of imieal and non-formal
learning at community level and in the single coest Said elements are:

the notion of a pathway: the fragmented naturehef vocational
paths imposes the need to retrace the learningvpgithachieved in
the different vocational contexts, through variodevices: the
recognition and validation of non-formal and inf@antearning but
also the European CV and the other components rmipass.

The search for links between the different learrdogtexts, through
the definition of connecting instruments, or “brdgd, between a
system and another. Said principle is acknowleddpsd the
emergence, at least at European level, of the teesktablish a
common reference system for certifications, regesllof how they
have been acquired, and not different systems ofification
according to the different learning modalities (fai, informal or
non-formal).

The notion oflearning outcomess central in the definition of the
training curricula, as precondition for the recdigm of non-formal
and informal learning in formal contexts, e.g. aradt.

The assurance of quality, tied to the principle deffending an
individual's rights and the principles of transparg and reliability
of the titles, even of those acquired through thecgss of
recognition and validation (Feutrie, 2008, pp. 208).
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The recognition and validation of
vocational and experiential competencies in
the English-speaking area

Cristina Stringhef®

Introduction

This chapter offers an overview on the validatidnvocational and
experiential competencies in the English-speakirgp,awith particular
reference to the United Kingdom. In this contelxgre is a proliferation of
different terminologies to refer to the conceptestigated: “recognition”,
“valuation”, “accreditation” and the neologism “igdtion” are often used
in the official and research documents in an ittangeable way, although
semantically they refer to concepts that are nafepdy synonymous.
Furthermore, in various parts of the English-spegikiorld, the different
terminology adopted implies a difficulty in the yesearch for information:
the acronyms PLARrior learning assessméntPLAR (Prior learning
assessment & recognitiprtypical of the American and Canadian context,
or their British equivalents APELAésessment of prior experiential
learning but alsoAccreditation of prior experiential learningand APL,
(Accreditation of prior learningare only few of the versions found in the
literature. However, the differences are not juktaoterminological or
geographical nature: for example, the differentiativery frequent in the
United Kingdom, between APEL and APL, is used bynsoauthors to
distinguish the generic recognition of prior leagi(APL), from the
accreditation of prior experiential learning (APEloy prior certified

Z |nvalsi (National Institute for the Evaluation tfe Education and Training System).
Member of the PRIN 2007 working group establishedthsy chair of Adult Education,
Professor Alberici, Roma Tre University, institutioncharge of the projedhe validation
of professional and experiential competencies duls willing to be (re)integrated in
university, in a lifelong learning perspective.
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learning (APCL). There are also various synchréticems, for example
Assessing and crediting prior learning version of APL.

The study is made up of two essential parts: st differs an overview
of the phenomenon, taking into account normatigiiumional and
theoretical-methodological elements that contriliatehape the practice of
experiential recognition in the British academiataxt; at the end of the
first part, the choice of some case studies will delained with
instruments and procedures for experiential vabaatvhich will also find
place in the second part of the study.

1. British institutional framework

Because of the absence of common laws on the réi@ogof informal
and non-formal learning among Member States (EcoEcopean
Inventory, 2007) the British institutional framework appears rathe
fragmented. The practices of experiential validatiemerging from a
bottom-up approach, are hence inscribed in a series of amfer
frameworks developed in the academic and vocatitia@ing contexts,
where, traditionally, the autonomy encouraged hadyced a proliferation
of different methodologiés

Each geographical area of the United Kingdom hasplans the
implementation of reference frameworks for quadifions: in Scotland and
in Wales such systems are almost complete anddealeasures for the
recognition of informal and non-formal learning. EBmgland and Northern
Ireland the reference frameworks are still beingineel, but they plan
nevertheless to incorporate in some measure alsdommal and informal
learning, although it is still unclear whether aedfic methodology to
coordinate the validation policies at national lev#l prevail.

Said fragmentation entails a plurality of methodks experiential
accreditation, so it is not possible to speak ah&ocal British approach:
the activities classifiable under APEL are paraaontinuum ranging from
recognition practices of an informal kind to higlidymalized procedures.

24 hitp://www.ecotec.com/europeaninventory/2007.html

% A survey carried out in 2000 by the Learning frérperience Trust, revealed that
universities have adopted APL for accrediting pkioowledge at university or departmental
level, or both (Evans, 2000).

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
XXV



APPENDIX

The following paragraphs offer some data and hisabbackground on
the introduction of the experiential validation giees and attempt to give
voice to the different APEL inclinations and metbhtmjies in the United
Kingdom, without claiming to be exhaustive.

1.1. APEL catchment area in the United Kingdom

In academic year 2007/08, the number of first dedudl-time entrants
was 302,875, of which 63,600 adults, totalling 2% we consider the
total of first degree entrants, said percentageches 26,5%, which
corresponds to 93,325 “mature” students on 352gtfants. In academic
year 2000/01 the total number of entrants was 32R,&vith 74,865
students aged 21 years and above, totalling 28'2%.

The adults returning to the higher education ciratonstitute the
catchment area of choice for the procedures ofreequel validation.

The geographical context examined features spegiiidelines aimed at
promoting the entrance of adults in the universigstem, within an
extremely uneven and diversified landscape (Ec&i@mpean Inventory,
2007). In Scotland and Wales, the recent Credit gnhdilifications
Frameworks plan to establish methodologies to delalso non-formal
and/or informal learning. In England and Northersldnd, instead, a
process of improving the reference frameworks iserily underway, and
the current methodologies to recognize informal and-formal learning
take on the most disparate forms: for example ARk (Accreditation of
Prior Learning is a methodology specific for the public sectbhigher
education (and the institutions Birther Educatiof), whilst the RARPA
(Recognising and Recordigyogress and Achieveméris a methodology
used chiefly in the public sector of adult edugatio

% gource:  Higher  Education — Statistics ~ Agency, datavailable  at

http://www.hesa.ad.uk/performancelndicators/07G8/€708.xls Entrants aged 21 years or
above are considered adult or “mature” students.

27 Source: Higher Education Statistics Agency, datdlable at
http://www.hesa.ac.uk/dox/pubs_archive/student_@fnfin_tables/tabel 3a.xls

28 According to EurydiceFurther education(FE) is “full-time and part-time education
suitable to the requirements of persons over cosgpylschool age (16 years), including
vocational, social, physical and recreational fragly Source: Eurydicell sistema scuola-
lavoro in Inghilterra available at
http://www.indire.it/lucabas/lkmw_file/scuola_lawifSistema_scuola_lavoro_Inghilterra.p
df
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1.2. Diachronic analysis of the validation of experiesce

According to some authors, in the United Kingdone tspread of
practices of validation of experiences has diffedymamics and reasons.

According to Evans, the validation of experienced karning finds its
roots in the works of théearning from Experience Trustf the 1980s
(Evans, 2006). The first attempts to introduce AREL model in the
universities of the United Kingdom date back to 990 is essentially a
British translation of the American PLAPfjor learning assessmeént
model, which promptly influenced the policies paritag to the obtainment
of professional qualifications both in England amd&bcotland. An example
of this are the English and Scottish qualificatiosgstems National
Vocational Qualificationsand Scottish Vocational Qualificatiohs both
launched during the late 1980s, which stress tiatecognition of credits
for a qualification should be independent of thedmoduration and
location of learning.

According to Colley et al., APEL practices can bacéd back to and
find their roots in the first feminist movementstbé early 1970s (Colley et
al., 2003). The demands voiced by those movemesrts asically centred
on the request of recognition of learning that alemen working daily as
housewives could acquire, despite said competemgasrally not being
taught nor accredited by the English universitipsinting to manifest
gender discrimination in the higher education syste

However, the feminist branch of studies, centredtlo& concept of
empowermentdoes not seem to prevail: Garnett, Portwood aastl€y
maintain that a decisive impulse for APEL practicasnes from two
parallel fronts, that never intersect: on one hahd, expansionist era of
higher education in the 1980s and ‘90s; on therpthe field of vocational
training encapsulated in tiNational Vocational Qualifications Framework
(Garnett, Portwood, Costley, 2004).

A very similar position is that of Storan, accoglito whom the
introduction of APEL practices in the United Kingdcappears to be an
answer to the demographic changes and the incgeasémand for
qualified personnel (Storan et al., 2003): at tiaet ©f the 1980s a lack of
18 year-old entrants in the universities led tohbkigeducation being
available to a public, adults especially, previguskcluded from this type
of training.
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The United Kingdom demographic trends, shown in tbkowing
tables, seem to confirm the hypothesis that theagpof the accreditation
of prior experiences is due to causes tied to ¢feéng of the population: an
audience of “mature” students could in fact compémsfor the
demographic decline registered in the under-16gagep.

Table 1 — Distribution of the population in the téd Kingdom — Mid-2005

estimate.
Country Population Percentage of total UK
population

England 50.431,700 838

Nerthem Freland 1.724.400 29

Scotland 5,094,800 85

Wales 2.958.600 49

UK 60,209,500

Source: OECD, 2007

Table 2 — Population of the United Kingdom (in teands) divided by main age
groups — 1978-2004.

Yeur Tnder 16 16- 64030 63/60 and aver
17 15797 n 0663

108 11649 i 10313
1998 12018 4% 10649
il 11646 3106 11
Source: OECD, 2007

More generally, the spread of APEL in the Unitedngdom has
received a strong impulse from the government pot€ incentives to
higher education, to enable the access of 50% eoptipulation of 18-30
year-olds by 2010 (OECD, 2007).

In this context the recognition of informal and Hommal learning is a
way to generate evidence of the accreditation d@fsurf knowledge and
competencies included in the qualification requiside emphasis on the
construction of accreditation evidence engendesednbain consequences:
the first, positive, was the full integration ofettaccreditation processes
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(Accreditation of Prior AchievemenAPA, as they were called at the time)
within the processes for the recognition of quedifions, increasing their
status and conferring new legitimization on thereditation; the second,
less favourable, is the simultaneous reductiomefaccreditation to a mere
evidence of an individual's competencies, with sgjogent loss of attention
towards the reflective and constructive aspecthef portfolio, but also
towards the support given to the candidates.

It is probably owing to this positionment of theceeditation that the
potential users have started to consider the celatgcesses of construction
of the portfolio long and laborious, which explaitiee reduction of the
number of accreditation requests. However, no iaffiata are available to
support these claims.

The European policy dfifelong learninghas been a further driving
force for the development of APEL in the United &ilom. With the
Bologna Declaration of 1998 and the creation of Eheopean Higher
Education Area, 31 European states launched theigmlfor lifelong
learning (DfES, 2003). For the United Kingdom too, thecadied Bologna
Process acted as a driving force by giving findraii@port to measures and
activities supporting the wide participation of @dult population to higher
education. The process became a concrete real2@00 with the Lisbon
meeting, during which the Commission received araieandate to identify
strategies and measures to support lifelong legrnim the Proposal of
2000 and in the following 2001 Communication, then®nission
translated those principles in priorities, incluglithe priority to value
learning acquired in contexts and forms other floamal.

Simultaneously, in the field of vocational trainjnghe 2002
Copenhagen Declaration stated the priority of dmyieh a system of
principles for the validation of non-formal andadmnial learning, so as to
ensure greater comparability between the diffefeaotopean systems.
Hence, the Commission has all the legislative imsénts to carry out its
mandate: a conceptual framework for the recognibbmon-formal and
informal learning that takes into account vocatlotmaining, secondary,
post-secondary and higher education.

The first project to be financed by the Commissiming community
funds was thdlransfineproject, whose purpose was to create a European
architecture for the recognition of non-formal antbrmal learning in all
formal educational institutions. During this phasacational training
appeared to be better suited to face the challpoged by the recognition
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of competencies acquired outside the formal edoigaticircles, owing

both to the greater experience of the Commissiotinénfield of training,

and to the greater articulation of the universitgtem, to which autonomy
had added further managerial complexity.

In the United Kingdom, vocational training and wersity training have
for a long time followed parallel paths: whilst tinew almost obsolete
National Vocational Qualification Framewdtkis also a system for the
recognition of informal and non-formal learningettwo discourses do not
intersect. In other European countries, instead tlebate on the
recognition of vocational and experiential competes in the field of
vocational and academic training occurs in a ma@rdinated way, as a
contribution to solving common problems: the redurctof the time and
cost of studying, the promotion of greater compeitsn and new
qualifications, extension to higher education foeajer social inclusion,
flexibility in the labour market, mobility of worke within the European
borders.

The 2003 DfES (Department for Education and Slafisthe United
Kingdom) report highlighted that, despite the commpractice of
experiential validation in higher education, thesules were still not
homogeneous: whilst the near totality of the neivensities of the United
Kingdom and two thirds of the most ancient onesya@EL procedures
at institutional or departmental level, severalems$p still pose problems.
They include: the resistance of the academic miliad the professional
corporations; the scarce knowledge and understgradithe procedures on
behalf of the entrepreneurs and potential useesidaihgth and difficulty of
the procedure, which often makes the full coursefgpable; the higher
expectations for APEL students than for those wibend regularly; more
complex costs and financing. Therefore, a separdteween policies and
concrete practice seems to emerge.

A statistic seems particularly alarming for the igies supporting
APEL: in the academic year 2000/01, approximateiyed-thousand
students of the United Kingdom were admitted tao@mmme of higher
studies with just the ordinary diploflaand as many started a programme

29 The passage from England’s NVQF to the QQBualifications and Credit Framework
applied in England, Wales and Northern Ireland utthtake place by December<32010
(Source: QCA — Evaluating the QCF: Year 1 Report, 2007

%0 The GCSE General Certificate of Secondary Educaliés a qualification obtained in a
specific subject of study, usually English, Scieaod Maths, by students aged between 15
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of postgraduate studies with diplomas or qualifa inferior to the
bachelor's degree. The universities that admittesseé students to their
courses have to some extent taken into account itifermally acquired
experience.

The fact that in the same Academic Year only 688estts in all of the
United Kingdom produced APEL qualifications in orde access the first
year of higher education, could lead to the conatughat the potential
candidates themselves do not make enough use ARBE procedures.

However, measuring the scale of the APEL phenomémahe United
Kingdom seems highly problematic. The rare instanoé large-scale
surveys provide far from univocal data. With an rappnate 80% of
universities who declare using APEL procedures,ttmber of students
appears to be an elusive statistic: two-thirdshaf 107 universities that
replied to a 2000 survey each have less than 10BLAfRRudents, hence
approximately 7000 candidates (Merrifield 2000 iar@ett et al., 2004);
according to a more recent survey, by the SEEGh@n27 responding
institutions “the number of part-time students aged 120 per institution
[...] V;/lhilst the number of APEL full-time studeraseraged 46" (SEEC,
2002).

The conclusions of the DfES 2003 report are noy \ercouraging for
the supporters of experiential recognition in theted Kingdom:

...APEL in its informal form is quite common but nibansparent, not
easily promoted, conservative in its impact andceotrated in certain
kinds of institutions and certain kinds of coursése formal version is a
minority activity that has little impact on acadenprocesses in higher
education: it does not challenge the status quanynway and leaves the
admissions process, the teaching and learning ggpessessment and the
award of qualifications largely unaffected. It réngamarginal in terms of
numbers, its implications for practice, and its aopon the norms and
values of the institution. It is not marketed iryanajor way and is largely

and 16 years-old in England, Wales and Northerlarce GCSEs are a prerequisite for A
levels, required in order to be admitted to uniigrs

%1 The SEEC (South East England Consortium for CredicuAmlation & Transfer,
currently including also universities in the SoofrfEngland) is a non-profit inter-university
consortium established to promote the accumulaimhtransfer of credits (CATS — Credit
Accumulation and Transfer) in the United Kingdom.
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confined to particular areas of the curriculum éxsglly nursing). It is also
under-theorized as a topic in learning theory,aogyy or policy studie:
This self-criticism of the British system for regoging prior

experiences is well-matched with the praise that ¥ery same report
bestows upon other European and extra-Europeartrezgjnwhich have
developed different systems, founded on solid naant connected to the
citizens’ rights to access higher education evethowit the prescribed
qualifications.

1.3. Normative reference frameworks

With the aim of bridging the existing gap betwela éducation/training
sector and the higher education sector, the nelemmium coincides with a
process of reforms and inter-sectoral dialogueertly underway in the
United Kingdom, which will result in theQualifications and Credit
Frameworkfor England, Wales and Northern Ireland and in lthgher
Education Credit Framework for England@ihe QCF is being implemented
since 2007 through a series of field studies, asdfar as the HECFE is
concerned, it has its roots in the FHERQamework for Higher Education
Qualifications in England, Wales and Northern Inedeof 2001), and there
is currently a draft second edition. In Englanes thiversity qualifications
framework will be effective as of Academic Year 2a1D.

The timescale for the implementation of reformshi@ United Kingdom
influences the publication of reference framewonksich is inevitably
temporary”® The complexity is also caused by the regionaligassof the
reference framework and by the levels featured {#-Bigher education,
similar to levels 1-8 of the QCF). Furthermore, tliéerent versions of the
document are not obligatory for the university itgions*.

In order to encourage the exchange of experieneeselen education,
training and academic institutions, in 2005 the petant ministry
promoted theloint Forum for Higher LevelsSaid organization, to which
the main agencies and the interested parties wittenBritish reference
frameworks are affiliated, has launched a serieguading principles for a

32 See the essappel in Europe: radical challenges to the idea olmiversity DfES,
Research Conference 2003, p. 89.

33 For constant updates, visit the QAA websitp://www.gqaa.ac.uk/default.asp

34 For the interaction between QCF and FHEQ, refénédQAA website:
http://www.qaa.ac.uk/academicinfrastructure/FHEC#E}CreditStatement.asp
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common approach to credits. The purpose is toit@elthe work of the
border operators, i.e. of those who deal with diealions at exit of the
system of education and training and entry in tre@amic sector.

Simply put, the British system is based on theitrgdt (corresponding
to 10 hours of learning), to account for the averagnount of time a
student has spent to achieve a specific level epamation. The difficulty
levels are eight for the QCF and four for the ursity reference
frameworks, whilst there are three types of cedtibn, classified on the
basis of the number of credits necessary to achfera: the award, which
can be translated with “recognition”, requiringall2 credits in order to be
obtained, the certificate (from 13 to 36 creditsyl ahe diploma (above 37
credits). The tables illustrating the QCF leveks supplied in appendix 1.

The aim of the new British reference frameworloigive greater width
and flexibility to the qualifications system andrerognize a wider range
of learning experiences. The unit of credit aldovesd limited learning units
to be certified, thus helping the candidates instmeting the portfolio and
the desired qualification. A further objective dsimprove the recognition
of learning and competencies gained in informal aod-formal contexs.
In Scotland, the Scottish Credit and QualificatiéBinamework (SCQF) was
established in 2001 to acquaint employers and iddals with the whole
range of Scottish qualifications and the way in ekththey interact. In
contrast with what occurs in the rest of the Unikddgdom, in Scotland
the reference framework is valid for higher edumatand for lower level
qualifications (OECD, 2007).

2. Theories on validation

Given the eminently pragmatic nature of the proceslwf experiential
validation in the United Kingdom, created and oigad on the basis of a
bottom-upprocess, we deem it necessary to provide the definitions of
APEL found in the literature before beginning thedretical treatment.

2.1. Definitions of the process of recognition

According to Harvey, APEL is the formal recognitighased on a
professional evaluation) of learning acquired frqumior experience,
generally not connected to academic contexts (Wa2@04-8). According
to the author, APEL is similar to APIA¢creditation of Prior Learninyg in
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that both involve the recognition of prior expeken; however, at least in
Great Britain, there is a theoretical distinctioateen the two terms:
APEL embraces a broader semantic territory inttheexperiences it refers
to can be of any type and can be carried out incamgext. For Harvey,
who quotes theé earning from Experience Trysin the United Kingdom

APEL is the accreditation of experiential learning. the awarding of
credits for learning based on prior experiencesuiaed through the

workplace, in community learning or through volugtactivities. This

type of learning had never been evaluated prith¢écAPEL procedure, nor
was the learner awarded credits. By convertingrinéd learning into

certified learning, APEL provides an economicaltvantageous route to
the obtainment of a qualification. It is an impaorttaractice for those who,
through the experience gained on the workplace difé in general, have
acquired knowledge, analytical skills and competnsimilar to those
acquired and certified in academic contexts.

The APEL procedure ensures that what candidates tearned is
professionally evaluated and accredited with theesthoroughness applied
to Higher Education.

According to the British agency QAAQality Assurance Agency in
Higher Educatiol, the process of identification, evaluation andnfal
recognition of prior learning and results is knoasm“accreditation” in the
higher education sector (QAA, 2004). In its guides, the Agency uses the
expressionaccreditation of prior learningto encapsulate the range of
activities and approaches used formally to ackndgde and establish
publicly that some reasonably substantial and Baamt element of
learning has taken place. Such learning may hawen becognized
previously by an education provider, hence constigua form of prior
certificated learning or can have manifested itself as a result of a
candidate’s reflection upon experiences gained ideitshe formal
education and training systems, hence taking ond#faition of prior
experiential learning The recognition usually results in a certificatiof
acquired learning, and the related credits can tedthe obtainment of a
diploma or a qualification.

Again according to the QAA, the British universitieise one of the
following expressions to describe their approachdcreditation:

e accreditation of prior learnindAPL);

e accreditation of prior certificated learninfAPCL);
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e accreditation of prior experiential learninGAPEL);

e accreditation of prior certificated and/or expertél learning
(AP[E/C]L);

e accreditation of prior learning and achieveméAPL&A).

Learning and results accredited through these droes feature one or
more of the following characteristics:

* have taken place in the past and have been assestedrtificated,;

* have been acquired in a work/community-based atedlsetting,
although they are not a formal part of such ac#isijt

« have occurred prior to the formal higher educagimgramme on
which an applicant is about to embark;

« are taking place simultaneously with participatiom higher
education programme, but are not a formal partioh ath;

« are the result of a candidate’s experience anttariteflection, but
not of a formal path of studies at university level

What is being accredited are the results of legrointhe achievement
of learning, not merely the experience gained. The fundamental aspect
of the QAA definition: a candidate, for examplendaave worked as a
manager for a multinational company but not haveeltgped all the
competencies that a given course of study requiresrder to award a
qualification in business administration. For thémson, APL procedures
usually exclude the accreditation of:

» achievement of learning that occurred as a plaongtbme of the
higher education programme the student is enroited

« learning resulting from formal teaching, a workcommunity-based
(work or community-related) placement, group worknalependent
study designed as an integral part of the programnahieh are
usually assessed in that context;

« the acknowledgement of experience alone.

QAA places a strong emphasis on the evidence ddmating that
experiential learning has taken place.
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Another British institutional organization, th@ualifications and
Curriculum Authority®, uses a different expression to illustrate what is
basically the same concept: RPlgcognition of prior learning(QCA,
2008). For the QCA, the recognition is the proce$sdocumenting,
assessing, validating and certificating learninghga outside the formal
education and training system. The QCA'’s choicdictated by the search
for neutrality with regards to the many definition$ recognition also
examined above, each of whom contains emphasesrtinytar elements
of the process. It is interesting to stress hothis context, for an awarding
organisation, there is no fundamental differencéawben the RPL
recognition process and the assessment of leaofilmgregular course of
studies: the candidate must in fact possess the saquisites set by the
standards for formal qualifications. The only diffiece lies in the route
taken to achieve said objectives. If anything, @A warns, it is necessary
to stress that the process of validation of prigregiences is an alternative
route and an opportunity for the candidate, nothartsut towards the
desired qualification.

The timeframe necessary for the validation appabg a critical issue:
on one hand, the recognition offers the opportutitybe accepted into
universities also to individuals who do not posgbssformal requisites for
access; on the other hand, a validation route wisi¢tho time-consuming
could dissuade these potential users.

However, there is another interesting aspect of@& guidelines: that
of the methodology adopted for the recognition. Tuikedefinition of RPL
given by the Agency is in fact:

A method of assessment (leading to the award dfityrénat considers
whether a learner can demonstrate that they cart theeassessment
requirements for a unit through knowledge, undeditay or skills they
already possess and do not need to develop thauaghrse of learning.

In addition to the already mentioned emphasis enetfidence needed
for the recognition, the Agency specifies that st a summative and
certificative assessment, rather than a formatissessment. The

% This organization is linked to the training ancueakion sector. Recently, the United
Kingdom has felt the need to establish a dialoge®véen this sector and that of higher
education. The result, with regards to the valaatof experiences and the transfer of
credits, is summed up by the 2005 joint documenthefJoint Forum for Higher Levels,

propaedeutic to the drafting of the Qualificaticarsd Credit Framework and the Higher
Education Credit Framework for England.
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summative nature of the validation of experiencesldt constitute an
element for criticism of the British model propodegthe QCA: taken to
its extreme consequences, the summative use afsasspt could lead to
ignore the important process implications underfipigra more formative
and reflective use of the related instruments.

Therefore, for the QCA, the heart of the mattethess comparison of an
individual's knowledge, skills and competencies iagia the QCF
(Qualifications and Credit Framewoykstandards, which correspond to
single units of assessment. This correspondensewbere defined as
“mapping”, is a concept interpreted in differentywaas shall be shown in
paragraph 4.2.6 related to the assessment of ttfeljm

The third interesting element of the QCA guidelinssthat there is
potential for recognition of a whole qualificatioralbeit with some
exception¥. It is even envisaged that some units of assessmap be
certified solely through RPL.

