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INTRODUCTION

This text is about both EU policies promoting the development of European

educational systems in order to face the challenges posed by the process of globali-

sation and the policies pursued by EU Member States in response to the solicita-

tions at European and global level, with particular attention to Education and 

Vocational Training.

In particular, the text examines the policies pursued since the Lisbon Strategy

was launched, in 2000, until the development of the strategy for 2020.

It was a very intense phase for the European activity in this area because, in

the context of the Copenhagen process, the enhanced cooperation has taken place

leading to the definition of a lifelong learning-oriented system and the creation of

three important Recommendations introducing the European qualifications frame-

work, a system of recognition of credits, and a European reference for quality 

assurance. 

The examination of this phase also offers the opportunity to conduct a review

of what has been achieved in relation to the targets set in 2000, of what are the 

current problems and how the European countries are acting.
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1. The Lisbon Strategy

1.1 KNOWLEDGE-BASED SOCIETY, HUMAN CAPITAL AND LIFELONG LEARNING

In order to understand the European strategies for employment and training which

have been adopted over the past 20 years it is necessary to take into account some

“keywords”: Knowledge-based Society, Human Capital and Lifelong Learning.

The term “Knowledge-based society” is often used to define one of the main

features of contemporary economic and industrial system since the knowledge, 

instead of the “physical” capital, is increasingly becoming an indispensable resource

for the production and development of the economic system.

The diffusion of information and new technology transforms the nature of work

and the organisation of production. Routine and repetitive tasks which used to be the

daily lot of most workers are tending to disappear as more autonomous, more varied

activities take their place. The result is a different sort of relationship with the 

company. The role of the human factor is increasing but the worker is also more vul-

nerable to changes in the pattern of work organisation, because he has become a mere

individual within a complex network. Everyone therefore has to adapt not only to

new technical tools but also to changes in working conditions. 

The growth in scientific knowledge, its application to production methods, the

increasingly sophisticated products which thus emerge, give rise to a paradox: despite

its generally beneficial effect, scientific and technical progress engenders a feeling

of unease and even irrational misgivings in society.

In this context, which has been analysed at European level during 90’s

1

, the 

concept of Human Capital becomes fundamental. 

The term “Human capital” has had a rapid and wide diffusion in the last twenty

years, by analogy with the economic terminology identifying the material resources

available within a society.

The human capital is one of business resources together with environment and

physical capital and it is composed by a collection of skills and human resources such

as knowledge, education, experience, technical ability, acquired during an individual’s

lifetime allowing to perform transformation and creation activities aimed at achieving

social and economic, individual or collective objectives

2

. Training and development

1

EUROPEAN COMMISSION (1995) White Paper On Education And Training – Teaching And Learn-
ing Towards The Learning Society COM(95) 590.

2

Regarding human capital see BECKER G.S. (1964), Human Capital, Columbia University Press,

New York 3rd ed. 1993 and GORI E. (2004), L’investimento in Capitale Umano attraverso l’Istruzione,

in VITTADINI G. (2004) Capitale Umano. La ricchezza dell’Europa. Guerini ed.
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of human capital is accomplished through the educational processes taking place

within the family and the social environment, at school and in the workplace.

Evidently in an economic system where knowledge plays a central role, the human

capital becomes the key resource of the production system. New social categories are

formed or developed such as the knowledge workers whose main capital is technological

knowledge: managers, professionals, engineers, experts, etc. According to Butera

3

this

social group is rapidly expanding compared to the early years of the last century. In any

case all citizens and workers should broaden their competences, both basic and special-

ized, since they have to face the growing evolution of technologies which are applied to

production and daily life.

It follows that, in order to ensure economic growth and competitiveness it is neces-

sary to develop the human capital by encouraging and promoting learning in its different

modalities and integrating training and work. Policies concerning the development of

the economy and employment and those related to the development of education and

training are thus closely intertwined. In order to provide employment opportunities and

a more competitive and sustainable economy, Europe needs a highly skilled workforce

able to meet the current and future challenges. It is therefore urgent to invest in skills

and to improve the mutual correspondence between competences and job offer in order

to anticipate future trends.

The European strategy which has been developed during the last 20 years aims to

pursue these objectives. In 2000 the European Union has approved the Lisbon Strategy

(see next paragraph), which recognises the crucial role played by education seen as an

integral part of economic and social policies. In order to deal with the constant change

and the demands for higher and up to date skills, learning cannot be promoted in a single

stage of life, but should become a permanent condition (Lifelong learning): this is a top

priority for employment, the effective action in the economic field and the complete 

participation in social life.

The concept of “Lifelong Learning” dates back to the 70s of the last century. 

According to the Faure Report published by UNESCO

4

, the aim of education is to enable

the subject to “become himself”; therefore, UNESCO mainly emphasizes the personal

effects of lifelong learning. The Faure Report proposed “lifelong learning as the master

concept for educational policies for the years to come”.

During the 90s both OECD

5

and the European Union

6

together with UNESCO

7

expressed the need to develop knowledge economy and the knowledge society due to

3

BUTERA F., DONATI E., CESARIA R., I lavoratori della conoscenza, Milano, Franco Angeli, 1998;

BUTERA F., BAGNARA S., CESARIA R., DI GUARDO S. (2008), Knowledge working, Milano, Mondadori.

4

FAURE E. (1972), Learning to Be, Paris, Unesco.

5

OECD (1996) Lifelong Learning for All, Paris, OECD.

6 

COMMISSION OF THE EUROPEAN COMMUNITIES (1995) White paper on education and training – Teach-
ing and learning: towards the learning society, Com95_590 Brussels.

7

UNESCO (1996) Learning - the treasure within. Report of the International Commission on Education
for the 21st Century, Paris, UNESCO.
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the process of globalisation. Learning and employment or employability and education

became the central issues on the agenda.

The Lisbon Council in 2000 set the goal for Europe to become the leading knowl-

edge-based economy. It has  noted that the achievement of economic goals also re-

quires the achievement of social, cultural and personal goals. A person is not a mere

economic entity and learning cannot be fulfilled without motivation and personal de-

sire. Lifelong Learning should be a right, not an obligation. It was not only considered

as a learning for employment but also for personal, civic and social purposes together

with employability, adaptability and active citizenship. In order to analyse these

themes the European Commission proposed a Memorandum

8

to all Member States,

containing the following definition: lifelong learning includes “all learning activities

undertaken on an ongoing basis with the aim of improving knowledge, skills and

competence”. The promotion policy of lifelong learning is based on the awareness

of the institutions that one of their tasks is to encourage the right of citizens of all

ages, social or professional status to train, learn and grow, both humanly and profes-

sionally, during their entire life.

The document which was presented in its final version in April 2000 after an ex-

tensive consultation process emphasizes two important objectives for lifelong learn-

ing: promoting active citizenship and employability. Active citizenship means “if
and how people take part in all areas of social and economic life, the opportunities
and risks they face in trying to do so and the extent to which they belong and intervene
in the society”. Furthermore “employability – the ability to find and maintain em-
ployment – is not only a feature of active citizenship, but it is also a decisive condition
for reaching full employment and improving competitiveness and prosperity in the
new economy”.

Following the approval of the Memorandum, the European Commission issued

in 2001 a document entitled Making a European Area of Lifelong Learning a Reality9.
The Communication firstly proposed a broad definition of learning, emphasizing that

learning does not take place only in training activities proposed by the school (formal
education). Learning takes place in training activities conducted outside the traditional

educational context, e.g. in the workplace (non-formal) and also occurs in everyday

life (informal training).

A degree or a qualification usually recognises only formal learning, but what

matters is the actual acquisition of competences. 

8

Commission of the European Communities (2000), Commission Memorandum on lifelong
learning [SEC(2000) 1832. Brussels.

9

COMMISSION OF THE EUROPEAN COMMUNITIES, Making a European Area of Lifelong Learning a
Reality, COM(2001) 678 Brussels, 21.11.2001.
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To promote the participation in lifelong learning, the document has proposed

concrete actions at all levels, including a new way of evaluating and recognising the

skills acquired, in order to allow all citizens to freely move between different contexts

of study and work enhancing the own knowledge and skills.

This document can be defined as the manifesto of the community strategy in the

fi  eld of education since 2000.

In order to define concrete actions to achieve the goal of lifelong learning, the

European Commission set up working groups in the field of qualifications, recogni-

tion of credits and quality assurance. The Commission has prepared relevant rec-

ommendations to all member states based on the work and proposals presented by

these groups, which have been approved and ratified by the Council and the Euro-

pean Parliament.

The principle and the enhancement of lifelong learning has become the central

objective of EU action.

1.2 THE LISBON OBJECTIVES

On 23 and 24 March 2000, the European Council held in Lisbon (for this reason it

took the name of Lisbon Strategy) a special session centred on economic and social

issues of the European Union. The Lisbon Council started from the fact that the Euro-

pean Union was confronting a quantum shift resulting from globalisation and the chal-

lenges of a new knowledge-based economy. These changes were affecting every aspect

of people’s lives and required a radical transformation of the European economy. The

Union had to shape these changes according to its values and concepts of society and

also with a view to the forthcoming enlargement. Hence the need for the Union to set

a clear strategic goal and to agree a challenging programme for building knowledge

infrastructures, enhancing innovation and economic reform, and modernising social

welfare and education systems. Therefore, the EU Heads of States and Governments

agreed to make the EU “the most competitive and dynamic knowledge-based economy
in the world, capable of sustainable economic growth with more and better jobs and
greater social cohesion”. In pursuit of this objective a series of ambitious reforms were

started, whose status has been periodically evaluated during the Spring sessions of the

European Council

10

.

Achieving this goal required an overall strategy aimed at modernising the Euro-

pean social model, investing in people and combating social exclusion, preparing the

transition to a knowledge-based economy and society by better policies for the 

information society and R&D, as well as by stepping up the process of structural 

reform for competitiveness and innovation and by completing the internal market.

10 Presidency Conclusions, Lisbon European Council 23/24 March 2000.
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The Lisbon European Council in March 2000 recognised the important role of ed-

ucation as an integral part of economic and social policies, as an instrument for strength-

ening Europe’s competitive power worldwide, and as a guarantee for ensuring the co-

hesion of our societies and the full development of its citizens. A key area of the strategy

was to give higher priority to lifelong learning as a basic component of the European

social model, by encouraging agreements between the social partners on innovation

and lifelong learning; by exploiting complementarity between lifelong learning and

adaptability through flexible management of working time and job rotation.

OPEN METHOD OF COORDINATION

The Open Method of Coordination has provided a new framework for cooperation between

the EU countries, whose national policies can thus be directed towards certain common 

objectives.

In the Open Method of Coordination the responsibility regarding the definition of specific ob-

jectives and policy instruments remains at national level; the EU has the function to facilitate

coordination and mutual learning between the Member States, without any formal attempt of

monitoring the implementation of the general principles and objectives set at European level.

The implementation of the Open Method of Coordination involves the following actions:

• definition of guidelines at European level included the timing to achieve the goals;

• definition at European level of quantitative and qualitative indicators and benchmarks

based on the world’s best performances and adapted to the needs of the different Member

States and sectors as a means of comparing best practices;

• monitoring and evaluation of national policies in relation to benchmarks allowing to compare

the performance of each Member State compared to others and to identify “best practices”;

• organisation of periodic peer review with the aim of promoting mutual learning.

In order to foster lifelong learning four political objectives have been established:

• To develop national frameworks containing and framing all degrees and qualifi-

cations awarded at different levels, from primary school to University.

• To implement measures assessing and validating non-formal and informal learning.

• To establish guidance systems promoting and supporting lifelong learning.

• To implement initiatives improving transnational mobility.

The combination of these measures facilitates the activation of flexible training,

making possible the transfer of learning outcomes from one learning context to an-

other and from one country to another.

Strategy_imparare  23/02/16  14:44  Pagina 11
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1.3 THE COPENHAGEN PROCESS FOR VOCATIONAL EDUCATION AND TRAINING

In March 2002, the Barcelona European Council, endorsing the work programme

on the follow-up of the objectives of the Lisbon Strategy, set the goal “to make edu-
cation and training systems in Europe a world quality reference by 2010”11. Further-

more, it has called for further action to introduce instruments to ensure the transparency

of diplomas and qualifications adapted to the field of vocational education and training.

In response to the Barcelona mandate, the Council of the European Union 

(Education, Youth and Culture) deepened the questions about Vocational Education
and Training (VET) and issued in Copenhagen (2002) a Declaration to promote

greater cooperation in the field of VET. The Council underlined the key challenges

represented by the building of a knowledge-based Europe and an open European

labour market and by the need to continuously adapt to new developments and chang-

ing demands of society. The intensification of cooperation in Vocational Education

and Training would provide a valuable contribution both for the enlargement of EU

and the achievement of goals set by the Lisbon European Council.

THE MAIN EUROPEAN BODIES

The European Parliament is composed of 751 representatives of the Union’s citizens

elected by universal suffrage. The number of representatives elected in each Member State

varies depending on the size of the population.

Parliament takes part to varying degrees in drawing up Community legislative instruments,

depending on the areas concerned: it can be required to deliver non-binding opinions or

binding opinions; more commonly, legislative texts are adopted by joint agreement between

Parliament and the Council, Parliament’s assent on the final text being indispensable for it to

be adopted.

The Council of the European Union is composed of Government ministers from each EU

country, according to the policy area to be discussed (Foreign Affairs, Finance, Social Affairs,

Transport, Agriculture etc.).

Until the end of 2009, the presidency of the European Council was an informal and tempo-

rary charge, carried out by the Head of State or Government of the Member State which held

the presidency of the Council of Ministers. The Lisbon Treaty has made this office stable,

which is assigned by the European Council and lasts two and a half years, renewable once.

The Commission is composed of 28 members (one from each EU country) who are ap-

pointed, for a period of five years, by the Council. The European Commission is responsible

for drawing up proposals for new European legislation, and it implements the decisions of the

European Parliament and the Council of the EU. It also actively participates in the successive

stages of the legislative process. The Commission implements policies and programmes

adopted by Parliament and the Council.

11

“The Copenhagen Declaration”, Declaration of the European Ministers of Vocational Education

and Training, and the European Commission, convened in Copenhagen on 29 and 30 November 2002,

on enhanced European cooperation in vocational education and training.
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It was therefore introduced the method of Enhanced European Cooperation in 
Vocational Education and Training (VET), with the aim of encouraging individuals to

make wider use of vocational learning opportunities, at school, in higher education, at

work or through private courses. In particular four priorities have been identified:

a) Strengthening the European dimension in education and vocational training, with

the aim of improving closer cooperation in order to facilitate and promote mobility

and the development of interinstitutional cooperation, partnerships and other

transnational initiatives, all in order to raise the profile of the European education

and training area in an international context so that Europe will be recognised as a

worldwide reference for learners. 

b) Transparency, information and guidance:
• Increasing transparency in vocational education and training through the imple-

mentation and rationalisation of information tools and networks, including the

integration of existing instruments such as the European CV, certificate and diplo-

ma supplements, the Common European framework of reference for languages

and the Europass.

• Strengthening policies, systems and practices that support information, guidance and

counselling in the Member States, at all levels of education, training and employment,

particularly on issues concerning access to learning, vocational education and training,

and the transferability and recognition of competences and qualifications, in order to

support occupational and geographical mobility of citizens in Europe.

c) Recognition of competences and qualifications
• Investigating how transparency, comparability, transferability and recognition of

competences and/or qualifications, between different countries and at different

levels, could be promoted by developing reference levels, common principles 

for certification, and common measures, including a credit transfer system for

vocational education and training.

• Increasing support to the development of competences and qualifications at 

sectoral level, by reinforcing cooperation and coordination especially involving

the social partners.

• Developing a set of common principles regarding validation of non-formal and

informal learning with the aim of ensuring greater compatibility between 

approaches in different countries and at different levels.

d) Quality assurance
• Promoting cooperation in quality assurance with particular focus on exchange of

models and methods, as well as common criteria and principles for quality in 

vocational education and training.

• Giving attention to the learning needs of teachers and trainers within all forms of

vocational education and training.

• This strategy is based on the assumption that education and training constitute

essential tools for promoting employability, social cohesion, active citizenship as

well as the personal and professional fulfilment. 
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THE POWERS OF EUROPE IN EDUCATION AND TRAINING 

AND THE METHOD OF ENHANCED COOPERATION

12

While vocational training was identified as an area of Community action in the Treaty of Rome

in 1957, education was formally recognised as an area of European Union competency in the

Maastricht Treaty which established the European Community in 1992.

The Maastricht treaty states that: “the Community shall contribute to the development of quality
education by encouraging co-operation between Member States and, if necessary, by supporting
and supplementing their action, while fully respecting the responsibility of the Member States
for the content of teaching and the organisation of education systems and their cultural and
linguistic diversity”13.
Regarding the policies of education and training, the European Union plays a subsidiary role.

Member States are in charge of their own education and training systems, but they cooperate

within the EU framework in order to achieve common goals. The EU political strategies 

constitute a support for national activities addressing common problems such as the ageing 

society, the skills gaps in the workforce and the global competition.

In 2002 in Copenhagen the Education Ministers of the European Union has introduced the strat-

egy for Enhanced Cooperation in Vocational Education and Training (VET).

The concept of Enhanced Cooperation is included in the Treaty on EU (title VII of treaty on

EU). The Enhanced Cooperation is a tool to give greater impetus to the process of EU integra-

tion, it allows a closer cooperation between the countries of the EU wishing to develop Europe

in the respect of the Union’s single institutional framework.

The deliberations of the States participating in Enhanced Cooperation are open to all Member

States, but only those participating in Enhanced Cooperation have the right to vote. The States

in Enhanced Cooperation regularly inform the European Parliament and the Commission about

the progress achieved. The Member States concerned may, then, advance at different rates

and/or with different objectives. 

1.4 THE INSTRUMENTS OF THE COPENHAGEN DECLARATION

In order to implement the objectives set in the strategy for the development of

VET identified in Barcelona and Copenhagen and in line with the broader strategy

of promoting lifelong learning, the European Council has subsequently established

a general Programme to foster mobility (Lifelong Learning Programme) identi-

fying a number of critical areas to be improved. The work conducted by the Com-

mission and the Member States in these areas has led to the definition of common

objectives and instruments, in doing this, various Recommendations have been 

issued at European level.

12

COUNCIL RESOLUTION of December 2002 on the promotion of Enhanced European Cooperation

in education and vocational training (2003/C 13/02).

13

Consolidated version of the Treaty on European Union and the Treaty on the Functioning of the

European Union (2010/C 83/01).
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Recommendations are non-binding acts adopted by Community institutions to

suggest recipients a given behaviour when they do not have the power to implement

binding measures or when they believe that there is no reason to adopt more binding

measures.

The Recommendations adopted to strengthen the implementation of the Copen-

hagen process are:

• the development of a European framework for the transparency of qualifi-

cations and competences (European Qualifications Framework – EQF);

• the introduction of a methodology for the transfer of credits for education

and training (European Credit system for Vocational Education and Training –
ECVET);

• the definition of a Framework for quality assurance (European Quality Assurance
Reference Framework for Vocational Education and Training – EQAVET);

• the definition of a European framework for key competences.

With these Recommendations, issued between the end of 2006 and June 2009,

the political process outlined between Lisbon and Copenhagen has been completed.

The European Union, after defining its strategic objectives in the field of lifelong

learning and development of education and vocational training, through these non-

binding acts has identified the implementation procedures which are “recommended”

to the Member States after their approval. The key points of this strategy are:

• the shift of attention from the teaching process to the learning process,

• the strengthening of European citizenship key competences,

• the focus on learning outcomes, rather than on formal education and training paths,

• the possibility to obtain recognition of competences regardless of how they were

acquired,

• the definition of common language and standards allowing the comparison of

qualifications and degrees obtained in different national systems,

• the definition of a model and common tools ensuring control and continuous 

development of the quality of education provided in different countries.

With this strategy, the European Union is not involved in the organisation of

training paths, which is responsibility of national jurisdictions, but sets some funda-

mental coordinates which may change significantly the education development in

the next years. For some countries, such as Italy, the implementation of the recom-

mendations involves a real cultural revolution: for example, the transformation of

the current education system based on the offer of vocational education and training

paths whose frequency is validated and recognised by the acquisition of the title, into

a system in which it doesn’t matter which path has been followed, what is important

is the knowledge and the skills effectively acquired. This involves a total change of

the current way of issuing of qualifications which is centred on the recognition and

validation of formal paths. The creation of a single framework bringing together all

the titles and qualifications is equally challenging; among various problems there is

Strategy_imparare  23/02/16  14:44  Pagina 15
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the issue of cultural integration of two different systems, the academic and the voca-

tional one: in Italy, but also in many other countries, the academic world has always

looked suspiciously at the world of vocational training and the aim of gathering the

titles and qualifications obtained in the different systems is not easy to achieve. Fur-

thermore, the implementation of quality assurance models will be responsible for en-

suring that the adoption of these models does not occur only on a formal level, but

produces a real change in training.

The European Recommendations are described in detail in the following chap-

ters. In addition, the Copenhagen process has led to the development of instruments

to facilitate mobility and transparency of qualifications (Europass) and tools to pro-

mote information and guidance on training and career opportunities in the European

Union (PLOTEUS portal and Euroguidance network).

1.5 THE LIFELONG LEARNING PROGRAMME AND THE MOBILITY ACTIONS

The Lifelong Learning Programme (LLP) was established by Decision of the

European Parliament and the Council on 15 November 2006 and gathered all the ini-

tiatives of European cooperation in education and training from 2007 to 2013. Its

aim is to contribute through lifelong learning to the development of the European

Union as an advanced knowledge society, with sustainable economic development,

more and better jobs and greater social cohesion, while ensuring good protection of

the environment for future generations (Lisbon Strategy). 

The European Lifelong Learning Programme has grouped the concrete initiatives

implemented by the European Union to achieve the strategic objectives of Copen-

hagen; these initiatives are not only focused on students, but also on teachers, trainers

and all those involved in education and training. In particular it has fostered inter-

change, cooperation and mobility between education and training systems within the

Community, so that they become a world quality reference.

The programme has strengthened and integrated the measures implemented by

the Member States keeping the responsibility entrusted to each of them about the

content of education and training systems and respecting their cultural and linguistic

diversity. The legal basis can be found in art. 149 and 150 of the Treaty on European

Union which state that “The Community shall contribute to the development of qual-

ity education by encouraging cooperation between Member States and, if necessary,

by supporting and supplementing their action...” (Art. 149) and that “the Community

shall implement a vocational training policy which shall support and supplement the

action of the Member States ...” (Art. 150). In particular, four sub-programmes which

fund projects at different levels of education and training have been implemented:

Comenius (for high schools), ERASMUS (for higher education), Leonardo da Vinci
(for vocational education and training), and Grundtvig (for adult education).
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TECHNICAL SUPPORT IN THE IMPLEMENTATION 

OF THE EUROPEAN OBJECTIVES

The European Union makes use of international technical agencies which in the field of 

Education and Vocational Training lead an activity of research, analysis, documentation and

technical support to the Commission. Among these there are: the Cedefop, the European Train-

ing Foundation (ETF) and Eurydice network.