In the QCA guidelines the individual is the centedément and the
driving force behind the whole process: the chaégursuing a whole
course of studies, or to opt for requesting redi@miis devolved upon the
single learner. The very idea of using an explaitguage in that sense,
preferring expressions such as “claiming cred#tmgnition request) to the
more technical expression implied by the acronyni Rfecognition of
prior learning), highlights this position on behaffthe British system. This
choice could harm procedures, in that the lessnamtous individuals are
the very ones who could benefit more from the alitaion paths,
provided that clear and detailed communications g@mdcedures of
counsellingand support to candidates are established, bdibrebend
during experiential recognition. These elementsdascribed by the QCA
as central, in order to enable the candidates teemesasoned and rational
choices on the type of certification route to falland in order to support
such route. This means having appropriately trastaff, both within the
companies, and within the awarding organizationghchgh regulatory
documents exist in this contd&%t one can imagine the considerable
innovative effort that the QCF imposes.

% This applies to particular cases, such as liceftsesarrying out a particular profession
requiring a license to practice, health and safedyirements, regulated professions, or very
specific placement requirements.

3" This refers in particular to tHRegulatory Arrangements for the Qualifications a@redit
Frameworkcompiled by the OFQUAL, an organization operatiithin the QCA, 2008.
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Appendix 2 features the key principles guiding tteeognition of
learning within the British framework for qualificans.

2.2. Stages of the recognition process

In England, as previously mentioned, the referehoely for the
validation of experiences is the QCA. The Guideekirset forth by this
Authority state that the process begins from thy weoment in which the
candidate opts to request the validation of hiséxg@eriences.

According to this institute, two are the roads operthe assessors, as
shown in the following figure: a) a standardisedeasment applied to a
cohort of learners, also open to RPL candidateankndividually tailored
process adapted to the needs of a candidate, prgueyidence to show
that he/she has mastered the contents of the QgeBsament units.

If the candidate chooses to follow the second rcugshe will have to
take a series of 6 subsequent stages:

l)information, request for help and advice both fdarifications
concerning the procedure, and to learn its admatise and
economical aspects;

2) self-assessment and collection of the elementsauff o support the
credit claim;

3)assessment and documentation of the elements off forgupport the
credit claim with relation to unit standards (orh&k of authorized
awarding organisations);

4)awarding of credits by an authorized awarding oiggion and their
transcription on the candidate’s personal record;
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Figure 1: RPL routes from learning to certification in the QCF (adapted from the European guidelines on
the validation of non-formal and informal learning)
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5)feedback to the candidate on the result of the sassent and
orientation for continuing the learning path;
6) possible appeal of the candidate against the amgmliganisation’s
decision.
In Scotland the procedure followed is very simiflEine following figure
shows the possible Scottish rofite

2.3 Theories referred to in the British validatiprocesses

It seems useful to develop this paragraph in ahdiagc perspective, in
order to account for the evolution that the firtempts of a theoretical
systematization of APEL have underwent over time.

In the United Kingdom, at the start of the new emtium, the literature
concerning APEL seems to have a descriptive anscpptive nature and,
as has already been seen also in the conclusiotie @fSE 2003 report,
rarely the authors attempt to explain the prachgereferring to theory.
With the exception of the theories on adult leagnim particular Kolb’s
experiential one or the references to Paulo Ffeitke attempts to frame
APEL within the context of learning theories hawb few. The result has
been a proliferation of hybrid practices of expetig validation, which
find their roots in a plurality of theories implilsi considered.

An exception is the University of Stirling in Scatid, where, already at
the start of the Z1century a pedagogical model for involving weak
individuals was being experimented with through @heding Circles: this
model, imported from Canada, adopts a holistic @aghn to promote
vocational or academic development through aadisitpromoting the
physical, mental, spiritual and emotive well-beafghe individual®.

One of the first attempts to fill these gaps isrisareference to socio-
cultural and constructivist theory (Harris J., 2P00n contrast with
behaviourist and cognitive perspectives, the stiapproach takes into
account the contexts in which learning processesrodn this perspective
knowledge does not originate exclusively in thavitlial’s mind, nor is it
a product of individual sense making; it is rataero-construction, through

3 Source: OECDOThematic Review on Recognition of Non-Formal andriné Learning -
Country Background Report - United KingdaBeptember 2007.

39 References to Donald Schén and reflective learaiegarer.

4% The current APEL offer of this university tendswever to follow the already beaten
track of institutions in England, i.e., a fundanardalignment with the Scottish reference
framework for qualifications, which has a summatnsgure. For further information, refer
to the websitéattp://www.quality.stir.ac.uk/ac-policy/Recognitiqp .
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social interactions mediated by cultures, which aleo situated in a
definite space-time.

Some features of the teaching-learning processdhfpe: education of
an abstract nature is superseded by relationatifepactivities, in which
the culture of the context is more significant thiaa task itself; the transfer
of learning to other contexts is highly problemaiicthat the environment
contributes considerably to forge the meaning titparticipants give to a
specific concept; the very learning objectives subject to interpretation
and the same task can be decodified differenthedéing on the subjects
involved. Since social and dialogic-type learning at the core of this
approach, individual and group performance becamestiicably linked.
As in the cognitive perspective, in this perspectimetacognition is
important, but its conceptualization takes on dif¢ undertones: it is
conceived predominantly as knowledge about theabacintext and the
strategies of group learning.

Lave and Wenger go as far as theorizing that megéulitearning, being
largely unintentional and acquired through parttign, cannot be taught.
For this reason there is a radical rethinking a&f tirocess of learning-
teaching: if the aim is to propose a participagpvecess of co-construction
of knowledge and competencies, the curricula pitesgrand programmed
as sequences of learning material, just like thenieg outcomes, cannot be
set and planned in advance. What is more, the sres@$ of learning
cannot have the same levels of grades or pointliftte subjects.

In this perspective, learning is a multiple repreatgon guided by the
activity and mediated by the languages of the adtaolved: the system of
symbols that each one brings to the constructiomhiat allows the actors
to share the meanings assigned socio-culturally.

Traditionally, according to Harris, APEL practicase based on the
theory of adult learning and on Kolb’s theory ofpeKential learning in
particular. APEL practices which are inspired big ttheory are inscribed
in the constructivist psychology paradigm: indivadékl construct their
learning by assigning sense to experiences throtgftection, the
exploration of new routes and portfolio evaluatiBespite being inscribed
within this theoretical field, some APEL practicadopt typical aspects of
cognitive theory: an example of this is the usetadfonomies (such as
Bloom’s), mind maps and metacognitive strategies.

However, according to Harris, the development efriational reference
frameworks for qualifications (NVQ) and of natiorsdhndards has yielded
new APEL practices: recognition of experiences tii possible, but
basically solely through a comparison with the pdified reference
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standards and with the expected final learning muts. Candidates are
requested to compare their own knowledge againsrmed assessment
criteria. By doing so, it is possible to rapidlygigter, assess and accredit
competencies to make them usable in practice. Taggmaches have the
greatest affinities with behaviourist theories, Iblé situation is not so
clear-cut: the practices which make use of authergsessment (also called
assessment “for learning”) could also be classifiedthe field of the
situated approach; those cases where there is jpimasi on the transfer of
learning to new situations would be situated witthia symbolic cognitive
approach; the pedagogic process, at least intetijorcould be defined
constructivist when it refers to active learnersachers/facilitators or
mentors.

For Harris, it seems clear instead that APEL pcastiare not inspired
by a situated approach and this appears paradpxicahe takes into
account that prior learning took shape in a padicpast situation and is
connected to the specific context from which it eged.

In 2000, Harris imagined some avenues of theoletieflection
generated by APEL practices informed by the paradigf situated
cognition

e Apel and communities of practice In keeping with Lave and
Wenger, APEL could constitute the harbinger of ancwnity of
practice, for example academia, having the objeativpromoting a
greater participation of students to the broadeofgssional
community;

* Power relations and constructions of meaning in ARactices—
Recognition practices could play a role in the eystof power
relations, through reflection of the actors invalvie the process: a
question to be raised could be, for example, intwhay external
circumstances, problems and challenges forge tleteexe of a
specific individual at a given moment in time andwh said
experiences have been acknowledged by the wideralsoc
organization; another aspect worthy of reflectionld be the way in
which the actors involved construct meanings in file&d of the
recognition process, at what cost and with whatetqa results;

* Reflections on the importance of the learning ckinte The
recognition process could also be an opportunityeftect on the
relationships between learning and socio-culture@nomena: rather
than relating what knowledge he/she has learntuiiroa certain
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experience, the candidate could answer questiais asi“What did
it mean to learn this/that in this/that context?” “@vhat did the
context value and why?";

« Intersubjectivity and APEL- APEL practices could encourage
reflection on intersubjectivity in active, partiaifpry and relational
terms, thus stimulating metareflection on learnsgbjects and
contexts, not merely on strategies for learningeats.

In 2003, a broad review of the British literatuedating to informal and
non-formal learning highlighted instead the rigkisdrent to an experiential
accreditation system based, even at that timepproaches typical of audit
and accountability, which inevitably tend to fodhe attention on learning
aspects that are more easily measurable and hemzasdisable (Colley et
al., 2003).

The authors describe the theoretical contributiofisthe feminist
movement during the first accreditation attemptsasidally of
psychoanalytical derivation and tied to the congeim@ss-raising movement
of the 1960s and 1970s in a perspectiveropowermentt is significant to
read the list of competencies recalled by a houdsewio summed up her
experience during an APEL procedtréhowever, the excessive focus on
the workplace as a source of learning by some @fwbmen involved in
the process, tended once again to devalue theofdlee women at home,
with a subsequent tendency to refusal and aliemadio behalf of the
interested subjects.

These first approaches refer to both psychoanaltieory, and critical
pedagogy, since the focus is on the benefits ferfémale participants,
their well-being and self-confidence. As for thadiens between informal
APEL practices and formalized practices as in thditaapproach, the
conclusions reached by the review are destinecedwel the mark: the
excessive formalization of APEL procedures threatenmodify the very
nature of what is being assessed, i.e. learningl this aspect is relevant
both for who is informed by the critical-culturahnadigm and the very
authors of the assessment approach encouraged.

41 The responsibilities included in the CV of one foé participants, a full-time housewife,
are: planning and preparing nutritious food; cregticomfortable home environment;
providing necessary care and nursing in timesloésis; planning cost-effective ways within
family income to provide housing, clothing, nutitiand entertainment; ensuring upkeep of
home when necessary; managing transport; liaisiitly éoctors and teachers; developing
and sustaining social — friend/family — relationmhthrough socializing, correspondence and
telephone contact.
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That the assessment of prior experiences be infbring solid
statistical-type principles is one of the most ¢stesitly applied theoretical
bases in this geographical context. The most widelyepted criteria are
the ones already identified by Wailey in 2002 (Wgiin Garnett et al.,
2004):

< Validity — relating to the match between the evickepresented and
the learning outcomes claimed;

« Sufficiency — relating to sufficient breadth of @ence, including
reflection, to demonstrate the achievement of h# butcomes
claimed;

e Currency — demonstrating that what is being asdessecurrent
learning;

« Quality — relating to the evidence demonstratirgyréquired level of
learning achievement.

A year later, Garnett, Portwood and Costley staled in the United
Kingdom it was necessary to update also the noratmel concerning the
accreditation, so as to embrace the concepts ahlmep Recognition and
Developmerf. According to the authors, in fact, APEL is seeimprily
as an instrument for the recognition of credits,ddmission to university
courses, and experiential learning is interpretachiy as past achievement
without consequence for future achievement; ins&@BL could be used
as an instrument for the individual's development,a proactive and
productive sense, unlocking, enhancing and maksadple his/her (hitherto
unrecognised and possibly tacit) knowledge andsskKi this instance the
APEL procedure could give a significant contribatim the recognition of
intellectual capital useful to a range of interdstgarties: individuals,
educational institutions, companies, trade uni@msployers, professional
associations, public authorities. APEL has a vasemtial for individual
and social development. APEL is seen instead piliyras an instrument of
recognition rather than a process of developmem. duthors conclude by
introducing a “productive” APEL model called LRD darning,
Recognition and Development), shown in the follayiiigure, based on
the principles of inclusion, coherence, collabamatand sharing. The quest

42 Garnett J., Portwood D., Costley @rjdging rhetoric and reality: Accreditation of Rri
Experiential Learning (APEL) in the UKUVAC University Vocational Awards Council,
2004.
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for the productivity of the intellectual capital longing APEL (or the LRD
model) must involve all the shareholders.

In the diagram there are three main groups thastitate the active
sectors of the LRD model:

* The Lead Agency;
* The APEL forum and general stakeholder;
» The Specific Stakeholders. They also provide shaneding.

The accumulated efforts of these three groups lafmyt benefits in the
form of targeted outputs to:

* Individuals;
¢ Organisations;
« Higher Education Institutions (HEIS).

4, 5 and 6 provide differential feedback to thesthmain groups. A
further sector (7) cuts across 4, 5 and 6 and lasarching benefits,
including benefit to the State.

What Garnett et al. stress is the unexpressed taitefi APEL in the
United Kingdom: from mere procedure recognizing titha individual has
already “done” (in the past), to a driving forceeamg up “new
possibilities” for the promotion of socio-econonniterests in the future of
the individual and the community, with a shift tods socio-economical
theories and human capital.

Several years later, Duvekot and Konrad shifted theoretical
discussion concerning the practices of experiemtialidation to the
European level (Duvekot, Konrad, 2007). This doet seem fortuitous:
isolated within the confines of the United KingdoAREL procedures no
longer appear informed by theory, but rather by mative-type
assessment practice, typical of the Atlantic apgnpavhich seems to
prevail over the rest. The authors, who are vemynogtic concerning the
assessment’s ability to act as motivating driviogcé for the individuals
requiring an APEL procedure, express themselvégllasys:

...a successful system for ‘valuing learning’ able dpen up the
traditional learning system will at least have tomply with three
conditions. Assessment standards should aim at &ffect’ for the sake of
formative goals; the quality assurance of the a@ssest procedure has to
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be efficient, clear and transparent, and, finadlgcess has to be easy for
individuals...

Competence-based learning and prior learning assegswill (...)
make learning more a matter of fun again, sincenleg will be made more
to measure. The motivation of the learners wilréfiere be much higher.
For teachers and schools, this will then also bey \stimulating and
inspiring. In this sense one could state that legrwill not only be a
matter of employability but also of enjoyabilityb{dem).
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LEARNING, RECOGNITION AND DEVELOPMENT (LRD)

A Productivity Model
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It is worth to point out that in the official Brifh documents no
particular focus has been placed on the first efttitee conditions that the
authors describe: the “civil” effect of assessmeamaictices. Concepts such
as accountability and audit appear in fact to gteiraparticular over the
theories of empowerment The alliance between the academic and
entrepreneurial sectors, and between politics amlirastration seems to
have left little space for the individual who framany quarters is evoked
as the focal point of the process, but who runs rieke of remaining
excluded because of the disadvantaged startingtoo sl

3. Methodologies, instruments of validation and SEEC gdelines

According to a recent OCSE survey, in the Unitechgdiom the
adoption of the new qualifications system has &daan approach that
overturns the traditional division between learniagquired in formal,
informal and non-formal contexts: recognition isé&ain fact on the results
(learning outcom@srather than on the modalities or the sites ofigition
(achievementof learning and competencies (OECD, 2007). Thigr@ach
blurs the distinction between formal, informal @anAformal learning, with
a clear impact on recognition.

Since the responsibility of the validation of expatial learning is
passed on to the single university institution, thethodologies and
instruments used are also not standard, even thithwggportfolio tends to
impose itself especially in the context of APEL gedures.

The following synoptic table summarises the curragifers of
experiential accreditation in the United Kingdomthgaed from the
Transfine project (Storan J., Saunders D., JohrBgnThompson R.,
O'Hagen C., 2003).

The table reveals a rather diversified situatiothinithe geographical
area considered, starting from the aims of APEMMales, the genesis and
the development of the accreditation procedures talse into account the
European influences on the debate on validatiofErigland and Northern
Ireland, on the contrary, it seems that the movémsemounding APEL has
instead followed different routes from the outseith previously cited
considerable North American influences and a valgmatic approach
concerning objectives and subsequent procedurefiaBd seems to use an
approach which is more centred on the individugl¢can be deduced from
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the aims that the validation procedure involves)tregl on valuing the
individual and not solely on the credits to be grired. The developments
of the QCF, however, tend to conform also the &totapproach to the
audit model predominant in the United Kingdom.

In sum, the table shows that in the United Kingdmwocedures are not
univocally accepted and that the practice of crestibgnition (if present)
lacks stabilization, either because of an excesdiveeaucratization
discouraging the candidates, as is the case inaBdglr for the lack of
resources and the reluctance, on behalf of theeasadinstitutions, to
promote this form of access to university for tlegywstrata of population
that could be advantaged from it, as is the caSeatland and Wales.

In Northern Ireland the debate surrounding APEL highlighted some
critical issues, such as the risk of a mechanatid almost business-like
use of the credit system, opening up new horizdreense for those who
produce and use these procedures. One questionkethietical flaws of
the methods used, which end up ignoring the situadéture of learning and
competencies, and this is in stark contrast with different experiences
and sites where the candidates have gained thesthis geographical
context, two particularly critical areas in the dlmpment of APEL policies
emerge: the vast conceptual diversity and the itapbstructural deficits.

Although the framework is rather fragmented, itsidl possible to
highlight some methods and instruments used trasalye for
accreditation in the British regions. The portfadiod the written reflections
are amongst the most widespread instruments, teigefth the recognition
of credits gained through prior learning.

According to a 2002 SEEC report, summarizing aesyooncerning APEL
practices in the institutions adhering to the commsm, the English
universities use APEL competitively, with the ainfi attracting new
catchment areas. For this reason, internal practisel procedures are
usually not made public, so much so that the cdinsoritself has given up
on the idea of creating its own APEL database (SEX02). However, the
report provides plenty of useful information comdeg the practical
applications of the model in the UK.

The material gathered from the institutions thaktpart in the survey can
be classified in two major groups: a) normative wtoents with rules and
procedures; b) handbooks for the academic staff thedstudents. The
following data, extracted from the SEEC reportsttate the use of APEL
procedures in the English universities.
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Table 3 — Synoptic table of the offer of experaraccreditation in the UK.

England Northern Scotland Wales
Ireland
Where HE (unevenly HE, FE, HE (patchy) | HE/FE/OCN
distributed Vocational — both under-| (Welsh Assembly
between for training, and is taking steps in
example: FE, Nursing, Social | postgraduate,| support of APEL)
Professional Work work based
Education, i.e. training.
nursing,
midwifery,
Business and
Management,
engineering,
teacher training)
Purpose Credit, access to| Access to HE, | Self-valuing, | Recognition in FE
HE, access to Access to HE recognition and HE including
HE and credit, with credit, of practice based
professional work based professional | provision (Nursing,
body, learning work based social work), credit
recognition/requ | recognition. skills within bearing, alternative
irement, qualifications | entry, whole
recognition of framework, qualification at
work based course entry, | under- and
learning. accelerate postgraduate.
progress,
credit deficit
What is Work based Voluntary and | Knowing Learning outcome
being learning, youth work how learning | unit modules,
assessed or| learning leading towards| is being WBL, records of
accredited? | outcomes, accreditation, assessed as if achievement,
specific credit community it were that progress files,
based learning | type of professionally
(child care, learning certificated
computing) learning, and
individual learning
experience.
Methods Various, Credit records, | Reflective Various, credit
portfolios, presentations | essays, Common Accord,
reflective portfolios, Progress files in
reports/essays, prior FE/HE
challenge, tests, qualifications
CVs, simulators
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Who Trained APEL Academic staff,| Academic Teachers, trainers,
assessors trainers Staff, internal verifier
(academic staff) Accredited
workplace professional
assessors. trainers and
educators
Systems SEEC code of Institutional Institutional National
and practice, QA based HE based qualification
Structures | process, wide systems within | systems in framework (9
for APEL use of formal NICATS, NVQ | some HEIs, levels) HE level
systems as part | framework Heath descriptors, credit
of the professions, | based NVQ
assessment and Accreditation | framework
examination systems plus
system some other
professional
bodies
Number of | HEIs use one NICATS, HEI Systems,| Both inter and intra
APEL system in NVQ, HEI SQA systems are
systems respect of their | systems operating in HE,
operating programmes, professional
in your professional associations
area bodies also have operate their own
(multiple) systems system (nursing,
sometimes social work)
directly linked to
HEls
Flexibility Systems rated ag Inflexible, Moderate to high
and user moderately to bureaucratic,
friendliness | highly user- very user
friendly by unfriendly
providers
Main Systems were No system as| APEL seen as part
strengths seen as: such and of widening access
of APEL rigorous, little strength | to LLL national
system transparent in current policy, distinction
assessment arrangements| between APEL and
processes, APL, proposed
allowed many credit common
different forms accord, seen as
of learning, part important.
of normal
processes of
assessment and
quality
assurance.
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Main Too Lack of Perception of

weaknesses| bureaucratic, resources, fragmentation

of APEL resource hungry, seen as a between different

System time consuming, marginal sectors offering
lacks credibility activity and APEL, absence of 3
for some. not unified credit

mainstream. | framework, no
specific policy
framework for
APEL, staff
resistance as APEL
isseentobe a
threat to entry
requirements,
labour intensive.

Source: Transfine, 2003.

3.1. Rules and institutional governance

The regulations of the SEEC institutions providéimation on the
portion of credits acquirable via APEL on the toraimber of credits
required for a qualification, rules applicable atdargraduate or post-
graduate degree level, institutional policies aratedures in force.

Of the 27 universities that responded to the syrtley vast majority
(19) has developed its own APEL policy at departiaeor faculty level.
Only 6 universities apply governanceat central level, but also in these
institutions the procedures and processes are tlaelieed at departmental
level.

Not all the university structures offer APEL opponities: it is mostly
the health faculties (15) that offer these procesufollowed by 9 teacher
education faculties and 7 Business and Managemagulties. Other
structures interested in APEL include the faculhesting programmes of
continuous professional development, of social isesy of law, of
technology andifelong learning

It is interesting to observe that the universitis not use APEL
exclusively to recognize learning, but also assi®r recruitment, advice
and guidance and for support services to the staden

Formally, APEL practices usually find place in ofi documents
concerning courses on offer or subject to valigatior monitoring.
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References to APEL can be found in university fnstinal documents
concerning teaching and learning policies, in dmlative and professional
development programmes.

However, for an external observer the crucial daests “what
proportion of an award can be based upon APEL?"tRisrquestion too,
there is no univocal answer: the English universitare placed on a
continuum ranging from recognizing credits suffiti¢o cover a level 1
award (basically, exclusively for the minimum QClaffication level), to
the recognition of an entire course of studies.hBdftthese are extremes
and used by a tiny minority of institutions. Mamgsfitutions allow up to
50% of the award through APEL, but what varieshis interpretation of
said proportion, depending on whether it is an ug@eluate or
postgraduate award. It is possible to state thatAREL proportion is
inversely proportional to the level: for exampleaximum 66% can be
accredited at undergraduate level and maximum 3386sagraduate.

Another key element is the admission criterioneofthe assessment of
APEL is on the basis of a pass or fail and onlyvarely is it graded or
given a percentage score. The consequence of tlmisecis that APEL
credits are usually excluded from the calculatibthe total credits of those
degrees requiring marks, as is the case for pabkigta awards, and this
can penalize APEL candidates as they continue shailies.

3.2 The accreditation procedures in the staff handbaoic student guides
The SEEC institutions student and academic staffibaoks include the
procedures adopted and examples of portfolios lier presentation of
experiences.
An example of an SEEC handbook is provided below.géneral, a
handbook contains the objectives that the uniyerngistitution aims to
pursue offering this validation of experiences nlitglaa glossary of the
technical terms adopted and a description of tloegss of recognition of
prior credits in keeping with university regulatih

*3In the Anglo-Saxon world, Advanced Standing refers procedure according to which,
via the recognition of credits acquired in anothmstitution, it is possible to begin a new
path of studies starting from a higher level tHamdne at entry.
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Table 4 — Example of a staff and student handbook.

Example of a staff and student handbook

Contents

Introduction

Purpose of AP(E)L

Definition of terms

Process for Advanced standing and AP(E)L withinrégeilatory framework
Proportion of credit awarded via advanced standing

Calculation of honours classification

Operational stages for the process of accreditabbonourses
Conclusion and references

App.1 Faculty Marketing strategy for course acctatiion and AP(E)L
App.2 Guidelines for implementation of advancedditeg

App.3 APL and AP(E)L information sheet

App.4 APL/AP(E)L Information booklet Student

App.5 Fees for APL/AP(E)L

App.6 Portfolio Pro formas for completion by stutden

App.7 Portfolio guidelines Student
Source: Seec, 2002.

Usually an APEL handbook comprises also practi@i@rimation on the
portion of credits acquirable and on the procedarbe followed for the
recognition.