The European Centre for the Development of Vocational Training (Cedefop) was founded in

1975 and is located in Thessaloniki. It’s the European Agency to promote the development of

vocational education and training in the European Union. It is Union’s reference Centre for 

vocational education and training. It does this by providing. Cedefop:

• provides scientific and technical know-how in specific fields and promote exchanges of ideas

between different European partners;

• provides information on and analyses of vocational education and training systems, policies,

research and practice.

Cedefop’s tasks are to:

• compile selected documentation and analyses of data; 

• contribute to developing and coordinating research; 

• exploit and disseminate information; 

• encourage joint approaches to vocational education and training problems; 

provide a forum for debate and exchanges of ideas. 

The European Training Foundation (ETF) is an agency of the European Union located in

Turin. It was established in 1990 to contribute to the development of education and training

systems of the EU partner countries.

Its mission is to help transition and developing countries to harness the potential of their human

capital through the reform of education, training and labour market systems in the context of

the EU’s external relations policy.

Its work is based on the conviction that human capital development in a lifelong learning per-

spective can make a fundamental contribution to increasing prosperity, creating sustainable

growth and encouraging social inclusion in transition and developing countries.

The Eurydice’s mission is to provide those responsible for education systems and policies in

Europe with European-level analyses and information which will assist them in their decision

making. In particular the activity focuses on the way education in Europe is structured and 

organised. It provides a vast source of information, including:

• detailed descriptions and overviews of national education systems;

• comparative thematic reports devoted to specific topics of Community interest;

• indicators and statistics;

• reports related to education. 

Eurydice consists of 35 national units based in all 31 countries participating in the EU’s Lifelong

Learning programme
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2. Towards Europe 2020

The Lisbon strategy for growth and jobs has been the response adopted by the EU

to face the challenges of globalisation, demographic changes and knowledge society. 

It was aimed at making Europe more dynamic and competitive to secure a pros-

perous, fair and environmentally sustainable future for all citizens.

Despite the joint efforts which have been made, these objectives have been only

partially achieved and the economic crisis has made these challenges even more diffi-

cult. In order to help Europe emerging from the crisis and to prepare its economy for

the next decade the European Commission has proposed the “Europe 2020 strategy”

1

.

The Europe 2020 strategy followed the Lisbon strategy, sharing some aspects,

and set out a vision of Europe’s social market economy for the 21

st

century by putting

forward three mutually reinforcing priorities:

• smart growth, developing an economy based on knowledge and innovation;

• sustainable growth, promoting a more resource efficient, greener and more com-

petitive economy; 

• inclusive growth, fostering a high-employment economy delivering social and

territorial cohesion.

The progress towards the achievement of these objectives is evaluated on the

basis of five main goals to be achieved at EU level, which every Member State should

translate into national targets to be defined according to its starting condition:

EUROPE 2020 STRATEGY INDICATORS

• to obtain an employment rate of 75% of the people aged between 20 and 64 years;

• to bring the levels of public and private investment to the 3% of the total GDP in research

and development;

• to reduce GHG emissions by 20% compared with 1990 levels and to have a 20% share of

gross final energy consumption from renewable sources;

• to reduce the proportion of early school leavers to less than 10% and to increase the share

of the younger generation with a degree or diploma or equivalent level of education to at

least 40%; 

• 20 million less people should be at risk of poverty.

1

Communication from the Commission Europe 2020 a strategy for smart, sustainable and 
inclusive growth, COM (2010) 2020.
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Education, training and lifelong learning play a key role in achieving these 

objectives. Finally, Europe 2020 identifies “seven flagship initiatives” focused on

priority themes:

• Innovation Union, to improve framework conditions and access to finance for

research and innovation so as to ensure that innovative ideas can be turned into

products and services that create growth and jobs.

• Youth on the move, to enhance the performance of education systems and to

facilitate the entry of young people to the labour market.

• A digital agenda for Europe, to speed up the roll-out of high-speed internet

and reap the benefits of a digital single market for households and firms.

• Resource efficient Europe, to help decouple economic growth from the use of

resources, support the shift towards a low carbon economy, increase the use of

renewable energy sources, modernise our transport sector and promote energy

efficiency. 

• An industrial policy for the globalisation era, to improve the business envi-

ronment, notably for SMEs, and to support the development of a strong and

sustainable industrial base able to compete globally.

• An agenda for new skills and jobs, to modernise labour markets and 

empower people by developing their skills throughout the lifecycle with a

view to increase labour participation and better match labour supply and 

demand, including through labour mobility.

• European platform against poverty, to ensure social and territorial cohesion

such that the benefits of growth and jobs are widely shared and people experi-

encing poverty and social exclusion are enabled to live in dignity and take an

active part in society.

Each Member State should provide a contribution to achieve the objectives of

the Europe 2020 strategy through national paths reflecting the situation of each

country and its “level of ambition”. The Commission is responsible for monitoring

the progress and, in the case of “inadequate response” has to formulate a “recom-

mendation” to be implemented in a given period of time. If a Member State, after

the time-frame has expired, has not adequately responded to a recommendation of

the Council, the Commission could issue a “policy warning”.

On 17 June 2010, the European heads of state and government who form the

European Council adopted the Europe 2020 strategy

2

. The strategy – as stated in

the Final Report – will help Europe recover from the crisis and come out stronger,

both internally and at the international level, by boosting competitiveness, produc-

tivity, growth potential, social cohesion and economic convergence.

2

European Council 17 June 2010 Conclusions (Euco 13/10).
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The European benchmarks set in Lisbon have been achieved only in part, even

the progress made in employment growth was cancelled by the international eco-

nomic crisis. The financial and economic constraints imposed in Maastricht were

not respected in many countries. Regarding social cohesion, problems resulting

from an increased immigration are putting to the test the principles enshrined in the

Treaty of Rome, which seemed clear after the Delors White Paper

3

.

The impact of the European Social Fund (ESF), which is the main financial in-

strument for supporting employment and development in less-developed regions, has

been unequal: even the countries which have benefited most of its support, such as

Ireland and Spain, have successively experienced a serious economic crisis. 

It might be wondered what would have happened without the European Union.

Probably the effects of the international crisis on the economy of some European

countries would have been even more devastating, without the protection offered by

the wider European economic system and without the obligation to respect the Maas-

tricht criteria. The European benchmarks have not been achieved, but in many Euro-

pean countries improvements have been observed and this has provided an incentive

to deal with strategic questions, such as early school leaving. The culture of moni-

toring and evaluation of policy objectives has spread as a result of the strategic 

European approach. The European surveys (Eurobarometer) which are conducted

every six months show that over 50% of Europeans support their country’s accession

to the European Union since it has produced more benefits than disadvantages.

2.1 THE STRATEGIC FRAMEWORK FOR THE RENEWED EUROPEAN COOPERATION IN

EDUCATION AND TRAINING FOR THE DECADE 2010-2020 

Even in the field of education a str   ategic framework for European cooperation

has been defined . The Education and Training 2020 (ET 2020)

4

programme is built

on the “Education and Training 2010” (ET 2010) work programme and the European

Commission Communication on “New skills for new jobs” of 2008

5

, and in the light

of Cedefop’s skill supply and demand forecasts has suggested to the Member States

an education centred on business demand and on the professional needs required by

the production system.

3

European Commission Completing the Internal Market: White Paper from the Commission to

the European Council COM(85) 310, June 1985.

4

Council conclusions of 12 May 2009 on A strategic framework for European cooperation in 

education and training («ET 2020») (2009/C 119/02).

5

Communication from the Commission to the European Parliament, the Council, the European

Economic and Social Committee and the Committee of the Regions: New Skills for New Jobs – Antic-
ipating and matching labour market and skills needs SEC(2008) 3058.
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The Education and Training 2020 programme implements the Open Method

of Coordination and identifies four strategic long-term objectives:

• making lifelong learning and mobility a reality;

• improving the quality and efficiency of education and training;

• promoting equity, social cohesion and active citizenship;

• enhancing creativity and innovation, including entrepreneurship, at all levels of

education and training.

As can be noted the programme largely confirms the goals already defined in

the Copenhagen process, introducing the goal of innovation and creativity. According

to the European Council creativity constitutes, as well as personal fulfilment, a source

for innovation which is one of the bases of sustainable economic development. 

Creativity and innovation are essential in the creation of businesses and to compete

at international level.
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CEDEFOP’S FORECASTS

FOR EMPLOYMENT GROWTH IN EUROPE

According to the forecasts, assuming a slow but steady recovery, up to 2020, the European

economy will create some eight million new jobs. However, around 75 million jobs will need

to be filled as people retire or leave the workforce.

EMPLOYMENT TRENDS BY SECTOR

Amount (in thousands) Growth(%)
2008 2013 2020 2025 2008-2013 2013-2020 2020-2025

Primary sector 16 324 15 441 14 177 13 481 -5.4 % -8.2 % -4.9 %

Manufacturing industry 37 778 33 864 33 010 32 547 -10.4 % -2.5 % -1.4 %

Construction industry 18 214 15 534 15 803 16 116 -14.7 % 1.7 % 2.0 %

Distribution 
and transportation 58 855 57 499 59 442 60 600 -2.3 % 3.4 % 1.9 %

Trade and 
other services 53 269 55 189 58 957 61 215 3.6 % 6.8 % 3.8 %

Non-commercial
services 52 626 53 917 54 939 55 623 2.5 % 1.9 % 1.2 %

Total 237 068 231 443 236 328 239 583 -2.4 % 2.1 % 1.4 %

Source: Cedefop | Skills Forecasts | Data published in 2014

Although there will be job openings for all types of occupations, most new jobs will be at the

higher and lower end of the skill spectrum leading to a risk of job polarisation. Weak employment

growth indicates that there may be an oversupply of people with high-level qualifications in the

short term, but by 2020, Europe will have the most highly-qualified workforce in its history.

Furthermore, two-thirds of European jobs will be concentrated in the service sector and most of

the additional employment will be characterised by knowledge-intensive and skilled jobs.

LABOUR FORCE BY LEVEL OF QUALIFICATION

Amount (in thousands) Growth(%)
2008 2013 2020 2025 2008-2013 2013-2020 2020-2025

High 67 754 78 914 91 553 99 709 16.5 % 16.0 % 8.9 %

Average 115 901 117 065 115 193 112 256 1.0 % -1.6 % -2.5 %

Low 63 111 54 769 47 649 42 639 -13.2 % -13.0 % -10.5 %

Total 246 766 250 748 254 394 254 605 1.6 % 1.5 % 0.1 %

Source: Cedefop | Skills Forecasts | Data published in 2014

While skill demand and supply forecasts in Italy reflect the European average trend, the data on

labour supply and population denote alarming trends compared with the European average and

the closer countries such as Germany and France.

The projections to 2020 show that Italy:

– will be the country (together with Portugal) with the highest rate of low-skilled workers (37.1%,

against a EU average of 19.5%);

– will be in line with the European average on intermediate levels (45.4%, against a EU average

of 48.5%);

– will face a serious shortage of highly skilled labour force (17.5% against the EU 32%).

If this is the scenario, Italy could find itself in a situation of serious professional deficit, with a lack

of qualified technical workers in many fields, compromising development and competitiveness.
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A first challenge is to ensure that all citizens can acquire transversal key compe-

tences such as “learning-to-learn” and communication skills, a sense of initiative and

entrepreneurship, digital competence, cultural awareness and expression.

The second challenge is to ensure a fully functioning knowledge triangle of ed-

ucation-research-innovation. Partnerships between the world of enterprise and dif-

ferent levels and sectors of education, training and research can help to ensure a better

focus on the skills and competences required in the labour market and on fostering

innovation and entrepreneurship in all forms of learning. 

Within this renewed effort for the promotion of education and training systems

and lifelong learning, the Council of European Ministers for Education and Training

has approved six new quantitative benchmarks to be achieved by 2020:

• at least 95% of children between 4 years old and the age for starting compulsory

primary education should participate in early childhood education;

• the share of early leavers from education and training should be less than 10%; 

• the share of low-achieving 15-years olds in reading, mathematics and science

should be less than 15%; 

• the share of 30-34 year olds with tertiary educational attainment should be at

least 40%; 

an average of at least 15% of adults should participate in lifelong learning;

• the share of employed graduates (aged 20-34 with at least upper secondary edu-

cation attainment and having left education 1-3 years ago) should be at least 82%.

These benchmarks and their role in directing national policies will be discussed

in detail in the next chapter.

THE BRUGES COMMUNIQUÉ 

The Bruges Communiqué on enhanced European Cooperation in Vocational Education and

Training for the period 2011-2020 reinforces the main VET development directions established

within the Copenhagen Process. The Communiqué was adopted by the European Ministers for

Vocational Education and Training, the European Social Partners and the European Commission,

at their meeting in Bruges on 7 December 2010 to review the strategic approach and priorities

of the Copenhagen process for 2011-2020.

The Bruges Communiqué presents a vision of a modern and attractive vocational training system

which ensures:

• maximum access to lifelong learning so that people have opportunities to learn at any stage

in life and by making routes into education and training more open and flexible;

• more opportunities for experience and training abroad to boost language skills, self-confidence

and adaptability; 

• Higher quality courses, providing the right skills for specific jobs;

• more inclusion and access for disadvantaged people;

• creative, innovative and entrepreneurial thinking.

The Bruges Communiqué includes a mid-term plan aimed at encouraging concrete measures at

national level and support at European level. This calls for countries to:

• Review the use of incentives, rights and obligations to encourage more people to take up

training.

➔

Strategy_imparare  23/02/16  14:44  Pagina 24



25

• Implement the 2009 Recommendation on quality assurance in vocational training.

• Encourage the development of vocational schools, with the support of local and regional 

authorities.

• Introduce internationalisation strategies to boost international mobility.

• Increase cooperation with business to ensure training is relevant, for instance by giving teach-

ers the possibility of practical training in companies.

• Launch communication strategies to highlight the benefits of vocational training.

In addition, also in the field of education and training the European Commission,

by applying the general strategy Europe 2020, has launched an activity of closer mon-

itoring of Member States’ results, followed by specific recommendations for every

country regarding reform processes to be implemented in order to achieve European

objectives.

Data analysis on education and training systems highlight various critical elements:

• European education and training systems continue to fall short in providing the

right skills for employability, and are not working adequately with business or

employers to bring the learning experience closer to the reality of the working

environment. These skills mismatches are a growing concern for European in-

dustry’s competitiveness.

• Despite progress over the last five years in the percentages of those qualifying

from higher education, sustained efforts will be needed to reach the headline tar-

get of 40% of young people completing higher education.

• Though significant improvement has been made over the last years, early school

leaving remains at unacceptable levels in too many Member States, such as Spain

with 26.5% and Portugal with 23.2%. Targeted action remains necessary to 

reduce early school leaving through comprehensive, targeted evidence-based

strategies. 

• There remains significant evidence of underperformance in other areas: 73 mil-

lion adults have only a low level of education; nearly 20% of 15 year olds lack

sufficient skills in reading; and participation in lifelong learning is only 8.9%. 

In the Rethinking education6
document the Commission has described the need

to expand the scope and accelerate the pace of reforms so that skills may sustain

growth and employment. Therefore, the Commission has outlined a number of strate-

gic priorities that the Member States should face and has presented new EU actions.

Particular attention is given to combatting youth unemployment. 

Rethinking education covers four areas which are essential to addressing this 

issue and where Member States should step up efforts: 

• developing world-class vocational education and training to raise the quality of

vocational skills; 

6

Com (201) 2 669.
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• promoting work based learning including quality traineeships, apprenticeships

and dual learning models to help the transition from learning to work; 

• promoting partnerships between public and private institutions (to ensure 

appropriate curricula and skills provision);

• promoting mobility through the proposed Erasmus for All Programme

7

.

EDUCATION AND TRAINING MONITOR 2014

8

These are the main critical elements emerged in the last monitoring carried out by the Com-

mission (November 2014) and the subsequent recommendations:

1.1 Strong education performance cannot be expected without sufficient resources and reforms
to ensure their effectiveness. 

Yet nineteen Member States cut their education expenditure in 2012. Six Member States de-

creased investments by more than 5% (EL, ES, CY, HU, PT, RO). Some of the countries that

devote relatively few resources to education have decreased their investment further (BG, RO,

SK). Since 2008, six countries saw a decrease in expenditure across all levels of education (BG,

EL, IT, LV, PT, RO). Underinvestment in human capital risks undermining Europe’s prospect

for sustainable and inclusive growth. Reforms will be required to make sure that education and

training systems work effectively and efficiently.

1.2 The focus on employability has to be strengthened within education institutions.
Youth unemployment remains rampant across Europe and the employment rate of recent grad-

uates stagnated at 75.5% in 2013. VET graduates have better employment prospects in countries

where work-based learning is a strong component of VET programmes and higher education

graduates are still about 11 percentage points more likely to be employed than those with upper

secondary education attainment. But occupation mismatches by qualifications and competences

demand that education and training systems become more sensitive to the needs of the modern

labour market.

1.3 Education has to avoid proactively any form of discrimination and social exclusion, and
to provide chances for all learners.

Socio-economic and socio-cultural inequalities continue to impact negatively upon educational

outcomes. Parental education attainment still determines to a large extent one’s own education

attainment and new evidence suggests that intergenerational education mobility is actually slow-

ing down in the industrialised world. Ten countries received CSRs to focus on disadvantaged

learners in particular (AT, BG, CZ, DE, DK, HU, LU, RO, SE and SK). Although tackling ed-

ucational disadvantage is complex and requires wide-ranging, integrated strategies, Member

States cannot afford to ignore these challenges.

2.1 Reducing the number of early school leavers will save Europe large public and social costs
and protect the individual from a high risk of poverty and social exclusion. 

There are still more than five million early school leavers across Europe, facing an unemploy-

ment rate of 41%. As Europe gets closer to the Europe 2020 headline target, 12.0% in 2013, it

7

“Erasmus for All” is the EU programme for education, training, youth and sport proposed by

the European Commission on 23 November 2011.

8

EUROPEAN COMMISSION (2014), Education and Training Monitor 2014.

➔
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becomes increasingly visible what a complex, multifaceted problem early school leaving is. A

slow but steady progress is hiding significant disparities between but also within countries. The

risk of early school leaving is 33.3% higher amongst men; more than twice as high for the for-

eign-born; no less than 156.1% higher for those suffering physical difficulties; and more than

three times as high in bottom-performing regions than in top-performing regions in BG, CZ,

PL, ES, UK and BE

2.2 In higher education, broadening access and reducing dropout rates amongst disadvantaged
groups remains challenging.

The rate of tertiary education attainment in Europe has steadily grown to 36.9%, yet high-qual-

ified employment is forecasted to have increased a further 13% by 2020. Moreover, the persist-

ing disparities between and within countries leave no room for complacency. The rate of tertiary

education attainment is 26% higher amongst women; about 10% higher for native-born; 62.4%

lower for individuals suffering physical difficulties; and in CZ, RO and SK, bottom-performing

regions have attainment rates that are at least 60% lower than those found in top-performing

regions. Only a handful of countries strive to widen participation and boost completion rates

amongst disadvantaged groups.

2.3 Targeted policy action is needed to reduce low achievement in key basic competences across
Europe.

Amongst 15 year-olds, the EU is not making enough progress in order to reach the 2020 target

of at most 15% low achievement in maths, even if negligible gender differences in maths and

science hold potential for later STEM fields of study that can be exploited more fully. At the

same time, the large and persisting reading disadvantage for boys across all Member States

calls for specific policy initiatives. Across the EU’s working-age population, the overall rate of

low achievement in literacy and numeracy is 19.9% and 23.6% respectively, with significant

discrepancies between countries in the skills-value of qualifications. Socio-economic status is

still by far the most important determinant of an individual’s key basic competences.

2.4 For individuals to thrive in a modern and evolving labour market, education needs to equip
people with key transversal competences.

Policy efforts regarding digital competences are to be strengthened, as even amongst the younger

generation only half can solve more than very basic problems with the use of ICT. Efforts across

Member States to support and promote entrepreneurship in education are fragmented and lack

coherence, while 15-year-olds are performing worse in solving non-routine problems than one

would expect from their reading, maths and science skills. Despite language competences be-

coming key for employability of young people, national curricula show significant differences

in the number of foreign languages being taught. The percentage of students in lower secondary

school learning two or more foreign languages is less than 10% in BE fr, HU, IE and AT.

On-the-job training, through apprenticeship or other forms of school-work

alternation, has become a strategic priority within the education policies of the

European Union since it has demonstrated, in the countries where it is particularly

carried out, to be an important tool to encourage learning and to combat unemploy-

ment. Therefore the European Union has launched the European Alliance for Ap-
prenticeships programme, which aims to improve the quality and supply of appren-

ticeships across Europe and to change the mind-sets towards apprenticeship-type

training and work-based learning.
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The European Alliance for Apprenticeships (EAFA) has effectively mobilised

EU Member States and a large number of stakeholders to engage in quality appren-

ticeships. It has facilitated networking, cooperation and sharing of good practices.

The Alliance has equally contributed to raising awareness of the benefits of appren-

ticeships. EAFA was launched in July 2013 with a joint declaration by the European

Social Partners (ETUC, Business Europe, UEAPME and CEEP), the European Com-

mission and the Presidency of the Council of the EU. This was followed by a Council

Declaration and individual commitments by EU countries.

2.2 THE YOUTH GUARANTEE

Another important document about policies and interventions on youth employ-

ment is represented by the Council Recommendation of 22 April 2013 on establishing

a Youth Guarantee. The Youth Guarantee is a new approach to tackling youth unem-

ployment which ensures that all young people under 25 – whether registered with

employment services or not – get a good-quality, concrete offer within four months

of them leaving formal education or becoming unemployed. The starting point for

issuing the Youth Guarantee should be the registration with the employment service;

Member States should define another starting point for NEETS

9

not registered with

the public employment service for issuing the guarantee within four months.

The good-quality offer should be for a job, apprenticeship, traineeship, or con-

tinued education and be adapted to each individual need and situation. 

The European Union through the European Social Fund (see Ch.7) will provide

€6 billion to support the implementation of the Youth Guarantee.