In the cases examined, the university chargesta@othe accreditation
process: sometimes it is a fixed price which is pl@mented, for the
candidates admitted, by the cost of the numberredits recognized; in
other cases the university charges for APEL a femketo a percentage (up
to 40%) of the total cost of the course of stulfies

The handbooks also contain the forms for the regdish of the
candidates and examples or advice on the procedureompiling the
portfolio, which is perhaps the most widespreadtrumsent. However, there
is no standard procedure: even when documentsnaitarsin structure and
title, approaches and choices relating to APELpaogoundly different.

4 No statistical data are available on the impadhefminor cost of APEL compared to a
traditional course of studies, but it appears thame universities have succeed in
encouraging the participation of weak strata tdaigeducation. However, the debate on the
quality of education warns against the danger oewaaluation of university training via
APEL if the accreditation procedures are not rigstadHence, also the calls for systems of
quality assurance, inspired by the QCA principlesappendix, can be inscribed in this
framework.
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It thus seems useful to provide a series of questibat each university
engaged in the process of recognition should censidfore carrying out
an APEL policy in the United Kingdom:

* How much APEL will be allowed within the awardsextd?

* How will it be assessed? Pass/fail or with gradesgntages?

¢ How will modules, which have been subject to APE_donsidered
within a classification scheme?

* How will APEL be treated within the validation arelriew process?

* What constitutes a ‘quality-assured’ APEL process?

* What is the relevant reporting and committee stmact

In order to provide an answer to each questiois, [itossible to follow
the stages of the recognition process outlinechbySEEC.

A summary of the SEEC guidelines is provided farhestage, together
with information on procedures and information @add for
administrative, statistical and quality assuranaegppses. Each stage
implies that the figures involved in the procedsth® administrative and
academic level, are regularly identified, and thkatrole with specific
objectives and the most appropriate training toviole the accreditation
service, are clearly set out for said figures.

Table 5 — Stages in the APEL recognition process.

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
LVII



APPENDIX

Stages in the APEL process

Stage 1 Advertising and marketing, recruitment

|

Stage 2 Considering enquiries

|

Stage 3 Dealing with applications from enquirers

l

Stage 4 Briefing, counselling, advising

|

Stage 5 Advising on Portfolio preparation

l

Stage 6 Portfolio assessment

|

Stage 7 Decision taking and ratification

Source: SEEC, 2002

3.2.1. Stage 1: Advertising and marketing recreitin

In the UK, universities are equipped with a deparitrfor institutional
marketing and advertising. It is hence commonnd APEL mentioned in
the marketing and positioning strategy pursued by institution. A
founding element of the strategy is the choiceheftarget groups to which
the APEL message should be addressed: not onlgefupart- or full-time
students, but also those who are attending oratiéind ‘short’ courses, and
the institution’s own staff, especially adminisivat A number of
institutions refine the group further to target artigular sector e.g.,
nursing/health education, or employees of compamiesganisations with
training needs. The identification of the targebup/s to which the
message should be addressed is an essential eleinenthe
planning/marketing phase and the APEL proceduresnarexception. At
this stage the message will have to raise awareoiefise existence of
APEL, describing the benefits to the target graamng will have to supply
information on how to enrol. The choice of the nuedivia which the
advertising message should be spread is importastitutional or
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departmental  website, institution prospectus, @pregramme
information, student or staff handbooks and studgmiance/counselling
information packs are some of the examples of theerising material
used. Also the university personnel appointed tabdish the first contact
with the prospective clients will have to be apprately informed:
academic and administrative staff, receptionisi$ @tephonists, students
representatives, librarians, recruitment/admissadfisers, tutors, are some
of the examples.

3.2.2. Stage 2: Consideration of enquiries for APEL

In the UK, it is regarded as good practice for hepient of enquiries
to act in a friendly, knowledgeable manner. Thaefahe role and
responsibilities of the person(s) receiving the AP&hquiry must be
clearly defined. The institution will have to deeidn a policy for dealing
with enquirers. For example, students already Bwdobn a programme
may ask information concerning the APEL processhaw to apply to
academic staff or tutors: staff should gain in-tiephowledge of APEL
mechanisms, in order to, among other things, ghmapriate advice to the
student.

For performance evaluation purposes, it will alsouseful to record
number and type of enquiries; the applicant’s atintietails (date and
mode of enquiry; date of initial response and byomh date
information/details sent, how and by whom). Perf@ange statistics include
the periodic (monthly?) production of a summaryesfponse times.

3.2.3. Stage 3: Dealing with applications
It is important to make clear to whom the APEL dgaiion form should
be sent: for instance, applications from:
* enroled students go through the Course Leader
* prospective students go to the Institution/FacDigpartment APEL
Co-ordinator
e organisation/company clients to WBL/Commercial/Mgikg Unit

The APEL scheme will not be appropriate for all laggmts and there
will generally be a need to sift them. However, hwdn appropriately
designed application form there should be sufficieformation and detail
in the relevant format to enable a trained APELsperto make a
preliminary assessment, so as to establish
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« if the applicant is likely to be awarded credit azah proceed with
the APEL process

« if more information is required before a decisionptoceed can be
made

« if the applicant is unlikely to be awarded credilacannot proceed
further

The interim decision should be sent in writing e fapplicant within a
set period of receipt of the application, say 5kirgy days. The response
could also include the number of credits potentiabtainable by the
applicant. In the case of b) and c), especiallytt®,applicant should NOT
receive a response which is discouraging or whgltdpable of being
interpreted as a barrier/hurdle especially for ¢hasshing to enter or return
to study. Conversely, where decision a) is readhedist be stressed to the
applicant that any statement on level and volumecrefdit is purely
advisory and in no way should be regarded as hbipdamd the APEL
person will give the applicant an outline of thexinsteps in the APEL
process.

Once the application has been accepted, the APEsope(at times
identified as APEL Manager) assigns the APEL applican adviser,
within the university, to guide him/her throughidtimportant at this stage
to ensure that the person in charge of the APELcqs® and the
administrative staff receive proper training sot@ade able to record the
application, reception of the appropriate fee, deeision and the notes of
the various university appointees who will be tiagkthe candidate’s
application.

In addition to the information mentioned above,adt&d be recorded
includes the initial indication on the volume ofedits obtainable. The
student’s record card should also contain inforomafpertaining to the
APEL application.

3.2.4. Stage 4: Briefing, counselling and initialvésing

Once the matriculation fee has been paid, the dateliis formally
enroled. At this point the APEL Manager assigns 8tedent to a
briefer/adviser and an assessor. Usually the tgurdis do not coincide: the
APEL adviser takes the applicant through the vétidaand the production
of evidences to be included in the portfolio. Studend adviser will have
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to arrange a first meeting to discuss proceduress. first discussion can be
a one-to-one or group meeting, depending on theahumsources that the
university can invest on APEL: the adviser takegreup of candidates
through the next stage of portfolio preparatioris limportant, particularly

with applicants who are return to study studentd aill be unused to

speaking in public, to make the session as frieradig welcoming as

possible.

The group discussion might well have the followipgttern: 1)
introduction of the adviser, presentation of thadidates and brief outline
of mutual expectations 2) background to the intititu and the APEL
process; 3) role and responsibilities of a) advigestudent; 4) meaning of
credit, credit tariffs, credit levels, qualificatiodescriptors; 5) evidence:
what constitutes evidence, evidence to meet legroitcomes (specific
credit) and setting own learning outcomes (generaldit); 6) APEL
module; 7) agree an outline ‘learning contractthagopies for the student
and the adviser; 8) agree date, time and placheofitst meeting , one to
one, between student and adviser with a clear refmthe purpose and
material which each student will have to produce.

In this phase it is important that the adviser thes‘authority’ to sign
the ‘learning contract’ with the student, so as teotlelay the process with
further scrutiny and decision making by the APELnianger.

The APEL adviser should be an ‘expert’ practition€rAPEL, having
full knowledge of credit, credit frameworks, APEM/BL, roles and
responsibilities of advisers AND assessors. Theisadwvill need to be
fully aware of the institution's APEL processes luting time scales,
deadlines and fee structure, including the institi$ regulations on
APEL. In particular, it will be the adviser’s regmibility to explain to the
student the amount of credit allowed at differesuels, the modules for
which APEL is NOT allowed and also how the decismm the APEL
portfolio is recorded, i.e., pass, graded or a ex@age score (and the
consequent impact upon the way in which a degrelassified).

To ensure the quality of the process, at this stageiseful to prepare a
learning contract outline, the adviser’s notes riéfing meeting, a student
feedback form detailing the documentation receiaed for collecting
information of a qualitative nature on the usefgkhef the first meeting
with the adviser, a possible summary report from APEL manager. It is
advisable that a copy of the signed learning contiw lodged with the
APEL Manager so that the progress of students canlobged and
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monitored, thereby providing an audit trail shotlld external examiner or
an internal/external QA auditor wish to investigate

3.2.5. Stage 5: Advising on portfolio preparation

During the first group meeting or just after, th®EL Manager will
send a written letter with the name and contacaildebf the personal
adviser appointed. It is advisable to include ia tétter also information
concerning the roles and responsibilities for thedent and the APEL
adviser. The student should contact the adviséegin the preparation of
the portfolio. The initial one-to-one meeting camnsist of 1) getting to
know each other; 2) going through the APEL claind#tail, giving initial
feedback on the strength of the student’s clainge8)ising and agreeing a
‘learning’ contract; 4) discussion of the stylerfo and format of a
portfolio of evidence; 5) agree a work schedulduding dates for future
meetings.

During the meeting it is the adviser’s task to eadhat the student has
a full understanding of the APEL process, alsaobrganizational aspects.
In particular, at the end of the meeting, the stideust understand the
definition of credit, how the volume and level stermined and the need to
identify the learning outcomes or the learning theg been evidenced.

At this stage it is essential that the APEL adviseplains what
constitutes evidence and the need for it to bedyvaéliable and current.
Thus, the student will begin to assign parts of ldesning experience to
different parts of the APEL claim. This processoften referred to as
‘mapping’ the evidence of learning on to the leagnioutcomes of the
claim.

At this point the student can begin to explain ¢hgarts of his/her
experience he/she is intending to use as evidehdeamning, and the
adviser will elicit further details or clarificatioand will ascertain if there is
evidence of any other learning that the student n@tyrealise has taken
place or can be ‘counted’ towards the claim. Thigial claim may be
amended. The adviser will advise the student of strengths and
weaknesses of the claim, indicating the areas whé&delieved that there
is sufficient evidence and those that appear rdtiier

If at this stage the adviser believes that therey iha insufficient
evidence then they will discuss ways in which fartlevidence can be
produced, maybe through a ‘learning contract’. Wis tearly stage, any
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learning contract will be only in outline and wilhdoubtedly be amended
as the portfolio of evidence is produced.

The student must be made aware that when the asseswks’ the
portfolio, he/she will be looking at the strengftttoe evidence vis-a-vis the
learning outcomes put forward in the APEL claimefidifore the student
has to be clear on what and how to present thenaon.

Table 6 — Typical APEL portfolio structure

An APEL portfolio will typically include:

- Claimant’s personal details;

- CV (some institutions require this to be presentec aecord of
significant learning experiences);

- Current job description (if the claim is for leargifrom work, this
may require the claimant to develop a job desaiptivhere ng
formal one exists e.g., some forms of voluntarykjor

- The claim for learning, articulated in terms ofrliag outcomes
and identifying any programme units for which exéop is
being sought. This may also include the volumelend! of credit]
being claimed;

- Evidence of the learning achievement claimed.

Source: Garnett et al., 2004

The claim will begin with a statement of the voluar& level of credit,
general/specific and the names (and institutioeference codes) of any
modules for which exemption is being claimed. Tdas then be followed
up, maybe in tabular form, typically on 1 side of,/Ay a listing of the
learning outcomes in column 1, with a summary efekidence in column
2. Although portfolios are the most commonly usednt of presenting
evidence of learning, there are other situationsrevfdifferent evidence is
appropriate, most notably artefacts, e.g., a pegcgculpture. This will be
followed by an overarching conclusion.

The student must be reminded that credit is awamd@d for the
experience per se but rather for the learning ddrivom that experience.
The student will need to reflect on the learningimanner consistent with
the level of credit being sought: for example atlHEvel 1, the reflection
will be recognising the learning which has takemcpl and correctly
identifying it in terms such as ‘describe’, ‘undargd’, ‘do’. Whilst at
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higher levels still, the student will need to aatlon the works of various
authors as a basis for critical reflection. Finathe student may be asked to
provide a reflection of the learning as a whole.

The adviser will be providing formative assessmaiith relevant
feedback on each section of the portfolio as andnwhis completed, but
the summative assessment will be carried out dnegbrtfolio has been
completed.

By dividing the work involved into ‘bit size’ seaots, the student is not
daunted by what might seem to be the enormity @talsk. The adviser and
the student will meet several times, preview thekwo be done for the
next meeting and agree on a date (deadline) fomission, which is as
binding as any deadline (hand in) date faced bglestis elsewhere in the
institution. The guidelines therefore must proviadeariety of examples of
the type of evidence which is relevant and sholdo alearly show the
basis on which the portfolio is assessed.

In this phase of collection of evidence and prefi@meof the portfolio,
the key players involved are mainly the candidaie the adviser, both the
initial group meeting adviser and, if differentetione-to-one adviser. At
this stage, the student must know that the adasdrthe assessor are two
different figures: in some institutions the assessoa candidate can be
another candidate’s adviser.

The adviser needs to be an expert in all aspectsP&l: counselling,
advising and assessing and hence requires thengamact in these roles.
In addition, normally the adviser will need to besibject expert with a
clear knowledge and understanding of the meaninigarhing outcomes
applicable at different credit levels. However, somstitutions see the
advising as a process and as long as the adviseadwss to a subject
specialist, they do not necessarily require thaésatvo be an expert in the
subject.

The adviser keeps a record of all communicationth whie student,
including telephone conversations. Some instit@icguire the advisers to
copy their on-going reports within a set time-pdraf e.g., 3 days to the
APEL manager.

Once the portfolio has been ‘signed off by the iadi it is the
student’s responsibility to ensure the portfolio delivered to the
appropriate person, often the APEL administratdrpwotes the date and
issues a receipt to the student. Most SEEC untiesdiase the assessment
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purely on the portfolio, while others require itde supplemented by a viva
voce.

Documents for quality assurance purposes may ieclud

e adviser's notes of meeting (s)

e copies of formative feedback

« student feedback form(s)

e summary report(s) from the APEL manager

Performance statistics could include:

* response times

e turn around times for formative assessments
+ adherence to institutional deadlines

3.2.6. Stage 6: Portfolio Assessment

The assessment process begins when the advisars ‘S the
portfolio. It is the student’s responsibility to seme the portfolio is
delivered to the APEL administrator, who issuegeeipt for the student.
Meanwhile the adviser who has notified the admiaiet that a portfolio is
on its way will submit his/her adviser's file on ethstudent to the
administrator. In order to plan the workloads dfessors, it is useful if the
likely time of submission is given in advance.

The institution will have a policy for assessmehtA®EL portfolios
including:

« whether the assessment will be based purely onptrdolio or

supplemented by a viva voce

« whether there will be a second assessor/verifigr an

« whether that person ‘double marks’ all or a sangpleortfolios

* role of the external examiner

At this point, the APEL manager will notify the assor that there is a
portfolio to be marked and can be collected from AfPEL office together
with the adviser’s file. The assessor examinesethé@ence in the portfolio
and decides whether the evidence is sufficient (ealtd, reliable and
current) to justify the claim. Where the claim @ Sspecific credit or for
exemption from module(s), the assessor has to ©gexs that the relevant
learning outcomes have been met. However, wherecthien is for
advanced standing (exemption from a stage or aw#nd) assessor will
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need to be assured that stage descriptors haventeterand, in the main
the content has been covered. The portfolio ofenwe will be judged on
the basis of equivalence, not strict detailed ‘nilagip with regard more for
the qualification (levels) descriptors than for theodule learning
outcome®.

On this basis, the assessor will annotate thegimrtiespecially weak or
perhaps missing evidence, suggesting ways in wsingrtfalls might be
remedied. Hence, this phase is more than juskdutg exercise. It features
decisions ranging from ‘claim approved in toto’ tlee need for more
evidence of the learning and where the regulatiensire, to attend for a
viva voce.

The report, together with the portfolio and theiadrs file are returned
to the APEL administrator who will duly note theteleof receipt. The
APEL manager will communicate the decision, which subject to
ratification by the APEL Board, to the student eopy to the adviser.

If the student is required for a viva, the portholvill be returned to the
student so that additional work if necessary can cbenpleted and
preparations can be made for the viva. The letteiting the student will
detail the form and structure of the interview aviib will be present, and
in what capacity. At the end of the interview tiedent will be told of the
decision to be confirmed in writing, and which isgect to APEL board
ratification. The student will leave the portfolith the APEL manager.

More often than not the role of the second asskstonal verifier will
be one of quality assurance with regard to thegs®@nd not re-assessing
the portfolio. In order to do this the verifier mikceive

e the student’s portfolio

e the adviser’s reports

e the assessor’s reports (portfolio and viva)

Where there are areas of concern, the APEL maneifjaelay these in
an appropriate manner to the first assessor anduals the experiences as
examples in staff development sessions for bothtimang and new
assessors.

8 This appears an important element of the APEL gulaces analyzed by the SEEC: it is
hence not a case ofappingin a strict sense but of equivalence of level€ES, 2002, p.
51).
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The assessors and verifiers will need to be ‘egpémtall aspects of
APEL and hence will require training. Although thsecond
assessor/verifier will usually be a subject exjtedan be argued that the
quality assurance is about process and hence #tkefaesubject expertise
is desirable but not essential.

At the end of the assessment, the documentary resedef the fact that
the process has taken place in accordance withngtéution's APEL
policies and regulations is held by the APEL Admirator and may
include:

« assessors report form (filing date, student detaiiginal claim for
credit and result of the process, number and leg&l credits
awarded, summary of supporting evidence, names dfhe adviser,
assessor and verifier)

e quality assurance report

« student feedback form(s)

The APEL Administrator logs the movement of thedstut’'s portfolio,
all the communications with the tutor, the assessar the quality control,
as well as those from and to the student.

3.2.7. Stage 7: The decision and ratification

The way in which institutions confirm the decisiorcommended by
the assessor and verifier varies. However most fawved that a separate
APEL Board, acting much in the manner of, and vgimilar remits to
subject/programme examination boards appears &m la@propriate way to
receive the ‘results’. Board members will include

 APEL manager

* APEL advisers and assessors

e subject representatives from the faculty

» faculty/institutional quality manager

* an APEL ‘expert’ from another faculty in the ingtibn
* external examiner

The Board members are ‘experts’ of the institusoAPEL procedures
and must possess a thorough knowledge of the esliahd regulations
related to said procedures. The APEL Board actshnmu¢he manner of,
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and has similar remits to subject/programme exatioimaboards. The
external examiners will also have to be made awérhe role of APEL
within the institution.

Upon reaching the decision, the APEL manager sendspy of the
minutes of the APEL Board to the various relevaantips and sections of
the institution, which have to be informed of trecidion reached. It is the
responsibility of the APEL manager to inform thadsnt in writing of the
decision. Records will be kept of where and whepie® of the minutes
were distributed.
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Table 7 — Training of university staff involvedAREL procedures

Level of staff development and training

Players v stages in APEL process KEY A — AWARE U — UNDERSTAND E — EXPERT
Plaver 'g — E.,

= E = =3 =
N £l:|2|2|2|%
z = = a - 3 = = . = El
E| | E| 5| .| === |=2|2|E|£|2|=
= = = = = 2 2 = ¥ = = = E
s | E || E || 2|2 || = |3 |5 |2 =2
stage E o] = = & = - = ] - = = =3
1. Adverdsing/marketing Loy A A A A A A A A A E E A
2. Dealing with enquiries Loy A u Lo u A
3. dealing with applicagons L) L9} E L) E E A
4. Advising A E E E Lo} A E E A
5. portfolio preparation A Loy E E E L) Fa% E E A
6. portfolio assessment o A o E E E o A E E A
7. Decision A A o E E E o A E E E
8. Radfication A A u E E E E A E E E
APFL Strategy A A A u E E E Loy A E E A
APEL Award regulations A A L8] E Loy A E

Source: SEEC, 2002
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3.2.8. Staff development

From the stages examined it is clear that a cemi@hent of the
procedures is the quantity and quality of the humesources destined to
welcome and assess the students choosing APELitQokprocedures is
assured by a careful policy of selection of resesi@nd by internal training
of academic and administrative personnel. The thelew provides an
outline of the APEL areas and the level of optimpafisonnel training for
each of therff.

4. Validation experiences at Middlesex University

What has been described up to now can accounhéoeiormous body
of literature produced in the UK concerning theogettion and validation
of experiences. What is evident, is the fragmeomatof offers and
procedures on behalf of the university, to the pthiat a few commentators
observe that on this theme much has been writt&réat Britain but very
littte has been accomplished: APEL practices withiniversities are
marginal in comparison with the current offer ofjtier education (Garnett
et al., 2004)

Middlesex University is an exception, owing bothitkolong experience
of validation, and the innovative approach adopteat. this reason, it is
useful to close the chapter by introducing the ARB#thodology adopted
by this particular institution.

It is interesting to highlight Middlesex Universgy approach to
recognition: the university considers work-basedneng (WBL) a separate
field of studies. This approach has led Middlesexatcredit the whole
work experience gained by a candidate, as opposefust the one
corresponding to determined and specific study resduMiddlesex,
through the work experience, recognizes aboveralfistlisciplinary and
multi-dimensional type learning that is not eagidased out into subject
disciplines. This paves the way for new perspestii@ APEL: on one
hand, awarding general credit greadiypowershe individual learner; on
the other, it challenges the University monopoly igh status learning
(Ibidem). Middlesex answers what could be perceiasda threat by
repositioning higher education, which extends itope beyond the

¢ evel A = knowledge; Level U = understanding; Lieie= expert
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traditional offer of courses to high-school gradsatto reach new users,
e.g., company employees who obtain university tseoin the strength of
competencies gained in carrying out their professio through company
training*’.

It is possible to state that competencies verylamho the broad concept
of learning to learn emergethe reflection on experience, learning and the
modalities of acquisition and systematization of okledge and
competencies appears to be the driving force dfahégity to learn which
finds perhaps in the work experience a rather Iéergground for
development. In this sense the APEL procedure cansden as the
completion of a global reflection on learning (a®gess and product),
allowing the candidate to extract from experience 8 access the system
of credentials which would otherwise be inaccessibl

4.1. Degrees and experiential recognition: an aseyof APEL
methodology at Middlesex Univeréity

At London’s Middlesex Universify, the process ofccreditation of
prior experiential learning (APEL)s framed within an academic area
dedicated to programmes \&fork Based Learning (WBL)e., personalized
experiential learning routes, tailored for adultpboyed learners. In the

47 See the Middlesex-Bovis case study illustratechinreport by Garnett J., Portwood D.,
Costley C.,Bridging Rhetoric and Reality: Accreditation of griexperiential learning
(APEL) in the UK UVAC (University Vocational Awards Council), 200vailable at:
http://www.uvac.ac.uk/downloads/0402_rbpg/APEL%208&%620FINAL.pdf.

“8| have mentioned this concepts to call to mindtéxe by D. Hounsell, “Learning to learn:
research and development in student learningHigher Educationvol. 8, no. 4 pp. 453-
469, 1979. On this theme see also Stringher C., ‘fdappa di navigazione per I'apprendere
ad apprendere”, in Alberici ALa possibilita di cambiare. Apprendere ad apprerdeome
risorsa strategica per la vitaMilan, Franco Angeli, 2008.

4 The Autor of this part is Anna Serbati, Mastersdpate in Adult and continuing
education at the Faculty of Education of Padovaralshe works as a researcher on themes
pertaining to adult education, recognition of fotmeon-formal and informal learning and
guidance. (I wish to thank Dr. Barbara Light for leentribution to the essay. Barbara is
Principal Learning Development Tutor at Middlesexivérsity and has contributed to the
realization of the article as guarantor of thetietacy of the publication of the information
contained within it).

%0 The text summarizes part of the research conductethe Master's Degree thesis in
Adult and continuing education: “Apprendimento esperienza lavorativa: I'approccio
inglesework-based learningll caso della Middlesex University” (supervisofs:Salatin, L.
Galliani).
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British university object of the case study in faatong with traditional
university routes, there is the possibility for dayed persons to obtain an
academic title through a path of studies centrethein profession (paid or
voluntary) with the supervision and the theoreticahtribution of the
University.

Learning accredited by Middlesex University recagsia high level of
knowledge that has taken place outside the acadeatis. This means that
the student must begin a process of reflectiorherkhowledge he/she has
gained, by means of asssessmerdn how it was gained, synthesizing and
systematizing said knowledge. This process cantle#ite identification of
knowledge that has been gained but left unexplaneti,so much in the
formal field of the subjects learnt, but rathertie experiential field of
knowledge acquired on the workplace or throughipublations. Only this
awareness enables the professional/researcher dicr appropriately the
practitioner/researcheri.e., the professional who is also a researchier o
his/her learning path and of the relative instrutseto identify his/her own
needs and plan his/her learning path negotiatingtit the university and
the home organization.

To paraphrase Knowl&sthe adult person is motivated to invest energy
to the extent he/she thinks that it will help hievtcarrying out tasks or
dealing with problems he/she has to confront in litsg adults learn new
knowledge, abilities, skills and values much mdfeatively when they are
applied to real life situations.

Brennan and Littl¥ stress that the process atcreditation of prior
experiential learninglegitimized in the United Kingdom since the 1980s
has been extremely important to accredit, in tteelamic field, knowledge
gained in other contexts and is now taking on anawore important role
from the cognitive and reflective point of view:ettrconstruction of a
portfolio (usually this is the instrument adoptedr fAPEL) requires
rethinking, assessing and summing up one’s ownrexpes, hence it is in
itself an indicator of academic skills. Whereadirst the accreditation of
prior experiential learning was a means for acogssi more advanced
stage of a normal academic route (because therdtsdewed to master the
contents of specific study modules owing to praarhing), subsequently a

1 Knowles M.,Quando I'adulto impara [Adult LearningFranco Angeli, Milano, 1996
52 Brennan J. and Little BA review of work based learning in higher educatibfEE,
Leeds, 1994
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series of personalized programmes of study, baged the general credits
acquired through APEL, took shape as paths ceuntnethie workplace and
on an individual's professional needs. Most oftihee, there was in fact no
similarity between an individual’'s needs and thadsenic courses, so each
student built his/her own personal path, basedhenstudy, reflection and
production of real changes in his/her professidif@al usually in contexts
presenting some problems.

At Middlesex University, theRecognition and accreditation of
learning” phase takes place at the heart of the study progeaand
coincides with a request to the university by thdividual that learning
gained previously elsewhere, on the workplace autlh previous courses
or voluntary activities, etc., be recognized. Talisws the obtainment of a
university title in a shorter and more targetedefimme (recognition of
prior learning by Middlesex University accounts fgr to two thirds of the
credits requested for the academic path as a whadeyegards the
expertises of the adult students opting for thesttg For those who still
do not have a clear idea of how to move in thegmsibnal context and
who still have not identified the areas to focus the APEL phase is a
moment of reflection and discovery, yieldingearning outcomethat is
itself the product of new learning, coinciding dsdoes with the full
realization of one’s own level and needs, which t&d to those of the
professional context. Instead, for the individuadsiing a particularly high
professional experience and a clear perceptioheopoint of departure and
destination of their own learning process, it issgible even to access
higher university titles without having obtainedvier ones: for example,
there are people who, after completing the APELcess, have been
admitted immediately to the level gibstgraduate qualificatignwithout
having previously obtained aondergraduate qualificationOnce this
phase has been completed, if students do not wishrty on with a WBL
programme they can receive a document recognihieig bwn credits and
possibly use it to enrol into normal academic cesirdaving previously
discussed this with therogramme leadernf they wish instead to move on
to the following phase of programme planning, pded they have been
admitted to a certain path of studies with an esfth percentage, the

%3 The description of the programme derives fromahelysis of: Portwood D., Costley C
(Middlesex University),work based learning and the university: new perspecténd
practices SEDA paper, London 2000
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students lay out and explain their following patharifying with what
instruments they plan to undertake a careful rebean their workplace
and how they plan to act on the situation using @nenore projects; the
programme requires in fact that the students engegetonomous learning
with their communities of practice and are ablectmose and study a
phenomenon pertaining to their workplace. Finalg last module of the
work basedprogramme consists of the formulation of the e that
must include @iterature reviewsection as theoretical basis of the planning.

Hence, at the beginning of the APEL procedure, amntimned
previously, the students are required to develepattility to re-think their
own experiential learning and to identify the aréasy want to request
recognition for: a detailed description of said amresupported by
appropriate proof (writteevidencesuch as certificates received, projects
accomplished, work documents, letters from supersis.) will enable to
assess the quality and level of recognizable @edliid to plan how to
obtain the remaining ones.

The second skill that students develop through Walites is that of
reflecting holistically on their learning: a coheteprogramme plan
originates from the general arena of the differtrdrning areas and
proceeds towards more specific elements on whitiuild the project.

The third skill that students develop is that of paraphrase Sch¥in
reflecting in action, reasoning on why the studghise to act in a certain
way and on the consequences of said choice, catiagudialogue through
action: for example, in the context of the prooafssonstructing the APEL
portfolio, this not only means describing priorrigag, but also reasoning
on why it could be worthy of academic recognitiar from being passive
receptors of pre-packaged information, as is oftke case in the
development of prescribed academic routes, with phdcess the students
become personally responsible of the learning msce

As far as this first phase is concerned, I'd ligentove on to analyse in
detail the Recognition of prior experiential learningprocedure by
investigating the instrument that Middlesex Univigrsupplies its students
with as a tool to support their work-based learrpagit®. The university
has designedesource packs$or every level of studies and every phase of

4 D. Schén)l professionista riflessivo [The Reflective Praicter], Dedalo Editions, 1983
%5 Resource pack to accompany Work Based LearninggRiéiom and accreditation of
learning (WBS2802)ompiled by Middlesex University, 2006.
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the programme. In this case it is a text allowimg student to makedaim
for academic credjti.e., to request recognition of competencies thase
previously obtained learning (courses taken, butpva all, work
experience gained and knowledge related to it).

The module is articulated in various phases relatethe weeks of the
first semester of attendance of the WBL programifee content of the
module as a whole consists of the personal expariehthe student, which
he/she has critically assessed and organized foitpwihe guidelines
provided by the academic institution and foundha resource packThe
meetings (in person, on-line, single or group),, itke tutorials with the
adviser,which constitute the support given to the candidate an essential
component of the path: the adviser’s task is tgetphe student with any
issues he/she may have. The adviser knows the ARBtedures very
well, as well as the university requirements forEAR the formats, the
technical terms featured in the documents, thetioelship between
learning fields and the evidence required; it & aldviser’'s task to examine
the documents submitted to him by the studentuggeast other transversal
areas, recommend bibliographies of reference nadderiegularly monitor
the preparation of the portfolio (to check thatréhare no formal mistakes
or mistakes relating to the understanding of thecess, but also to put
potential anxieties or concerns relating to APEldst). It is the adviser's
duty to ensure that the student completes the isesrgrovided by the
resource packo facilitate the understanding of the tasks tacéeied out:
among the most useful exercises featured is keepiogbook, which has
the aim of being what Schon calls a conversatioth he professional
world or with the world outside the profession,,i.@ reflection on how
professional problems are dealt with, on posdibierials attended, books
read, or websites consulted, with the aim of idgimg the knowledge,
skills and competencies required and those needingbe further
implemented during the work based learning programm

Let's now move on to examine more in detail theigtre and the
assessment procedures of the portfolio, the ingninmused by the
individual to showcase the learning he/she askddorecognized as
academic credits: it is initially assessed by thlviser who, as first
assessqr can request the presence of the student in di@eobtain
clarifications and explanations and to discussah®unt of accreditable
credits (the most common procedure identifiesatedemic adviseas the
first person to assess the request). Subsequeahdyadviser takes the
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portfolio through a process of moderation supedvisg themodule leader
(if the latter does not possess the knowledge reduor the assessment
he/she can contact an external examiner); the stases is subsequently
approved by araccreditation boardthat decides how many credits to
assign and at which levels of the study programmes.

The portfolio is made up of different parts, eachthwspecific
objectives:

1) curriculum vitae: drawing up a CV is useful to various individuals:
to the student to begin reflecting on the learrdangas he would like
to see accredited and which are obviously closekell to his/her
professional experiences; to tppeogramme adviserwho, having
read the CV, can help clarify the above mentiorestriing areas,
and, lastly, to thessessqrfor whom it represents an introduction to
the individual to be assessed and his/her profeakioontext of
origin, enabling the assessor to detect the compiete that the
candidate might possess.

Of course, the student can submit a CV he/she tegmaped recently
for job interviews, however, in this context, tiadent must add all
the work experiences, including voluntary and udpwaiork and
leisure activities previously pursued, which aré always present in
a normal CV, but that are very important in thistext because they
are potential sources of further knowledge.

2) job description: it has the aim of outlining the current professib
role, including related responsibilities and goedached. A formal
description derived for example by a job descriptan be a good
starting point, but the student must then enhanbg including as
much information as possible, possibly with refess to other
positions held during the last year of studies. Jdie description
must describe: the hierarchical position the dutgupies within the
company organization chart, the responsibilitieng with the
number of employees), the value of the resourcesd,ushe
contingency management margin, the normal dailistasd their
attendant importance (possibly with a clarificatioof the
competencies and skills required), possible unuswdvities or
duties, possible training experienced for the msifen in question
(with related data, duration, themes).
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3) possible academic credits previously gainedtheir inclusion is
useful both because some of them can be certifiddbacause, even
if they cannot be certified, they might have beeseful for the
acquisition of competencies significant for the rad@tation. The
recognizable credits are the ones from coursestakeMiddlesex
University or other universities (for example, totan credits for a
Bachelor degree at level 1, 2 or 3, the studentdcase courses
taken for a sub-degree qualification such as af€ate or Diploma)
or recognized higher education courses at HE l&va above or at
level 4 and 5 of the NVQ.

Usually, courses dating back to more than 5 yearsat taken into
account; however, they still can be listed in thé @ in the learning
areas in connection with the related competencld®s student
should supply as many details as possible aboutctréfiable
courses and the attendant certificates represettitentgvidenceson
the basis of which thassessorsan assign credits that will be added
to the ones accredited for the learning areas.

4) learning areas: are the core of the portfolio because they form the
request of accreditation of prior experiential teag which replaced
the attendance of university modules; the studbatilg reflect on
past and present goals and select the ones in Wkishe has made
significant progress as far as learning and devedppnew
competencies or increasing the already existing @me concerned.
While the CV and the job description refer to whia student has
donein the past, this area has the aim of clarifyiftatvthe student
haslearntin terms of knowledge, skills and competencies ltiesu
from said experiences; furthermore, another immorthfference is
that what is required is not a chronological buhematic reflection
on the student’s experience, including in the saaegory skills
which are related even if they might result fromffadient
experiences.

In order to achieve approximately ten titles relgtto the different
areas, the student can consult the NVQ programm#seacademic
ones pertaining to his/her work and study subjdicé (ones the
student would enrol in if he/she were to chooséliow a normal

programme of academic studies) to get an idea w@f two clarify

some competencies; moreover, it is useful that ghalent ask
him/herself continuously questions such as “whajeatives of
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personal and professional growth does this prdjase for me?”,
“how much time will it take me to complete the pragme?”, “what
criteria does the activity have to meet to be abergid successful?”,
so as to keep the situation always under contrdlmaaintain a high
level of motivation even during the more difficattoments. In any
case, even during said moments, the student isoswgop by the
programme adviserand it is advisable to submit to the latter the
original list of learning areas identified beforeginning to develop
them.

Obviously, there is not an only way to go abouttivwg the learning
areas: they can be subdivided in macro areas ahdeguently
specified in sub-areas or directly listed as smalps. Furthermore,
for the undergraduatghence not for the master’'s and PhD degrees)
levels there is a compulsory area set aside tf@nsferable skills
such as career planning, learning skills, commuizicateamwork,
numeracy and information technology (that can tmeifeéd in an
area apart or be included within other areas), hickvthe candidate
must state and demonstrate tp possess the afortinesh
transversal competencies deemed indispensable.

Each learning area must include an explanationoaf the student
has acquired said learning and why it has been ritapbin the
context of origin, with possible references to b€ and the job
description; each learning area must also incluakssiple training
experiences connected with the profession and geoain accurate
analysis of the learning. It consists of the dedimmn of related
knowledge, skills and competencies and an explamati how they
were useful in that professional context and hoay tban be useful
in various professional situations, including vahny work: the aim
is to identify the intellectual activities requirdny one or more
situations, hence what decisions were taken, whatewthe
determining factors, whether and how to repeat ube of this
competence.

5) Evidence:in order to allow thessessoto accredit the competencies
and for him/her to decide the appropriate levelcoddits to be
attributed, it is very important to supply proof what has been
described in the learning areas.

The candidate can provide the most disparate foomsvidence:

photographs or videos, audiocassettes or CDs,ewrdbcuments such as
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plans or projects carried out, including attendabijectives and results,
monthly or annual reports, certificates, corresgomg with colleagues,
seniors, subordinates, clients, statements signgdsdniors, tangible
products createdCase studiesvhere the student relates a specific episode
occurred, with details and a report describing wheatv learning has
occurred in the context examined (especially whHesrd is no physical
evidence of the learning), must also be included.

It is the student’s duty to ensure that the usthefmaterial provided as
evidence of his/her learning is permitted by thecatl rules of the student’s
professional context, possibly avoiding to mentpaople’s names when
inappropriate (especially in the case of minordisabled persons).

Each evidencemust be supported by a brief note explaining winy t
student has chosen said material and in what waprntplies with the
criteria ofvalidity (relationship with the specific learning area)thenticity
(reference to the student him/herself as the awthactor of the material),
currency (the evidencemust be recent and account for a skill currently
present),sufficiency (ability to cover the whole area or most of it)dan
reliability (possibility of repeating the competency in othe
circumstances).

The completion of the APEL module also requiredingia ‘reflective
essay, i.e., an essay where the student reflects ofhdrisown learning,
focusing first on the experience achieved and theits theorisation in the
portfolio. Obviously this activity is based on ttieoretical contribution of
Schon and Kolb, whose work the students are styomgtouraged to read.
The essay serves the purpose of stating the mioingaaind the willingness
to enrol in a WBL programme of studies, it henagasato be a reflection by
the candidate on the meaningfulness of picking igggs of his/her own
personal and professional life and expressing thednon what the learning
outcome of these activities has been.

The reflection develops self-knowledge and is muncine than a simple
assessment of the quality of the student's learniggnerating
independence and awareness.

Both portfolio activities andessaymust be prepared within the time
limits set, the student will receive written feedbaabout them from the
adviser and, subsequently, a quantitative assessment rcongethe
number of academic credits that have been recagjnise
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At this point, if the student wishes to move ornthe nextProgramme
planning phase, he can do so during the following semdstarontacting
his/herprogramme adviser

The recognition of formal, non-formal and infornhedrning has the aim
of valuing what has been learnt and giving it vlgipto promote the social
and economical inclusion of individuals on the msgth of their own
competencies. In the context of thalidation of non-formal and informal
learning Colardyn and Bjornavoid identify the following European
objectives: answering the individual learning neégismeans of valuing
also thelearning outcomesachieved following non-traditional routes,
through flexible access to the educational ingting and recognition of
individual competencies also from the labour mark&id recognition
should also be seen as part of the strategy to lajeveconomic
performances, through a more conscious managenfiethie antellectual
capital.

The aforesaid APEL methodology can potentially [iénall the
stakeholders involved: it can benefit the studeotker because he/she can
obtain a title without having to give up the praies and increase
knowledge, competencies and skills to foster péssiprofessional
development, also through the motivation resultfrmgm this personal
process of becoming aware of his/her own abilities.

Having a person who devotes time and study (supedviby the
university and hence of a high level)

to the resolution of a real problem and the improget of professional
procedures can benefit the organisation: the cémeft collaboration
resulting from the candidate’s relations with hes/bolleagues can generate
learning within the organisation. Lastly, it camsttute a benefit for the
university because it offers an image of moderpityprocedures and of
fairness of access togher education

The procedure has undeniable strengths but itpadses a few problems
that, to paraphrase Boud are real challenges: firstly, there is an
institutional pedagogical issue, tied to the chaafjparadigm inherent to
the procedure. Because APEL is a model based arierpe, the concept
of learning, along with the concept of teachingiias considerably. The

%6 Colardyn D., Bjornavold J. (2004)alidation of Formal, Non-Formal and Informal
Learning: policy and practices in EU Member Statesropean Journal of Education 39 (1).
5" Boud D., Solomon N., Symes @lork based learning: a new higher educatioSRHE
and Open University Press, Buckingam 2001.
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modalities and the meaning of the certificatiom, thethodologies used, the
mechanisms of assessment and quality assuranceallarsubject to
change.The university is required to break out t@f inherent self-
referentiality, establishing partnerships with thkganisations, certifying
experiential competencies gained in the professicor@text: the academic
institution, far from being the sole possessormdwledge, must hence set
up new roles for its teaching staff, so that it cavitch from the role of
teacherto that ofmentorandassessorpffering support to self-learning and
to self-reflection on learning. The latter aspeant tead to question whether
the candidate is able or not to undertake autonsimaureflection as deep
as to bring to light disciplinary and transversampetencies possessed
(which requires great awareness and maturity), taat be recognised
within an academic path, in lieu of credits gaitgdattending traditional
courses.

Hence, being supported during the process of asetgin of the
portfolio is of key importance; it is significanbhonly from the point of
view of certification, but also from the formatipeint of view, in that the
individual is guided and supported throughout thelgical introspective
journey.

The realisation that processes that are so higiiygmalised require the
university to invest considerable resources, bothterms of personnel
training and of university time devoted (the in gmr and distance
exchanges are, with the exception of some groupnses) mostly of the
one-to-onanode), also comes to the fore.

However, the predominantly crucial aspect is tlseiesof assessment:
the APEL instrument must be valid, both in termsaofual validity (i.e.,
the competencies recognised to a candidate ugingcass oaiccreditation
of prior experiential learningnust be verified with the same thoroughness
applied to a traditional student), and of faceditli i.e., the credibility of
the device in the eyes of the public opinion.

The clarity and transparency of tlearning outcome$o be reached for
every module and the@ssessmertriteria are of fundamental importance for
the positive outcome of the procedure and for tttaa positive outcome
of the recognition of credits. In order to reducéjsctivity to a minimum
in the assessors’ assessment, Middlesex Univefsltgws a rigorous
scheme of credit attribution specifying their quignand levels; the latter
being indicators of the depth, complexity and aatoy of the study carried
out by a student enrolling in the APEL module (aslivas the other
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modules). The approach used by the assessorstatéowhat théearning
outcomesf each module (for each of the modules constitut title) are
at different levels of difficulty and depth and yheave to be understood as
a continuum where every level contains the previmes: this ensures the
greatest objectivity of the assessment of negatia®dules which, in
contrast with normal academic courses, do not fedtye same contents
and the same examination modalities for all stuslefn element that is not
employed by Middlesex University (if not in raresea), in contrast with
other models (e.g., the French one) is the preseinerternal professionals
in the examination board: this can be another mezngnsuring the
objectivity of the assessment, accompanying theiopiof the disciplinary
and method teachers with the opinion of a contgpe’ who carries out
his/her profession in the area the candidate bsltmg

These modalities are an attempt to face the higlgrede of
contextualisation accompanying the knowledge to @&wlysed and
certified: belonging to a work group or to a comiityiof practice creates
an acculturation of the worker to the charactex$stif that particular group,
which inevitably influences the process of studgcifiding individual
study) and of personal reflection to state compeésn

According to Avis® it is necessary to decontextualise knowledge
because it is through the dialogue between theergifit knowledge
domains that an individual can develop competeneied learning to
manage different contexts in different moments.

In light of these observations, the APEL methodglagpplied at
Middlesex University represents undoubtedly a vatgresting element of
study to reflect upon with a view to creating aai#in instrument for the
recognition of experiential learning. Of courses fbcus of interest is tied
to the fact that APEL represents an instrumentprsonal/professional
development, with which it is possible to retragarhing and project it in a
future perspective, thus answering the need ofitlévidual to grow
professionally and the need of the workplace toeh@vepared and
motivated individuals. In order to understand tbepe of the phenomenon,
| think it is appropriate to conclude by stressititat, to date, the
individuals using the procedure in order to obtéittes from BA to

%8 Avis J.Work-based Learning and Social Justice:‘learning labour’ and the new
vocationalism in Englandn VV.AA., Journal of Education and Work,Vol. 1Np. 2, June
2004.
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Doctorate in Professional Studies (i.e., from thyear undergraduate
degrees up to postgraduate degrees) are aboutusatidy moreover,
Middlesex University is continuing to carry out @asch and experiments
to implement an APEL model allowing to obtain a Wehacademic title,

without the need to attend additional courses alutes.

5. Conclusions

To conclude this overview on APEL practices in theted Kingdom it
is possible to identify a few elements of synthesis

First, the lack of a univocal normative referenganfework, the
accompanying drive to development originating frabroad (the United
States) and thbottom-upapproach in the establishment of APEL practices
are factors that have led to a stark differentiatiothe issuing processes on
behalf of British universities. However, said fastohave ended up
producing a sort of theoretical conformism, witltogedures being for the
most part of behaviourist derivation.

The initial opportunities originating from the femst movement, but
also from liberal theories on adult learning, haween replaced by a
summative assessment that rarely makes it posgiblexploit the full
APEL potential for individual development. In thisgard, the stimuli
deriving from socio-constructivist theories of sited learning are
particularly interesting, as they emphasize thaelichate’s reflection during
the whole validation path and which can constitae enrichment
(empowermentof the individual if inclined to understand thgnamics of
his/her learning (learning to learn fidelong learning.

During its development, APEL has however benefiftech strongtop-
down impulses, deriving from government policies fdelong learning
and the access to higher education. The univessitigve seen these
processes as an opportunity to attract new catchareas to counter a
negative situation from the demographic point @wi The fact, then, that
in the UK the very quantification of the APEL phemenon is difficult,
while the Anglo-Saxon literature on the subjectegrp endless, suggests
that these practices might be the product of afuapelicy of territorial
marketing of universities, instead of a real oppoity for developing an
individual's potential.
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The same socio-economic-type approach called foGhynett et al.,
does not seem to have taken root: the developmemuman capital
remains difficult if the policy of marketing of urérsities or aop-down
state-controlled approach on behalf of the govemifar access to higher
education are at the core of the process.

As long as the individual will continue to be aétbentre of the process
only on paper, while in practice the procedurescimdidates are arduous
and chaotic, it is doubtful if APEL can spread itra@y widespread way:
for many it seems easier to choose the path ofllacdurse of studies,
rather than the long and wearisome path of the ptiemfrom parts of it.

Lastly, the fact that in most cases assessing Ex@&s means tracing a
map of direct and neutral correspondence betwegusiges of level and
evidences provided by the candidate, with a pdaicamphasis on the
concept of “evidence”, does not point to a trulynéficial use of APEL for
the applicant.

To sum up, it is the very individual who is alma&tsent, numerically
evanescent, perhaps owing to a difficulty in idgimg the personal
advantages of using APEL. However, one should beamind the
interesting perspectives opened up by a “profows¥ of APEL such as
the ones finding place in the University of Middigs

APEL could be a truly extraordinary resource fovaleping the skill of
learning from experience. Let us consider a redefinition of learning to
learn:

“regulating function of learning, procedural in nag, increasing the
managerial ability of specific learning situatioasd conferring to the
individual an increasingly greater power of contovier methods, times,
and spaces of his/her learning experience situatelifferent contexts. It
marshals different energies and produces knowledgearning by means
of variations in the learning experience. Learningearn is tied to self-
regulated learning, inclinations to learn, the etifee-motivational and the
social dimensions of learning, in an evolutionagrgpective and for the
full length of life™®,

In addition to the clear procedural feature, thénden provided also
contains the productive element of learning to rearonsidered as a
process creating knowledge of one’s own learnirtte Way in which an
individual produces said knowledge is not exclugil®y transforming (in

%9 Stringher C., op. cit. pag. 111.
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an experimental sense) his/her way of learning, dsb by reflecting
critically on what has been learnt during diveesifiexperiences, which is
exactly what occurs during an APEL procedure ainsihgimilar results.

A concept which could also be applied to our Ital@ntext. Provided
that it is carried out over a reasonable periotino¢, the reflection induced
during the APEL guidance can empower the candidatie a new self-
awareness, an awareness of his/her specific abijlitiut also an awareness
of the aforementioned learning to learn that res#e key for an effective
and lastingempowermenin all fields and contexts of adulthood: “at home,
at work, in education and training”, to quote thecBmmendation of the
European Parliament’s definition of learning torféa

0 Recommendation of the European Parliament andeotiuncil of 18 December 2006 on
key competencies for lifelong learninthe document is available at the following wedasit
http://eur-lex.europa.eu/LexUriServ/LexUriServ.dn2@0J:L.:2006:394:0010:0018:IT:PDF

. Last accessed April 25th, 2010.
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APPENDIX 1

QCF LEVELS. Source: Ofqual - Regulatory arrangemémt the Qualifications and Credit Framework, 2008

Level

d

Knowledge an
understanding

Application and action

Autonomy and
accourntability

—

Entry level

™

Entry 1 recognises progress along a continuum that ranges from the most elementary of achievements to beginning to

make use of ski

s, knowledge or understanding that relate to the immediate environment.

Achieverment at Entry 2
reflects the ability to make
use of skills, knowledge and
understanding to carry out
simple. familiar tasks and
activities with guidance.

Use knowledge or
understanding to carry out
simple, familiar activities

Know the steps needed to
complete simple activities

Carry out simple, familiar
tasks and activities

Follows instructions or use
rehearsed steps to complete
tasks and activities

With appropriste guidance
begin to take some
responsibility for the
outcomes of simple activities

Actively participate in simple
and familiar activities

Achievement at Entry 3
reflects the ability to make
use of skills, knowledge and
understanding to carry out
structured tasks and activities
in familiar contexts, with
appropriate guidance where
needed.