2.3 The Erasmus Plus Programme

The new Erasmus+ programme aimed to support actions in the fields of Educa-

tion, Training, Youth and Sport has been launched in 2014, bringing together:

• The Lifelong Learning Programme (Erasmus, Leonardo da Vinci, Comenius,

Grundtvig);

• The Youth in Action programme;
• Five international cooperation programmes (Erasmus Mundus, Tempus, Alfa,

Edulink, the programme for cooperation with industrialised countries).

9

NEET is the acronym of “Not (engaged) in Education, Employment or Training”, used to de-

fine young people not holding and not looking for a job, not involved in the educational system, nor

in any other form of training. 
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Furthermore, it will for the first time provide support for Sport. The European

Commission has the objective to promote the integration of the different strategies

of Community action, so that they can respond more effectively and more consistently

to the goals defined by the European Union through the recommendations and deci-

sions of the EU Council of Ministers.

The integrated programme also allows interested parties to have an easier

overview of the grant opportunities available

10

. Erasmus+ is started in a time when

in the EU almost 6 million young people are unemployed, with levels in some coun-

tries more than 50%. At the same time there are over 2 million job vacancies, and a

third of employers report difficulty in recruiting staff with the required qualifications.

This demonstrates the existence of important skills deficits in Europe. Erasmus +

will address these deficits by providing opportunities for study, training or work ex-

perience or volunteering abroad. The quality and relevance of organisations and Eu-

ropean education, training and youth welfare will be enhanced by supporting the im-

provement of the teaching and learning methods, new programmes and professional

development of teachers and youth leaders, as well as through greater cooperation

between education and the world of work.

THE STRUCTURE OF ERASMUS+ PROGRAMME

The structure of the new Erasmus+ programme is focused on three transversal key actions:

Key Action 1 – Learning Mobility of Individuals
• Learning mobility of individuals

• Staff mobility (in particular for teachers, trainers, school leaders and youth workers)  

• Mobility for higher education students and vocational education and training students.

• Loan Guarantee 

• Joint Master Degrees 

• Youth mobility, including volunteering and youth exchanges. 

Key Action 2 – Cooperation for innovation and good practices
• Strategic partnerships between education establishments/youth organisations and/or other rel-

evant actors.

• Large-scale partnerships between education and training establishments and business.

• IT supports platforms, such as eTwinning, the European Platform for Adult Learning(EPALE)

and the European Youth Portal.

• Knowledge and sector skill alliances and Cooperation with third countries and neighbourhood

countries.

Key Action 3 – Policy reform
• Support for EU agenda in education, training and youth through the Open Method of Coor-

dination

10

For more detailed information visit http://www.erasmusplus.it/.
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2.4 NEW PRIORITY AREAS FOR EUROPEAN COOPERATION IN EDUCATION AND TRAINING

In November 2015 the European Council meeting Education, Youth, Culture and
Sport adopted the 2015 joint report of the Council and the Commission on the im-

plementation of the strategic framework for European cooperation in education and

training; the mid-term stocktaking confirmed the relevance of the four ET 2020 strate-

gic objectives and selected 6 priority areas, which are declined into concrete issues:

PRIORITY AREAS

1) Relevant and high
quality knowledge, 
skills and competences
developed throughout
lifelong learning, 
focusing on learning
outcomes
for employability,
innovation, active
citizenship and well-being

CONCRETE ISSUES

A. Enhancing targeted policy action to reduce low achievement

in basic skills across Europe

B. Strengthening the development of transversal skills and key

competences, in particular digital, entrepreneurship and

language competences

C. Relaunching and continuing lifelong learning strategies, 

including non-formal and informal learning, and from educa-

tion and training to work

D. Fostering generalised, equitable access to affordable high-

quality early childhood education and care, especially for

the disadvantaged groups

E. Reducing early school leaving by supporting school based

strategies with an overall inclusive learner centred vision of

education and “second-chance” opportunities

F. Promoting the relevance of higher education to the labour

market and society

G. Implementing the Riga medium-term deliverables in VET

11

,

while reinforcing the European Alliance for Apprenticeships

and strengthening the anticipation of skills needs for the labour

market

H. Implementing the Renewed European Agenda for adult

learning

11

The Riga conclusions of 22 June 2015 proposed the following new set of medium-term deliverables

in the field of VET for the period 2015-2020: 

• Promoting work-based learning in all its forms, with special attention to apprenticeships, by in-

volving social partners, companies, chambers and VET providers, as well as by stimulating innova-

tion and entrepreneurship. 

• Further developing quality assurance mechanisms in VET in line with the EQAVET recommen-

dation and, as part of quality assurance systems, establishing continuous information and feed

back loops to initial VET (I-VET) and continuing VET (C-VET) systems based on learning

outcomes. 

• Enhancing access to VET and qualifications for all through more flexible and permeable systems,

notably by offering efficient and integrated guidance services and making available validation of

non-formal and informal learning.

• Further strengthening key competences in VET curricula and providing more effective opportuni-

ties to acquire or develop those skills through I-VET.

➔
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2) Inclusive education,
equality, equity,
non-discrimination
and the promotion
of civic competences

A. Addressing the increasing diversity of learners and enhancing

access to quality and inclusive mainstream education and

training for all learners, including disadvantaged groups

B. Addressing the issue of gender gaps in education and training, and

promoting more gender-balanced educational choices

C. Facilitating the effective acquisition of the language(s) of instruc-

tion and employment by migrants through formal and non-formal

learning

D. Promoting civic, intercultural, and social competences, mutual

understanding and respect, and ownership of democratic values

and fundamental rights

E. Enhancing critical thinking, along with cyber and media literacy

3) Open and
innovative
education and
training, including 
by fully embracing
the digital era

A. Further exploring the potential of innovative and active pedago-

gies such as inter-disciplinary teaching and collaborative methods,

to enhance the development of relevant and high-level skills and

competences

B. Fostering cooperation by stimulating the engagement of learners,

teachers, trainers, school leaders and other members of educational

staff, parents and the broader local community

C. Increasing synergies between education, research and innovation

activities, with a sustainable growth perspective

D. Promoting the use of ICT with a view to increasing the quality

and relevance of education at all levels

E. Boosting availability and quality of open and digital educational

resources and pedagogies at all education levels

F. Addressing the development of digital competences at all levels

of learning, including non-formal and informal, in response to the

digital revolution

4) Strong support 
for teachers, trainers,
school leaders and other
educational staff

A. Strengthening the recruitment, selection and induction of the

best and most suitable candidates for the teaching profession

B. Raising the attractiveness, for both genders, and the status of

the teaching profession

C. Supporting initial education and continuing professional 

development at all levels

D. Supporting the promotion of excellence in teaching at all levels,

in the design of teacher education programmes and in learning

organisation and incentive structures, as well as exploring new

ways to assess the quality of teacher training

➔
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5) Transparency
and recognition of skills
and qualifications
to facilitate learning 
and labour mobility

A. Fostering transparency, quality assurance, validation and

thereby recognition of skills and/or qualifications, including

those acquired through digital, online and open learning 

resources, as well as non-formal and informal learning

B. Simplifying and rationalising the transparency, documenta-

tion, validation and recognition tools that involve direct 

outreach to learners, workers and employers, and further 

implementing the EQF and NQFs

C. Supporting the mobility of pupils, apprentices, students, teach-

ers, members of educational staff and researchers

D. Developing strategic partnerships and joint courses, in partic-

ular through increasing internationalisation of higher educa-

tion and vocational education and training

A. Exploring the potential of the Investment Plan for Europe

in the area of education and training

B. Encouraging Member States to use evidence-based policy-

making, including the evaluation and assessment of education

and training systems, to monitor policies and design reforms

that deliver quality education more efficiently

C. Encouraging innovative ways to ensure sustainable invest-

ment in education and training, examining forms of perform-

ance-based funding and cost-sharing, where appropriate

6) Sustainable
investment, quality
and efficiency 
of education and
training systems
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3. The European benchmarks

3.1 A STRATEGIC ROLE FOR INDICATORS

In many European countries is growing, in recent years, the tendency to quanti-

fy the objectives of government indicating precise quantitative targets, by establish-

ing indicators which may be easily monitored and verified by both policy makers

and public opinion

1

.

In English-speaking countries this approach has entered permanently in the cul-

ture of government. For example, in England Public Service Agreements (PSA)

have been introduced, which set out clear objectives for the improvement of public

services, such as education and training. The objectives of the PSA included precise

targets for the qualitative and quantitative growth of the education system. For ex-

ample, among the objectives defined in 2004 there was:

Target III: By the age of 19, all young people are ready for skilled employment
or higher education.

Indicators:

• increase the proportion of 19 year olds who achieve at least level 2 (General
Certificate of Secondary Education) by 5 percentage points by 2008; 

• increase the proportion of young people who achieve level 3 (A level); 
• reduce the proportion of young people not in education, employment or train-

ing by 2 percentage points by 2010. 

These quantitative targets were applied also at local level in order to make local

actors responsible for achieving them. The achievement of targets and related problems

were periodically monitored, followed by the reformulation of the objectives

2

.

The diffusion of a culture related to outcomes does not involve only English-

speaking countries. Also the French system, based on the “Loi organique relative
aux lois de finances (LOLF)” has radically changed its idea about public interven-

tion, from a budgetary approach based on the financing of activities (of schools,

teachers, etc.) to an approach based on the financing of the objective to be achieved,

which is describes in measurable terms. Therefore in the financial law each ministry

should specify in measurable terms the objectives to be achieved and not only the

1

ALLULLI G. (2007), La valutazione della scuola: un problema di governance, in Economia dei
servizi, Il Mulino, n. 3/2007.

3

CEDEFOP (2009), Assuring the quality of Vet systems by defining expected outcomes, CEDEFOP

Panorama series, 158.

Strategy_imparare  23/02/16  14:44  Pagina 33



34

resources which will be provided. In this way, the Parliament and the citizens have a

tool to measure the success of the public action which is financed annually allowing

to take appropriate decisions, everyone in its field of competence

3

.

As mentioned before, this type of procedure has become part of EU policies.

The use of indicators for setting goals to be reached has many positive aspects

but also some critical aspects. In particular, the following advantages can be listed

4

:

• It obliges policy-makers to establish their goals and their priorities: sometimes

the objectives of the political action are not expressed; the political action is

just conceived as a process, and not as an activity aimed at achieving a result.

But the use of the indicator forces the policy-maker to declare and make clear

the objectives of its political action. 

• It forces decision-makers to operationalize the objectives, so that they can be

measured: often, even when goals are defined, they are general and do not give

the opportunity to citizens to verify whether they have been achieved or not.

The indicator consists of a precise and not general figure; this is useful for citi-

zens and policy-makers. 

• It allows comparison and benchmarking: the indicator allows to compare differ-

ent situations identifying reference points which are set as goals to be achieved. 

• It allows an impartial monitoring: the identification of precise reference param-

eters is able to prevent (or to reduce) the subjectivity of judgment. 

• It allows to encourage those who achieve better results and to support those

who have difficulty: the transparency ensured by the indicator allows to more

easily identify the areas of excellence and the critical areas and to decide which

are the most suitable policies to implement.

• It provides a solid starting point for the assessment. Without a quantitative base

any assessment activity is at risk of subjectivity. It should be remembered that

the assessment does not end with the quantitative analysis since it must always

be integrated with a qualitative analysis. 

On the other hand, the use of indicators for establishing the objectives to be

achieved is not without any danger, an inappropriate use of indicators can bring out

some unexpected effects:

• the need to establish measurable goals risks to focus only on the easiest goals;

sometimes the indicators are selected depending on the available data neglect-

ing the more complex aspects;

• it is often required to collect large amounts of data to monitor the results; this

increases the bureaucratic burden for the structures which are subject to moni-

toring or evaluation;

3

Cfr. http://www.performance-publique.gouv.fr/.

4

ALLULLI G. (2000), Le misure della qualità, Seam, Roma.
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• the comparison between different situations without taking into account the con-

text may be incorrect; sometimes the comparisons do not take into account the dif-

ferences between the various contexts; 

• the emphasis given to indicators may overshadow the qualitative analysis; an ex-

cessive dependence on the numbers risks to neglect the “qualitative” aspects of the

assessment; 

• the funding allocated on the basis of quantitative results could lead to negative

effects.

If, for example, awards for schools presenting a low dropout rate are introduced,

schools will select students in order to receive only the most talented and motivated or

they could lower the standards to be achieved to facilitate the attendance. 

Finally, it should be noted that the modification of a complex system such as

the education system cannot occur in a short time; measuring the impact of an edu-

cation policy on the system might take a long time; the behaviour of millions of

teachers, students and families does not change in a few months. Therefore, to mon-

itor the implementation and the evolution of a policy should not be used only result

indicators, measuring the final effects of the policy (for example, decrease in

dropout rates or raising of standards of learning), but also process indicators, allow-

ing the verification of how the policy has been applied to the system.

There are many ways to use the indicators in public policy: for example they

can be used for monitoring, for the comparison or for control.

Two approaches to their use can be identified: a “soft” approach, since its appli-

cation is not preparatory to the adoption of particular initiatives, and a “rigid” ap-

proach, when the application of the indicator is preparatory to the intervention.

Examples of “soft” approach come from the use of the indicators:

• for internal monitoring of the processes launched; 

• for comparison with other institutions, especially with those presenting similar

characteristics; 

• for the definition of the benchmarks, or reference points to be reached or to be tak-

en as an example; 

• for self-assessment.

The benchmarks set by the European Union in the framework of the Lisbon

strategy are part of this approach; they are used to monitor the progress of Member

States towards the achievement of the Lisbon objectives, in case of failure it is not

involved any sanction against the country which hasn’t achieved those goals. On the

contrary, the Maastricht parameters are part of a “rigid” approach and their non-

compliance shall lead to the application of sanctions.

There is a “rigid” approach when the indicators are used:

• for external monitoring, to check the progress of specific projects or pro-

grammes; 
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• to allocate additional funding, on the basis of statistical parameters; 

• to verify the achievement of specific objectives (targets).

It would be appropriate if during the policy-making process the indicators were used

by integrating the two approaches: it is necessary to establish measurable goals which

everyone can verify, with the awareness that the indicator is a tool and not an end, and

that the complexity of the education system requires a great attention to the different con-

texts, avoiding improper comparisons between different individuals or organizations.

3.2 INDICATORS AND BENCHMARKS FOR MONITORING PROGRESS TOWARDS

THE LISBON OBJECTIVES

The Conclusions of the Presidency in Lisbon in 2000 and the subsequent European

Councils have recognised the central role of indicators and benchmarks within the

“Open Method of Coordination”, the method used to promote the convergence of Mem-

ber States towards the EU goals (see par. 1.2). In particular, the use of indicators and

benchmarks has intensified in the area of cooperation on education and training in Eu-

rope.

In 2002 the European Council approved a detailed work programme which fixed

13 concrete objectives in education and training and an indicative list of 33 indicators,

later reduced to 29.

It was established also the “Standing Group on Indicators and Benchmarks”, com-

posed of experts representing all Member States to counsel the Commission about the

use of indicators and benchmarks.

The most significant action has been the adoption by the Council of Education of 5

benchmarks (“reference levels of European average performance”) in education and

training, that is the adoption of five quantitative targets which the European Union was

intended to achieve by 2010.

The benchmarks aimed at defining a concrete and measurable method in order to

show the Member States the path to follow for building a learning/lifelong learning sys-

tem and for measuring progress in this field.

The benchmarks were:

• at least 85 % of 22-year-olds should have completed upper secondary education; 

• no more than 10% of young people should have left school before completing up-

per secondary education or vocational or other training;

• the average level of participation in lifelong learning should be at least 12.5% of the

population in a month;

• the percentage of youth with low achievement in reading literacy should have de-

creased by at least 20%; 

• the total number of graduates in mathematics, science and technology should have

increased by 15%.
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Subsequently, the European Commission has constantly monitored the evolu-

tion of these indicators for all European countries, by setting up an annual report

 allowing to periodically review the situation. The survey conducted in 2011 (on data

of 2009)

5

showed the following Italian and European situation:

Italian and European situation in 2009/10 compared to the Lisbon benchmarks

At least 85 % of 22-year-olds should have completed upper secondary education 78,6 76,3

No more than 10% of young people should have left school 13,9 18,8

The average level of participation in lifelong learning should 
be at least 12.5% of the population in a month 9,1 6,2

The percentage of youth with low achievement in reading literacy 21,1% 24.9%

should have decreased by at least 20% (-6%) (+37,4%)

the total number of graduates in mathematics, science and technology 
should have increased by 15% +4% + 6,3

Source: Progress towards the Lisbon Objectives in Education and Training. Indicators and benchmarks 2010/2001. SEC (2011) 526

Education and training monitor 2014

BENCHMARK

EU 

average

Italian 

average

As can be seen, with the exception of the last indicator, for none of the other

benchmarks the progress of European countries has allowed to meet the objective.

The following chart, which has been included in the last monitoring report produced

by the European Commission on the Lisbon Benchmarks

6

, shows the trend of Euro-

pean average of the five indicators from 2000 to 2009. Only the indicator regarding

the number of graduates in mathematics, science and technology reveals a progress

over the years. Three other indicators show a progress, but with a trend much slower

than expected. Finally, the indicator of low achievers in reading shows even a clear-

ly negative trend until 2006 which is increasing but is still below the EU target.

5 Progress towards the Lisbon Objectives in Education and Training. Indicators and benchmarks
2010/2001. SEC(2011) 526.

6

Ibid.
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Progress towards the achievement of the Lisbon benchmarks

Source: Progress towards the Lisbon Objectives in Education and Training. Indicators and benchmarks 2010/2011. SEC (2011)526

In 2010, the European Council examined the data reaching the following con-

clusions

7

:

a) It is required more action to improve literacy and to help disadvantaged people
• The EU benchmark for 2010 is to reduce by 20% the percentage of low-

achieving 15-years olds in reading literacy, this share has actually increased

from 21.3% in 2000 to 24.1% in 2006.

• The performance of pupils with a migrant background in reading, mathemat-

ics and science is lower than that of native pupils (PISA data). 

• A major source of concern is the deteriorating performance in reading skills

compared to the 2010 EU benchmark. A good level of literacy is the basis for

the acquisition of key competences and for lifelong learning.

b) To strengthen the key competences in Vocational Education and Training and
Lifelong Learning. 
Some progress has been made in increasing adult participation in education and

training, but it is not enough to reach the 2010 benchmark of 12.5%. In 2008, 9.5%

of Europeans aged 25-64 participated in the four weeks prior to the survey, with

high skilled adults being five times more likely to participate than the low-skilled. 

7

2010 joint progress report of the Council and the Commission on the implementation of the

“Education and Training 2010” work programme (2010/C 117/01).
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c) Some progress on improving access to higher education 
There is growing political awareness that enabling non-traditional learners to

access higher education is central to the achievement of lifelong learning. Most

countries have taken measures to increase the participation of students with a lower

socio-economic status, including financial incentives. 24% of the adult population

in Europe (25-64 years old) have high (i.e. tertiary level) educational attainment,

which is far behind both the US and Japan with 40%.

If the European situation does not appear exciting, the Italian one is even

worse. For all benchmarks, with the exception of the one concerning science gradu-

ates, Italy shows values which are significantly lower than the European average.

The only progress which has been made since the benchmark was set is in obtaining

higher education diploma. 

3.3 SIX NEW BENCHMARKS FOR 2020

Within the new Strategic Framework for Education and Training (ET 2020) 6

new benchmarks have been identified. Three benchmarks had already been defined

by the Lisbon Strategy, while the three new benchmarks concern the access to pre-

primary education, the percentage of graduates and employed secondary or univer-

sity graduates. These new objectives are part of the learning strategy that should

cover every stage of life, “from cradle to grave”, as stated by the Communication

from the Commission of 2001

8

.

The following benchmarks for 2020 have been set:

• At least 95% of children (from 4 to compulsory school age) should participate

in early childhood education.

• The rate of early leavers from education and training should be below 10%. 

• Fewer than 15% of 15-year-olds should be under-skilled in reading, mathemat-

ics and science. 

• At least 40% of people aged 30-34 should have completed some form of higher

education.

• At least 15% of adults should participate in lifelong learning.

• The share of employed graduates (aged 20-34 with at least upper secondary educa-

tion attainment and having left education 1-3 years ago) should be at least 82%. 

However it is not easy to reach these benchmarks, especially for our country.

The last European Monitor published in 2015

9

shows the following situation:

8

Commission of the European Communities. Making a European Area of Lifelong Learning a
Reality COM(2001) 678 Brussels, 21.11.2001.

9

European Commission, Education and Training Monitor 2015, Luxembourg: Publications Of-

fice of the European Union, 2015.
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Italian and European situation in 2014 compared to the benchmarks for 2020

Source: Progress towards the Lisbon Objectives in Education and Training. Indicators and benchmarks 

At least 95% of children (from 4 to compulsory school age) 
should participate in early childhood education

93,9% 98,7%

The rate of early leavers from education and training should be below 10% 11,1% 15,0%

At least 15% of adults should participate in lifelong learning in a month 10,7% 8,0%

Fewer than 15% of 15-year-olds should be under-skilled in reading,
mathematics and science

Reading 17,8%

Math. 22,1%

Science16,6%

Reading 19,5%

Math. 24,7%

Science18,7%

At least 40% of people aged 30-34 should have completed 
some form of higher education

37,9% 23,9%

The share of employed graduates (aged 20-34 with at least upper secondary educa-
tion attainment and having left education 1-3 years ago) should be at least 82%

76,1% 45,0%

BENCHMARK

EU 

average

Italian 

average

As can be seen in the chart table, the situation of our country is particularly diffi-

cult regarding employment rates of graduates. Also dropout and university graduation

rates are critical, since they are far below the European benchmarks and the current av-

erage of other countries. However, regarding the dropout rate our country made a sig-

nificant progress during the last year: it decreased from 17% to 15% of young people

between 18 and 24 without a diploma or professional qualification. Furthermore for

this indicator Italy had set the objective of achieving by 2020 the 16% as the maximum

value, then that goal has already been reached. Also with regard to the rate of gradua-

tion, Italy has set the realistic target of achieving by 2020 the value of 26/27%. 

These and other progresses have been noted by the European Commission, which

in the European Monitor 2015 states: “Italy has made progress in improving its educa-
tion and training system over the last few years. A school evaluation system is being
implemented, basic skills proficiency has improved, the early school leaving rate is on
a decreasing trend and participation in ECEC is almost universal for children aged
four to six. Moreover, the recent reform of the school education system can help create
the conditions to further improve school outcomes. Nonetheless, the early school leav-
ing rate remains well above the EU average. Regional differences in basic skills profi-
ciency are wide. The tertiary education attainment rate for young people is the lowest
in the EU and many students still drop out of tertiary education. Work-based learning
is not sufficiently developed and entry into the labour market is difficult for young peo-
ple, including the high-skilled. General government expenditure on education as a
share of GDP is among the lowest in the EU, especially at the tertiary level”.