Use knowledge or
understanding to carny out
structured tasks and activities
in familiar contexts

Know and understand the
steps needed to complete
structured tasks and activities
in familiar contexts

Carry out structured tasks and
activities in familiar contexts

Be aware of the
consequences of actions for
self and others

With appropriate guidance
take responsibility for the
outa mes of structured

ies

Actively participate in
activities in familiar contexts

Level 1

Achieverment at level 1
reflects the ability to use
relevant knowledge, skills and
procedures to complete
routine tasks. It includes
responsibility for completing
tasks and procedures subject
to direction or guidance.

Use knowledge of facts,
procedures and ideas to
complete well-defined,
routine tasks

Be aware of information
relevant to the area of study
or work

Complete well-defined
routine tasks

se relevant skills an
u I t skill =
procedures

Select and use relevant
information

Identify whether actions hawve
been effective

Take responsibility for
completing tasks and
procedures subject to
direction or guidance as
needed
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the ability to identify and use
relevant understanding,
methods and skills to complete
tasks and address problems
that, while well defined, have a
measure of complexity. It
includes taking responsibility for
initiating and completing tasks
and procedures as well as
exercising autonomy and
judgement within limited
parameters. It also reflects
awareness of different
perspectives or approaches
within an area of study or work.

theoretical understanding to
complete tasks and address
problems that, while well
defined, may be complex and
non-routine

Interpret and evaluate relevant
information and ideas

Be aware of the nature of the
area of study or work

Have awareness of different
perspectives or approaches
within the area of study or work

well defined, may be complex
and non-routine

Identify, select and use
appropriate skills, methods and
procedures

Use appropriate investigation to
inform actions

Review how effective methods
and actions have been

Level Knowledge and understanding Application and action Autonomy and accountability
e

Level 2 Achievement at level 2 reflects Use understanding of facts, Complete well-defined, Take responsibility for
the ability to select and use procedures and ideas to generally routine tasks and completing tasks and
relevant knowledge, ideas, skills | complete well-defined tasks and | address straightforward procedures
and procedures to complete address straightforward problems
well-defined tasks and address problems Exercise autonomy and
straightforward problems. It Select and use relevant skills judgement subject to overall
includes taking responsibility for | Interpret relevant information and procedures direction or guidance
completing tasks and and ideas
procedures and exercising Identify, gather and use relevant
autonomy and judgement Be aware of the types of information to inform actions
subject to overall direction or information that are relevant to
guidance. the area of study or work Identify how effective actions

have been
Level 3 Achiavement at level 3 reflects Use factual, procedural and Address problems that, while

Take responsibility for initiating
and completing tasks and
procedures, including, where
relevant, responsibility for
supervising or guiding others

Exercise autonomy and
judgement within limited
parameters
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Level Knowledge and understanding Application and action Autonomy and accountability
/’ ™
Level 4 Achievement at level 4 reflects Use practical, theoretical or Address problems that are Take responsibility for courses
the ability to identify and use technical understanding to complex and non-routine while | of action, incuding, where
relevant understanding, address problems that are well normally fairly well defined relevant, responsibility for the
methods and skills to address defined but complex and non- work of others
problems that are well defined routine Identify, adapt and use
but complex and non-routine. It appropriate methods and skills Exercise autonomy and
includes taking responsibility for | Analyse, interpret and evaluate judgement within broad but
owverall courses of action as well | relevant information and ideas Initiate and use appropriate generally well-define
as exercising autonomy and investigation to inform actions pararmeters
judgement within fairly broad Be aware of the nature and
parameters. It also reflects approximate scope of the area Review the effectiveness and
understanding of different of study or work appropriateness of methods,
perspectives or approaches actions and results
within an area of study or work. Hawe an informed awareness of
different perspectives or
approaches within the area of
study or work
Level 5 Achievement at level 5 reflects Use practical, theoretical or Address broadh-defined, Take responsibility for planning

the ability to identify and use
relevant understanding,
methods and skills to address
broadly-defined, complex
problems. It includes taking
responsibility for planning and
developing courses of action as
well as exercising autonomy and
judgement within broad
parameters. i also reflects
understanding of different
perspectives, approaches or
schools of thought and the
reasoning behind them.

technological understanding to
find ways forward in broadly-
defined, complex contexts

Analyse, interpret and evaluate
relevant information, concepts
and ideas

Be aware of the nature and
scope of the area of study or
work

Understand different
perspectives, approaches or
schools of thought and the
reasoning behind them

complex problems

Determine, adapt and use
appropriate methods and skills

Use relevant research or
development to inform actions

Ewvaluate actions, methods and
results

and dewveloping courses o
action, including, where
relevant, responsibility for the
work of others

Exercise autonomy and
judgement within broad
parameters
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Level

Knowledge and understanding

Application and action

Autonomy and accountability

-

Level &

Achievement at level & reflects
the ability to refine and use
relevant understanding,
methods and skills to address
complex problems that have
limited definition. It includes
taking responsibility for
planning and developing
courses of action that are able
to underpin substantial change
or development, as well as
exercising broad autonomy and
judgement. It also reflects an
understanding of different
perspectives, approaches or
schools of thought and the
theories that underpin them.

Refine and use practical,
conceptual or technological
understanding to create ways
forward in contexts where there
are many interacting factors

Critically analvse, interpret and
evaluate complex information,
concepts and ideas

Understand the context in which
the area of study or work is
located

Be aware of current
developments in the area of
study or work

Understand different
perspectives, approaches or
schools of thought and the
theories that underpin them

Address problems that have
limited definition and involve
many interacting factors

Determine, refine, adapt and
use appropriate methods and
skills

Use and, where appropriate,
design relevant research and
development to inform actions

Ewvaluate actions, methods and
results and their implications

-~

Take responsibility for planning
and developing courses of
action that are capable of
underpinning substantial
changes or developments

Initiate and lead tasks and
processes, taking responsibility.
where relevant, for the work
and roles of others

Exercise broad autonomy and
judgement
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Level

Summary

Knowledge and understanding

Application and action

Autonomy and accountability

el

Level 7

Achievement at level 7 reflects
the ability to reformulate and
use relevant understanding,
methodologies and approaches
to address problematic
situations that involve many
interacting factors. It includes
taking responsibility for
planning and developing
courses of action that initiate or
underpin substantial change or
development, as well as
exercising broad autonomy and
judgement. |t also reflects an
understanding of relevant
theoretical and methodological
perspectives, and how they
affect their area of study or
work.

Reformulate and use practical,
conceptual or technological
understanding to create ways
forward in contexts where there
are many interacting factors

Critically analyse, interpret and
evaluate complex information,
concepts and theories to

produce modified conceptions

Understand the wider contexts
in which the area of study or
work is located

Understand current
developments in the area of
study or work

Understand different theoretical
and methodological
perspectives and how they
affect the area of study or work

Conceptualise and address
problematic situations that
involve many interacting factors

Determine and use appropriate
methodologies and approaches

Design and undertake research,
development or strategic
activities to inform the area of
work or study, or produce
organisational or professional
change

Critically evaluate actions,
methods and results and their
short- and long-term
implications

™

Take responsibility for planning
and developing courses of
action that initiate or underpin
substantial changes or
developments

Exercise broad autonomy and
judgement across a significant
area of work or study

Initiate and lead complex tasks
and processes, taking
responsibility, where relevant,
for the work and roles of others
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Level

Summary

Knowledge and understanding

Application and action

Autonomy and accountability

Level 8

Achievement at level 8 reflects
the ability to develop original
understanding and extend an
area of knowledge or
professional practice. It reflects
the akility to address
problematic situations that
imvolre many complex,
interacting factors through
initiating, designing and
undertaking research,
development or strategic
activities. It involves the
exercise of broad autonomy,
judgement and leadership in
sharing responsibility for the
develepment of a field of work
or knowledge or for creating
substantial professional or
organisational change. It also
reflects a critical
understanding of relevant
theoretical and
methodeological perspectives
and how they affect the field
of knowledge or work.

Develop original practical,
conceptual or technological
understanding to create wavs
forward in contexts that lack
definition and where there are
many complex, interacting
factors

Critically analyse, interpret and
evaluate complex information,
concepts and theocries to
produce new knowledge and
theories

Understand and
reconceptualise the wider
contexts in which the field of
knowledge or work is located

Extend a field of knowledge or
work by contributing original
knowledge and thinking

Exercise critical understanding
of different theoretical and
methodological perspectives
and how they affect the field
of knowledge or work

Conceptualise and address
problematic situations that
involve many complex,
interacting factors

Formulate and use appropriate
methodologies and
approaches

Initiate, design and undertake
research, development or
strategic activities that extend
the field of work or knowledge
or result in significant
organisational or professional
change

Critically evaluate actions,
methods and results and their
short- and long-term
implications for the field of
waork or knowledge and its
wider context

~
Take responsibility for planning
and developing courses of
action that have a significant
impact on a field of work or
knowledge, or result in
substantial organisational or
professional change

Exercise broad autonomy,
judgement and leadership as a
leading practitioner or scholar
sharing responsibility for the
development of a field of work
or knowledge, or for
substantial organisational or
professional change

Take respeonsibility for the
advancement of professional
practice

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.

XClI



APPENDIX

APPENDIX 2
QCA principles for RPL (Recognition of Prior Leang)*procedures

The following are the principles for carrying out a recognitaf prior
learning (RPL) that is effective, coherent and quality-based.

1 RPL is a valid method of enabling individuals to claim créatit
units in the QCF, irrespective of how their learning took place.
There is no difference between the achievement of the learning
outcomes and assessment criteria of a unit through prior learning
and through a formal programme of study.

2 RPL policies, processes, procedures, practices and decisions should
be transparent, rigorous, reliable, fair and accessible to
individuals and stakeholders to ensure that users can hdaunf
of the decisions and outcomes of RPL.

3 RPL is a learner-centred, voluntary process. The individualdshou
be offered advice on the nature and range of evidence catider
appropriate to support a claim for credit through RPL, and be
given guidance and support to make a claim.

4 The process of assessment for RPL is subject to the gaality
assurance and monitoring standards as any other form of
assessment. The award of credit through RPL will not be
distinguished from any other credits awarded in the QCF.

5 Assessment methods for RPL must be of equal rigour as other
assessment methods, be fit for purpose and relate to the evidence
of learning. Credit may be claimed for any unit in the QCF
through RPL unless the assessment requirements of the unit do
not allow this, based on a rationale consistent with the amds
regulations of the framework.

61 QCA (Qualifications and Curriculum AuthoritylGlaiming credit - Guidance on the
recognition of prior learning within the Qualifidahs and Credit FrameworklLondon,
2008.
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The recognition and validation of
vocational and experiential competencies in
France

Luisa Danielé?

1. Introduction

The recognition and validation of prior learning is an increasingly
emerging field of reflection and realization of practicesah the Italian
framework of active labour policies. In the French context, Jlueuary
2002 Social Modernisation Act established a new right: evéigeniwho
has practiced an activity for three years can request tognition and
validation of prior learning to obtain a qualification for vocatiamaining
or an academic title. As far as the universities are exoed, this has
resulted in the introduction of the right to access undergraduate or
postgraduate degrees without having to pass any exams.

In France, the recognition and validation of prior learning, has
represented a challenge for civil society, universities and the lataykkem

For adult students the value of an academic title obtainedghrthe
recognition of prior learning is both symbolical and socio-economntical:
procedure for the recognition and validation of prior learningleagloped
by French policies, potentially constitutes a powerful factqres$onal and
professional development and empowerment. By engaging in a process of
validation of prior learning the subject has the possibility befing
recognized, on the social and professional level, by means of letgitand
certified evidence of the level of competence gained.

%2 Member of the PRIN 2007 working group establishgdhe chair of Adult Education,
Professor Alberici, Roma Tre University, institution charge of the projedthe validation
of professional and experiential competencies duls willing to be (re)integrated in
university, in a lifelong learning perspective.
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Moreover, in the academic context, accessing a procedure efaEsd
of learning specifically entails seeing one’s knowledgey abgperiential,
recognized by the institution that is by definition the depositafy
knowledge: the university.

For the French universities (and in general also for thtaines) the
key is to follow the European higher education systems and thleing
objectives in developing curricula not only for the basic conmoite, but
also for the cultural and professional onk=aring outcomeésaimed at
fostering the employability and the social and labour integration of
graduates. Furthermore, to answer the new needs of valuingnbparni
acquired in informal and non-formal contexts, and hence in ordemnot t
waste the wealth of knowledge and competencies already posbgdbed
adult candidates, the French universities have succeeded in plegeto
system of lifelong and continuing training in addition to th@gdives of
higher training that are already part of their remit, andcousing a new
institutional function, that of certifying learning acquired in catde
outside the academia, first of all the workplace, a new redplitysihat is
added to the traditional ones of teaching and research.

Obviously, for the French universities, what is at stake &ee t
legitimacy and the social credibility of the titles issualihwing adults to
access flexible and streamlined formative universithgatarting with the
recognition and validation of prior learning, is tantamount to
acknowledging that the learning acquired in informal and nongbrm
contexts has the same value as the disciplinary knowledgéoged in the
academic context.

However, for the universities, opening up to this new process of
assessment and certification has required the implementation of instsume
for the regulation, transparency and guarantee of the titleedsga this
third route: in addition to the academic and vocational trainihg, t
experiential training.

In the French business world, the possibility of accessingeaatitjuired
through the validation of prior learning, calls into question thatimab
definition of the workers’ titles, traditionally determined ibitial training
routes.

Obviously, the career and salary trajectories are calledguestion as
much as, if not more than, the formative paths.
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It is clear that, for the businesses, the advantage of accessing liecognit
and validation of competencies paths rests in the valorisatitre human
capital, in the perspective of competitiveness and managemehtofje.
Moreover, planning continuous and lifelong training actions shaitd w
the universities, equips the companies with instruments to reatieg
competencies and reduce the internal costs of continuous training.

Thus, the recognition, validation and certification of learnad
competencies are themes of the greatest importance in niadefhe
relationship between training and employment and between univansity
civil society.

In fact, the French context, ever since the adoption of thiealéor the
validation of prior learning, is characterized by a return adevalopment
of the reflection on the concept of experience and how it contribatine
development of knowledge, and, conversely, on how knowledge
contributes to constructing experience in adults.

2. The policies for the validation of prior learning in France

With regard to the policies for higher education in France, theadel
issue of what role to assign to knowledge acquired in a oionaf way,
outside the university context, is a constant and recurring theme.

Currently, the devices for the recognition and validation that can be used
for higher education are two:

1) decree 906 of 23 August 1985 “Conditions for the validation of
studies, vocational experiences or personal learning prior to
accessing the different levels of higher education” and &ratlates
theValidation des acquis professionnels et personnels — VAPP;

2) decree 590 of 2% April 2002 “concerning the validation of
experience from higher education” that provides \adidation des
acquis de l'expérience — VAEBNnd abrogates the previous 1993
decree concerning théalidation des Acquis Professionnels.

3. The Validation des acquis personnels et professionnel¥ APP: the
1985 decree
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The decree of 1985 was drafted pursuant to the orientationldaw (
d’orientation) of January 1984 granting the universities an autonomous
statute and explicitly assigning them a third missiondigitéon to teaching
and research, that of continuous trairfihghe 1985 decree guarantees the
right to access all levels of higher education to those who dpassiess
the title required. The candidate (who does not hdddaalauréat)must
have interrupted initial training studies for at least twarg and be at least
20 years old on the expected date for resuming studies.

The following are all subject to validation:

e any type of training received by the candidate at a publprieate
training organization, regardless of the assessment modalities
duration and procedures;

» the professional experience acquired through work (whether paid or
not), the internship experiences;

* the knowledge and aptitudesptitude$ acquired in informal
contexts.

The decree gives the right to access training at univelsitgl
following the validation of the candidate’'s dossier by the deathef
university based on the proposal of a pedagogical commission.

This decree is ascribed to the institutional willingnegsrtmmote access
to higher education. It is intended in particular for a public oftaduho,
having interrupted their initial training path, do not possegsalification.
Moreover, the decree was drafted with the objective of harmgnest
national level the procedures for access to university migirprocedures
that prior to 1985 were devolved to the single faculties through the
recognition of equivalence between professional experience, stadok
personal learning on one hand, and the university disciplinary kdgevle

%3 Said mission concerning continuous training isciied in the field of the
policies of adult training, policies developed iniversities by the law of 1971
(concerning theformation des adultgs Said law was the first to envisage the
possibility to develop adult training in universti by setting up specific structures
(lifelong training, learning and social promotioentres, etc.) that started in an
experimental way to practice the recognition offessional experience for adults
seeking reintegration into universities.

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
XCVI



APPENDIX

on the other. Hence, a series of dispositions that (since 19&fatexthe
awarding of equivalenceséquivalencg assigning them to the single
faculties were abrogated, and the issue of adult access to universiti@s is
dealt with at university level.

4. La Validations des acquis professionnethe 1993 decree

The following step for the movement of reform towards thedeatilbn
of experiential learning was decree no. 538 dt Blarch 1993 pursuant to
the 1992 law on higher education. Said normative device introduced
important innovations offering the possibility for people with fiears’
work experience (backed by documentary evidence) relevanthéir
chosen course of studies to be exempted from some exams. What is
assessed is essentially vocational learninggtiogiis professionnéls

The 1993 decree was the first to feature the new figure ofutlye
(whereas in the 1985 decree the assessment panel was a pmalagogi
commission). Said body, which has the task of reaching a dedcisflon
regard to the assessment request, is appointed by the person in charge of the
course of studies and is made up of university professors arasgimfals;
the external members, the professionals, have a merely adyisomgr.

The decision of thevalidation jury, made up of the afore-mentioned
members, is transmitted (in the form of an opinion) toctingse of studies
jury that takes the final decision. The exams possibly recognizettei
form of an exemption, are valid after the candidate’'s eniainieto
university, i.e., after the course of studies jury has redeive opinion of
the validation jury and has confirmed it (hence the validgtiop, in the
1993 directory, has only an advisory and not a decisional power).

Within the framework of the 1992 law on higher education, tHe 25
March 1993 decree answered the political willingness to develop
continuous professional trainingthe objectives of which, at present,
prevail on those of lifelong training. This is achieved both by stimulating a
adult public to return to University, and by developing paths wdlias
increasingly connected with the labour market.

Therefore, the 1993 decree constitutes the first instance of emsexi
of the field of assessment of the university from the knovdealgguired
within the academia to competencies and knowledge developed on the
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workplace and through vocational training (Cherqui-Houot, 2003, pp. 19-
21).

The 2002 Social Modernisation Act introduced, along with the right t
validation of experiential learning, an individual right teelifng training,
transferable and collectively guaranteed.

Subsequently, in September 2003, all national and cross-industry level
employer and worker organisations signed a national cross-sectoral
agreement. Thus, the previou8 Quly 1970 agreement was renewed and
the Individual Right to Training — DIF (Droit Individuel & la Ruation)
was introduced with the following objectives:

* developing the level of qualification and employability of the
workers;

e encouraging employment;

e encouraging social mobility.

5. TheValidation des acquis de I'expérienceVAE: the 2002 decree

The 2002 decree removed the last obstacle to experientidiicatidn,
making it possible to grant full degrees through the validation of
experience, the latter definition including also voluntary (henceidhp
activities or the activities of militancy in a union or an assaiaprovided
that said activities have a direct relationship with the &tive content of
the course of studies requiring validation. The duration of tiperesnce
required has been reduced from 5 years to 3. The 2002 decree abrogates the
1993 decree.

What follows is the introduction of a third set of requirememts f
accessing professional qualifications or education: in addibtidhet initial
training and vocational paths, and those relating to apprenticeshgs
experience path is also recognized.

The members of the validation jury are appointed by the person in
charge of the course of studies object of the validation redamsthe
strength of their competencies, abilities and qualificationsnaaidtaining
an equal gender balance”. The jury is made up “for the mostagbart
teachers/academics, but also of professionals whose mavityacs
entirely unrelated to university teaching and whose competeneesualn
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as to enable them to ‘recognize a value’ apprécierthe nature of the
learning gained, especially professional”’. Furthermore, thdatain jury
takes on a decisional role, deliberating on the awarding and the exteinsion o
the validation. By means of a deliberation the validation jurytifies the
knowledge and abilities it deems have been acquired by thedetsmdbaid
individual right to validation is exercised in the framework ofaidation

of experience leayeallowing the worker to obtain an authorisation to leave
work for a maximum period of 24 hours (or three consecutive working
days). The authorized bodies, the inter-professional funds anesteal
with financing the validation procedure and paying the candidaiegdur
his/her absence.

With the introduction of VAE the legislator also pursues the objective of
reforming the certification system, with the aim of nmakiit more
transparent and coherent. Therefore, the 2002 Social ModernisatitedAc
to the establishment of the National Vocational CertificaG@mmmission
(CNCP) charged with conceiving a National Register of Vooati
Qualifications (RNCP).

Within the context of the 2002 decree it is the candidate’s iexpied
learning @cquis de I'expériengehat is the object of academic assessment,
without the legislator having provided any definition atquis de
I'expérience Whereas article 134 of the Modernisation Act reads as
follows “for the purposes of such validation, all professionalsskhat
have been acquired in performing a salaried, non-salaried or valuntee
activity, in direct relationship to the contents of the gidgrioma or title,
are taken into account”.

1) The stages of the Validation des acquis de I'expérience process

The dispositions regulating higher education specificallytlaeeSocial
Modernisation Act of 1% January 2002 (in particular articles L. 616 — 3
and L. 613 — 4, of the Code of Education) and the decree no. 2002 — 590 of
24" April 2002.

In compliance with the 2002 decree, the experiential leanatidation
path, the inherent procedures, the guidance procedures, right up to the
interview with the jury are all responsibility of the cBitig body,
however, for each validation procedure five main steps can be identified:

 information about the process of VAE;
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 the reception and counselling by means of the individual interview,
during which a first definition of the formative project is provided,;

 the admissibility procedure;

e accompanying the candidate in preparing the dossier;

» submission to the jury and total or partial validation.

2) The information

The person requesting information on tWalidation des acquis de
I'expérienceof experiential learning — VAE can request it from the various
bodies of information and orientation:

Moreover, anybody can request information from the Points Relais
Conseil (PRC). Points Relais Conseil is a network of bodas
information, reception and advice about VAE, established after 2002. The
mission of the PRC network is to facilitate the accedbé¢Validation des
acquis de I'expériencén these centres it is possible to receive advice from
aconseillerVAE.

3) The individual interview and the choice of the validation path

The individual interview éntretien individuglis a very important and
delicate stage, because it is during this phase that theat@tidpath
(VAPP or VAE) and the type of certification requested are idedtifThus,
to orientate him/herself the adult can rely both on his/hpalitity of
positioning his/her own experience, abilities, competencies and kigsyle
and on theonséillets advice

In order to understand the extent of the complexity of finding one’s
bearings amidst the vastness of the available cetidfita it must be
remembered that the certifications amount to 15,000, 11,000 of which
pertaining to higher education.

4) The admissibility procedure

The adult wishing to see his/her experiential learning vigdlaubmits
an application to the selected institution for the targetedfication: the
“admissibility application” demande de recevabiljté For this reason,
he/she submits a dossier called candidature DossielLiaet de
recevabilité.
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The “admissibility decision”, taken by the person responsiblehef t
course of studies is communicated to the candidate, who at this adtent
having enrolled in university, can submit an “application fordatlon”
accompanied by a “VAE dossier”.

The conditions for admissibility are two:

e the candidate has to justify an accumulated (paid, unpaid or
voluntary) working experience of at least three years;

e said experience must be directly connected with the contents (in
terms of knowledge and skills) contained in the curriculunhefacademic
title in question.

The admissibility decision, taken by the person responsible ef th
university course of studies, has only the effect of autimgrigie candidate
to proceed with the validation procedure; it does not entail aggigiion
of the success or the extension of the validation, a decisionathainty be
taken by the validation jury.

The admission application is examined for a maximum of two months
from the date of submission. Silence should be interpreted as an
unfavourable decision.

5) Accompanying the candidate in preparing the dossier

The construction of the dossier requires an accompaniment from the
university, in the guise of individual discussions, collectiveetings,
pedagogical workshops, etc. The decree has not set the duiatitre f
accompaniment path, but on average it lasts 24 hours. In fact, it is
important to remember that the worker has the legal righieokfiting
from a paid leave from work for a total of 24 hours (leave tfue
Validation des acquis de I'expérienc¥ AE).

A dossier prepared by the candidate, possibly enriched with
documentary evidence concerning formative activities previocatyied
out is the starting point for the jury’s assessment of the knoelagl
abilities that the candidate maintains he/she has acquitesl:dossier
submitted by the candidate must clarify, with reference to the acad#enic ti
(diplémg the knowledge, competencies and aptitudes that he/she has
acquired through experience. It includes the documents accountisgido
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experience and the duration of the various activities that ihadesible to
acquire said experience, as well as, if relevant, the icatéf
corresponding to the training received and the previously obtaithesl"ti
(article 4 — decree 2002 — 590).