As can be noted, together with the recognition of progress criticisms about the

problems affecting the educational system of our country emerge. The next years will

show the extent to which the 6 new targets for 2020 will be able to give a new impetus

to the education policies of the different countries. Despite this, there is the political

and educational significance of the benchmark: strategic reference point indicating in

transparent and measurable terms   the goal to be achieved.
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4. The debate on competences and the European 

Qualifications Framework

4.1 BETWEEN KNOWLEDGE AND SKILLS

In the debate of the past 20 years, the discussion on educational policies has

shifted from how to define and acquire knowledge to how to define and acquire

skills (know-how).

The concept of “competence” has a long history in the field of vocational

training and it has developed in the working environment. Guy Le Boterf, one of

the greatest theorists in this field defined competence as “a recognized and proven
set of representations, knowledge, skills and attitudes pertinently mobilized and
combined in a given context”1.

Only in recent years an effort has been made to use the concept of competence

in general education, on the basis of the need to overcome the purely transmissive

approach of knowledge.

An important step in the international elaboration process of the concept of

competence has been represented by the DeSeCo Project (Definition and Selection
of Competences) which was conducted between 1997 and 2003 by the OECD

2

; this

project has played a significant role in the evolution of public policies, through the

definition and systematization of an international reference framework. The project

brought together several experts to compare definitions, establish convergences and

finally list a series of key competences for the development of the society and indi-

viduals. These key competences should obviously be the main objectives of educa-

tion and training. 

This initiative is based on the awareness that the traditional basic skills are

 important but not enough to meet the requirements and the current social demand.

The DeSeCo Project publications emphasize, in particular, a holistic definition 

of the concept of competence, giving to the term the meaning of a complex system

of action, including cognitive and non-cognitive attitudes, and other elements: “A
competence is defined as the ability to successfully meet complex demands in a
particular context. Competent performance or effective action implies the mobilisa-
tion of knowledge, cognitive and practical skills, as well as social and behaviour
components such as attitudes, emotions, and values and motivations. A compe-
tence – a holistic notion – is therefore not reducible to its cognitive dimension”. 

1

LE BOTERF G. (1990), De la compétence: Essai sur un attracteur étrange, Les Ed. de l’Organisation.

2

RYCHEN D.S., SALGANIK L.H. (2007), Agire le competenze chiave. Scenari e strategie per il benessere
consapevole, Franco Angeli.
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The DeSeCo Project has identified nine key competences, divided into three

categories, which may be relevant to every citizen.

KEY COMPETENCES ACCORDING TO THE DESECO PROJECT (A)

ACT AUTONOMOUSLY

1) The ability to assert rights, interests, limits and needs

This competency implies the ability, for instance, to:

• understand one’s own interests (e.g. in an election);

• know written rules and principles on which to base a case;

• construct arguments in order to have needs and rights recognised; 

• suggest arrangements or alternative solutions.

2) The ability to form and conduct life plans and personal projects 

Individuals must be able, for instance, to: 

• define a project and set a goal;

• identify and evaluate both the resources to which they have access and the resources they

needs (e.g. time and money);

• prioritise and refine goals; 

• balance the resources needed to meet multiple goals;

• learn from past actions, projecting future outcomes;

• monitor progress, making necessary adjustments as a project unfolds.

3) The ability to act within the big picture

This competency requires individuals, for instance, to:

• understand patterns;

• have an idea of the system in which they exist;

• identify the direct and indirect consequences of their actions; 

• choose between different courses of action by reflecting on their potential consequences in

relation to individual and shared norms and goals.

USING TOOLS INTERACTIVELY

1) The ability to use language, symbols and text interactively 

This key competency concerns the effective use of spoken and written language skills, computa-

tion and other mathematical skills, in multiple situations. It is an essential tool for functioning

well in society and the workplace and participating in an effective dialogue with others. 

2) The ability to use knowledge and information interactively

This key competency requires critical reflection on the nature of information itself – its tech-

nical infrastructure and its social, cultural, and even ideological context and impact. Informa-

tion competence is necessary as a basis for understanding options, forming opinions, making

decisions, and carrying out informed and responsible actions. 

3) The ability to use technology interactively 

Technology can be used interactively if users understand its nature and reflect on its potential.

Most importantly, individuals need to relate the possibilities embedded in technological tools

to their own circumstances and goals. A first step is for individuals to incorporate technolo-

gies into their common practices, which produces a familiarity with the technology that then

allows them to extend its uses. 

➔
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INTERACTING IN HETEROGENEOUS GROUPS

1) The ability to relate well to others 

This key competency allows individuals to initiate, maintain and manage personal relation-

ships with, for example, personal acquaintances, colleagues and customers. Relating well is

not only a requirement for social cohesion but, increasingly, for economic success as

changing firms and economies are placing increased emphasis on emotional intelligence.

2) The ability to cooperate 

Co-operation requires each individual to have certain qualities. Each needs to be able to bal-

ance commitment to the group and its goals with his or her own priorities and must be able to

share leadership and to support others. 

3) The ability to manage and resolve conflicts 

For individuals to take an active part in conflict management and resolution, they need to be

able to: 

• analyse the issues and interests at stake, the origins of the conflict and the reasoning of all

sides, recognising that there are different possible positions;

• identify areas of agreement and disagreement;

• reframe the problem;

• prioritise needs and goals, deciding what they are willing to give up and under what 

circumstances. 

(a) OECD (2003) The definition and selection of key competences-  executive summary:

http://www.oecd.org/dataoecd/47/61/35070367.pdf

4.2 KEY COMPETENCES FOR LIFELONG LEARNING

The European Recommendation of 18 December 2006 on Key competences
for lifelong learning3

identifies the key competences which everyone should ac-

quire and which form a basis for lifelong learning; it encourages the Member

States, as part of their lifelong learning strategies, to develop key competences for

all citizens in order to ensure that education and initial training are offered to all

young people preparing them for adult life, further learning and integration into

working life.

To achieve this goal it must be taken into account those young people who,

due to educational disadvantages caused by personal, social, cultural or economic

circumstances, need particular support to fulfil their educational potential; ac-

cording to the Recommendation, even adults should be able to develop and update

their key competences throughout their lives, with a particular focus on target

groups identified as priorities in the national, regional and/or local contexts.

3

Recommendation 2006/962/EC of the European Parliament and of the Council of 18 December

2006 on key competences for lifelong learning.
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The Recommendation defines key competences as “a combination of knowl-
edge, skills and attitudes appropriate to the context. Key competences are those
which all individuals need for personal fulfilment and development, active citizen-
ship, social inclusion and employment”. Without these skills it is more difficult to

exercise the rights of citizenship and access and enhance the learning opportunities

which are offered throughout life. 

The Recommendation of the European Parliament and of the Council identi-

fies 8 key competences which every citizen should have.

KEY COMPETENCES ACCORDING TO THE EUROPEAN RECOMMENDATION (a)

• Communication in the mother tongue, is the ability to express and interpret concepts,

thoughts, feelings, facts and opinions in both oral and written form (listening, speaking,

reading and writing) 

• Communication in foreign languages, is based on the ability to understand, express and in-

terpret concepts, thoughts, feelings, facts and opinions in both oral and written form (lis-

tening, speaking, reading and writing) in an appropriate range of societal and cultural con-

texts (in education and training, work, home and leisure 

• Mathematical competence, is the ability to develop and apply mathematical thinking in

order to solve a range of problems in everyday situations. Building on a sound mastery of

numeracy, the emphasis is on process and activity, as well as knowledge.

• Digital competence, is the ability to use the new ICT. 

• Learning to learn is the ability to pursue and persist in learning, to organise one’s own

learning, including through effective management of time and information, both individu-

ally and in groups. 

• Social and civic competences, include personal, interpersonal and intercultural competence

and cover all forms of behaviour that equip individuals to participate in an effective and

constructive way in social and working life.

• Sense of initiative and entrepreneurship refers to an individual’s ability to turn ideas into

action. It includes creativity, innovation and risk-taking, as well as the ability to plan and

manage projects in order to achieve objectives. 

• Awareness of the importance of the creative expression of ideas, experiences and emotions

in a range of media, including music, performing arts, literature, and the visual arts.

(a) RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE COUNCIL

of 18 December 2006 on key competences for lifelong learning (2006/962/CE)

4.3 THE EUROPEAN QUALIFICATION FRAMEWORK (EQF)

The theme of skills and their definition and certification is crucial to give

quality to the education system but also practicality to the process of integration

between systems in the logic of lifelong learning. The integration has meaning if

provided with models and tools making possible both constant dialogue with the

socio-economic reality and the actual ability to capitalize the learning experiences

conducted by individuals in different places, times and in educational contexts.
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After a comparison between different Member States, the European Union ap-

proved in 2008 a Recommendation of the European Parliament and of the Council

on the establishment of the European Qualifications Framework (EQF) for lifelong

learning. The EQF will provide a common language to describe qualifications

which will help Member States, employers and individuals compare qualifications

across the EU’s diverse education and training systems

4

.

The EQF shifts the focus of qualification from the characteristics of training

activities attended (duration, content, etc.) to learning outcomes (knowledge, skills

and competences). No matter how the competence has been acquired (learning ex-

perience, type of institution), what matters is the final result: this approach does not

only facilitate the transfer and use of qualifications across different countries and

education and training systems, but also the validation of non-formal and informal

learning.

The European framework covers all type of qualification, ranging from those

acquired at the end of compulsory education to the highest qualifications such as

Doctorate. It consists of 8 reference levels indicating the difficulty and the learning

outcomes characterising every level. The EQF is focused on the learning outcomes

and the person’s actual knowledge and skills rather than the amount of study

needed to complete the qualification programme.

All Member States shall indicate the correspondence of titles and qualifi-

cations delivered at national level with the eight levels established at European

level, ranging from level 1 (the basic level, corresponding to the knowledge and

skills acquired at the end of compulsory education) to level 8, corresponding to the

knowledge and skills acquired at the end of a post-graduate degree course.

Level 1 is characterised by: 

• Basic general knowledge

• Basic skills required to carry out simple tasks 

• Work or study under direct supervision in a structured context

Level 8 is characterised by:

• Knowledge at the most advanced frontier of a field of work or study and at the

interface between fields

• The most advanced and specialised skills and techniques, including synthesis

and evaluation, required to solve critical problems in research and/or innova-

tion and to extend and redefine existing knowledge or professional practice

• Demonstrate substantial authority, innovation, autonomy, scholarly and profes-

sional integrity and sustained commitment to the development of new ideas or

processes at the forefront of work or study contexts including research

4

RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE COUNCIL of 23 April 2008 on The
establishment of the European Qualifications Framework for lifelong learning (2008 / C 111/01).
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EUROPEAN QUALIFICATIONS FRAMEWORK: BASIC DEFINITIONS

Learning outcomes means statements of what a learner knows, understands and is able to do

on completion of a learning process, which are defined in terms of knowledge, skills and

competence;

Knowledge means the outcome of the assimilation of information through learning. Knowl-

edge is the body of facts, principles, theories and practices that is related to a field of work or

study. In the context of the European Qualifications Framework, knowledge is described as

theoretical and/or factual;

Skills means the ability to apply knowledge and use know-how to complete tasks and solve

problems. In the context of the European Qualifications Framework, skills are described as

cognitive (involving the use of logical, intuitive and creative thinking) or practical (involving

manual dexterity and the use of methods, materials, tools and instruments);

Competence means the proven ability to use knowledge, skills and personal, social and/or

methodological abilities, in work or study situations and in professional and personal devel-

opment. In the context of the European Qualifications Framework, competence is described

in terms of responsibility and autonomy.

In the European Recommendation it is stated that Member States shall:

1) Use the European Qualifications Framework as a reference tool to compare the

qualification levels of the different qualifications systems.

2) Relate their national qualifications systems to the European Qualifications

Framework by 2010, in particular by referencing, in a transparent manner,

their qualification levels to the European levels and, where appropriate, by de-

veloping national qualifications frameworks in accordance with national legis-

lation and practice. 

3) Adopt measures so that, by 2012, all new qualification certificates, diplomas

and ‘Europass’ documents issued by the competent authorities contain a clear

reference to the appropriate European Qualifications Framework level. 

4) Use an approach based on learning outcomes when defining and describing

qualifications, and promote the validation of non-formal and informal learning. 

4.4 TRANSPARENCY TOOLS

Before adopting the Recommendation on the European Qualifications Frame-

work, the European Union had already introduced Europass, a tool to facilitate the

mobility of citizens by promoting the transparency of qualifications acquired. Eu-

ropass has been established by a Decision of the European Parliament and of t  he

Council of 15 December 2004 on a single Community framework for the trans-

parency of qualifications and competences

5

and consists of five elements:

5

Decision No 2241/2004/EC of the European Parliament and of the Council of 15 December 2004

on a single Community framework for the transparency of qualifications and competences (Europass).
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• Europass Curriculum Vitae
• Europass language passport
• Europass certificate supplement
• Europass diploma supplement
• Europass mobility

The Europass Curriculum Vitae shall provide citizens with the opportunity to

present in a clear and comprehensive way information on all their qualifications

and competences. It allows to standardize qualifications, professional experience,

skills and competences.

The Europass Curriculum Vitae (CV) contains personal information in addi-

tion to details of any work-experience, education and training, personal skills and

competences that the individual has developed even through non-traditional educa-

tional paths. 

Europass Certificate e Diploma Supplement are issued to individuals who

have obtained a vocational training certificate or a diploma. 

The Certificate Supplement provides additional information regarding the

award which is not available on the official certificate, such as the skills and com-

petences acquired, the level of the certificate, and entry requirements and access

opportunities to the next level of education etc. This makes it more easily under-

stood, especially for employers and institutions outside the issuing country.

The Europass Diploma Supplement is the transparency tool developed by the

Council of Europe, UNESCO and the European Commission, which aims to make

more readable the titles and qualifications issued in the context of academic and

non-academic higher education. The document is delivered together with the titles

and qualifications issued at the end of an educational path at a University or an

higher education institute.

The information on the Europass Certificate and Diploma Supplement is sup-

plied by the relevant awarding body which makes the award.

4.5 KNOWLEDGE AND COMPETENCES: AN OPEN DEBATE

Despite the important progress made at national and European level to promote

education and training based on the concept of competence, the conceptual framework

and rules for the application of a “teaching through skills” still need to be clarified.

The definition: there is still no clear definition of competence; there are many

definitions of this notion depending on the field (psychological, pedagogical, orga-

nizational) to which the definition refers. In addition, the distinction between the

concept of competence and skill is not definite; the European Recommendation

states that a Skill is the ability to apply knowledge and use know-how to complete

tasks and solve problems: in the concept of skill it is already inherent the applica-
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tive dimension of the acquired knowledge, which is used to carry out specific task.

While the Competence is defined by the Recommendation as the proven ability to

use knowledge, skills and personal, social and/or methodological abilities, in work

or study situations and in professional and personal development. According to the

Recommendation, the skill is distinguished from the competence because:

– The skill is demonstrated in work or study situations and in professional and

personal development (but even the possession of competences and knowledge

must be proven) 

– To express competence it is necessary to use also personal, social and/or

methodological skills. 

The competence thus differs from the skill because also non-cognitive resources

(attitudes, etc.) are mobilized. But at school, where especially cognitive skills are used,

how it is possible to distinguish competences from skills? While in the workplace it is

easier (but not always) to draw the dividing-line between the skills (cognitive dimension)

and competences (involving other dimensions of the person), at school this division is

not clear. In particular, there is a difficulty when it is needed to define or evaluate the

objectives to be achieved with regard to the acquisition of skills and/or competences

related to given disciplines.

A further complication is created during the Italian translation of the word “skill”

which sometimes is translated with “abilità” but also with the term “capacità”. Even in

Italian language there is not a clear distinction between the expression “abilità” and

“capacità”.

The level of acquisition/demonstration of competence: the definition of the “level”

of acquisition of a competence is not easy, especially when it must be defined a

performance carried out in a non-working environment. While the satisfactory execution

of a professional performance can be defined through a series of indicators (for example,

through the listing of operations which should be fulfilled), the definition of a satisfactory

cognitive performance requires also the specification of the type of knowledge used and

promoted, otherwise there is the risk to remain on a generic level.

Competence teaching methods: according to the definition, the competence

cannot be taught as a normal discipline; the acquisition and implementation of a

competence is the result of a complex process involving the mobilisation of different

resources: cognitive, attitudinal and motivational; to acquire and demonstrate a

competence it is necessary to confront to real contexts. The translation of all this in

the everyday school practice is obviously quite complex.

Evaluation modalities: evaluation modalities of competences present different

problems. It has already explained the difficulty of defining the level of competence

and then to evaluate it. But competences evaluation becomes extremely difficult

within the school context. In particular, when the assessment tool is the written test

it hardly can be defined as a competence evaluation, in the event it can be called

“skills evaluation”.
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The ambiguity is caused also by the official documents: in the text published by

OECD on Pisa 2009 Assessment Framework

6

the term competence is used only in the

presentation of conceptual frameworks regarding mathematics and science (where,

however, it is not clear the difference between competence and skill), while in the

presentation of reading literacy framework it is always used the term skill. Therefore

the question that arises is: a test as those normally given in schools is able to allow the

assessment of a competence? Wouldn’t it be more correct to talk about assessment of

language, mathematics and science skills?

In recent years a concern about the emphasis given to the use of the term

competence in schools has spread, together with the fear that the emphasis on

competences could decrease the attention to learning. It has therefore developed, both

in Italy and in other countries, a reaction movement which has tried to bring the teaching

of contents back to the centre of school activity. A debate has opened between those

who highlight the need to form solid conceptual categories through learning allowing

to capture and select the information that is provided by the school (Edgar Morin,

quoting Michel de Montaigne, stated It is better a well made head that a full head7) and

those who stress the need to acquire a solid knowledge, as a basis for the subsequent

cultural and professional growth.

As noted by the Ministerial Committee, which is responsible for defining the pro-

cedures for the extension of compulsory education, there is no opposition between

knowledge and competences: the competence, without the knowledge giving it sub-

stance, is just an empty container. The final text presented by the Commission states

8

:

“The key competences are not an alternative proposal to disciplines; on the con-

trary they are built using the knowledge provided by the first two years of upper sec-

ondary education institutions, starting from the cultural areas that have been identi-

fied. Disciplines and competences are the basis of a single teaching/learning process.

... The processes leading to the acquisition of key competences are therefore not

 intended as a new curriculum that is going to be juxtaposed to the existing ones, but

as the multi and interdisciplinary goal of educational curricular activities”.

To conclude, the concept of competence is important because it highlights the

operational implications of knowledge, promoting the passing of abstract teaching

and because it encourages a consolidation of knowledge across different disci-

plines. Regarding the school environment it seems that greater clarity is needed

concerning the terms knowledge, skills, competences and ability in order to build

unambiguous frameworks.

6

OECD (2009), PISA 2009 Assessment Framework Key competences in reading, mathematics and
science. Ed. OECD, Parigi.

7

MORIN E. (1999), La tête bien faite. Repenser la réforme. Réformer la pensée Paris, Seuil.

8

Commission with the task to deepen the issue related to compulsory education and develop

possible ways to raise compulsory education Indicazioni sulle modalità dell’innalzamento dell’ob-
bligo di istruzione March 3, 2007.
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5. The Recommendation on European Quality Assurance

Reference Framework for VET (EQAVET)

In recent years the quality of the educational and training institutions is object of

discussion and intervention. The growing autonomy of vocational training centres

and schools requires greater internal and external control on organisational processes

and the results achieved, in order to ensure the efficient and effective use of public

and private resources. Regarding education and vocational training, there is also the

need to raise the quality of the training offer for at least three relevant reasons:

• to increase the attractiveness of a training offer which is sometimes judged as “of

lower rank” compared to higher and technical education;

• to strengthen the capacity to response of vocational training to the needs of the

constantly evolving production system; 

• to increase the effectiveness of the training programme, responding to the needs

of different users. 

5.1 FROM INPUTS CONTROL TO OUTPUTS CONTROL

The quality in the traditional school systems was ensured by controlling the “in-

puts”, that is the characteristics of the educational system were established: the min-

imum and maximum number of students per class, their entry requirements, the num-

ber of teachers per class, their certified training, the teaching programmes, the type

of facility, the educational and laboratory equipment; etc... Minimum standards of

quality of training have been (and still are) defined and guaranteed, on the assump-

tion of ensuring in this way a substantial homogeneity of the results.

The external controls on the results were reduced to a minimum, and their func-

tion was validating the educational path completed, more than actually verifying it.

In the last twenty years it has grown the awareness that to ensure the quality of

the system is not sufficient (and not even useful) to define and control the “starting”

standards (inputs), but it is quite useful and necessary to define “arrival” standards.

It is therefore necessary, through autonomy, to make the local educational structures

able to respond to diverse needs and to focus their attention on the results (outputs);

this is achieved by carrying out periodic surveys on pupils’ learning outcomes at na-

tional and international level and through other measures (for example, through the

analysis of indicators of efficacy and efficiency). This approach governmental of the

education system has internationally developed also thanks to the OECD work,

which since the 90s has started the data collection and comparison of the different
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 national education systems through an integrated system of indicator

1

. The OECD

through the PISA Project has begun 10 years ago, in the countries belonging to the

organisation, a systematic survey and analysis of 15-year-old students’ learning out-

comes, which is acquiring importance for the evaluation of national policies out-

comes in the different countries

2

.

5.2 INPUT-OUTPUT MODELS

According to traditional input-output assessment models, the quality of an edu-

cation system and its schools is determined by verifying the extent to which (output)
it is possible to transform the raw material (input) following the set goals. The fol-

lowing elaborations and reflections on this model have led to the concept of input, by

distinguishing the starting condition (the Context) from the resources supplied

3

. In

any case, attention is focused on the Products (as determined in the initial objectives),

representing the key litmus of the quality of education.

The evaluative research has highlighted the connection between the Educational

Product and the Context, and the attention that should be paid, during results assess-

ment, on the resources employed (human, economic and structural). Therefore, the

evaluation of training outcomes shall always take into account the starting points and

the resources used: for example, it would be incorrect to equate the results of a school

located in a wealthy area with those of a school located in a blighted area. Also the

concept of objective can change, adding complexity to the assessment model: inter-

mediate objectives can be identified close to the final objectives.