The dossier is based on a “declarative principteintipe declaratif:
the candidate declares what knowledge/competencies he/she vasbee
validated with regard to the title requested. The jury, on tisés lud the
dossier, assesses the “knowledge and aptitudes that he/shedlexlaave
acquired”, omitting, as previously observed, the assessment of
competencies, the latter being a field that higher education sets adiue for
assessmern the workplace.

The dossier is made up of at least three phlwtet):

1) The first part, or admissibility dossier, concerns the appicain
this part the candidate illustrates the motivations to resca VAE
procedure; he/she synthetically describes his/her traininy, pat
professional trajectory, voluntary activities relating toe th
qualification requested. Above all, in this first document, the
candidate must prove to possess the minimum requirement of three
years professional or voluntary activity with regard to thke ti
requested. Moreover, starting from this first document it isgsecy
to produce documentary evidence of the accuracy of his/her
statements: certificates from the employer or the persoharge of
the voluntary activity; pay slips, contracts and job desoript etc.
During this phase, theonseiller must ensure that the candidate
meets the criterion of three years seniority in the profedsiamna
voluntary activity described.

2) Thelivret 2 concerns the experience; in this part, only after having
been notified of the positive outcome of the admissibility procedure
the candidate starts to develop the second part of the dodsieln, w
will feature the main activities and tasks carried out in coiimre
with the academic title required and the competencies reltore
carry out said activities. Said contextualized descriptionthef
activities carried out must prove that the candidate possdkee
competencies required to practise said duties. In this document the
accuracy and the exhaustiveness of the information supplied are
crucial.
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3) The livret 3, optional, contains complementary information: the
candidate can enclose his/her own personal and professional CV,
with the aim of providing further elements for the understanding of
the experiential path.

Each university chooses what form of dossier to adopt, in particular with
regard to the seconlivret: a portfolio, a synthesis of learning, a sheet
detailing learning acquired in connection with the professiawatities,
using or not instruments of biographical writing, etc.

6) Submission to the jury and total or partial validation

The validation jury examines the dossier and the documents it cantain
The jury must be made up of a majority of teachers/acadeanidsof
individuals whose main activity is a profession unrelated tohiag and
who possess the necessary competence to assess the naterkeafihg
submitted by the candidate, in particular learning connectedhéo t
profession. The members of the jury are appointed by the faculty dea
according to their competencies, aptitudes and qualifications. Thejusty
have an equal representation of men and women.

Furthermore, it must be borne in mind that the legislator hagnfmt
practice the ethical principle whereby the professionals arhkomembers
of the jury and belong to the company where the candidate is exdploy
cannot take part in decisions concerning a candidate/emplogeerding
to the same principle, also tlenseilleris excluded from the validation
jury.

The professional who is a member of the jury must be informekeof
content of the academic title in question and must masteethaigue of
deduction of the knowledge and competencies assembled by the candidate
starting from the activities described.

To that end, the ministry of education organizes training aetvibr
the persons carrying out the validation, usually lasting a day.

The jury reaches a final decision following the analysis of theielos
and the interview with the candidate. In some cases, theguryequest to
observe the candidate as he/she carries out his/her poofasduties, in a
real or simulated professional context (obviously, this is nfreguent in
connection with higher education titles of a professional naturditteg
and less frequent for the academic titles, di@déme$. Furthermore, the
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jury determines, in case of partial validation, the lacking kedge and
skills for which the candidate might go through a complenngrtaeck up.
In this instance no time limit is established to recognaid &nowledge
and skills and obtain the total validation.

In short, the jury can take one of the following decisions:

« complete validation: the candidate is awarded the academic title;

e partial validation: the candidate must complete his/her learning
following the prescriptions given by the jury (exams or
supplementary professional or personal experiences);

» refusal: the candidate is notified of the decision.

6. A case study: the procedure of validation and recognitionfrior
learning at the University of Paris Ill - Sorbonne Nouvelle

In the website of the university, continuous training is desdrdseone
of the fundamental missions of the university: the Paris 3 idianis
Training Office - FCP3 is the structure appointed to rectéieereturn to
study applications on behalf of adults, who have different donditand
motivations (unemployed; employees; temporary workers; workers
undergoing job retraining; etc.). Companies or civil service @s®
interlocutors of the FCP3 Office, within the framework of coapiee
training actions.

The FCP3 service also works as an educational unit, setting up
professional training activities, with timetables tailored to triiee needs of
the individual or institutional request (full time, part time, saictiw
courses). Moreover, certificates recognized at nationall, l@aeademic
certificates, or certificates of other training agencies, laceissued.

Hence, Paris lll offers two channels for lifelong learnitg first is the
Resumption of studies channel, and the second is the VAPP — VAE
channel. In both cases, the FCP3 Office’s role is that ofomghg; of
advising; of guiding and of providing individual guidance, by guidiaghe
applicant in the construction of a return to studies project.

The first Resumption of studies channel provides training raguhi a
gualification; adipléme d’université- DU or a State-recognized diploma,
in the Licence — Master — Doctordtamework. In this case it is possible to
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contact the FCP3 Office by sending a pre-dossier REVA (selwsed
documents) where one’s own educational and professional path and
professional project are described. Following this initiahtact, the
applicant receives an initial guidance. The intake of studamaging in
lifelong training tallies approximately 1,700 enroled students a year.

As far as the public involved with the VAE and VAPP proceduses i
concerned, the following table (3.1) shows the trend of the apiplis and
of the validations obtained for each device.

As can be deduced, the number of validations for accessing utyiversi
courses l{icence or Master i.e., the VAPP — Validation of Professional
and Personal Learning, procedure, is much higher than the number of
validations directed towards the obtainment of a certificatien, VAE —
Validation of Experiential Learning.

This confirms the national tendencies whereby in 2006, for VARP, t
validations (in accordance with the 1985 decree), amounted to 11,630 at
national level, in higher education, whereas for VAE, the viida of
experiential learning amounted to 3,705, of which 1,778 represented
certificates awarded in their totality and the remaining 1,@dresented
partial validations (Source: Ministry of National Education — DEPP

In the case of the data pertaining the REVA Office, a drolidations
can be observed over the years, which is due to the decreasarafidi
and human resources available.

The objective of the guidance path set up by the Paris IlI/REXfice
is to enable each student to define and submit a project of tiathidaf
competencies or resumption of studies, coherent with the profesaiwhal
personal experience gained and with the formative offetimgisit Paris
lll. The guidance to the Validation of Professional and ¢texsLearning —
VAPP, is made up of one-to-one meetings, an informative grougngeet
and three group workshops: a workshop on the professional praject;
workshop to review the path; a methodological workshop for the
verification and admissibility of the validation projethe workshops last
2-3 hours and involve 4 people on average.

The candidates for the validation of professional and personal learning
VAPP are adults over the age of 20 who have interrupted studies for at least
2 years. As has already been mentioned, in this case the ioalidatves
the purpose of allowing the candidates to gain accesspec#is level of
university education and consists in an exemption from some exams.
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The Social Modernisation Act (2002) allows the candidate to eamjoy
24-hour leave from work for the validation of experiential learninghe
same calendar year only one request can be submitted in onesiyifar
the same training, while up to three requests can be madederdifferent
titles. The procedure followed by the Bureau REVA can be sdimsdaas
follows:
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Tab. 1 — Number of candidatures and validationgiedrout, years 2002-2006

VAPP 1985 decree VAE 2002 law
Year Requests| Dossiers | VAPP and | Dossiers | Validations | Dossiers Partial Validations VAE
submitted | submitted VAE submitted| for access | submitted| validations of the entire total
Dossiers issued issued title
validated
(A+C) (B+D+E) (A) (B) © (D) (E) (D+E)
2002 1000 466 402 354 290 112 110 2 112
2003 806 527 440 441 377 86 59 4 63
2004 1004 513 400 407 328 106 58 14 72
2005 1112 510 395 383 319 127 43 33 76
2006 1000 590 336 412 298 178 19 19 38

Source: REVA Office — Paris Il

Tab. 2 — VAPP and VAE validation procedure at Pdtis

| Request of information on the VAE —
VAPP procedure

>>>
Informative meeting on the courses of stug

>>>

Definition of the project in a workshop
>>>

Guidance for drafting the | dossier for the
validation 85 and pre-validation 2002

Awarding of the degree

>>>
Authorization to access a certification VAPP Pedagogical Commission Decides the admissibility
and exemption of some credits (VAPP >>> of the VAE 2002 request
85) >>>
>>>
Enrolment at university Dossier rejected Enrolment at university
>>> >>> >>>
Continuation of lifelong learning studieg Exit from the validation path VAE 2002 Dossier and REVA guidance
>>> >>>
Degree Jury 2002 VAE Jury
>>> >>>

Envisagement of supplements to lifelon
learning

Degree awarded

Or

J

2002 VAE Jury

Source: Agnes Veilhan, Bureau REVA — FCP3, Sorbbluuwelle.
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The recognition and validation of vocational
and experiential competencies in Spain.

Viviana Colapietr8*

1. The context

Knowing and investigating what in the European esnthas long been
consolidated to the extent of being able to spddkignificant experiences” to
be held as model both from the normative point oéwv and the
methodological instrumental point of view, can examt a political phase of a
possible transferability of shared strategies. Thigiective criteria of
recognition certification andvalidation of (non formal and informal) learning
that support it and enable adults to request thenthé¢ formal system of
university education, constitute an investment ipetny that could render
Europe more competitive and dynamic. Investing kpeeiential learning
gained from the profession and life in general espnts a challenge between
the formative institutions and the labour markeheTeffort of defining the
issue of certification of competencies in ordestimulate the mobility of study
and work starting from the mutual recognition besw¢he Member States (EC
directive 89/48) goes as far back as 1989.

Taking as a given the European normative framewaorkts historical
distribution in support of the experiments that dndullowed one another, |
intend to examine in particular the key peculiagtiof Spain and of a few

% Member of the PRIN 2007 working group establistgdthe chair of Adult Education,
Professor Alberici, Roma Tre University, institutiin charge of the proje&he validation of
professional and experiential competencies in&dullling to be (re)integrated in university, in
a lifelong learning perspective.
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Autonomous Communities (Canary Islands) whose ppifofect appears fairly
significant, as far as the methodology and presientaf the instruments are
concerned.

The recognition, certification and validation regyifirst of all, a reflection
concerning thetransparencyof the certification; the comparability of the
methodologies and the compatibility of the instraisethe accumulation and
the transferability of the qualifications or, atyarate, of learning acquired
through the formal and informal systems. All the»ad make it necessary to
reflect on:

» the formative nature of the experience and, suleglyy on a more
complex and comprehensive vision of learning cargid informal and
non-formal, which acquires the same dignity of fakhearning;

» the formative nature of the orientation and thepsuip

» the choice of instruments and a new vision of #seasment process;

» the need to define new professional profiles agdrés to act as interface
between the workplace and the university professan institutions;

 the political, normative and managerial responisjbdt more levels, from
national to institutional, which represents theesscand delivery key of the
entire process.

In our opinion, to make sense of the itinerary addpy many EC States on
the recognition, certification and validation of pexiential and vocational
learning of adults going back to the university eational system or who
request the university to recognise their learnirigp a title, it is necessary to
understand the structure supporting the politicalltural and institutional
system of a State.

In the case of Spain and the Autonomous Communitiesional and
regional plans govern, based on European commupiinciples, the
architecture of the system of validation of competes acquired by adults in
non-formal and informal contexts.

The clarity onwhy validate on the individual responsibility of the
validation request, on thénstitutional responsibilityfor recognition and
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certification, on thetransparencyand objectivity of the process, on the
legitimisation and marketability in the social and professional-vocational
tissue, on thehoiceof the instruments for the recognition and cexdifion, all
represent the tissue, the texture, with their dyinaamticulation, of a system
integrated between school, university, professianaining and the labour
market.

The social partners, in fact, play a fundamenti o the development of a
policy for life-long training, acting as interfadetween the different sectors
involved in recognising and granting a compatipilialso to individual
experiential routes, to all learning acquired alsoan informal or formal
context.

The acquisition and use of common principles t@atiepted has the result
of guaranteeing quality control, especially in tmice of methods and in the
transferability of the models (see Copenhagen Datitan).

In setting the national directives for each MemiS¢ate, the EU grants
autonomy to the legislative reference frameworks,isathe case in Spain,
concerning the emerging policies flifelong learning The “Education and
Training 2010” programme led the Barcelona Europgéanncil (2002) to state
that the thematidocus consists chiefly in the improvement of tlygality
standards which in the adult subject appear very diverdifend complex
because the systems of non-formal and informalniegrwithin which the
subjects gain their experiences are as diversdiwtlas complex. To sum up,
there are an experience, a competence, and arsicguto be legitimized and
they in turn legitimize an adult subject in the o of his/her professional
marketability within the labour market.

1.1. The policy of lifelong learning

In Spain the policy of lifelong training plays owts it should, on several
fronts. The active labour policies represent theafgoint of the policy; the
1994 Labour Market Reform and the ensuing intradoctof a greater
flexibility in the “labour pacts” between the ingsted parties and the 1995
Royal Decree concerning the Workers’ Statute, wisiav the introduction of
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the “professional groups” classification replacitigg previous “categories”,
have sanctioned a greater freedom of action betweepartners undersigning
a labour relationship (see box 1).

Freedom of action, in other words, indicates tha flexibility of an
individual's training is matched by the flexibiligf the labour market and this
reciprocity overcomes the issue of the rigidity amfademic titles (which is,
alas, still a problem in Italy).

Box 1- Preliminary laws for the validation of non-fortaarning and their partial
or total recognition of titles

1990- Organic Law 1/1990 of Octobef3-The General Law on the Education System:

e Structures the educational system in accordandethét objective that all adult subjects can acquire
and make relevant their basic training and acdesseparate levels of the educational system;

¢ provided that the educational administrations picially carry out tests for the obtainment of
academic titles;

¢ guaranteed that over a 5-year period said adnatiistis continued to make available special tests fo
the obtainment of the school qualification, witle #im of allowing access to the school cycle giving
the same professional value to the title of schigudbma gained during the school-leaving
examination (comma Il1);

e provided for the organization of tests for aduttiiiduals to obtain professional vocational tit{est.
53.4)

1991- Royal decree 986/1991 of"1dune(modified and completed by tiReal decretd 73/19980f 16"

February) — Approval of the calendar of the new legislation ofthe education system:

¢ determines that out-of-school learning tests vélidoiministered for the obtainment of the title of
Assistant Technician up to academic year 2001-280216.2);

¢ provides that the educational Administrations caganize tests for the obtainment of the title of
Technician and senior Technician, respectivelyeutide conditions and requirements determined
(point 5);

» replaces the pre-existing regulations on “Out-dfi@®# Education Assessment Tests” in order to
obtain the title of “Assistant Technician’€y General de Educacion de 19;78s well as for the
“Open Tests” to obtain the Title of “Professiona&chnician” regulated by tHE970 Law

1994 — Labour Market Reform

¢ proposed measures introducing greater flexibitityhie context of collective agreements, fosterirgy 1
mobility of workers, enabling the termination ofntacts for economic reasons and lifting importarjt
restrictions on part-time contracts.

1995 —Royal Decree 1/1996n theWorkers’ Statute

» regulates Spanish industrial relations.

1999 —Lawon theEducation System

» regulates initial Training

« transforms a traditional training system into aeyscertifying competencies, with the involvement
of the social partners (especially companies) fmdend plan training needs.

2003- Royal Decree 1046/2003Regulation of the sub-system of Continuing Training

» states that the companies who pay the Social $geaemtributions, and hence the set rate for
vocational training, have a credit for continuinaiing, which is greater for the smaller companies
(less than 5 workers).

« orders the activation, for workers, of special pamgmes concerning training in the transversal
competencies, common to more sectors of the prigfuséctor.
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I will now move on to retrace the cultural and podil course of the training
system in Spain from the 1990s up to 2002, yearchvicoincided with the
emergence of a new set-up for vocational trainingl dhe system of
gualifications that, in some ways, has been evgivin the present day
(Organic Law of 2006) including, gradually, pilotxperiences on the
recognition, certification and validation of théearning acquired in
extracurricular contexts, for example the expemsnthat took place in some
Autonomous CommunitiesCommunidades Autonoma807) (see boxes no.1-
3-11).

The new Programme of Vocational Training (1998-2062nade up of the
following three sub-systems:

* initial training (Formacion Profesional Reglada F.P)R.
» occupational trainingHormacion Profesional Ocupacional F.P)O.
 continuing training Formacion Profesional Continua F.P)C.

Regulated by the 1999 Law on the Education Systsse pox 1) initial
training shares its institutional responsibilitythviall the institutions that are
part of the national and regional education systfhnat is interesting for our
study is the fact of knowing that F.P.R. (initia$) accessible to all adults
wishing to obtain a study title in the field of ¢mming training, i.e., for their
entire lifespan. It is worth highlighting the quative change that the above-
mentioned Law has produced by transforming a moiless standardised and
traditional training system into an open systematdg of certifying vocational
competencies, according to the profiles requiredthsy social partners in
consultation: companies, industrial branches, imoad, the socio-economical
arena.

To make all this possible it is necessary, at titsat, to have a clear idea of
the instruments and methodologies according to lwtfie training needs and
the constantly evolving requests of the marketideatified, with the aim of
renewing the market itself.
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Box 2-The training system in Spain

Initial vocational training (FPR)

Objective: preparing young people for the labour market

¢ Is aresponsibility of the Institutions of the el and regional education system;
« Was traditionally a responsibility of the Ministo§ Education and Culture (MEC);
* Isregulated by th#999 Law on the education system.

Occupational vocational training (FPO)

Objective: facilitating the integration and re-integrationjatb-seekers by qualifying

them

¢ the administration is entrusted to the Nationalitute of EmploymentINEM )
responsible for the preparation of the differeairting programmes and point of
reference for a network of national training cesitre

« Traditionally it was referred to the Ministry of Bloyment and Social Affairs.

« Isregulated by thRoyal Decree 6310of May'% 1993governing the Programme fo
National Vocational Training and the Programme\ocational IntegrationRlan
de Formation e Incercion Profesional — Plan 1P

Continuing vocational training (FPC)

Objective: promoting continuing training as a strategic instemt to increase the
competitiveness of companies and human resources

« Is aresponsibility of the social partners actingonsultation with INEM

¢ Isregulated by agreements and protocols (see box 6

It is easy to understand the importance of a ctetsmh between the
partners through vertical planning (entrepreneusiattor, industries...) and
horizontal planning (territorial fields). The presyp identified is undoubtedly a
significant step forward, not only towards certfion, but also towards the
rationalisation of economic (but not exclusively) sesources. The active
policy for occupation is represented in fact, bygwational training (F.P.O.)
the objective of which is facilitating the integmat or reintegration of those
adults requiring a “reinforcement” of competencesquired previously in
other non formal and informal contexts and documgrity the System of
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Certification of Vocational Competencies. The SphAnNational Institute of
Employment (INEM) is regulated by Royal Decree @8May 3°, 1993 (see
box 4) concerning the Programme of Vocational Tingjrand the Employment
Training and Integration PlarPlan de Formacion e Insercion Profesional,
PLAN/FIP).

Box 3-The laws on the accreditation of competencies ot#rgral administration of
the spanish state

2002- Organic law 5/2002 of June £®n qualifications and vocational trainingey de
cualificaciones y formacién profesional

Follows the directives of the National Vocationahifiing Programme, approved by the
Government during 1998-2002;

Its objective is creating ldational System of Qualifications and Vocational Taining
(SNCFP) allowing not only to integrate the threfexsf of vocational training taking place in
Spain (initial, continuing and occupational);

SNCFP defines the “Units of competence” and theck$ of competence”;

Supports learning acquired in an informal way tiglowork experience;

Sets two instruments that are essential for thieaement of the proposed materials: the
National Catalogue of Professional Qualificationsvhich will list professional qualifications
of the Spanish productive system according to gipgapriate competencies for the
professional exercise and a process or devicérecognition, assessment, accreditation 3
registration of professional qualifications;

Defines qualifications as a body of professionahpetencies essential for the profession an
the competencies are, in turn, defined as a bo#tpa@ivledge and skills consenting to carry
out a profession conforming to the needs of pradoand labour.

2006- Organic law 2/2006 of May3on Education (LOE)/
(Ley Organica de Educacian)

Sets tests that individuals of specific ages caess; if they are approved, to obtain speci
credits or titles;

Avails itself of the special collaboration, in thield of adult training, of the Labou
Administration, as well as of the local corporaticend the different social subjects, whig
entails an appreciation of learning acquired with4academic means;

States clearly that adult individuals can achidertlearning by means of teaching activitie
regulated and not, and by means of experience, wosocial activities; thus, a link will have
to be established between the two routes and mesagar validation of the two types o
learning acquired will be adopted (Art. 66,4);

Poses a significant insistence on the need to rebe@nd validate not only learning acquireg
through work experience but also through experigmtsocial activities.

nd

"

C

=
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Box 4 - INEM
INEM
Spanish National Institute of
Employment
% reg. dec. 631 of May,199: /
=
= =
Handle? | Has created the
occupational . List of
training Is responsible of Is the reference Clertificates of
the various point for a -
training network of Occupational
programme national Centre Comnetencic

Adults over 45 who have difficulties finding occtijpa in the labour
market can rely upon Training Centres, equippet waiaft workshops, and job
placement programmes. The agreement with the Mynigt Employment and
Social Affairs is sanctioned every three years alsth the Autonomous
Communities, which have the responsibility of mangdraining.

Upon shifting the focus of attention from the itigion responsible to the
subject/object of the action we notice that botBjrain and in the Autonomous
Communities it is very important to recognise thestng individual potential
for the assessment and validation of learning, andaid process, experience,
as we will demonstrate further on, has a consideliafportance.
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All the formative actions carried out by companitade unions, business
organisations and workers themselves convergentinzong training.

Box 5- Decrees bound directly to the recognition and \aiion of non-formal and
informal learning

2007 — Royal decre@®42/20030f July 18"

« determines the basic conditions that the examgherattainment of the titles “Técnico y Técnigo
Superior de

* Formacion Profesional Especifica” should fulfil;

¢ includes the assessment and accreditation of tlhapational competencies acquired through wark
experience or the non-formal training route;

¢ the above-mentioned process takes place in coasioler of the corresponding professional
qualifications included in the “Catalogo Nacional @ualificaciones Profesionales”;

» until the corresponding occupational qualificatfonsuch competencies is included in the Catalogue

- Royal Decree 1128/200% September 4':
¢ regulates the National Catalogue of CualificacioResfesionales, which has among its purposes that o
facilitating training during an individual's lifegm through the accreditation and accumulation |of
professional competencies acquired in differentt@ds and that of assessing, recognizing gnd
accrediting professional competencies acquiredutitravork experiencer a non-formal training route.

2004 —Royal Decree 362/2004f 5" March:
» establishes the general organization of specificational training. The new organization of V|
specifies and does not modify its basic structse for LOGSE and which LOCE has kept) which|it
follows arranging in medium and upper-degree trgjntycles, but it revisits and makes relevant the
titles by regrouping them in vocational familieskieeping with what set by the Catalogue.

2005 —Royal Decree 1416/ 2008 November 24':

» regulates th€atalogo Nacional deCualificaciones

« sets (in a single article) that the Catalogue rbestised by the reference person to assess andliac¢re
vocational competencies acquired through experience

- Royal Decree 1558/200& December 23

« governs the basic requirements for thiegrated Centres for Vocational TrainingThe centres impart
the training offers of the traditionally denomirgte@nitial, occupational and continuing vocational
training. One of the objectives of the centres, gnothers, is contributing to the assessment and
accreditation of vocational competencies acquingdndividuals through work experience and a non-
formal route of training and to achieve the officéecreditation of said competencies, once the rlle
regulating the procedure of assessing and acargdibmpetencies is developed.
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It is based on different “agreements and protoc(de® box 6) which have
as common denominator/objective promoting contiguinaining as a strategy
or, better still, as a strategic instrument to éase competitiveness between
companies, and to improve and increase the workinifity of the single
working subjects.

Box 6-Agreements and protocols on continuing training

1984 Economic and Social Agreememthich recognizes the need to link training and petion;

1996 Basic Agreement on Vocational Training Policy

¢ signed by the Spanish government and the sociaigrar

» highlights the need to strengthen functional retaiconcerning the future National System for
Qualifications and the System of Vocational Quedifions

» requires the standardisation of the training cufaioffered on the basis of the national systerintpo
to a series of transversal measures interwovenlimits of action set for each of the training
subsystems.

National Agreement on Continuing TrainindANFC) allowing the system to be equipped wittaficial

resources at the disposal of companies and workers;

1992 Protocal

« signed by bodies representing the Spanish indastithe trade unions

» created the Foundation for Continuing Vocationaifing (FORCEM) a non-profit organization
charged with the management, the monitoring andetttenical control of the training initiatives
destined to workers;

1996 Protocal

» represents the consolidation of the commitmenhefentrepreneurial and trade union organizations.

2000 Protocal

» creates a new Tripartite Foundation between govemncompanies, trade unions and non-profit
organizations with the aim of improving the managatrmodel

¢ introduces training initiatives aimed at comparipsrating in the social sphere.
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The Programme for Continuing Training, the one tmed between 1998
and 2002, becomes a fundamental element of theersysif National
Qualifications (INCUAL) precisely through the céidation of competencies
acquired through the workplace. Thus INCUAL, teclahisupport instrument
of the General Council for Vocational Training, ides the qualifications in
terms of competence, defining at the same time rtiethodologies and
procedures for accreditation.

Box 7 — INCUAL

INCUAL
National Institute of Vocational
Qualifications
reg. dec. 375/1999 of" March

Q 7L
Progressivel .
Monitors integrates Y Monitors aﬂd
qualificatio , Accredits professional ;c\llss:esselst 9
ns and thei1 Defines qualification| | qualifications| | Nauona
aunlitinr qualification s Vocational
s Training
Programme
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Box 8 — The proposing bodies in the model of Alitaton of Competencies

CENTRATL GOVERIIMEINT
Eegulates the conditions for obtainment, issue and
standardisation of acadernic and o cational titles

(Spamish Constifution, art, 145130

15

Central Administration
Diefines the general directives and the basic requirernents
leading to the Integrated Sirstem of the different training
offers and of learming acguired thromgh different routes

\-D\O\ol—]

ocoﬂ

ERA 03 PROJECT

MINISTERIO DE
TRABAJO ¥ ASUNTOS
SOCIALES

MINISTERIO DE
EDUCATION Y
CIENCIA

AUTONOMOUS
COMMUNITIES

General Cowuncil of
Vocational Training
(CGFP)

Sudirection General de la.

fo parael
r.d. 2052007 March 33rd

INCUAL
Istiho Mazmonal de las
Cualificatione
Foyal Decres STHI000

Direccion General de
Education, Formacion
Profesional e Innovacion
educativa

T
Fapal Decres 15552004

Sudirection General de la
farmation profesional

Secretaria General de
Education

Defmes the differert foams of

1

+

Carries ot the accreditation and the
piofessional recognition

a5 of 2004 is divectlyunder the
antherity of

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.

CXIX




APPENDIX

Box

9— Principales and objectives of the Spanish legjish

LEY ORGANICA 5/2002
in the labour context

Promoting:

¢ The integration of the different
forms of acquisition of professional
competencies;

¢ the need to include learning
acquired through the work
experience within the acquisition of
competencies.

Creating:

« a National System for Professiong
Qualifications that allows training in
the individual's lifespancontinuous.

Disciplining:

e the system of reciprocity and th
system of validation between th
subsystems including the wor
experience.

Capitalising upon:

e the work experience and learning
even if the latter has been acquirg
through a non-formal route.

1"y

S -

LEY ORGANICA 2/2006
in the sociocultural and basic training fields:

Recognising and validating:

» learning acquired through social activities*.
*Note: The legislation of the Canarian Communi
recognizes and validates learning acquired throy
work and social experiences. Learning acqui
through social life transcends the strictly proiesal
context (it is not only the professional competeaci
but also the basic and general ones leading to
secondary school title for adults that are recogphiz

gh
ed

the

in the international field:

e transparency; facilitation and mobility of workerg
(who have to be competent, but also believe in
their competence).

By applying in full the Royal Decree 942 of Mardb0B, the ICCP answers
the needs of the Spanish Government, attestingrtfessional competencies
acquired in the tourism and catering sector, @irathe qualification of Food

The Organic Law 5/2002 of f9une gives birth to the National Catalogue
of Qualifications which sanctions the regulatiorigst® system of recognition
and certification of professional competencies aegluthrough non-formal
and informal training processes.
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While in Spain INCUAL is created, at the same tinmethe Autonomous
Communities (Canary Islands...) the Regional lowg of Professional
Qualifications under the authority of the Employm@ouncil are established,
exemplified by the case of the Canary Islands Wigeree 43/2003 of"7April
(See box 7) known as Canary Institute of ProfesdiQualifications (ICCP).

In said decree, what emerges in order of importgeectains to the field of
assessment and certification defining its methodscaiteria as well as the role
of experience in the construction and recognitioh tbe “block of
competencies” (art. 5).

Services Technician. The protagonists of the plapnround-table for
recognition, assessment and validation are ICCHegsors, government
members of the Council of Education and universityurers.

Box 10-The legislation on accreditation system in the Ggrisland

Legislation regulating the teaching aspect of Traiy in the Canary Islands (BOC, 1997)

79/1998 Decreen basic training curriculum for adults (BOC, 1998)

« specifies the objectives, the contents, the catefiassessment and the teaching methodology fthat
will lead to the certification of adults in Secomgl&ducation.

¢ Contains what must be taught (the education systetrglso what can be accredited.

* Incorporates in the curriculum thH&istema de Accreditacion de la FormaGi@AF (art. 11) a
proper didactic instrument that allows to assege®gnces and learning acquired outside formal
contexts and to obtain the title based on the \lidti&l Assessment of the Student) juridical text.

Law 13/2003 of April 4thon “Educacion y Formacién Permanente de Personas Adultade
Canarias’ (B.O.C. no. 79, April 25th):
* sets, in article 2, the principles of “EducaciéRgrmacion Permanente de Personas Adultas”.

Legislation for the creation of accreditation systes for 2007 in the field of professional training
(BOC, 2007)

Legislation for the creation of accreditation systes for 2008 in the field of professional training
(BOC, 2008)

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
CXXI



APPENDIX

1.2. The certification and validation of informahd non-formal learning
between epistemology and legislation

The Spanish model places itself critically compatedthe French and
English models, despite agreeing on the basic ipienof accrediting all that
has been learnt in informal and non-formal contektsodel is always born of
a principle, from theoretical premises which terd gut what has been
postulated into practice. Therefore the questionwisat are knowledge and
competence? And how and with what instrumentspedtsible to assess them?
For France, in contrast with what happens in Ergyldnis not sufficient to
guantitatively “add” the different types of knowtg acquired; additional
quantification is replaced by the subject and leis/bapacity to learn and
construct competencies. Other variables to considerhence the different
preconditions according to which the “formative Wdsr involved” are
articulated: academia and the labour market, witbmitting the subject in the
valorisation of his latent potential.

In our opinion, what is important is to considee tstarting point, which
constitutes the support during the whole path, aighe completion of the
implied epistemology.

In other words, what is the academic model of smeand experience in
Spain?

Von Humbolt’s university model is based on the peenthat science has an
inclusive relation which entails that it can only ttealt with collectively. In the
production of knowledge, everybody depends fromngwady else, the
students from the professors and vice versawkite not so, science could not
be produced. The dialogic and shared solitudetfiébsacademic didactic space
(Frahwald, 2003) and punctuates the relational triaudestts-knowledge-
teachers.

Experience has been put forward ever since Plahois, determining a
division between motivation to learn and learnimgper, which continues to
this day. We have to go back to the concept of aggolof knowledge
(Boaventura do Santos, 2003) whereby knowledgenigcheed with many
elements drawn from human experience: emotionitiotl common sense,
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symbolism, meaning of life, in a word, the complgxbf learning in every
field it might take place and from every field itght be deduced.

Philosophical studies on the experience (Melichyd@aa, Larrose) link the
latter to the sense, to the meaning of the evéhéerahan to the transformation
produced by the event. The experience-sense cotitrinenables to express
new views, neither better nor worse, concerning ftrenative value of the
experience, which enable the dynamic processeshef theory-practice
relationship. The dignity bestowed upon the exmpegeis that of giving
meaning to things, to doing things, to saying thiragdignity that the academic
world plans to finally recognise. We must considew much space the
validation systems give to the experience seencgsigition and exercise of
sense and how much space they give to transformatithe field of market
policy. However, it must be said that in Europe skistems of validation tie the
experience to the acquisition of knowledge and @tewcies and, in some
cases, of skills and it must also be said thatattedemic world, especially
ours, which is also supported by an ad hoc polamntinues to be very
suspicious and fearful in this regard.

Experience can be seen as an attractive stratgigg tio tie, and in some
European countries succeeding in doing so, the eamdigd world to the
production world.

After all, in our opinion, the competencies thatnypadults wish to see
validated are the expression of a complexity irdtmt between actions in
situations (study, work, voluntary experiencesgbéphies of the subjects (life
experiences) and work-related communication anébksation.

As of 2006, the Lisbon Agenda is considered in memyntries, including
Spain, an indicator of the policy on education &rathing that will have to, in
2010, lead EC Countries to draw up a work prograrfwndifelong learning
developing tactical and strategic elements, normateferences and national
action plans.

There is a twofold approach to the problem: theeecauntries that place a
greater emphasis on the social and political dim@nsnoving towards an
economy of knowledge, i.e., towards the capitabsaand marketability of
ascertained and validated accreditations (from whatemerged up to now we
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are thinking of including also Spain among thedidttivhereas others continue
to place emphasis on the society of knowledge, dgmneater value on formal
learning.

In Spain, article 3 of Organic Law 5/2002 of".8une on qualifications and
vocational training expresses the need to recogaiseredit, and certify the
results of learning irrespectively from when, whared how they have been
achieved.

The project of validation, recognition and certifion of vocational
competencies (Project ERA 03, 2003) sets up aatidid process born in the
professional context but applicable to all conteattvarious formative levels.
What France (Modernisation Law of W Zanuary 2002) has done for the
validation of traineeships encompasses the commfepkemption from some
training periods. With the ERA 03 Project Spaintlyamoves closer towards
the French experience, while simultaneously movaway from it. The
continuity line with the French experience is tlaetfthat also in Spain the
validation of “traineeships” learnt through expete does not have as sole
guiding principle the validation of the training d®. In this sense, in Spain an
individual will be able to obtain also the full mgnition of a vocational
gualification through the validation process, tlmy&rcoming the concept of
validation seen as validation of formative creditsexemption from academic
requirements. Instead, the bordering and dividing between the two models
is the fact that in Spain the validation of nonafiat and informal learning does
not lead to a “university title” but is limited tthe field of professional
gualifications and, in the case of partial recdagnit the path reaches its
completion following the formative model prescribed

Is there a conflict between theoretical knowledgd practical knowledge?
And, by virtue of the principle of lifelong learrgncan the conflict between the
recognition, certification and validation of norrfical and informal learning be
solved? Experience and experiential knowledge nhestce be re-valued,
because an individual's development cannot be ghuggrording to the
amount of knowledge acquired and the progressiam flknowledge to
knowledge.
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In Spain, recognising experience means legitimisiman-formal and
informal learning regardless of where and how & baen acquired.

In Spain the recognition, certification and validatof experiences has met
some resistance especially from the academic wortdyreover, the
establishment of “new commissions” (with figureslsuas the assessors of
paths) the recognition of traineeships, the ortens#gguides, and so on, have
different functions from the academic function ea¢hing and hence open up
to new professional figures, to new profiles tadieéermined.

In the context of the worlds of labour, enterpripepduction in general,
partnering the prescribed institutions awardiniggiof education and training,
has an interesting consequence, i.e., it incretmegolitical, economic, and
social power. The priority of the entreprises,, igé.the world of production, is
the “yield of the product” rather than the “qualif/the process”. The political
discourse on validation tends to highlight the im@oce of competencies
acquired in informal and non-formal contexts rathiban education and
academic training; it paves the way for a univgrséform centred on the
individual/skills/competencies/productivity relatghip. Therefore, we can
state that in Spain (Organic Laws of 2002 and 2@®&Qgreatest consensus has
been between the production and the civil socisith increasing platforms of
many adult citizens requiring a place within therent validation system.
However, we must refrain from making the mistakearfisidering validation a
gift; it needs regulating principles, instrumentsl rocedures; what regulates
Spain as to the most recent laws on the recognitientification and validation
of vocational experiences is constituted by théiriton between the Central
Administration and the regional one of the AutonosoCommunities
(CC.AA).

As far as the Central Administration of the Statedncerned, the greatest
impulse has been given by the 2002 Organic Lawv@daational qualifications
and training) and the 2006 Organic Law (for Edum3ti

In addition to what has been previously mentiorted,2002 Organic Law
sets two instruments that are essential in ordeadieve the objectives
identified: the National Catalogue of Professioifalalifications and the
Register of Professional Qualifications. The fornmrggests the possible
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competencies required that might be assessed fakemahility in the
productive system; the latter specifies the prafesd exercise requiring an
implementation of the process of recognition, &egtion, and validation. In
order to guarantee objectivity and rigour, thetfissin charge of the second
(art.8.2).

The term “qualification” refers to a body of prodemal competencies
acquired in a targeted way and “competencies” ody of knowledge and
skills essential for practicing a professional \dtti marketable in the
production world. By providing a summary of whashmeeen said up to now we
aim to help the reader understanding what willofetl

» Learning, for the most part experiential (experemtended as theory of
sense and meaning, of knowledge and competencetheasy of
knowledge regardless of where and how it has beequi@d,
highlighting the practical aspects of the experenas theory of the
ability to learn, highlighting the cognitive aspedf the experience) and
functional to the labour market requires settingniotion certifying
strategies and procedures.

« Learning that has taken place in non-formal andrinél situations, or,
at any rate, on the workplace, and that constitweportfolio of
competencies, involves the social partners.

« In the “formative pact” between the subjects anstiations entrusted
with the recognition, certification and validatiothe identification of
clear and transferable methodologies and instrusnplatys a role of
considerable importance.

With the following 2006 Organic Law on EducationQE) with particular
reference to chapter V on vocational training ardhpter IX on adult
education, the need to recognise and validate thr& experience acquired in
the work and/or social context is further stressed insisted upon.

Box 11-Legislation of the autonomous communities
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In Canarias: - see box 10

Comunidad Valenciana—Law 1/1995

« regulates formative programmes concerning traioingdult individuals provides that with the air}
of orientating and enrolling each individual in theele and in the educational level of basic tragni
of adult persons, the teaching board of the cemttearry out an initial individual valuation, wbi

will include aspects to do with knowledge, expeciesy skills and procedures that each individyial

possesses. This initial valuation will enable eadblt person to choose the formative path that b
suits him/her on the basis of prior learning.

La Comunidad del Pais Vasco “Plan Vasco de Formacion Profesioriabpproved on April 22,

1997 and of arintegrated System of Qualifications and VocationalTraining which is advancing,
ever since theAgencia de Cualificacionesand puts them in practice through a specific cewof
recognition and validatiorDecree 70/200%complying with a methodology and regulated praced
(Resolucién of September $2004.

La Comunidad Foral de Navarra —Agreement of April 4, 20050f the Navarra Government:

» sets the directive for the development of #istema de Cualificaciones y Formacién Profesional
Navarra;

e establishes the basis of the relationship betweemiost representative social and economic ag
of the Comunidad Foral;

» serves as the necessary reference for the actiahshe different institutional organs dealing with

aspects related to professional qualificationsitial, occupational or continuous training carot.o

The rest of the CCAAare beginning to apply tHeoyal Decree 942/2003 of £8uly, even if not with
reference to the catalogue of qualifications.

est

ents

Moreover, as has been previously mentioned, itligigts once again the
agreements and protocols between the central gmestnand the Autonomous

Communities; the latter, in fact, are still in thexperimental phase

of

application of the normative agreements; these camities include the Pais
Vasco, the Foral de Navarra, the Generalidad dal@atcommunities and the
Community of the Canary Islands. As far as theetais concerned, we will
discuss more at length the instruments identifiedl aised during the

implementation phase of the experimentation.

We will refer to boxes 2 - with the aim of illustireg the preparatory path,
from the 2002 Organic Law up to the 2006 OrganievLahich occurred
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through the 2003 Royal Decrees 942 and 1128; 2@34lRDecree 362; 2005
Royal Decrees 1416 and 1558.

Therefore, in Spain (and in the Autonomous Comnmes)itthe whole
legislative path, between laws and decrees, comsemn a leading and
fundamental objective, which is to capitalize oe thork experience of the
individuals and on learning acquired also througim-formal routes. It is
obviously the (Spanish State’s) Central Governnsetatsk to give directives on
the regulations concerning the conditions for théamment and certification
of academic and vocational titles.

In this case, the coordination of single-objectietions is the responsibility
of the Ministry of Education and Science througlke tHational Institute of
Qualifications; the CC.AA., in addition to the gtiem of education and
training, are also responsible for the developmaita general legislation
through pilot-projects and the issuing of titlesdacertificates, in keeping,
however, with the national legislation and withthlt has been set by the EU.

The cooperation between the Companies, the Puldimikistration, the
University, the Chambers of Commerce and othernitigi organisms
completes the picture of the implication and disttion of competencies.

2. Operational instruments and procedures for the ecognition and
validation of non-formal and informal learning.

Spain is currently implementing the above-mentiongdocedural
instruments. The ERA 03 project highlights somehef instruments that the
CC.AA. are in the process of applying. To this dey can regroup them
according to three instrumental procedures, whiebognise, certify and
validate non-formal and informal learning:

e Competence exams and open exams, tested againgramroes
corresponding to the type of titles “University ass exams” destined to
over-25s, in order to gain access to vocationatitrg cycles and to obtain
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the title of specific vocational training techniciaand higher technician
(Royal Decree 942/2003 of ‘13uly).

» The procedure of validation and recognition of cetepcies managed by
the Vasca Agency for the Assessment of Competergaidsthe quality of
the Vocational training set by decree 70/2004 ofillgy", re-examined and
developed in September of the same year, by the-&@unsellor of
Vocational Training and Lifelong Learning.

e The VIA (Valoracion Inicial del Alumnp corresponding to the Initial
Assessment of the Student and representing a two-wacess: of
consultation and of assessment, this process stf lar 3 weeks. The VIA
interacts with the SAF, i.e., the Accreditation t8ys. The VIA is a model
used in the Autonomous Community of the Canarynt$$a in order to
appraise the basic training of adult subjects.

Box 12 — The VIA

The VIA
Device of Initial Student Assessment
Used in the Canary Islands

Centre of Adult Education ]

The phases of VIA:

Gathering of information through various instrunseand resources (certificates, testg,
questionnaires, interviews, observation, etc.)

Accreditation in the team of teachers on the stren§ithe information supplied by the
candidate

Proposal of a training programme enabling to obttaéncredits for the Secondary
Ediiratinn title

Note in general in nearly all the courses approxima®@%o of the students are assessed
through VIA
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The preparation and gathering of the documentshefinstruments useful
in order to certify and validate non-formal andoimhal learning, is featured in
the OBSERVAL (European Observatory of Validation Nén-Formal and
Informal Learning, Leonardo Programme) and invol2dsEC Countries for
which it constitutes a database for comparison ewdpatibility, the latter
possibly transferable. Spain, in the person ofghreral coordinator Tomas
Diaz Gonzales of the University of Valladolid (de@x 13) acts as a leader for
the rest of the EC Countries.

Box 13 - OBSERVAL

OBSERVAL
European Observatory of Validation of Non-Formad &mformal Learning
www.observal.net

( General objective:
To create a periodically updated database, avadabithin the European Observatory an
featuring documents and resources used by the Earogountries for the validation of
non-formal and informal learning, which are accé#sivia internet

\§

4 . .
The sectors of Observal in Spain:

The Institute of Qualifications of the Autonomousr@munities

Universities withLifelong Learningservices

Third sector: the worlds of businesses and tradensn

Initial Vocational Training (in progres

2.1. The case: Canary Islands

In Spain, as mentioned previously, the developmehtsystems and
experiences (including the pilot projects for tleeagnition of competencies)
was given the greatest impulse by Royal Decreel®®& of March 5, which,
by establishing INCUAL (National Institute of Voagatal Qualifications)

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
CXXX



APPENDIX

under the authority of the General Council for tamaal Training, has given
mandate, among other things, to define the rolgualifications, in terms of
the necessary competencies, methodologies and dwese It is useful to
provide a collection of case studies relating tpesiences, which can be
divided into four procedural phases:

1) information and selection;

2) orientation;

3) assessment and accreditation;
4) training route.

A pilot-project in the Canary Islands was sanctibbg Decree 43/2003 of
April 7" (BOC 28" April 2003) setting up the Canarian Institute of
Professional Qualifications (ICCP) which, structlyrais not under the
authority of the Ministry of Labour and Social Afffabut of the Canary Islands
Training Council.

The aim of said institute is to “set the requiretsefior the recognition of
professional qualifications in the Canary Islandaft. 3) and it is entrusted
with a very important task, i.e., defining the nueth and criteria for the
assessment of professional competencies, acquitddtirough training, and
through experience (art. 5). The creation of systéon the accreditation of
competencies rests instead with the Central Govenhiiipox 10).

In October 2006, complying with the Government'guest, the Institute of
Professional Qualifications began the procedurkdimg to the recognition of
competencies on the Islands.

Moreover, having considered that the driving foroéshe economy of the
Islands are the tourism and catering sectors, riktitute prepared a proposal
focusing its attention on the qualification of Fd®érvices Technician.

The proposal is known as thBocumento de Bases Metodoldgicas:
Proyecto de caracter experimental para la evaluagcideconocimiento y
acreditacion en la cualificacién de Cocinand represents the pilot project for
the assessment, recognition and accreditation tmplemented between 2007
and 2008.
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The first step is the establishment of a Commistiai

» analyses the details of the experience;

» prepares the documents deemed useful, protocdlslaat;

» plans the training of consultants capable of cagyout the monitoring
and assessing of results.

It is important to understand that there is a diffee between the
competencies, the evidence pertaining to them, tmed referent of the
competencies. The first are defined according toadge, skills and abilities,
the second contain the procedures, experiences naotivations of the
individual requesting a professional profile, ore tetrength of work or life
experiences he/she deems to have gained; lastly, rifierent of the
competencies is the document defining the offigiafessional profile.

What aligns the pilot project of the Canary Islamdth the central system
of the Spanish government is the consideratiorheffact that the recognised
and accredited competencies of an individual ageoties he/she has acquired
both during his/her professional/work-related lfas and during his/her
personal lifespan, the “personal” experience altgwio assess the ability of
learning “to do something” as an autonomous arfedéedcted process.

As a matter of priority, even before clarifying thgstems of recognition,
accreditation and assessment of competencies iir tteengths and
weaknesses, we deem it essential to define theddsfii.e., the formal, non-
formal and informal fields representing the “sited’learning, as far as the
statutory support is concerned.

The regulatory framework is made up of the follogvistages. The first
stage is represented by a 1985 UNESCO ruling,lestid7, 54; the second
stage is represented by the Hamburg Conference,cenoung the
implementation of formal and non-formal systems BBCO, 1997, article
10); the third stage is the perspective of contirsutraining (UNESCO, 1997,
articles 21, 31; EC 2001, article 17).

When talking about systems of accreditation of cetapcies it is necessary
to relate and to refer to the systems of assesshasitig peculiar specificities
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determining the process known as validation. Frormethodological and
didactical standpoint, the triad resulting has asehbwhat is assessed and how it
is assessed and as apex who assesses (box 14).

what knowledge, skills that might lead to a total aart@al reference
certification; in the first case access to theetifl direct, in the second the
competence as regards the title is only partlygeised.

how a complex process articulated in several phales.most important
phase is orientation, where the candidate (thet amlildject requesting it)
prepares, under the guidance of a professionalsadgvall the necessary
documents, including observations, evidence, im&ry, curricula...
constituting the personal dossier.

wha in general, professionals of the sector for whilkl certification is
required.

Box 14 — The triad of the process

PROCES:
WHO
HOW WHAT
ASSESSMEN
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Some of the strengths are the understanding gbrieess of accreditation,
certification and validation as an important reseuio reduce inequalities; as a
mechanism for redressing the balance between suppty demand; as
transferability that can foster the mobility of Wers; as a way of overcoming
the immobilism of the formal system of educatiord araining, as a highly
motivating role for adult education and continutraining (box 15).

Indeed, promoting national initiatives involving g and their training
paths for lifelong learning also means acting dsgtis to increasingly
motivate those who, for various personal reasoage mot been able to obtain
official recognition of study or vocational titles.

However, we should stress the fact that the Spagiehernment is
preoccupied with the quality of the processes, fwhieust vouch for the
technical rigour, coherence and credibility of @dares in order to account for
the reliability, tenability, transparency and maslwslity of the procedures.

The pilot project concerning the accreditation ofmpetencies for the title
of Food Services Technician in the Canary Islaretstad two references: the
ERA project for the accreditation of vocational gmtencies (developed at
national level) and the accreditation system faultattaining and education,
that has focused on the accreditation of basinitrgideveloped in the Islands.

We have to acknowledge that these two backgrouads mfluenced both
the planning and the development of the Canarilan @kperience.

The ERA project served as a reference point for ntfethodologies of
planning, documents, protocols and phases. In tre@a§ Islands, the project
was introduced as an experiment in 2007, as arditation “model”.

As far as the system of accreditation of adultnfrej and education is
concerned, the almost ten years of experience wkditation for the title of
secondary education were invaluable, allowing & #nd assess many of the
protocols used during the planning process andaitiqular during the pilot
project to ensure the coordination between thetinisins and to give the due
importance first of all to the training of the pestionals involved in the
accreditation processes.

Therefore, the dimension of the experiment folldhes direction:
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« of the assessment, i.e., of the collection of awdeto assess whether the
applicant has the competencies needed for thefigatibns;

» of the recognition, meaning that the competenciescampared with the
referents of the qualification, regardless of tlhsgibility that they might
have been acquired through processes of formakforomal or informal
learning.