However the classical input-output models have a significant weakness: the lack

of mechanisms for feedback. They allow to describe the current situation, but without

elements to direct the system towards improvement; it is more a quality control than

a quality development. The purpose of the evaluation, however, is not only to obtain

a certificate but it is necessary also to correct the system; the main purpose of the as-

sessment is to help decision-making. It is therefore also necessary a verification of

the processes, in order to understand not only the training outcomes, but also how the

results have been obtained and on the basis of what processes. 

The reflection and the formalisation of processes is the most problematic aspect

of the input-output models. It is relatively easy to evaluate, using quantitative indica-

tors allowing comparisons in space and time, the Context, the Inputs and the Prod-

ucts, but it is much more complex to define the indicators to assess the processes.

1

OECD, Education at a Glance, OECD indicators, OECD Publishing, Paris.

2

OECD (2007), PISA 2006 Science competences  for tomorrow’s world Volume 1: Analysis, OECD 

Publishing.

3

STUFFLEBEAM D. et. al, (1971), Educational Evaluation and Decision Making, Itasca, IL: F.E. Peacock.
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The assessment of the training effects through the detection of outputs is further

limited: it risks to be little relevant in the short term, as the impact of training is visi-

ble in medium-long term. 

In any case, the completeness and the systematic nature of the so-called CIPP

model, namely Context, Input, Process, Product make it the most widely used to

analyse the quality of education, both at single structure that at system level.

5.3 THE PROCESS-BASED MODELS

Therefore, the main problem is the connection between assessment and decision

making. In the business world this issue has been faced since the ‘50s by Deming.

According to Deming the principle of quality control at the end of the process is

not suitable, since it acknowledges that it should exist in any case a certain amount of

“waste” or “errors”, and therefore a loss, even if small, of company’s efficiency

4

. The

quality control should shift the attention from the product to the processes, that is

from what is downstream of production to how to handle upstream processes

5

; in ad-

dition the principle of quality control should be replaced by the principle of total qual-

ity (because the quality concerns all stages of production, and not only the final one).

Deming has introduced the quality circle: Plan, Do, Check, Act, namely:

• to plan, on the basis of diagnosis made; 

• to do; 

• to check the results; 

• to act by correcting the errors detected, in order to improve the results. 

So the cycle never stops, and produces continuous improvement, another central

concept of this approach.

Deming’s work had a remarkable success since it has been one of the factors of

rebirth of Japanese industry in the 60s and 70s (Deming was greatly appreciated for

his work in Japan).

In the following years the principles of total quality spread in Western countries;

during the ‘90s these principles began to be applied also in the world of production

of intangible goods, the world of education, school and university.

Several models inspired by these principles have been created: it is enough to re-

call ISO, EFQM, CAF models.

4

ISFOL, ALLULLI G. and TRAMONTANO I. (2007), I modelli di qualità nel sistema di formazione pro-
fessionale italiano, Rubettino.

5

According to ISO standards an activity or set of activities using resources, and managed in

order to enable the transformation of inputs into outputs, can be considered as a process (UNI, Quality

management systems, Fundamentals and vocabulary, December 2000).
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In order to adapt the models inspired by the principle of total quality to the training

field specific regulations have been established

6

, defining the quality system as “an or-

ganizational/managerial tool centered on monitoring/control of processes which have a

direct impact on the quality product, the clear division of responsibilities and the provi-

sion of adequate resources in order to prevent problems and to ensure the compliance

with the requirements of the customer and his satisfaction. It is also an instrument of

continuous improvement, necessary for a competitive presence on the market”.

This approach has three distinctive features:

• it is focused on processes rather than on products; the underlying logic is that if the

process is appropriately conducted also the product produced will comply with the

requirements imposed, while the verification which is conducted only at the end of

the process may not tell us anything regarding to the reasons for success or failure;

in addition it is better to prevent failure by controlling the execution process, rather

than simply record a failure in the end.

• The second feature is that of involving management in the quality assurance

process: the management is not only the user of this process but is also subject to

the verification; the ability to take into account the results of the assessment by

modifying the activity is not only a desired effect, but is also a process analysed by

the quality system; the revision of the activity is a stage of the quality cycle. 

• The third characteristic concerns the concept of quality, which is not a relative con-

cept to be defined from time to time with respect to the objectives, but an absolute

concept corresponding to the way in which given criteria, previously defined by the

model, are met. For example, the EFQM Excellence Model developed by the Eu-

ropean Foundation for Quality Management, and the CAF (Common Assessment

Framework) define for each predefined quality criterion a score to be attributed to

the assessed institution.

These features are the strengths and weaknesses

7

.

Regarding the first of these characteristics, the focus on processes, while in the busi-

ness sector it is reasonable to assume that a good compliance with the procedures can

produce good results, in training it is not the same: the training outcomes are the result

of many complex factors, even if a school strictly respects the rules and the organisation-

al standards, the students’ results will not be necessarily positive. The evaluation of the

results should therefore maintain a specific and autonomous role: it is not enough to en-

sure that the “quality procedures” are implemented, but it is essential to monitor the re-

sults of these procedures; the quality of training is not deduced only through the verifi-

cation of the procedures but also through the verification of actual results.

6

UNI, Guidelines for the development and adoption of a quality system in training accordi   ng to
UNI EN 9001, Milan 1998. 

7

ALLULLI G. (2007), La valutazione della scuola: un problema di governance, in Economia dei
servizi, Il Mulino, n.3/2007.
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The control of the result is often limited to the verification of customers satisfaction;

but in education this is not a sufficient parameter to evaluate the students’ outcomes. In

fact young users, and often their families, are unable to express a critical judgment about

the contents of the training: an inexperienced user can evaluate the most tangible aspects

of the service (regularity, attention to the needs of users, etc.), but it is more difficult for

them to express an adequately informed opinion about the content of the teaching activ-

ity. It should also be considered that users do not necessarily express high expectations

for the educational offer: for example, those who want to get a degree without excessive-

ly committing themselves in the study can get a diploma in a school where the level of

training offer is not fundamental, it just allows to get a certification.

Regarding the involvement of the management as “object” of assessment, it be-

comes a problematic aspect in the moment in which those who verify the respect of qual-

ity procedures is in a hierarchically subordinated position to the evaluated manager. This

happens when quality models are a reference for the self-assessment; in this case the in-

dependence of evaluation activity may be seriously questioned, while the authority of

the self-assessment is supported by objective evidence if it is focused on the results

achieved and on solid empirical evidences. 

In short, it is not sufficient to verify the compliance with the “quality procedures”,

but it is important to actually verify the results obtained in order to state whether a par-

ticular institution arranges a quality training offer or not.

The models of “total quality” which have been adapted for the services and the pub-

lic administration (such as EFQM and CAF) consider the assessment of the results really

important (50% of the final score); it remains, however, the contradiction between the

philosophy of quality assurance based on the evaluation of processes and and an ap-

proach aimed at evaluating the results. 

Finally, the attention given to the processes can easily end into the attention to the

respect of procedures; this is a serious risk, especially in environments such as the

school.

5.4 THE RECOMMENDATION ON THE ESTABLISHMENT OF A EUROPEAN QUALITY AS-

SURANCE REFERENCE FRAMEWORK FOR VOCATIONAL EDUCATION AND TRAINING

The need to closely link the evaluation with the decision making process is also

the basis of the model to which the European Recommendation on quality assurance

in VET refers

8

.

8

RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE COUNCIL of 18 June 2009 on the es-
tablishment of a European Quality Assurance Reference Framework for Vocational Education and
Training (2009/C 155/01).
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As part of the initiatives taken in the light of the Lisbon strategy, the European

Union has promoted in 2000 a technical and political path aimed at strengthening

the devices quality assurance in education and vocational trai  support to be used on

a voluntary basis by the Member States and all stakeholders to promote and mon-

itor continuous improvement of Education and Vocational Training, according to

common criteria and principles. The European Recommendation requires Member

States toestablish a national strategy fitting with the European Framework of Refer-

ence.

EQAVET comprises a quality assurance and improvement cycle consisting 

of four phases (Planning, Implementation, Evaluation/Assessment and Review/Re-
vision) 

The first phase (planning) consists in the establishment of clear, appropriate

and measurable goals and objectives in term of policies, procedures, tasks and

human resources. In this phase the involvement of stakeholders is crucial.

The second phase (implementation) consists in the execution of the planned

actions to ensure the achievement of the objectives. It is necessary that the rules

and procedural steps are clear to all stakeholders.

The third phase (evaluation) provides a combination of mechanisms of internal

and external evaluation. The effectiveness of the assessment depends on the defini-

tion of a clear methodology and by the coherence between the predetermined ob-

jectives and indicators and data collected.

In the fourth phase (review) the data collected through the assessment are used

to provide the necessary feedback and the implementation of appropriate changes.

In fact, the improvement is a continuous and systematic process.

9

EUROPEAN COMMISSION (2006a), Efficiency and equity in European education and training systems,
Communication from the Commission to the Council and to the European Parliament,{SEC(2006) 1096}.
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The European Model of quality Assurance

As can be observed, the European model is very similar to the “Quality cycle”

proposed by Deming, but in this case more emphasis is given to the control of the 

results. 

The four phases of the model are described by the Recommendation through a

list of criteria and quality descriptors, exemplifying the actions to be performed for

each phase. These are very useful information because give more substance to a mod-

el that might otherwise be perceived as mainly theoretical.

In addition, the Recommendation proposes a set of indicators relating to differ-

ent aspects of the training. The use of indicators is not compulsory, but it is a useful

reference point to compare some strategic aspects of the educational process, such as

the levels of participation, the educational success, the employment rate, the use of

acquired skills, the inclusion for disadvantaged people, etc.

10 QUALITY INDICATORS (a)

N. 1 Relevance of quality assurance systems for VET providers: 

a) share of VET providers applying internal quality assurance systems defined by law/at own initiative 

b) share of accredited VET providers 

N. 2 Investment in training of teachers and trainers:

a) share of teachers and trainers participating in further training 

b) amount of funds invested 

N. 3 Participation rate in VET programmes: 

Number of participants in VET programmes, according to the type of programme and the individual

criteria 

Planning

Implemen  tation

Evaluation

Review

➔
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N. 4 Completion rate in VET programmes: 

Number of persons having successfully completed/abandoned VET programmes, according to the

type of programme and the individual criteria 

N. 5 Placement rate in VET programmes: 

a) destination of VET learners at a designated point in time after completion of training, according

to the type of programme and the individual criteria 

b) share of employed learners at a designated point in time after completion of training, according to

the type of programme and the individual criteria 

N. 6 Utilisation of acquired skills at the workplace: 

a) information on occupation obtained by individuals after completion of training, according to type

of training and individual criteria 

b) satisfaction rate of individuals and employers with acquired skills/competences 

N. 7 Unemployment rate according to individual criteria 

N. 8 Prevalence of vulnerable groups: 

a) percentage of participants in VET classified as disadvantaged groups (in a defined region or

catchment area) according to age and gender 

b) success rate of disadvantaged groups according to age and gender 

N. 9 Mechanisms to identify training needs in the labour market: 

a) information on mechanisms set up to identify changing demands at different levels 

b) evidence of their effectiveness 

N. 10 Schemes used to promote better access to VET: 

a) information on existing schemes at different levels 

b) evidence of their effectiveness 

(a) RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE COUNCIL 

of 18 June 2009 on the establishment of a European Quality Assurance Reference Framework for
Vocational Education and Training (2009/C 155/01)

The European Union has requested all Member States to define a plan for quality

assurance, indicating what measures intend to adopt in order to introduce the Euro-

pean model at national level. 

The EQAVET Recommendation is strictly connected to that one on European

Qualifications Framework, already examined, and to that one on the recognition of

credits which will be presented in the next chapter. The introduction and enhance-

ment of a quality assurance system is a prerequisite for strengthening the context

which is necessary to encourage Member States to recognise and give validity to ti-

tles and qualifications issued by other European states. It should be noted that the

Recommendation on the European Qualifications Framework contains some quality

principles to be respected:
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COMMON PRINCIPLES FOR QUALITY ASSURANCE IN HIGHER EDUCATION AND

VOCATIONAL EDUCATION AND TRAINING IN THE CONTEXT OF THE EQF (a)

When implementing the European Qualifications Framework, quality assurance - which is necessary

to ensure accountability and the improvement of higher education and vocational education and

training - should be carried out in accordance with the following principles:

• quality assurance policies and procedures should underpin all levels of the European Qualifications

Framework, 

• quality assurance should be an integral part of the internal management of education and training

institutions, 

• quality assurance should include regular evaluation of institutions, their programmes or their qual-

ity assurance systems by external monitoring bodies or agencies, 

• external monitoring bodies or agencies carrying out quality assurance should be subject to regular

review, 

• quality assurance should include context, input, process and output dimensions, while giving em-

phasis to outputs and learning outcomes, 

• quality assurance systems should include the following elements: 

– clear and measurable objectives and standards 

– guidelines for implementation, including stakeholder involvement

– appropriate resources 

– consistent evaluation methods, associating self-assessment and external review 

– feedback mechanisms and procedures for improvement 

– widely accessible evaluation results. 

• quality assurance initiatives at international, national and regional level should be coordinated in

order to ensure overview, coherence, synergy and system-wide analysis, 

• quality assurance should be a cooperative process across education and training levels and sys-

tems, involving all relevant stakeholders, within Member States and across the Community, 

• quality assurance orientations at Community level may provide reference points for evaluations

and peer learning.

(a) RECOMMENDATION OF THE EUROPEAN PARLIAMENT AND OF THE COUNCIL of 23

April 2008 on establishment of the European Qualifications Framework for lifelong learning (2008

/ C 111/01)

Compared to the model proposed by the Recommendation on the quality, the

principles of the European Qualifications Framework appear more concrete.  How-

ever, there is a substantial coherence between the two documents: both emphasize

some fundamental principles:

• the quality assurance should be an integral part of the management of the train-

ing activity; 

• the quality assurance is based on the definition of clear and measurable objec-

tives, on appropriate implementation mechanisms, on internal and external eval-

uation, and on feedback mechanisms to ensure the change and continuous im-

provement; 

• the results of the learning process are a key component of the assessment.
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6. The European Recommendations on ECVET and

the validation of non-formal and informal learning

6.1 THE VALIDATION AND CERTIFICATION OF PRIOR LEARNING

The education systems are based on the offer of school and training courses held

under the surveillance of a central authority. At the end of these paths, after the learn-

ing outcomes assessment, a degree or the corresponding qualification is issued. How-

ever, learning does not take place only in formal training, but also in training activities

conducted outside the traditional educational context: in the workplace (non-formal

training) or in the experience of everyday life (informal training).

Generally only the results of formal learning are recognised; it is difficult to rec-

ognize the skills acquired in non-traditional contexts (the skills acquired at work, or

in educational experiences abroad). But for some years new procedures have been

established in the United States and in some European countries (France, UK, Nether-

lands, etc.) in order to recognise prior learning regardless of how it was acquired (As-

sessment of Prior Learning - APL).

6.2 THE EUROPEAN CREDIT SYSTEM FOR VOCATIONAL EDUCATION AND TRAINING

(ECVET)

In order to facilitate the capitalization and transfer of learning outcomes (knowl-

edge, skills and competences) of a person moving from a learning context to another

and/or from a qualification system to another, and to support the recognition of learn-

ing outcomes regardless of where they were acquired, the Parliament and the Euro-

pean Council approved in 2009 a Recommendation on the establishment of a Euro-

pean Credit System for Vocational Education and Training (ECVET)

1

. ECVET con-

cerns the whole system of vocational education and training and allows to receive

credits in relation to learning experiences, regardless of the fact that they were carried

out within formal or non-formal paths. ECVET promotes flexibility of training sys-

tems: learning outcomes are assessed and validated in order to transfer credits from

a qualification system to another, or from a training path to another. According to

this system, the students can accumulate over time and obtain the recognition of lear -

1

Recommendation of the European Parliament and of the Council of 18 June 2009 on the Estab-
lishment of a European Credit System for Vocational Education and Training (ECVET) (2009/C

155/02).
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ning outcomes required to achieve a certain qualification, in different countries or in

different situations without attending further vocational education and training.

ECVET can be applied in a regional or national context (in case of inter-regional

or formal - non formal mobility) and in case of transnational mobility. In particular,

it has been created a methodological framework in order to recognise the learning

acquired during periods of mobility through the definition of a common language

and by stimulating mutual trust.

In order to facilitate the credit transfer, the ECVET Recommendation provides

a methodology for the description of qualifications in terms of units of learning

 outcomes, which are associated with credit points. Basically, the qualifications or

 education/training programmes can be divided into units or parts of units. A unit is

defined within ECVET as the smallest part of the qualification, and is based on the

result. The unit is the subject of evaluation and can possibly be certified. Each unit

corresponds to a specific combination of knowledge, skills and competences and can

be of different dimension, in accordance with the national systems of education and

training.

6.3 HOW DOES ECVET WORK?

2

ECVET is based on the following concepts and tools:

• Learning outcomes

• Units of learning

• ECVET points, which provide additional information about units and qualifica-

tions in a numerical form 

• ECVET credits

Just like the EQF, ECVET focuses the certification on the learning outcomes

rather than on the training processes or the programmes attended. The learning

 outcomes are defined as sets of knowledge, skills and competences which can be

 acquired in a variety of learning contexts. They indicate what a person knows, or can

do, at the end of the learning process.

ECVET: THE METHODOLOGY

ECVET breaks qualifications down into units of learning outcomes. Units of learning. A Unit

is a component of a qualification, consisting of a coherent set of knowledge, skills and compe-

tence. The Units should not be confused with the elements of the teaching programme. They

can be defined on the basis of the work processes which the professional figure must support

corresponding to the qualification. The same unit can be part of several qualifications.

2

EUROPEAN COMMISSION (2009), Get to know ECVET better - Questions and Answers.

➔

Strategy_imparare  23/02/16  14:45  Pagina 62



63

In this way, the qualifications can be compared and validated even among different countries.

Each Unit can be assessed, validated and recognized. A person can achieve a qualification by

accumulating the required units which have been acquired in different countries. 

In addition, each unit of learning can be “measured” assigning a score based on the consis-

tency that covers compared to the overall qualification. As a reference base it is estimated

that the learning after a year of education and training is equivalent to 60 ECVET points.

The qualification is measured with respect to the expected time of teaching/formal learning.

Then the single Units are measured. 

ECVET Credit for learning outcomes designates individuals’ learning outcomes which have

been assessed and which can be accumulated towards a qualification or transferred to other

learning programmes or qualifications. Based on this documentation, other institutions can

recognise learners’ credit.

The Memorandum of Understanding is an agreement between competent institutions

which sets the framework for credit transfer. It formalises the ECVET partnership by stating

the mutual acceptance of the status and procedures of competent institutions involved. The

Learning agreement is an individualised document which sets out the conditions for a spe-

cific mobility period. It specifies, for a particular learner, which learning outcomes and units

should be achieved together with the associated ECVET points. 

6.4 THE VALIDATION OF NON FORMAL AND INFORMAL LEARNING

The European framework for recognition of competences has been completed

by a Recommendation of the European Council of 20 December 2012; in order to

give people an opportunity to demonstrate what they have learned outside formal

education and training and to make use of such learning for career and further

learning, the Recommendation has required Member States to establish, by 2018,

arrangements for validation of non-formal and informal learning which enable in-

dividuals to:

• have knowledge, skills and competences which have been acquired through

non-formal and informal learning validated; 

• obtain a full qualification, or, where applicable, part qualification, on the basis

of validated non-formal and informal learning experiences;

• include, as appropriate, the following elements in arrangements for the valida-

tion of non-formal and informal learning:

a. identification of an individual’s learning outcomes acquired through non-

formal and informal learning; 

b. documentation of an individual’s learning outcomes acquired through non-

formal and informal learning; 

c. assessment of an individual’s learning outcomes acquired through non-

formal and informal learning; 

d certification of the results of the assessment of an individual’s learning out-

comes acquired through non-formal and informal learning in the form of a

qualification, or credits leading to a qualification, or in another form.
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Therefore, the Recommendation, in addition to ask the Member States to estab-

lish a framework for recognition of competences, also suggests a methodological ap-

proach, which is based on the subsequent moments of identification, documentation,

assessment and certification of the results. In addition, it lists some important princi-

ples to ensure the coherence and the proper functioning of the system, including:

• the need of a link to national qualifications frameworks (in line with the European

Qualifications Framework); 

• information and guidance on the benefits and opportunities for validation;

• the attention to disadvantaged groups, including individuals who are unemployed

and those at risk of unemployment;

• quality assurance of the validation process;

• the development of the professional competences of staff involved.
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7. The European Social Fund

7.1 A TOOL TO PROMOTE HARMONIOUS ECONOMIC AND SOCIAL DEVELOPMENT OF

THE MEMBER STATES

The ESF is one of the five European Structural and Investment Funds (ESIF)

1

.

The Structural Funds are financial instruments supporting social cohesion in Europe

focusing on the less developed regions. 

The ESF has been regulated by the Treaty of Rome in order to improve opportu-

nities of employment in the Common Market and thus contributing to raising the

standard of living through the promotion of employment facilities and the geograph-

ical and occupational mobility of workers. In particular the European Social Fund

was intended to be a tool for supporting areas that are lagging behind or crisis situa-

tions, with particular reference to the southern Italian regions, which more than the

others were likely to suffer the consequences of the enlargement of the Common

Market.

As a result of the continuous worsening of the employment situation and in par-

ticular of youth employment, new rules related to the tasks of the ESF have been

adopted, giving priority to the measures assisting young people and the areas with

high unemployment rate. The changes introduced were an important development for

the Fund, which took on the character of a policy tool particularly addressed to young

people aged under 25, unemployed, whose chances of finding a job were particularly

low due to lack of training or inadequate training, and to people over the age of 25 in

a difficult situation (unemployed or underemployed, women, disabled people, immi-

grants, employed in small and medium-sized enterprises). 

The European Social Fund finances activities in the following areas:

• learning and lifelong learning for workers; 

• work organisation; 

• support to employees in restructuring contexts; 

• employment services; 

• integration of disadvantaged people into the labor market; 

• reforms in education and training systems; 

• networks of social partners and NGOs;

training in administrations and public services. 

1

European Regional Development Fund (ERDF), European Social Fund (ESF), Cohesion Fund

(CF), European Agricultural Fund for Rural Development (EAFRD), European Maritime and Fisheries

Fund (EMFF).
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It is managed by seven-year programming cycles. The level of funding varies

depending on the wealth of the region. EU regions are divided into three categories

of regions based on their regional GDP per head compared to the EU average:

• the less developed regions, whose GDP per capita is less than 75% of the 

EU-27, which constitute the key priority. In the next programming period

Campania, Calabria, Sicily and Puglia will be part of this group; 

• transition regions, whose GDP per capita is between 75% and 90% of the

 average GDP of the EU-27; Abruzzo, Molise, Basilicata and Sardinia will be

included in this group;

• more developed regions, whose GDP per capita is above 90% of the average

GDP of the EU-27. This group will include the North Central regions.

The regions belonging to the first category, and (in part) to the second category

receive most of European funding; furthermore the share of EU funding for the

 various projects can be much higher. The ESF strategy and budget is negotiated

 between the EU Member States, the European Parliament and the EU Commission.

The strategy defines the objectives of ESF funding, which it shares partly or wholly

with other structural funding. The ESF funding is responsibility of the Member

States and EU regions. The detailed management of programmes supported by 

the European Social Fund is responsibility of the Member States at national and

 regional level. Once the strategy and budget allocation have been agreed, a shared

approach to programming is taken. 

Seven-year Operational Programmes are planned by Member States and their

regions together with the European Commission. These Operational Programmes

describe the fields of activity that will be funded, which can be geographical or the-

matic. The Member States designate national ESF management authorities that are

responsible for selecting projects, disbursing funds, and evaluating the progress and

results of projects. Certification and auditing authorities are also appointed to mon-

itor and ensure compliance of expenditure to the ESF regulation.

The implementation of the ESF on the ground is achieved through projects

which are applied for and implemented by a wide range of organisations, both in

the public and private sector. These include national, regional and local authorities,

educational and vocational training institutions, social partners and individual com-

panies. The beneficiaries of ESF projects are varied, for example, individual

workers, groups of people, industrial sectors, trades unions, public administrations

or individual firms. Vulnerable groups of people who have particular difficulty in

finding work or getting on in their jobs, such as the long-term unemployed and

women, are a particular target group.
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7.2 THE PROGRAMMING PERIOD 2014-2020

The most important innovations for the new period concern the changes in the

programming and management of the Structural Funds (ESF, EAFRD, ERDF, etc.,)

through:

• the principle of complementarity of the funds and the establishment of a com-

mon strategic framework to define investment priorities and focus assistance on

a limited number of common thematic objectives, linked to the objectives of the

Europe 2020 strategy; 

• the conclusion of a partnership agreement between the Commission and each

Member State, for the commitment of the contracting parties at national and

 regional level to use the allocated funds in order to implement the Europe 2020

strategy, as well as a performance framework assessing the progress towards the

commitments; 

• the close connection with the Stability or Convergence Programmes and the

 National Reform Programmes established by the Member States and with the

country-specific recommendations adopted by the Council on the basis of such

programmes.

Since 2014 the financial burden of the European Social Fund has increased: for

2014-2020 the total budget amounts to approximately €80 billion that is more than

€10 billion per year. This amount will be complemented by a series of public and pri-

vate co-financing at national level of approximately €50 billion, bringing the total

amount available to around €120 billion. In particular, Italy has been allocated

around €10.5 billion. 

The Regulation (EU) No 1304/2013 sets four thematic objectives:

• Promoting employment and supporting labour mobility (€4.086 billion of finan-

cial allocation for Italy); the European Social Fund will cooperate with the EU

organisations to implement projects for educating citizens and helping them to

find employment. Helping young people to enter the labour market will be a

top priority of the European Social Fund in all Member States. 

• Promoting social inclusion and combating poverty (€2.269 billion of financial

allocation for Italy); disadvantaged people will receive greater support so that

they can better integrate into society. 

• Investing in education, skills and lifelong learning (€3.156 billion of financial

allocation for Italy); the European Social Fund will finance initiatives to

 improve education and training and to ensure that young people complete 

their training path obtaining the skills to make them more competitive on the

labour market. Among the priorities there are the reduction of the school

dropout rate and the improvement of opportunities for vocational education and

university. 
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• Enhancing institutional capacity and efficient public administration (€593.80 of

financial allocation for Italy). The European Social Fund will support the efforts

of Member States to improve the quality of governance and public administra-

tion and the structural reforms by giving them the necessary institutional and ad-

ministrative capacity. 

Funding should be more focused to achieve best results: by directing its actions

on a limited number of priorities, the European Social Fund aims at ensuring the fund-

ing needed to make a real impact on the major challenges faced by the Member States.

The Programming Period 2014-2020 is implemented through operational pro-

grams. Each program covers the period between 1 January 2014 and 31 December

2020 and is developed by the Member States.

Regarding Education and Training, the resources of the other structural funds are

added to the funding allocated by the European Social Fund, in particular the ERDF

(European Regional Development Fund), which finances infrastructural and techno-

logical interventions also in the field of education.

7.3 THE RESOURCES AVAILABLE FOR ITALY AND THE NATIONAL AND REGIONAL

OPERATIONAL PROGRAMMES

On the basis of the guidelines included in the Partnership Agreement the Nation-

al Operational Programmes (NOP) and the financing of Regional Operational 

Programmes (ROP) have been defined.

The following table presents the main NOP being financed by the European 

Social Fund; to these funding those of the ERDF are added:

Programme Name Resources Available (ESF)

Systems of active employment policies 1.180.744.376

School 1.154.692.048

Inclusion 827.150.000

Youth Employment Initiative 567.511.248

Governance and institutional capacity 328.669.463

In each Operational Programme it is defined a strategy to be implemented in

 accordance with the requirements of the Union’s strategy, with the specific rules of

each fund and the content of the Partnership, through modalities to ensure the effec-

tive, efficient and coordinated implementation of funds. Moreover, the priorities and

the specific objectives are defined.

For example, the NOP School “Per la scuola – competenze e ambienti per l’ap-
prendimento” (For the school - skills and learning environments), is divided into

four Axis:

• AXIS I – Education (financed by the ESF) 

• AXIS II – Infrastructures for education (financed by the ERDF)
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• AXIS III – Institutional and administrative capacity (financed by the ESF)

• AXIS IV – Technical assistance (financed by the ESF)

Within Axis 1 (Education) the NOP School aims to support interventions to

achieve the following objectives:

• Reduction of early school leaving 

• Improvement of students’ key competences

• Improvement of the ability to self-assess, to evaluate schools and innovation in

teaching 

• Raising the level of education among adults, with particular attention to less 

educated 

• Qualification of Education and Vocational Training offer 

• Spread of the knowledge society in the world of education and training and

adoption of innovative educational approaches

The National Operational Programme “Youth Employment”, managed by the

Ministry of Labour, intends to face the emergency of youth unemployment; benefi-

ciaries of the interventions are the young NEET (not in employment, not in educa-

tion, not in training), aged between 15 and 24 years old, with extension of the age up

to 29 years old for some measures.

Below are some actions that will be implemented with the NOP:

• Reception, taking in charge and guidance of young people in search of employ-
ment, also within the Youth Guarantee Program.

• Training aimed at providing the knowledge and skills needed to facilitate the

employment and reintegration of 15-18 year olds in training paths (VET).

• Job placement, through the exploration of the opportunities, tutoring, and match-

ing with respect to the characteristics and propensities of the youth.

• Apprenticeship: for the professional qualification and degree; vocational or trade

contract; for higher education and research (issuing of University and Master

 degrees, PhD, ITS Specialisation Certificate) 

• Extracurricular internship, also in geographical mobility, aimed at facilitating

professional choices and employability of young people in the transition be-

tween school and work 

• Civil service, aimed at providing young people up to 28 years a range of knowl-

edge on the areas of the national and regional civil service and transversal com-

petences. 

• Support to self-employment and to self-entrepreneurship for young people up to

29 years, through training and assistance for the drafting of business plan, sup-

port for access to finance, support services for the establishment of enterprise,

support to start-up. 

• Transnational and territorial labour mobility, within the national territory or in

the EU countries.
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• Employment bonus: promotion of the employment of young people by providing

incentives to companies. 

While the National Operational Programme “Systems of active employment

policies”, managed by the Ministry of Labour, will mainly implement system-ori-

ented measures. In particular, the measures are focused on the following areas and

actions:

a) Promoting sustainable and quality employment and supporting labour mobility:
• testing of active policies, direct interventions and actions of system and tech-

nical support; 

• improving the effectiveness and quality of employment services through inter-

institutional cooperation for the implementation of the essential performance

levels of employment services; 

• system action for the permanence / relocation of workers affected by crisis;

• system actions generally referable to the observations and analysis on employ-

ability.

b) Investing in education, training and vocational training for skills and lifelong
learning:

• systematization of the necessary interventions for lifelong learning supporting

the agreements on educational, vocational and skills certification standards; 

• effectiveness of alternation school- training and job through assistance actions

to the regions; 

• anticipation of training and vocational needs and upgrading of the skills. 

c) Institutional capacity
• implementation of measures for the construction of an integrated information

system job-training, active and passive labour policies. 

• interventions for the strengthening of actors’ skills in the system of active poli-

cies for employment, for the arrangement of monitoring and evaluation tools,

for the promotion of the main devices on the same policies. 

The NOP “Systems of active employment policies” is totally financed by the

 European Social Fund (ESF). The budget amounts to €2.177 billion, of which €1.181

is the support of the European Union and the remaining part is the national co-financ-

ing. The vast majority of resources (84%) will be aimed at strengthening the meas-

ures of the “Youth Guarantee” to improve employment services, to combat long-term

unemployment and to enhance access to employment of women, unemployed and

immigrants.

The following table shows the resources allocated to each region from the Euro-

pean Social Fund for the implementation of the ROP, the Regional Operational Pro-

grammes. 
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Region Available resources 

Abruzzo 71.251.575

Basilicata  144.812.084

Calabria 254.339.876

Campania 627.882.260

Emilia Romagna 393.125.091   

Friuli Venezia Giulia 138.213.907

Lazio  451.267.357

Liguria  177.272.384

Lombardy 485.237.258

Marche  143.989.809

Molise 23.853.230

Bolzano  68.310.599

Trento  54.989.992

Piedmont 436.145.000

Puglia 772.409.449

Sardinia 221.253.335

Sicily 615.072.321

Tuscany  366.481.608

Umbria  118.764.401

Valle d’Aosta 27.786.275

Veneto  382.015.911

TOTAL 5.974.473.722

The themes of the regional strategy are developed within a programme structure

including five Priority Axis, developed on the basis of the priorities set by the Euro-

pean Social Fund.

• Axis A - Employment

• Axis B - social inclusion and fight against poverty 

• Axis C - Education and Training

• Axis D - Institutional and administrative capacity

• Axis E - Technical assistance

As stated above, the resources provided by other Community funds, in particular

by the ERDF (European Regional Development) as regards structural measures and

the EAFRD (European Agricultural Fund for Rural Development) are added to those

of the Social Fund.
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8. The evolution of European educational systems in

the context of the Lisbon challenges

The process of reflection and dialogue on international training needs and on the

need to innovate educational systems has given a boost to the process of school re-

form in European countries. It is not possible to say that the time and the way these

national reforms were made were dictated by Brussels, but it is undeniable that the

growing international comparison within the European Union and the inputs origi-

nated from the analysis conducted by the OECD

1

have increased the awareness of the

different countries to adjust their educational system and training in order to meet the

challenges which are highlighted in the various offices.

Looking at the major educational and training reforms which have been imple-

mented within recent years, one can observe two different approaches to educational

policy.

The first approach, a more traditional one, is substantially centred on changing

the regulation of the educational system, redirecting or redeveloping the resources al-

located to the system (teachers, schools) or by introducing new processes, or correct-

ing the existing ones.

The second approach, which has developed in Europe since the last decade of

the last century, is focused on the control of results and is defined outcome driven (or

performance-based) approach

2

.

These two approaches differ from each other, but they are not mutually exclu-

sive, since the strategies that motivate the latter approach do not deny the importance

of process innovation, but are based on the principle that only a strong focus on the

results achieved is able to encourage schools to improve processes.

8.1 THE POLICIES FOCUSED ON THE INNOVATION PROCESS

The principle underlying the policies focused on the innovation process is that

to improve the school system, it is necessary to modify its structure, based on the

needs resulting from an analysis of its functions and from the requests of the stake-
holders (families, head teachers, teachers, and public opinion).

1

Consider the fact that OECD indicators on students’ learning mechanism have a great impact on

the public opinion.

2

ALLULLI G. (2011), Le politiche scolastiche e l’Output Driven Approach, in Scuola Democra-

tica, n.3, Guerini and associates, Rome.
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The implemented policies, which could be traced back to this category, are vari-

ous but in particular the following policies can be mentioned:

• The extension of compulsory education (and initial vocational training).

• The school curriculum reform.

• The assignment of new resources (especially for those areas at risk) or the real-

location of the existing ones.

• The teachers’ recruitment, training and career reform.

In the following paragraphs it will be examined what has been done in Europe

in recent years regarding this type of intervention.

8.1.1 The extension of compulsory education 

The results of national and international surveys, such as the OECD-PISA sur-

vey, show that an early channelling of the students (under 14 years of age) can dam-

age the equality of opportunity without improving the students’ performance. Fur-

thermore, the students’ selection criteria are often conditioned by social factors and

not by the performance.

Therefore, in order to ensure all students a basic education, adequate to provide

the knowledge and skills necessary for a conscious continuation of schooling and

training, or to enter the labour market and the society, most of the European countries

have increased the duration of compulsory education until the age of 16; Hungary up

to 18 years, with a full-time attendance. A growing number of countries are choosing

a mixed model to extend compulsory school by integrating part-time attendance with

different forms of work experience; among these there are Germany, Belgium, the

Netherlands and Italy, which have extended the compulsory attendance up to the age

of 18, but with a part-time modality (alternating school and work). The United King-

dom is considering this possibility.

Other countries have decided to lower the school starting age or have made pre-

primary school attendance compulsory.

However it has emerged that the compulsory attendance of general and long-

term courses tend to demotivate the students less inclined to study, pushing them to

abandon their studies. Therefore some countries, especially France, Spain and the

United Kingdom, after extending compulsory education to full-time until the six-

teenth year of age, had to introduce new training courses or  a more flexible curricu-

lum to offer the students more options to suit their interests and prevent early school

leaving; they have also introduced new disciplines, more connected with the “real”

world, in order to increase the students’ motivation, especially of those less inclined. 

Also Italy, by extending the period of compulsory education until the sixteenth

year of age, has given students the opportunity to choose among different courses of

study, including vocational education and training, in the last two years of compul-

sory education.

While in German-speaking countries, students are channelled at the age of 11 

between two types of studies, either academic or vocational.
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Terminal Education Age for Compulsory Education

NUMBER OF COUNTRIES

1 18
1 17

18 16
12 15

As a result of these policies, a greater number of young people has graduated

from secondary school: according to surveys conducted by the European Commis-

sion, the percentage of young people who graduated from high school has increased

from 76.1% in 2000 to 78.5% in 2008, although the majority of European countries

is still below Lisbon’s target (85%). Finland, Sweden, Ireland, Cyprus and several

Eastern European countries (Poland, Czech Republic, Lithuania, Slovakia, Slovenia)

have already reached the European benchmark, while Malta, Spain and Portugal are

below 70%. Italy, Bulgaria, Lithuania, Malta and Portugal have made the strongest

progress since 2000.

During the same period there has been a slight improvement regarding the Eu-

ropean average dropout rate, which has dropped from 17.6% to 14.9%.

8.1.2 The curriculum reform

The curriculum reform is another objective that many European governments

want to achieve in order to improve the education system. First of all, based on the

debate internationally developed with reference to the European Recommendation is-

sued at the end of 2006 on this subject (see par. 3.1), many countries have acknowl-

edged the importance for students to acquire some key competences useful for active

citizenship, social cohesion and employability by the end of compulsory education

and training, regardless of the type of course of study chosen. In particular, some Eu-

ropean countries (France, Spain, Italy, UK, and Sweden) have reformed their com-

pulsory education curricula taking into account the eight European key competences,

introducing the acquisition of citizenship basic skills among the objectives to be

achieved.

An important example that is often used as a reference for this European move-

ment is the Common Base for Knowledge and Skills, which was introduced in the

French education system in 2006.

THE COMMON BASE FOR KNOWLEDGE AND SKILLS (FRANCE) 

The implementation of the common base has been set in Article 9 of the Fillon law of the

school reform on the 23 of April 2005 and it states that “the compulsory education must guar-
antee every student the acquisition of a common base consisting in a set of knowledge and
skills necessary to successfully complete their schooling, to continue their training in order to
build their personal and professional future and become actively involved in social life”.

➔
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The common base thus refers to compulsory education, with the ambition to be the necessary

and essential foundation for lifelong learning.

Compulsory education cannot just be reduced to the common base, even if it is a foundation,

since it does not replace primary and secondary school programmes. Its peculiarity lies in the

willingness to give meaning to school culture, taking the point of view of the student and

building bridges between disciplines and programmes. The common base defines what no-

body can ignore by the end of compulsory schooling. The school shall provide all the tools so

that each student’s ability can be developed. 

To master the common base, means being able to use what you have learned in complex tasks

and situations, first at school, then in life; it also means having the abilities to continue to de-

velop the own skills throughout life and to be able to become actively involved in society.

The common base is acquired gradually from kindergarten to the end of compulsory school-

ing. Each skill requires the contribution of several disciplines, and on the other hand, each dis-

cipline contributes to acquire more skills. All subjects taught in elementary school and in the

collège (French middle school), including physical education, arts and music education, have

a role in the acquisition of the base.

In Italy, in order to define the guidelines for extending compulsory education the

Ministry of Public Education has set up a commission that drafted a document enti-

tled Guidelines on How to Extend Compulsory Education3.
The Commission has been working in the wake of the European Recommenda-

tion citizenship skills, characterized by cultural and cross-sectional components, the

first ones have been highlighted as cultural strategic axes while the second ones as

cross-sectional competences. The Commission has specifically established:

• four strategic cultural axis: the languages axis; the mathematics axis; the sc  ience
and technology axis; the social and historical axis;

• Eight cross-sectional competences: learning to learn, planning, communicating,
to collaborate and participate, problem solving, acting independently and re-
sponsibly, to find connections and relations, acquiring and interpreting informa-
tion.

Based on the proposal of the Ministry of Public Education, the Commission has

issued the regulations governing the extension of compulsory education

4

.

CROSS-SECTIONAL COMPETENCES FOR COMPULSORY EDUCATION (a)

• Learning to learn: to organize own learning, identifying, choosing and using various sources

and various means of information and training (formal, non-formal and informal), also depend-

ing on the available time, own strategies and method of study or work.

3

The Commission has the task to investigate the issue related to compulsory education and devel-

op possible ways aimed to extend compulsory schooling Guidelines on how to extend compulsory edu-
cation 3 March, 2007.

4

Ministry of Public Education Decree of 22 August 2007, n. 139 “Regulation regarding the ful-
fillment of compulsory education, according to Article 1, paragraph 622 of the Law of 27 December
2006, n. 296” by the Official Gazette n. 202 of 31.08.2007.

➔
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• Planning: to develop and carry out projects concerning the development of own study and

work activities, using the acquired knowledge to establish important and realistic targets

and the related priorities, considering the constraints and opportunities, defining action

strategies and verifying the results achieved.

• Communicating:

– To understand different types of messages (journalistic, literary, technical, scientific) of

different complexity, delivered by using different linguistic styles (oral, mathematical,

scientific, symbolic, etc.) through various media (paper, computer and multimedia).

– To represent events, phenomena, principles, concepts, rules, procedures, attitudes,

moods, emotions, etc. using different linguistic styles (oral, mathematical, scientific,

symbolic, etc.) and different disciplinary knowledge through various media (paper, com-

puter and multimedia).

• To collaborate and participate: interacting in a group, understanding the different points

of view, enhancing its own capacity and that of others, managing conflict, contributing to

common learning and to the realization of joint activities, in recognition of others’ funda-

mental rights.

• Acting independently and responsibly: Knowing how to actively and consciously inte-

grate oneself in social life and to assert its own rights and needs while recognizing those of

others, the common opportunities, limits, rules, responsibilities.

• Problem solving: facing problematic situations building and verifying hypotheses, identify-

ing the sources and appropriate resources, collecting and evaluating data, suggesting 

solutions using subjects and methods from various disciplines, depending on the type of

problem.

• To find connections and relations: to identify and represent, developing consistent argu-

ments, connections and relationships between phenomena, events and different concepts,

even from different disciplines, and distant in space and time, understanding the systemic

nature, identifying similarities and differences, consistencies and inconsistencies, causes

and effects and their probabilistic nature.

• Acquiring and interpreting information: to acquire and critically interpret information

received in the various areas and through different communication tools, assessing the relia-

bility and usefulness, distinguishing facts and opinions.

(a) Ministry of Public Education Decree of 22 August 2007, n. 139 “Regulation regarding
the fulfillment of compulsory education, according to Article 1, paragraph 622 of the Law of
27 December 2006, n. 296” by the Official Gazette n. 202 of 31.08.2007

8.1.3 Assigning new resources (especially for areas at risk)

Teachers tend to avoid, where possible, schools located in disadvantaged areas,

therefore in these schools we usually find the less qualified teachers who often try 

to get transferred into other schools producing a continuous turnover. In many Euro-

pean countries, in order to enhance the quality of training, the training path has been

improved especially in those areas socially and culturally disadvantaged. We can

 remember among other things, the Excellence in Cities programme(5) introduced 

in the UK in 1999, and the initiative of the Areas of priority education, which were

introduced in the French educational system in 1982 (see the table below). These

measures also provide better salaries for teachers for encouraging them to stay in
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schools located in disadvantaged areas. However, it has been observed that the

 impact of the financial incentives over the teachers’ choices is very limited

5

; to be

effective the financial incentive should be quite significant

6

. 

ZONES D’ÉDUCATION PRIORITAIRES (AREAS OF PRIORITY EDUCATION)

The policy of the Areas of Priority Education (Zones d’éducation prioritaires – ZEPs) was

 introduced in France in 1982 to overcome the academic failure of disadvantaged students. Orig-

inally, the program was supposed to be temporary, but it has been confirmed and extended to

many schools until it reached 15% of the students distributed among 800 priority areas, mostly

located in urban areas.

To encourage schools to develop projects and partnerships at the local level, the programme has

provided additional resources through:

• the reduction of the class size

• the allocation of economic and legal incentives to educators

• the allocation of additional resources to schools

• the increase of the number of teaching hours.

The programme has faced problems such as:

• the difficulty of families to cope with the educational needs of the students, given their low

socio-cultural level

• the need to overcome inequality prematurely

• the concentration of disadvantaged students within the same class

• the lowering of teachers’ expectations

• the teachers turnover and the difficulties for the ones recently hired. About two-thirds of the

new teachers hired have begun their career as substitute in schools classified as “difficult” or

in a priority area.