» of the accreditation, which is the final certificat through formal and
official exams of the qualifications of vocationalence attesting that the
candidate possesses the competencies needed forquhbkfication
requested.

The project, developed during 2003-2004, has bw#entsred according to
three phases:

1) afirst stage of awareness and positioning, dusihizh the orientation
and the development of the candidate are carrigdttoough a dossier of
competencies;

2) asecond stage of intervention in the context séssment;

3) athird stage of accreditation.

The main documents that have been set up for theeriexce of
development and to support the assessment metlyyddiave beenthe
guidelines for the candidate@ the applicant is acquainted with the whole
system and the characteristics of the proctss)advisor's Guidgwhere the
profile, the duties and the tasks of guidance, rdurthe awareness and
positioning phase, are defined) ahd Reviewer's Guid@n which, in addition
to the profile and the duties of this professiofiglire, explains the use of
guiding evidence during the process of assessnfi¢ineé @ompetition).
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Box 15— The Canarian and Spanish legislation concerning rigognition of prior

learning

Legal Norms

Content and articles

General Law of Education(BOE, 1970)

Access to University after the ag@®{art. 36.3)
Access to University after the age of 25 (art. 53,5

General Organic Law on the organization of the
Education System
(BOE, 1990)

Free access tests for qualifications (art. 52,3})53

Organic Law on the quality of education(BOE,
2002)

Access to University after the age of 25 (54,6)
Free access tests for qualifications (art. 53,3})54

Organic Law on Vocational qualifications and
training (BOE, 2002)

The recognition, assessment, accreditation and
registration of
qualifications (art. 8)

Organic Law on education(BOE, 2006)

Access to University after the ag@®{art. 69,6)
Free access tests for qualifications (art. 68,24)69
Validation of learning (art. 66.4)

Law on universities (BOE, 2007)

Conditions for the validation, for academic purggse
of the experience
related to occupation or training (art. 36)

Labour Law (BOE, 2003)

Vocational and continuous training programmes
(art. 25.2)

Law on the education of individuals and on
lifelong learning concerning Canarian Adults
(BOC, 2003)

Accreditation as a resource, a principle
education and the planning programme (art. 2, 8, 4
6,7 e 22)

Rules regulating partial teaching of Vocational
Training in the Canary Islands (BOC, 1997)

Regulates the accreditation systems for issuing
the state of access for partial teaching
Training.

Decree on the Curriculum for Basic Training of
Adults in the Canary Islands (BOC, 1998).

Creates the system of formative accreditationter t
obtainment of the title of qualification of Secongla
Education for Adults.

Rules for the creation of systems of accreditation
2007 in the field of professional training (BOC,
2007).

Regulates, on trial, the accreditation for the viocel
competencies for the qualification of Food Services
Technician

Rules for the creation of systems of accreditafion
2008 in the field of vocational training (BOC, 2008

Regulates, on trial, the accreditation of vocationa
competencies for the certificates of

Cooking technician, technical services technician,
Restaurant and Bar technician, and electrical,
equipment and systems technician
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Box 16 - Bodies involved in the planning and dgwelent of the pilot project in the

Canary Islands
@ The PlanningGroup
The MonitoringGroup
The Assessme

—{
The Control Group in the planning and
development of the

Group entrusted with the project
definition of the means
of communication for
the assessment for each

The Technical
Work Grour

Work committee for the
direction and the
coordination of the project

Supervisory committee
to ensure objectives and
quality

302 candidates took part in the project to obtaigreditation in the
following Professions: Kitchen, Restaurant and Bawdy, Maintenance and
Services, electrical energy, household assistdarber, Gardner, tile fixer. Of
all the candidates distributed among the sevenanmus Communities who
took part in the experiment 235, (78%) obtained dgcreditation; 35 (12%)
partial accreditation while only 32 (11%) did nobtain the accreditation
(source: Technical Working Group ERA Project, 2004). In light of these
results, it seems that the feedback has been \asifiye and successful for
most of the candidates, whose expectations havefo#iied.

On the other hand, as far as the overall assessofighe experience is
concerned, the results of this experimental projeste allowed not only to
define a common framework of action and sharedcjpies, accepted by all
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the participating institutes, but, above all, tarstdeveloping a practical and
accessible methodology, with a high degree of decep, that has received
valid and reliable instruments to assess the canpetof the candidates.

3. Presentation of the most important instrument® used in Spain for the
accreditation path

One of the documents drafted by the working grotithe Food Services
Technician pilot project is the text calle@rientation and Assessment
Handbook describing the guidelines to follow for the vastocess of
recognition and accreditation, as well as the disheovarious documents.

The handbook contains the work methodology adofiiedhe entire pilot
experience.

As previously mentioned, as set by the regulatitims,phases regulating the
pilot project are four:

information and selection,
orientation,

assessment and accreditation,
the learning path.

PowbdE

We will focus on the orientation phase and on tlseasment and
accreditation phase, which are the ones most disduin the handbook,
considered a guide for the work of consultants aswtssors.

Hence, we proceed with the presentation of theouaridocuments and
instruments used by professionals, operators asessgsrs during these two
phases.

% The instruments and materials featured have beapelated by Cristina Miranda Santana’s
and Oscar Medina Fernandez's worko$ Sistemas de Reconocimiento y Acreditacion de
Competencias. La experiencia piloto de Canariageditacion para el titulo de Técnico en
Cocind, Instituto Canario de las Cualificaciones Profesiles, Gobierno de Canarias, 2009.
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3.1. The orientation phase

The orientation phase sees as main referent ttiegsional competence and
the figure of the counsellorofientado) charged with the assessment of
competencies during the initial phase.

It is a preliminary assessment of the candidatdlecdadiagnostic
assessment, which is useful to decide if the catdi¢an move on to the
following assessment and accreditation phase angrépare him/her to
successfully pass it.

Box 17 — The initial questions of the orientator

¢ What type of job or training can supply suffici@vidence to be associated with the blocks and
units of competence or to be considered final tsliof the transversal modules?

¢ is any form of experience or training acceptable?

* which blocks or units of competence of the titlguested are assumed to have been acquire
by the candidate, through experience gained owtikplace or non-formal training, before
requesting the corresponding accreditation?

In order to answer the preliminary questions ligk@xperience and training
to the blocks and units of competence requirechbytitle, the counsellor uses
three enclosed documents enabling him/her to rigglyoapply what can be
accredited to his/her candidate in terms of spedifits of competence, blocks
and transversal modules.

The first of the enclosed documents includes eofigiotential professional
categories in which the candidates might find pladeng with the related
competencies (blocks) on the strength of whichetams the tasks carried out,
the candidates can request accreditation.

An example is table no. 1, which highlights, in tight-hand column, the
blocks for the accreditation that it is possibledquest based on the experience
gained (Professional categories and duties).
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Enclosed document no. 2 contains the list of ptssitaining activities
already acquired and documented and, as in theiopevcase, the
competencies (blocks) that the candidate can rédoesthe accreditation
through training activities. As can be observednifrdable no. 2, in
consideration of the training received (in this ecas is a certificate of
professional competence) the right-hand columnufeata summary of the
blocks of competence for which it is possible tguest accreditation.

Table 1 — Extract from enclosed document 1 on¢feionship between job and Units
of competence, blocks and modules.

BLOCKS OF COMPETENCE ASSOCIATED WITH THE
TITLE

PROFESSIONAL CATEGORIES AND DUTIES

Table 2 — Extract from enclosed document 2 on ¢feionship between job and Units

of competence, blocks and modules.

TRAINING DOCUMENTS RECEIVED
(CERTIFICATES..)

BLOCKS OF COMPETENCE ASSOCIATED WITH THE
TITLE
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Table 3 — Criteria for evidence to be considereffisient in the validation of
experiences and training process

CRITERIA FOR WORK EXPERIENCE EVIDENCE| CRITERIA FOR RECEIVED TRAINING EVIDENCE

TO BE CONSIDERED SUFFICIENT TO BE CONSIDERED SUFFICIENT

«  The level of autonomy for job . The level of autonomy for job
performances and contained in the performances and contained in the Seglf-
Self-Assessment Questionnaire that Assessment Questionnaire that contains
contains the set coefficient within the the set coefficient within the answers.
answers. . The training must amount to at least

400 hours and be related to the title

o

¢ The work experience must have laste
at least three years, be supported by | « The training received must have

documents and be related to the title resulted in the obtainment of a
certificate and the candidate must be
¢ The work experience must have capable of satisfying the requests of the
contributed to the development of the| counsellor

business, must have required
unguestionable commitment from the|
candidate and confirm the
competencies acquired

Naturally everything must be duly supported by doents; the use of
enclosed documents 1 and 2 is of value only if dhedidate has sufficient
evidence of his/her experiential and formative path

It should be clear that said evidence is of no&dthe experiences and the
training activities do not fulfil the criteria faufficient evidence, as explained
in the third of the enclosed documents, shownlifetao. 3.

We must stress that most of the evidence concethmgandidate’s
competence in the orientation phase is indirectlenge (i.e., obtained
during the answers to the Self-Assessment Questienand during the
compilation of the Dossier of Competencies); evagethat, in the final
analysis, together with the Dossier of competendgeaccompanied by
the release of a series of documents, reportenséatts and answers
from the candidate.
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Box 18-The orientation phase

Duration: 2 months

1°" MEETING —WELCOME (group meeting)

Participants: orientadorand candidates (no. 8-12)

Duration: 2 hours

Activities:

» the candidates introduce themselves;

* Theorientadorexplains the system of recognition and accreditadf competencies;

¢ The candidates submit the documents required éordbistration stage (Curriculum vitae, report
concerning working life, business licences, acadditiés, training certificates...);

¢ Theorientadorintroduces and hands out the: Self-AssessmenttiQoeaire and the Dossier of
Competencies;

» Theorientadorgives organizational and logistical informatiom foe following meeting.

2"° MEETING —DIAGNOSTIC INTERVIEWS (individual meeting)

Participants: orientadorand candidate

Duration: varies depending on the candidate’s ability tonngjuestions about the questionnaire and the

dossier

Activities:

¢ Theorientadorinterviews the candidate on the self-assessmegstigmnaire and the dossier in order
to gather evidence for the competition based oh e&the units and Blocks of competence and
modules

» the counsellor and the candidate associate the exqrérience and training received (obtained through
certificates, diplomas, reports, documents, ineawgi, etc.) with regard to the blocks of competence
and the modules of the Title;

¢ the counsellor and the candidate verify the appliitpin each of the evidence of the criteria for
evidence to be considered sufficient featured tiased document no. 3 of the handbook.

» The orientadorconcludes with a report on the candidate (encldsedment no. 4) in which the
counsellor introduces the candidate to the assegdReport team coordinator and explains the
conclusions he/she has reached.

3*° MEETING —THE INTERVIEW (workshop)

Participants: orientadorand candidate

Duration: varies depending on the discussion

Activities

(Theorientadorhas already written the orientation report (polh3, and 4 final form and the rest of the

basic intermediate) and a first draft of the TnagnPlan and has been announced to the Coordinator):

« Theorientadoracquaints the candidate with the entire orientgpiath (objectives, methodologies...);

* The candidate gives the counselldBaidance Repoiitlustrating the evidence for the different blocks
of Competence and modules;

¢ Adiscussion with the applicant concerning the terapy content of the training Plan featuring an
outline of the training path.

« The session ends with the signatures of the catgjistaconnection with the corresponding section;

* The workshop ends informing the candidate aboupthiposes and about the methodology to be
followed during the following phase of the assessme
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Box 19 — The final questions of the orientator #m points to examine

The final questions of the orientator:
¢ Which units, Blocks of competence and modules @adsessed and certified in
the phase that follows?
« what type of training should the candidate acqfiom this point onwards to
obtain new evidence for the competencies not aitedstl

The points to examine:

¢ The level of knowledge of the candidates in answeggtiie questionnaire and its
influence in supplying evidence.

¢ The compliance of the documents submitted (theemdd) with the conditions of
the enclosed documents 1, 2 and 3 of the presedbbak.

* Whether further clarifications or consultationstwibhe coordinator of the
assessment group are necessary or not.

« Finally, with the approval of the coordinator, t@munsellor's analysis results in
the orientation Report, which is initially compilésimporarily only in paragraphs
1,2,3, 4 and following, depending on the agreemséitht the candidates, and
which is completed during the next meeting. Thesssient group cannot
establish an agreement between the guarantor armbtrdinator

3.1.1. The instruments of the orientation phase
a. The registration form (La Ficha de Inscripcién)

After the opening of the process of accreditatidhcompetencies, the
workers interested must submit the participatioguest. The Registration
Form is the first document that the candidate filis It contains his/her
personal data and indicates that the first seledtas been passed, according to
the requirements of the announcement.

b. The self-assessment questionnaire (El CuesimdarAutoevaluacign

The self-assessment questionnaire is an instrunieough which the

candidate analyses him/herself. It is a path ebsgection aimed at making the
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candidate aware of his/her profile and competendiesnakes it easier to
subsequently collect the documents requitaddencia3.

The questionnaire requires the candidate to quamtif each block of
competencies the level of competence acquiredebadkis of standards.

Depending on the type of answer, it identifies flewmels of autonomy:

(1) incapable of developing the competence;

(2) capable of developing it if supervised by aisen

(3) capable of developing it with minimum supereisi

(4) completely independent in the development efdbmpetence.

For example, in table no. 4 we can see the striatfithe questionnaire.
Each of the questions that the candidate must artsageto be associated with
his/her level of mastery of the profession (1, 20 3!) which reveals whether
he/she received (or did not receive) training ds theme. The Dossier must
feature sufficient evidence to support said ansiviee. table shows a weighting
number, against which the candidate’s answer caasessed positively or
not.

c. The Dossier of Competencies (El Dossier de Ctenpms)

The Dossier of Competencies is a document intefateithe candidate, that
he/she uses to organize and systematize the catti$i (documents, reports,
diplomas, degrees, etc.), to state the competemesshe possesses and the
ones he/she wishes to see accredited. Naturally ofidlse evidence contained
in the document is indirect.

The following information is requested in the Dessi

1) The personal data of the candidate;

2) His/her current employment situation;

3) The reasons for requesting the accreditation;

4) The expectations (personal, training, employmetat);

5) The difficulties encountered in the Self-AssesstrQuestionnaire;
6) The official studies (formal training);

7) The training received (non-formal training);

8) The knowledge of other languages (formal, nom#d, informal);

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
CXLIV



APPENDIX

Box 20 — Registration form
REGISTRATION FORM

PERSONAL DATA:

SUMAME: ..ot e, Name: ...
ReSIdeNCe: ......oiiiiie i Date of birth: ...
AdAress: ...oovi i

Locality: ..oeeiiie i, Province: .......cooiiiiiiii i,
Phone no. 1: ......... Phoneno. 2: .................. E-mail: ..o
MOSt recent title Of STUAY: ....oocieiiie e
REQUIREMENTS FOR THE ENROLMENT IN THE RECOGNITIONRDCEDURE

I enclose the following documents: Original or photocopy (cross)

Proof of identity
Certificate of

AFTER HAVING CHECKED THE DOCUMENTS SUBMITTED AND HAWNG VERIFIED THE DATA STATED,
CONCLUDE BY INDICATING THE METHOD OF PARTICIPATIONTO THE EXAMS OF THE FORMATIVE
MODULES OF THETITLE, ACQUIRED FROM PROFESSIONAL EXPERIENCE AND NGRORMAL
LEARNING.

Full examination for all moduleq ]
Partial examination for the following

Applicant’s signatur

Send to: Istituto Canario de Cualificationes Priviesles
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9) The work experience (informal training);

10) The processes of self-learning (informal tragp)j

11) The reports on the competencies managed by @tdesiduals and
institutions;

12) The description of the professional life wiglation to the competence
blocks, units and modules;

13) Other useful information.

Table 2 shows an extract of a competence Dossier.

In general, the first three right-hand columns strared by all the sections
of the Dossier.

The fifth column describes the type of documentdus® evidence (if it is a
certificate or a diploma, if it is official or noff, it is a letter or another kind of
document, etc...). The sixth column shows the bldcéompetence for which,
on the basis of the evidence, the accreditatioagaested.

Finally, the number of the last column serves thgpse of facilitating all
the bureaucratic procedures, since the same numberitten also in the
reference document for a rigorous identification.

d. The orientation Report (El Informe de Orientan)id

The Report is an instrument to guide the actionthetounsellor(who is
responsible for the compilation and the signatare) to inform the assessment
commission about the candidates and the resutteafrientation phase.

In this report, for each competence block, unitl amdule it is necessary to
record the evidence supplied by the candidate Herdompetencies and the
accreditation requested.

By means of this Report the candidate can find which are the
competencies and the knowledge involved in thesassent and certification
phases.

ITALIAN JOURNAL OF SOCIOLOGY OFEDUCATION, 3, 2010.
CXLVI



APPENDIX

Table 4 — Extract from the Self-Assessment Questice

Units of Blocks of Competence, Level of personal | Weighting | Training | Dossier
Competence| objectives and realization mastery YES - No.
criteria 1 | 2 | 3 | 4 NO
1. 1°' Block of competence:
Canyou...... ? 3
Are you capable of....? 3
Could you....?
2" Block of competence:
Canyou...... ? 3
Are you capable of....? 3
Could you....?
2. 1°' Block of competence:
Table 5 — Extract from the Dossier of Competenigésing to point 7
Evidence on training received (non formal Educatioh
Title of the Institute Year Number of Type of Block/Module No.
course or hours Document of
formative competence
action
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In drawing up his/her report the orientator considine Self-Assessment
Questionnaire, the Dossier of Competencies anddheus interviews carried
out.

The paragraphs contained in the orientation regrert

1) The candidate’s personal data;
2) The agenda of the meetings with the candidate;
3) The recording of interviews with the candidaies the counsellor;
4) The evidence submitted by the candidate;
5) The blocks of competence that the candidateesist see accredited
6) The modules that the candidate wishes to seeditad
7) The candidate’s compliance
8) The proposal with the guidelines for moving oritte assessment phase
9) Comments

3.2. The assessment and accreditation phases

In every system of recognition and accreditation cofnpetencies the
assessment phase is of fundamental importance seiastates what has been
decided previously in the orientation phase asrdsgéhe competencies and
knowledge of the candidate.

This is a phase involving other professionals, wehtask is to express a
definitive assessment opinion on the blocks andsuwfi competence and the
modules recognised and accredited to the candidate.

The accreditation path does not come to completitim the total or partial
acquisition of the credit, on the contrary, theutissobtained allow the assessor
to prepare for the candidate a formative path arisgiéhis/her requirements
according to the candidate’s life plan.

In the orientation and assessment phases, thedesaadnust be able
to see him/herself as responsible for and protagaiithe process, but
must also perceive the assessor as a professissdssng his
knowledge, competencies and values in clear andesieblished
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conditions and on the strength of evidence allowanfair assessment
criterion.

Table 6 — Extract from a candidate’s orientatiopoet relating to point 4 (the
evidence)

No. (Dossier of Competencies and of Registration &iygn Satisfactory/Not Satisfactory

Table 7: Extract of the assessment report with réga point 3 (the opinion)

3. Analysis of the orientation report and the opinon of the recognition proposal

Cross according to the option selected

Satisfactorily | Integrate Not
Unit of Competence accredited with accredited
additional
evidence
UC L e e
BC Ll it
BC 1.2, i
BC 1.3 ottt et e
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Box 21-The assessment and accreditation phase

Duration: 2 months

15" MEETING —FIRST INTERVIEW FOR INDIVIDUAL ASSESSMENT

Participants: assessor and candidate

Duration: 2 hours (an hour spent talking with the candidate another hour for the assessor to systematze

data)

Activities:

(the assessor has already consulted withottientador and has discussed the different information on

candidate obtained from the orientation report, Erassier of competencies and the answers to the §

assessment questionnaire and the results of gwimi)

e The assessor welcomes the candidate, introduceseliiand begins the interview with a brief inform
discussion on the experience of the orientatiorsgha

¢ the assessor asks the candidate, with regard tortbetation Report, the motivations and the relat
documents concerning his/her decision on the stubfabe accreditation of competencies;

¢ the assessor explains to the candidate the colteofievidence programme.

2"’ MEETING — INDIVIDUAL ASSESSMENT TESTS OR EXAMS

Participants: assessor and candidate

Duration: 2 hours (an hour spent talking with the candidate another hour for the assessor to systematze

data)

Activities:

* The candidate reaches the session after approdyni@telays during which he/she has prepared fotesie
and has signed the assessment form supplied ast@ssor.

The process to be followed can be:

¢ The assessor receives the candidate in an offiadadyoratory.

¢ The assessor adopts the Guiding Plan for evidendeeaplains the procedure that the assessment
follow;

¢ The candidate carries out the test or the exaraterkto the collection plans;

» After the restitution the assessor comments themexath the candidate (judgments, expectatio
difficulties);

« Finally, an appointment is given to the candidatighin a timeframe not exceeding 10 days, so tleashe
can find out the outcome

¢ The results of the tests are collected explicitiyttie relevant collection of Evidence Plan, resgltin the
assessment Report (to be compiled in section 4)

¢ The assessor finishes writing the Assessment Répamduced in paragraph 5), which is the final at
the process of recognition and of accreditatiothefcompetence.

3"’ MEETING —FINAL ASSESSMENT INTERVIEW

Participants: assessor and candidate

Duration: 2 hours (an hour spent talking with the candidate another hour for the assessor to systematze

data)

Activities:

* The assessor explains the assessment of the test¢andidate;

¢ The assessor introduces the candidate’s repotieoway in which the accredited units and/or bldckge
been recorded and requests the candidate’s pe@ssedsment of the whole process;

« If the candidate has obtained the accreditatioallofhe units of competence and of all the modaled
possesses the conditions for the certificate (acesecondary education or equivalent) the recfoeshe
title is communicated to the competent authority,tlsat the candidate’s competence can be publ
recognized as well as recorded;

¢ If the candidate has not obtained accreditatioref@ry unit of competence and module requireds ti
this point that it is possible to complete the ad@ation with a training plan, introducing theitiag path
that can lead to the Degree or the title of secgneducation.
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3.3. Gli strumenti della fase di valutazione e accregiemnto

a. The Plan for the Obtainment of Evidence (El Piam Obtencién de
Evidencias)

The purpose of this plan is to collect the evideallewing the assessor to
carry out the accreditation procedure for the uniecks and modules of
transversal competence.

The Plan is made up of six sections that the assessst fill in, assisted by
the Guide of Evidence (Guia de Evidencias):

1)
2)

3)
4)

5)

6)
7
8)

The candidate’s personal data;

The elements used as evidence (if they are natiuft it is possible to
request additional evidence);

Identification of the missing evidence concerningiokledge,
competencies and abilitie§ia de Evidences 1.1

Identification of the sources and techniques thiditbe used to gather
the evidence;

Further evidence: description of eviden€auia de Evidence2.1 and
2.2); competencies, knowledge and abilities inherenthe evidence
(Guia de Evidences1.2); assessment criteria (Curriculum);
control/development list; expected time taken fompletion; the tasks
for the assessor and the candidate;

Place, date;

The Report on the results;

The content of the assessment form (for the cateljla

The Training Plan is made up of the following ses:

1) The candidate’s personal data

2) The training needs with relation to the unitsompetence required

3) The training needs with relation to the transaémodules;

4) The training needs with relation to the conditaf access (Secondary
Education)
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5) The information concerning the centres and ffero
6) A commentary
7) The candidate’s conformity with the trainingmpla

b. The assessment report (El informe de valutation)

The aim of the assessment report is to certifyutiieof competence and the
transversal modules that the candidate has beent@lprove to have acquired
during the entire process. The report collects idlaiws:

1) The candidate’s personal data;

2) The agenda of the meetings with the candidate;

3) The analysis of the orientation report and thmion on the recognition

proposal;

4) On the whole, the results obtained by the catdiduring the process of

acquisition of further evidence;

5) A verdict on the eligibility for the assessmantd on the accredited and

certified transversal modules;

c. The training Plan (El Plan de Formacién)

The training Plan is the document used by the adlorsto inform the
candidate about the competencies and knowledgectddtelt emphasizes
where he/she must extend his/her training so agaio, afterwards, the
accreditation and the obtainment of the title. Traning plan, by mutual
consent between the counsellor and the candidpinézes the formative
priority of the subject.

Hence, this is a unique training plan executedvim phases: in the orientation
phase it is compiled by the counsellor temporaaitg in the assessment phase
it is completed by the assessor.
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Box 22 — Organization chart for the orientation aagbessment phases

ORIENTATION PHASE

Introductory welcome

meetinc ]
Diagnastic interviev

Development intervie

A

Initial
assessme

% ASSESSMENT AND ACCREDITATION PHASE

YES
Does the candidate have Does the candidate have

sufficient evidence? — | Initial assessment interview |, sufficient evidence?

1

i

i

: Assessment evidence [€------- -
! NO
!

1

i

1

1

NO YES :
Does the candidate hang: F'na! deve_lopment <«

: sufficient evidence? NO interview YES
1

|

’ <—‘

Modular training
4 _____

.

Do we accredit the
competence

l YES
Certification and Title +————
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