The results of the programme were considered low, since both the social composition of the stu-

dents enrolled in ZEP schools (the stigma of ZEP dismissed students who could enroll else-

where) and the quality of the teachers have worsened, mainly because of the difficulties in

teaching in these priority areas that have resulted in the most experienced teachers to “run-

away”. Eventually, there were no significant improvements in the results of the students attend-

ing schools in these areas.

The results have revealed the need to concentrate more resources on a smaller number of

schools in greater difficulty. Therefore, the French government has introduced the tools to select

the best schools to include in the programme. The new programme, launched in 2006 (“Ambi-

tion reussite”), was more selective, based on the use of more trained and experienced teachers.

Also it provides wage incentives to encourage experienced teachers to apply to teach in these

areas, and instituting special teaching groups to provide teachers with no experience, strategies

to improve the academic performance of the students.

5

BENABOU R., KRAMARZ F., PROST C. (2005) The French  zones d’education prioritaires: much
ado about nothing? Discussion paper serie No. 5085 , Centre for Economic Policy Research.

6

HANUSHEK E.A., KAIN J.F. and RIVKIN S.G. (1999), Do Higher Salaries Buy Better Teachers?,

Working Paper No 7082, National Bureau of Economic Research, Cambridge, MA.
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8.1.4 The teachers’ career reform

According to the OECD

7

you can define two basic models chatacterising the pro-

fession of teachers: the model “based on career” and the model “based on location”.

In the model based on career, the management of teaching staff is generally

 centrally organised. Access to the profession is based on academic qualifications and/or

on passing an entrance examination and the teachers are usually assigned to different

schools according to fixed rules. The career progression follows predetermined criteria

(often considering seniority rather than the results of the activity). France, Italy and

Spain are examples of countries in which we can trace many elements of this system.

In models based on location, management and recruitment of the teaching staff

are held by the local authority or by the individual school. It is up to schools or local

authorities to select the most suitable candidate for each position, by external recruit-

ment or internal promotion. This model enables a more flexible access to the teaching

profession; for example, it is relatively common for older candidates or applicants

with other careers to access education, as it is common to go from teaching to other

careers. The career development of teachers depends on the success in the competi-

tion for the job vacancies, and the number of places available for higher level is usu-

ally limited. Sweden, Switzerland and the United Kingdom all have a system which

is similar to this model.

In school systems with a model based on career, the political concerns are the

lack of incentive for teachers to continue their training, once they have been hired,

and the strong emphasis placed on the regulations that limit the ability of schools to

respond to local needs. Therefore, the priority in countries with systems following

this model, is the introduction of policies defining more flexible working relations,

allowing local education authorities and school principals a broader leeway and man-

agement by objectives.

In those countries where schools systems have a model based on the location, it has

been often registered a high staff turnover, especially in disadvantaged areas. Since this

model allows the adoption of more flexible rules for the recruitment of staff, there are

 often disparities between schools in terms of qualification and experience of the teachers.

The political priorities in these countries concern the designation of uniform

 criteria at a system level for the selection of teachers and the evaluation of their

 performance. The recruitment and training of head of school are also extremely im-

portant. The schools located in disadvantaged areas should be provided with more

 resources to enable them to compete in the recruitment of high quality teachers;

There is also the need to increase the distinctionin wages and working conditions in

order to attract the teachers less willing to move into these areas.

7

OECD (2005), Teachers matter: attracting, developing and retaining effective teachers, Education

and Training Policy, Paris.
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Many countries have tried to raise the status and quality of teachers, both

through better selection and training, and through an improvement in their status

and career.

As for the recruitment and training of teachers, the reforms that have been car-

ried out in recent years have tried to introduce a more accurate selection and have

enabled apprenticeship during the initial training, they have also introduced incen-

tives to encourage the participation to in-service training, and finally promoted

study periods abroad for foreign language teachers.

Regarding the career, it has been attempted to introduce a greater flexibility in

professional positions, to decentralize staff decisions by giving more power to prin-

cipals and local authorities, to increase the salary of teachers in areas at risk, to de-

velop new systems to evaluate teachers (self-evaluation, external evaluation, tests

and measures of added value), and finally to introduce incentives and distinction in

salary.

In particular, many efforts have been made to develop new systems for evalu-

ating the performance of teachers and provide them with incentives. For the evalu-

ation of teachers different methodologies have been used

8

:

• External inspections, carried out on behalf of the national authorities (like in

France, in collaboration with the headmaster) or regional (like in Germany or

Austria, but only for career progression). The classroom observation, inter-

views, and the material prepared by the teacher are the typical methods used

for this type of evaluation.

• Self-evaluation at a school level. This methodology was developed from 90’

onwards; It can be used in its own right, or it can be used as a basis for ex-

ternal evaluation. In the UK, Czech Republic, Estonia and Hungary, self-evalu-

ation includes the analysis of teachers’ performance. 

• Internal evaluations, conducted by the head of school (usually the principal).

This method has been in place in Belgium, Czech Republic, Lithuania, Austria,

Romania, Slovenia, the Netherlands, France (in cooperation with the supervi-

sors) and the United Kingdom.

• Results of the students, considering the added value gained by the pupils of the

teacher.

In Ireland, Norway and Sweden, the emphasis is on the evaluation of the

school unit, rather than on the assessment of individual teachers. Only in five coun-

tries (Denmark, Finland, Greece, Italy and Spain) teachers are not regularly evalu-

ated once in service.

8

EURYDICE (2008), Levels of Autonomy and Responsibilities of Teachers in Europe, Eurydice net-

work, Bruxelles; OECD (2005) Teachers matter: attracting, developing and retaining effective teachers
Education and Training Policy, Paris.
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THE MERIT PAY

According to the OECD, 11 countries, out of 29 examined, link teachers’ salary to their per-

formance. This type of policy is called Merit-pay, or compensation linked to merit. In the US,

eight states and many school districts link teachers’ salaries to the pupils results, generally

measured through tests.

The opinions on this policy are controversial.

In favour of this policy, it has been observed, that introducing awards for teachers and giving

incentives increases the commitment and performance; the incentive and the highest salary also

make the teaching profession more attractive and able to attract the best candidates.

The opponents, however, argue that the Merit-Pay programme produces a heavy bureaucratic

burden, because it requires the construction of complex databases. In addition, competition

among teachers, which is solicited, impairs cooperation within the school, which instead is a

fundamental dimension of effective teaching. It is also pointed out that the success of the stu-

dents, especially the disadvantaged, is difficult to measure and that teachers could be encour-

aged to alter the results of the students to improve their position.

8.2 THE POLICIES CENTERED ON THE CONTROL OF RESULTS

Faced with the growing dissatisfaction with the actual impact of the reforms on

the improvement of educational process and the performance of students, a political

school of thought has gradually developed, overthrowing the reformer approach; in-

stead of intervening on the processes, waiting for their innovation to produce im-

provements in students’ performance, it is considered more effective to put the results

directly in the center of the reform policy in the belief that greater attention to the per-

formance of students will push schools and teachers to change the teaching approach,

in order to make them more effective. This will lead schools (which are granted 

a wider organizational autonomy),to think thoroughly about their teaching methods,

the real improvement of the teachers’ performance and therefore of the students’ 

results. 

School policies centered on the control of the results are largely based on:

• the definition of clear and measurable goals and targets: goals to be achieved are

defined, also indicating the precise levels and quantities involved, using indica-

tors;

• the definition of learning outcomes: studies and training are defined in terms of

results to be achieved, rather than in terms of programs, schedules and disci-

plines to be studied; 

• granting more autonomy to schools: staff and heads of school are granted a

broadest powers in the field of resource management, recruitment, teaching and

school activity organisation; 

• evaluating students’ results through the use of objective tests: instead of tradi-

tional examinations, which do not allow a real appreciation of the results

achieved, standardized tests are introduced, allowing the verification of students’

achievement level and a comparison between schools; 
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• the responsibility of the school for the results achieved: the results are commu-

nicated outside the school, and the school must be accountable to the authorities

and the students’ families; 

• the introduction of an evaluation system for teachers: a system monitoring the

activity of the teacher, his professional commitment, the results achieved by the

students, either through external inspections or through the analysis of students’

performance in objective tests; 

• the granting of awards to schools and teachers based on their results; instead of

the traditional career’s mechanisms, based on seniority, it has been introduced a

mechanism linked to actual merit;

• granting families the possibility to choose: the families are offered information

tools on the actual quality of the schools, in order to make an informed choice,

and regulatory tools to allow a choice not constrained by the place of residence. 

The main objective is to introduce a competitive system based on the free choice

of citizens-consumers, although remaining within the public service supply. 

This approach is getting increasingly popular in many European countries (in-

cluding Italy); in the United States and in England it has been at the center of the re-

form strategy (see file on the English Reformation); in many other European coun-

tries it has been introduced a system of evaluation of schools or of the school system

(see file). The increased attention to the assessment of learning outcomes has been al-

so supported by the debate which has developed in Europe.

The development of the evaluation activity is strongly linked to the growth of the

autonomy of schools. During the last 20 years in most European countries a process

of decentralization has gradually developed; it has been attributed to a growing re-

sponsibility of schools regarding the organisation of training courses.

Supporters of this approach reveal that the improvement of educational systems

derives from a better management of each individual school, since teachers and heads

of school have reference tools to compare their results and assess their weaknesses

and strengths. Moreover, schools have to compete to be chosen by the students’ fam-

ilies and therefore should strive to improve; also, the introduction of a reward system

for schools or for teachers boosts competition. Meanwhile the families are more in-

formed about the performance of the individual schools and can choose the best ones;

and this strengthens the virtuous circle between evaluation and improvement.

Lastly, this approach allows for better management of the educational system at

a central level, since policy-makers and education authorities are better informed

about the results actually achieved at national and local level and may take the con-

sequent decisions, both at a system level and at a school level (rewarding the best

schools, or supporting, or closing, the disadvantaged ones).

Strategy_imparare  23/02/16  14:45  Pagina 82



83

THE EVALUATION OF EUROPEAN SCHOOL SYSTEMS

The evaluation of the school is a widespread approach and it is used in the field of European quality as-

surance. In 26 countries, both the external and internal evaluations of the school are carried out.

Self-evaluation was introduced in many countries (such as the UK, Denmark, Netherlands, Sweden,

Czech Republic and Austria) as a practice of quality and quality improvement; self-evaluation often

is the starting point for an external evaluation. The criteria and indicators for self-evaluation can be

established at a national level. Over the past decade the expectations on internal evaluation of

schools in Europe have grown. Since the early 2000s, the state of internal evaluation of schools went

from recommended or possible to compulsory for a dozen educational systems. Currently the regu-

lations at a central level, state that the internal evaluation is compulsory in 27 educational systems.

Where internal evaluation is not compulsory, it is usually recommended. The only countries in

which schools are not obliged or encouraged to carry out an internal evaluation are Bulgaria and

France, the latter only for primary schools.

In most countries, the external evaluation is up to the Inspectorate, who manages the evaluation activities

under the responsibility of the central or regional authorities. Inspectors often use standard criteria for

school evaluation. Czech Republic, Germany, Spain, Austria, United Kingdom, Netherlands, Bulgaria,

Lithuania, Portugal, Estonia and Poland are part of this category. In most cases, the external evaluation

of the school focuses on a wide range of school activities, including educational and management activ-

ities, students’ achievements, as well as regulation compliance. The evaluators base their work on an es-

tablished framework that sets not only the focal points of the external evaluation, but also the rules defin-

ing a ‘good’ school.

A dozen educational systems do not follow this model. Some approaches to the external evaluation of

schools focus on specific aspects of the school work, such as regulation compliance (Estonia, Slovenia

and Turkey). In Sweden, the Inspectorate has autonomy regarding the evaluation criteria to be consid-

ered and defines them based on the Education Act, on school regulations and on the curricula for com-

pulsory education.

In the second group of countries, local communities and the local government have a strong responsi-

bility concerning the evaluation of schools; sometimes the evaluation conducted at a local level is inte-

grated with the use of standardized tests at a national level. The Nordic countries, Belgium and Hungary

are part of this group. However, even in these countries, the external evaluation of schools is becoming

increasingly important: Denmark and Sweden, where the evaluation system was mostly focused on the

local authorities, have strengthened the role of central authorities in the external evaluation of schools.

In Czech Republic, the Netherlands, Portugal, Sweden, United Kingdom and Iceland, the results of the

external evaluation of schools are published when they are evaluated by external evaluators (in most cas-

es inspectors), who prepare their reports for the central authorities. In Sweden and Iceland, the results of

the evaluations conducted at the local level are regularly published. In Hungary and Poland, the decision

is made, respectively, at the local and regional level; sometimes the evaluation results are published.

Finally, in a few other European countries there is no real system for the external evaluation of schools,

because the autonomy of schools is more limited. In these countries, the Inspectorate carries out a more

formal role, or assesses the performance of individual teachers, as it is in France. Schools can lead ini-

tiatives of self-evaluation, but without having any standard criteria available as a reference to this activ-

ity. However, even in these countries initiatives have been promoted for the introduction of an external

evaluation, through the use of standardised tests or other instruments. France and Bulgaria are part of

this group. Italy has recently launched its own system as we will see later

9

.

9

EURYDICE (2004), Evaluation of Schools providing Compulsory Education in Europe, Brussels and

EURYDICE (2007) School Autonomy in Europe Policies and Measures Eurydice network, Brussels; EURO-

PEAN COMMISSION / EACEA / EURYDICE (2015), Assuring Quality in Education: Policies and Approaches
to School Evaluation in Europe. Eurydice Report. Luxembourg: Publications Office of the European Union.
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The critics of this approach emphasise that the methodology for evaluating the

school and students’ performance is flawed under many aspects. In particular, it is

criticised the emphasis given to the administration and analysis of objective learning

tests, which are the key element to the entire reform. These tests focus the attention

of teachers and schools to few disciplines (usually linguistic and mathematical com-

petences are evaluated through these tests), emphasising beyond measure their im-

portance in comparison to other subjects, which end up being neglected. The teaching

of these two subjects are likely to be overly focused only with the purpose of passing

the test (teaching to the test is the term commonly used in English-speaking countries

to indicate that teaching is aimed for students to pass the test) .

Another problem encountered in the analysis and the use of objective tests re-

sults is the great influence of the socio-cultural family background. In fact the results

of the tests have generally a high degree of correlation with the environment, so the

results of the students (and therefore of the teacher or the school that prepared them)

should always be interpreted in the light of the characteristics of the family environ-

ment. In the United States we speak of “Volvo effect” in the sense that to predict the

results of the students’ tests it would be enough to count the number of luxury cars 

at the entrance of the various schools. Obviously this does not mean that the tests 

are not reliable, but rather the result of school activity is strongly influenced by the

characteristics ascribed to students. Therefore those students attending schools locat-

ed in socially advantaged areas tend to perform better than those who attend schools

in socially disadvantaged areas, but this is not due to the teachers but to the students’

social background, which strongly influences the performance.

That is why, in order to assess the results of the teacher’s work the “added value”

should be measured, in other words what the student has actually learned through

school activities; this is done using comparable tests at the beginning and at the end

of schooling, and analysing the difference between the two results. English speaking

countries have shown great interest towards this process, but it is not easy to imple-

ment, especially on a large scale, because it assumes the existence of very large

archives and especially the stability of the students and the teachers, both of which

are not features of our system. Another risk, related to the measurement of the added

value and any other assessments of the school and teachers’ performance carried out

measuring the students’ productivity, is the possibility for schools to choose only

well-prepared students, or the excessive selection during the course of study, to get

the best final results. Schools, in order to achieve better results could exclude the

 students considered “difficult”.

In France in order to overcome this phenomenon calculations have been intro-

duced to evaluate the performance of students in different schools and regions. The

average advantage or disadvantage that is encountered at the national level by the

 student of a particular socio-economic background is subtracted to the result of the

various schools. In this way the “social background” factor is cancelled. The effect

of early school leaving is also considered.
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Furthermore, the comparison between the results obtained in different tests, from

year to year, is not without difficulty and possibility of error.

Critics of this system argue that this approach is controversial not only from 

the methodological aspects, but also from the viewpoint of improving the system.

Families choosing among schools want to choose the best school and not those who

obtain the highest added value results. The schools located in disadvantaged areas

may be abandoned in favour of those located in richer areas, even if their perform-

ance improves from year to year.

   

THE EDUCATION REFORM ACT (UNITED KINGDOM 1988)

In 1988 the British government launched the Education Reform Act, which introduced a na-

tional basic curriculum that all schools were required to apply.

It was also introduced a new evaluation system; this system includes inspections managed by

the Office for Standards in Education (OFSTED, an independent body of the Ministry of Ed-

ucation) and standardised tests to assess the level of learning achieved by students in English,

mathematics and science for each of the key age (7, 11, 14 and 16 years old). 

The assessment results are used to evaluate the performance of schools operating within the

public system, which are financially autonomous. Every year they set the lists of schools

(league tables) based on the testing results; the rankings are published in local and national

media to encourage accountability of the school towards:

• central and local authority and the governing body of the school (which includes family

representatives, teachers and the local community),

• citizenship in general,

• families, to encourage their school choices.

The accountability of the school is ensured through systematic inspections regularly organ-

ized by groups of inspectors appointed by the OFSTED. The teams carry out very thorough

inspections to schools, based on analytical models previously prepared and similar for all in-

spections. During these inspections, extensive data and materials on the operation of the

school are collected, numerous interviews to teachers and students are conducted, meetings

with the students’ families are held, the teaching process is observed. At the end of this col-

lection of information they prepare a rather analytical assessment report (with a variable

length, from 60 to 100 pages), containing both indicators compared with national averages,

and subjective analysis of the school functions, which are then summarised in a final judge-

ment. These reports are sent to the OFSTED and to the Department for Education for the nec-

essary decisions (schools showing major problems are in fact placed under observation),

made public through the mainstream media, and widespread on the Internet.

A negative result of the inspection requires schools to prepare an improvement plan to over-

come the weaknesses identified. In the absence of an improvement within the specified time,

the school could be closed or completely renovated, according to the possibility of redistrib-

uting the students in other institutions after the dismissal of the staff.

Since 2002 the measures for the added value have been introduced. They measure student

achievement compared with other students who previously had had similar results. This is 

a most accurate method of measurement since the input levels of the students are very 

different. Also contextual elements are taken into account, such as:

• The gender

• The first language 

• Membership to different ethnic groups

➔
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• Special educational needs

• Economic status.

Despite the efforts to improve the testing quality, the criticism about their side effects are still

strong. A report of the Children, Schools and Families Committee10
concluded that “the use of

national test results for the purpose of school accountability has resulted in some schools em-

phasising the maximisation of test results at the expense of a more rounded education for their

pupils; ‘teaching to the test’ and narrowing of the taught curriculum are widespread phenomena

in schools, resulting in a disproportionate focus on the ‘core’ subjects of English, mathematics

and science and, in particular, on those aspects of these subjects which are likely to be tested in

an examination”

11

.

10

A Committee of the Parliament of the United Kingdom who monitors the expenditure, adminis-

tration and policy of the Ministry of Education. 

11

HOUSE OF COMMONS (2008), Testing and Assessment Children, Schools and Families Com-

mittee, Third Report of Session 2007–08.
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9. The Impact of the Lisbon Strategy on the EU

Member States and the Italian Vocational 

Education and Training System

9.1 THE RECOGNITION OF THE RIGHT TO LIFELONG LEARNING

As we have said many times in these pages, the central objective of the Lisbon

strategy is to foster the transition from an education and training focused on the

early years of life to a continuous access to training opportunities in all its types,

formal, informal and non-formal, which is developed throughout life. Even in Italy,

after a long debate, the importance of this strategy has been sanctioned through 

the promulgation of the Law of the 28 June 2012, n. 92 (called Fornero Law), 

introducing in Italy the system of lifelong learning.

LIFELONG LEARNING ACCORDING TO THE FORNERO LAW

51. In line with the European Union, the lifelong learning refers to any activity, formal, 
non-formal and informal undertaken by people in the various stages of life in order to im-
prove their knowledge, skills and competences, within a personal, civic, social and employ-
ment perspective.
Its policies are determined at a national level in agreement with the Joint Conference, pro-
posed by the Minister for Education, University and Research and the Ministry of Labour
and Social Policy, after consulting the Minister of Economic Development and the social
partners, starting from the identification and recognition of the professional and cultural her-
itage collected by citizens and workers in their personal and professional history and to doc-
ument it with the full implementation of a single information backbone through the interoper-
ability of the central and territorial databases.
52. Formal learning refers to what takes place in the vocational and education training and
in universities and other institutions of higher artistic education (in art, music and dance),
culminating in the achievement of a degree or a qualification or a vocational degree, also
achieved through an apprenticeship under the single text of the legislative decree 14 
September 2011, no. 167, or by a recognized certification.
53. Non-formal learning is characterized by a deliberate choice of the person, and it is
achieved outside of those systems specified in paragraph 52, in each body pursuing educa-
tion and training purposes, also as a volunteer, in the national civil service and private and
social enterprises.
54. Informal learning means that, even apart from a deliberate choice, learning takes place in
the performance of everyday life activities and in the situations and interactions that take place
in it, within working, family and leisure contexts.
55. By the same agreement referred to in paragraph 51 of this Article, in line with the principle
of subsidiarity and respecting the overall Regions programming, after consulting the social
partners, addresses for the recognition of general criteria are defind and also priorities to pro-
mote and support the creation of local networks that include all education, training and work

➔
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services organically linked to strategies for economic growth, access to employment for young
people, the welfare reform, active ageing, the exercise of active citizenship, also by immigrants.
In such contexts, are considered priorities all actions concerning:
a) support to the people for the construction of their own formal, non-formal and informal paths

as referred to in paragraphs 51 to 54, including the working path, highlighting and identifying
peoples’ competence needs in relation with the territories and productive systems’ needs and
with particular attention to language and digital skills;

b) the recognition of credits and the certification of learning acquired through other means;
c) the use of lifelong guidance services.

As stated by the Joint Conference of State-Regions-Local authorities

1

, the more

significant scope introduced by recent legislation is the configuration of a person’s

right to learn (to be able to access and take advantage of real and significant  educa-

tional and training opportunities throughout its life, and for the knowledge and skills

acquired in a non-formal and informal way to be recognised).

The Agreement signed at the Joint Conference also points out five priorities:

• increasing the number of companies in support of lifelong learning;

• reinforcing activities of lifelong guidance;

• skills development of specific vulnerable or disadvantaged targets;

• access expansion through specific tools for transparency and development and

integration of lifelong learning services;

• improving the relevance of education and labour market training

To achieve these objectives it is necessary to set up a range of services across

the country:

• territorial networking services as the backbone of the lifelong learning system;

• activities of lifelong guidance;

• a system for the identification and validation of learning and for skills certification;

• an information system to monitor, assess, track and storage the released documents.

Therefore the lifelong learning system refers and includes the areas of formal,

non-formal and informal learning. It is designed to support a person throughout its

life, even in a perspective of employment and active citizenship.

The role of “non-formal” learning in local networks, is one of the novelty factors

with higher quality. In fact, the non-formal training course enriches the cultural and so-

cial contexts of territories, playing a specific role that cannot be replaced, which inte-

grates the role of the formal, public and private learning. In this context, non-profit or-

ganizations, can get in touch with citizens often at risk of social exclusion, thanks to

non-frontal and interactive methodologies, to training flexibility, to interpersonal rela-

tionships and to the integration between social services and cultural offerings.

1

Joint Conference: Agreement between the Government, Regional and Local Authority on the

Document Entitled: “Strategic Lines of Action with Regard to Lifelong Learning Services and the Or-

ganization of Local Networks.” July 10, 2014.
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9.2 THE IMPACT OF THE EUROPEAN RECOMMENDATIONS ON VOCATIONAL

EDUCATION AND TRAINING SYSTEMS

The Copenhagen process and the 3 European Recommendations have gener-

ated a diversified impact on Vocational Education and Training systems, some

countries were more ready to implement the Community’s requests, also because

the debate developed at a European level and the following recommendations were

influenced by the culture and structures of these countries, which found themselves

naturally aligned with the guidelines issued.

In fact the technical and vocational training displays different characteristics

from country to country

2

, in contrast to pre-academic institutions, like high school

that may be called with different names in every country (Gymnasium in Germany,

Sixth Form in Great Britain, Lycee Cor B in France, etc.) but shows a somewhat

similar configuration. The reason for this difference probably lies in the fact that

classical education or other traditional high schools refer to formalized knowledge,

within the primarily communal cultural tradition that has been established in Eu-

rope, while vocational training has been strongly conditioned by the economic sys-

tems and local production structures of the various European countries. In partic-

ular, the strong business demand seems conditioning the system’s development,

where the production system is more steady; bigger is the effect on the training

system, which therefore differs noticeably from that of the school system.

Each national system thus appears highly specific; however, despite the diver-

sity of the different approaches there are two basic models:

• the French model, in which the initial vocational and education training are

strongly integrated in the secondary school system, representing one or more

training courses; for instance the Licee professionel, leading to the certificate
d’aptude professionel (Cap), or to the brevet d’etude professionel(BEP); other

examples come from the Scandinavian countries (Sweden, Finland), in which

the training courses are fully integrated into secondary schools, to the point

that (in Sweden) a part of the curriculum of vocational training is common to

the curriculum of academic courses.

• The German and English model, in which the two systems are completely sep-

arate. In these two countries, by the age of 16 after the compulsory schooling

period, the division between academic courses and vocational training courses

(Berufschule in Germany, Further Education in the UK) is quite clear. In Ger-

many the two systems divide when the students are 15/16 years old, although

2

TREELLLE (2008), Technical education: an opportunity for young people, a necessity for the coun-
try Quaderno n. 8.
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already at 11 years old the German students must choose (or they get selected

for) the school course which will prepare them for the next step. At the end of

middle school (articulated in Gymnasium, for those who will continue high

school studies, and in Hauptschule and Realschule for those who will continue

technical and professional training) they can choose the Gymnasium (high

school), or to access a dual system apprenticeship, alternating the professional

training with Berufschule attendance (vocational school). In the United

Kingdom after the end of the Comprehensive school, which accommodates all

young people up to the age of 16, even allowing a large number of options, stu-

dents can continue, if they have good grades, to Sixth Form (two-years school

before University), or access one of the many opportunities offered by Further
Education, a non-scholastic system that prepares young people to enter the

working world and it consists in a varied number of training courses either full-

time or part-time.

Among the countries that are part of the first model, vocational education is

mainly full-time, even if companies offer long-term internships.

Among the countries belonging to the second model, companies have a key

role being the training provider; especially in Germany, where training is “dual”,

since the internship is partly carried out in the company and partly in school.

Italy belongs to the first model. One of the reason of the problems of our edu-

cation and training, lies in the weakness of the relationship that has developed be-

tween school and business, also because of the development model of our produc-

tion system, which after the 60’s and 70’s, era of the great industries, has increas-

ingly faded into an economy based on medium, small and micro companies. These

companies live on short-term contracts and seek professionals ready to work imme-

diately; therefore it becomes difficult to invest in training and research. This is the

difference between Italy and the other countries, such as Germany, where the pro-

duction system is built on bigger companies, therefore the production system in-

vests more, both in training and research

3

. 

In this situation the Italian school, facing with the problem of connecting with

the production society, has tried to find within itself the reasons of its own existence;

developing in a self-referential circuit, for which the reasons of the existence of the

school have been sought within the same school culture, rather than in engaging with

the external culture of the growing society, and the call for change from the working

world. 

3

AA. VV. Education for Citizenship, Work and Innovation: the German Model and Proposals for
Italy, In I numeri da cambiare, Treelle e Fondazione Rocca, January 2015.
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However the European attention to the strengthening of the links between edu-

cation, vocational training and the working world has led to the establishment in

Italy of a new type of training course, the Istruzione e FormazioneProfessionale
(IeFP, Vocational Education and Training), to establish a closer relationship be-

tween these different worlds. This type of training, which has been rapidly growing

within recent years, has been conceived to offer an opportunity to the young people

who wished to pursue a vocational path by the end of middle school, guiding them

within three years to achieve a qualification and a diploma.

The monitoring report conducted by ISFOL on this sector

4

shows that the total

enrollment for the year 2012-13 amounted to over 300,000 units. Meaning that our

country is undergoing a process in which the education and working worlds are fi-

nally approaching one another, proved also by the launch of the Istituti Tecnici Su-
periori (ITS, Higher College of Tecnology), providing a higher specialization to

secondary school graduates, and by the initiatives to have apprenticeships also in

secondary school.

9.2.1 The impact of the Recommendations on the establishment of a European Quali -
fications Framework (EQF)

The Copenhagen process and the European Recommendations still affect the

different systems. For example, regarding the introduction of the European Qualifi-

cations Framework, the framework of all the titles and qualifications within a

single frame, and the emphasis on learning outcomes are part of the tradition of

countries like United Kingdom and Ireland, whose education system has privileged

for a long time, the evaluation of the results rather than the management processes.

In the UK, educational institutions have considerable autonomy, but there is a

strong focus on the evaluation of the obtained results, through the standardization

of qualifications. Ireland also follows a similar approach to system management,

and since 2004 has introduced a national qualifications framework. Therefore Ire-

land, Malta and the United Kingdom were the first European countries to submit

their national reference report, which put the national titles in correspondence with

the eight European levels.

The European Commission’s report on the implementation of the EQF

5

Rec-

ommendation highlighted that in 2008, three Member States already had a national

qualifications framework and four Member States had referenced their national

4

ISFOL, VET a Professionalising Sector a.f. 2012-13.
5

EUROPEAN COMMISSION (2013), Report from the Commission to the European Parliament and
the Council. Evaluation of the European Qualification Framework (EQF). Implementation of the Rec-
ommendation of the European Parliament and the Council on the Establishment of the European
Qualifications Framework for Lifelong Learning, Brussels, 19.12.2013 COM(2013) 897 final.
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qualifications systems to the EQF by 2010. By June 2013, twenty Member States

had submitted their national reference reports to the EQF. The remaining countries

(eight Member States, four candidate countries and Norway) are expected to com-

plete their referencing process in 2013-14.

Presentation of the national reference reports to the EQF
(First Stage of the EQF Reccomendation) - 2013

By the end of 2010 FR, IE, MT, UK

2011 BE-vl, CZ, DK, EE, LT, LV, NL, PT

2012 AT, DE, HR, LU

2013 BG, IT, PL, SI

More delays have instead occurred in the implementation of the second stage

of the EQF Recommendation, or the indication at the appropriate level of the Euro-

pean Qualifications Framework for all new qualification certificates, diplomas and

Europass documents issued by competent authorities.

Even in Italy there has been a movement of resettlement of vocational qualifi-

cations in favor of greater comparability on a national level. Through subsequent

agreements established in the State-Regions conference

6

, 22 terminal qualifications

for the three-year course and the vocational course were identified. At the end of

2012 Italy has submitted their final reference report, indicating which of the 8 Eu-

ropean levels correspond to the titles and qualifications issued in our country

7

. In

the following page the referencing framework is presented

8

:

6

Agreement Conference of State July 27, 2011 - Development of IeFP regime; Agreement 

State-Region 19 January 2012 integration qualifications IeFP repertoire.

7

State – Regions Agreement 20/12/2012.

8

For more information on the described processes and to download the Italian referencing 

report, please visit http://www.isfol.it/eqf.
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1

MIUR/Education

Lower secondary school

Threeyear vocational school

2

3

4

5

6

Compulsory education certificate

Upper secondary education 
diploma  Vocational schools

Higher technical specialization
certificate

Higher technical education 
diploma

Bachelor’s degree

First level academic diploma

MIUR or Regions,
according to the type
of education pathway

Regions

Regions

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

Regions

End of the first twoyears: High
Schools, Technical schools, 
Vocational schools, threeyear
and fouryear VET pathways

Threeyear VET pathways

Fouryear VET pathways

Fiveyear Upper secondary
schools (Licei)

(Higher education and research
apprenticeship programme)

Fiveyear technical schools

(Higher education and research
apprenticeship programme)

Fiveyear vocational schools

(Higher education and research
apprenticeship programme)

Higher Technical Education
and Training pathways (IFTS)
(Higher education and research
apprenticeship programme)

Higher Technical Education
pathways (ITS)
(Higher education and research
apprenticeship programme)

Threeyear bachelor’s degree
courses (180 credits  ECTS)
(Higher education and research
apprenticeship programme)

Threeyear courses
(180 credits  ECTS)

EQF
Level

TYPE OF
QUALIFICATION

COMPETENT
AUTHORITY

RELEVANT EDUCATION/
TRAINING PATHWAY

Lower secondary school
leaving diploma

Professional operator 
qualification diploma

Professional 
operator certification

Professional technician diploma

Upper secondary education 
diploma  High Schools (Licei)

Upper secondary education 
diploma  Technical schools

MIUR
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Academic specialization 
diploma (II)

Higher specialization diploma 
or Master (II)

Research
Doctorate (PhD)

ISSUED BYEQF LEVEL
3 Professional Operator Certification

TYPE OF QUALIFICATION

Professional Technician Diploma4
Regions
Regions

EQF
LEVEL

TYPE OF
QUALIFICATION

COMPETENT
AUTHORITY

RELEVANT EDUCATION/
TRAINING PATHWAY

7

8

Master’s degree

Academic specialization 
Diploma (I)

Higher specialization diploma 
or Master (I)

Academic Diploma
for research training

Specialization diploma

Second  level university master

First  level university master

Second  level academic diploma

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

MIUR

Twoyear courses
(120 credits  ECTS)

Minimum two years courses
(120 credits  ECTS)

Minimum one years courses
(min. 60 credits  ECTS)

Threeyear courses
(Higher education and 
research apprenticeship 
programme)

Threeyear courses

Minimum two years courses
(120 credits  ECTS)
(Higher education and 
research apprenticeship 
programme)

Minimum one year courses
(min. 60 credits  ECTS)
(Higher education and 
research apprenticeship 
programme)

Two year master’s degree 
courses (120 credits  ECTS)
(Higher education and 
research apprenticeship 
programme)

Minimum one year courses
(min. 60 credits  ECTS)
(Higher education and 
research apprenticeship 
programme)

Minimum two years courses
(120 credits  ECTS)

Minimum one years courses
(min. 60 credits  ECTS)
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Lastly, we must remember that the National Directory of qualifications was reg-

ulated by the Legislative Decree 13 of 2013 and that it consists of all the repertoires

of education and training qualifications encoded at national, regional or autonomous

province level meeting certain requirements of the decree.

9.2.2 The impact of the European Recommendations on the European Credit System
for Vocational Education and Training (ECVET) and the Recognition of Skills
Acquired in Non-Formal and Informal Contexts

The European credit system for vocational education and training has proved to

be a rather complex tool to be implemented. The Evaluation Report of the European

Recommendation

9

states that mobility projects based on ECVET believe that the main

obstacles to transfer learning outcomes include:

a) a different terminology to describe learning units, modules, credits, and other

relevant elements,

b) the incompatibility of the national credit systems with the ECVET (leading to

the inability to use the credits to transfer learning outcomes)

c) and the heterogeneity in the quality of training courses and assessment.

The lack of guidance in the national education and training systems to the

ECVET, a poorly developed legal framework at a national level (for example, the

recognition of credits), administrative burdens and the difficulties in applying ECVET

methodologies are some of the key issues that have slowed down the participants to

use ECVET as a tool for future mobility. Units of learning outcomes in ECVET 

mobility projects were more likely to be recognized and rewarded, where the concept

of unity existed in its national system.

For short-term mobility projects, the organizational papers of ECVET (Learning

Agreement, Transcript of Records, and the Memorandum of Understanding) represent

the most important elements to the initiative. These papers, in particular, have helped

to increase the mutual trust between senders and recipients, thus potentially encour-

aging a long-term mobility.

It is completely different when we talk about the skills acquired in non-formal

and informal backgrounds, we find the European countries on very different positions.

Some countries have set up validation devices already established and functioning

within their education system. The following chart illustrates the model of assessment

of learning outcomes which was developed in France.

9

PUBLIC POLICY AND MANAGEMENT INSTITUTE (2014), Implementation of the Recommendation of
the European Parliament and of the Council of 18 June 2009 on the establishment of a European
Credit System for Vocational Education and Training(ECVET), Final Report, 2014.
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THE ASSESSMENT OF LEARNING OUTCOMES IN FRANCE

10

France has a long tradition in the field of validation of non-formal and informal learning and

the national qualifications system is strongly connected with the labour market.

In the 90’s the concept of Validation des Acquis Professionnels (VAP) was introduced into the

French Law: people who had at least five years of work experience could be evaluated in order

to obtain certifications and ministerial qualifications pertaining to secondary and higher edu-

cation. To obtain the certification or the title, the subject must produce a portfolio containing

the details of the activities and competences exercised, which is examined by a panel of asses-

sors who can decide the number of credits granted or the type of studies necessary for the

subject to qualify or the required title.

In 2002 the system for validation of work experience has been extended to all types of qualifi-

cation and certification through the concept of Validation des Acquis de l’Expérience (VAE).

The concept of VAE stresses the importance of the summative assessment, namely to the ac-

quisition of a title or a diploma rather than parts or sections of the training. The access to the

experience validation for the achievement of a formal title is currently a right for all individuals

who have gained at least three years’ work experience.

In order to prepare and coordinate the operational framework of the initiative, in January 2002,

the Commission Nationale de la Certification Professionnelle(CNCP, Nation Commission for

Vocational Certification), was created with the task of:

• activating and updating the Répertoire national des certifications professionnelles (National

Directory of Vocational Certifications);

• monitoring the adoption of the education system and labor market reforms;

• supporting the agencies and organizations that deal with the validation and examinations for

qualification.

The Répertoire national des certifications professionnelles contains about 15.000 different qual-

ifications of which, 11.000 academic, 700 of second level, 600 certificates of vocational skills,

800 certificates of business skills issued by companies and another 400 certificates issued by

different organizations.

Currently, the VAE device provides an evaluation conducted by accredited agencies (including

the Skills Assessment Centre) on the basis of a portfolio of experiences presented by the appli-

cant and verified by a panel of evaluation or a practical test.

Evaluation standards (référentiels) are defined by the type of qualification and can be changed

and updated. The decision to grant or not the title is collective and it is based on the overall as-

sessment of the capacity and the expertise owned and declared by the subject.

Parallel to the VAE, the Skills Assessment system plays an important role in the French valida-

tion system: the evaluation of skills is an activity conducted jointly by an individual and by

one or more experts in order to investigate, define and describe the acquired skills. As part of

the VAE, in fact, the Skills Assessment system is used to identify the skills that a subject may

be examined for, therefore becoming a step within the VAE process.

By the end of the assessment, the Accredited Centre advisor prepares a summary paper, in part-

nership with the candidate, to develop the skills assessment and to establish a relation with the

objectives and expectations of the subject. The individualized approach allows providing sug-

gestions and recommendations for the access to training courses and to the recognition of indi-

vidual credits.

10

The description of the French model is taken from the ISFOL book (1997), Experiences of 
validation of non-formal and informal learning in Italy and in Europe, edited by Elizabeth Perulli,

ISFOL publisher, Rome.

Strategy_imparare  23/02/16  14:45  Pagina 96



97

The Libretto Formativo del Cittadino11
(Citizen’s Training Booklet) was intro-

duced in Italy in 2005, it is a tool designed to collect, synthesize and document the

different learning experiences of the working citizens, and the skills they have ac-

quired: in school, in training, at work and in everyday life. The booklet is the key in-

strument for transparency in lifelong learning. It becomes a tool for transparent and

formalized documentation of data, information, certifications, and it can be used by

the individual in his training, growth and job mobility.

The objectives of the booklet are:

• to provide information on the subject and on his formal, non-formal and informal

résumé, for job searching, job mobility and for the transition from one educa-

tional system to another;

• to make the skills acquired, recognizable and transparent in order to support em-

ployability and professional development;

• to help individuals maintain awareness of their own cultural and professional

background and to guide the choices and future plans.

However, the implementation of recognition of acquired competences system is

still a long way to go, because beyond identifying and making acquired skills trans-

parent, it is necessary to introduce a shared recognition of the owned skills within a

formalized system of qualifications.

As mentioned above (par. 8.1 and 8.2.1), after the publication of the European

Recommendation ECVET a significant step forward has been made:

• Through Fornero Law, introducing territorial networks, and including all the

services of education, training and work, the recognition of credits and the cer-

tification of learning acquired have been incorporated into priority actions 

(b, paragraph 55, art. 4 of the Law of 28 June 2012, n. 92).

• Through the Legislative Decree 13 of 2013, which formally established the 

  National Directory of qualifications, made up of all the repertory of education

and training qualifications encoded on a national, regional or autonomous

province level. 

National Directory of Education and Training Qualifications

(art. 8 Legislative Decree 13/2013)

1. In accordance with the commitments undertaken by Italy at a Community level, in order to

ensure the mobility of people and facilitate the matching of supply and demand in the labor

market, the transparency of learning and needs, as well as the wide range of use of certifica-

tions on a national and European level, without new or increased burdens on public finances,

the National Directory  of education and training qualifications has been established, in Article

4, paragraph 67, of the Law of 28 June 2012, n. 92

11

Ministry of Labour and Social Policy, Decree 10 October 2005 Approval of the model of 
citizen’s training booklet.

➔
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2. The national directory constitutes of reference framework for skills’ certification, through

the gradual standardisation of essential elements, even descriptive ones, of education and

training titles, including vocational training and vocational qualifications and because of the

possibility to link them also through the European shared system of credits recognition.

3. The national directory consists in all the repertoires of education and training titles, including

vocational training and vocational qualifications also mentioned in Article 6, paragraph 3, of

the Consolidated apprenticeship act, in the Legislative Decree 14 September 2011, n. 167,

codified at a national, regional or autonomous province level, publicly recognised and meet-

ing the following minimum standards:

a) identification of the public authority;

b) identification of the qualifications and skills that make the repertoires;

c) reference report of the qualifications, and where applicable, to the statistical codes in ref-

erence to economic activities (ATECO) and to the nomenclature and classification pro-

fessional units (CP ISTAT), in compliance with the national statistical system regulations;

d) Reference report of the qualifications of the repertoire to the European Framework of

Qualifications, carried out through the formal inclusion of the same in the national process

of EQF referencing.

The national institutional framework has been set and within it we can find a

complete recognition system of acquired skills. The Ministry of Labour has prepared

a ministerial decree draft to define the procedures, in agreement with the Regions.

Finally we have to remember the regional initiatives, which are introducing systems

for the detection and the recognition of acquired skills as part of active policies to

encourage outplacement

12

.

9.2.3 The impact of the European Recommendations on EQAVET

The European Recommendation on quality assurance in VET is part of a varied

European context regarding the development of training system quality assurance

methods.

The tools of certification are widespread, they can refer to the ISO normative

(widely followed in Italy) or the EFQM model or to other similar ones, which share

the principle of focusing on the processes.

In Ireland, Denmark, Finland, the Netherlands, Sweden and the United Kingdom

the educational structures must have by law an internal quality management system

(EFQM, ISO 9000, or another model). Some of these models can lead to the release

of “quality labels”, certifying to the public the possession of certain requirements.

Also in Ireland, Denmark, the Netherlands and the United Kingdom, there is a cross-

ing between self-evaluation and external evaluation. The latter has many aspects, and

it can be directed both to support educational institutions and to their management.

12 See for example Veneto Region, Guidelines for the Validation of Skills Acquired in Non-Formal
and Informal Contexts, 2012.
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In Austria, Romania, Finland, Hungary, the quality assurance systems have been

reinforced both by enhancing the self-assessment, as in Finland, and by enhancing

the role of the external evaluation, which is entrusted to the management of Inspection

teams.

Another method often used in quality assurance of training providers is, accred-

itation. The accreditation, according to the CEDEFOP, is a quality assurance process

under which the competent legislative or professional authority formally recognizes

that an education or training program, meets certain standards

13

. It is a method used

particularly when the curriculum is delivered by private authority.

Finally, almost all European countries have developed a system of indicators

covering all major aspects of their education and training systems, which are normally

used to monitor the evolution of the system, but can also be used to reward the most

worthy educational institutions, as it is in Finland, where part (so far limited) of the

training centers’ funds are linked to results.

According to the results of a survey carried out by the EQAVET Secretariat and

the external evaluation requested by the European Commission

14

, more than 20 Mem-

ber States have strengthened their approaches to quality assurance, and the EQAVET

Recommendation has directly influenced the national system reform in 14 countries

(BG, CZ, EL, HU, HR, MT, RO, FYROM, and BE FR, ES, IT, LV, LT, SL). Most

approaches involve both the initial training and the training organised at the institu-

tional level with public funding. Some of these countries were already basing on ap-

proaches compatible with the EQAVET Recommendation and therefore did not need

to significantly change their system.

To this day, most of national education and training systems of the EU ask the

providers of Education and Vocational Training to respect standard quality, which

are part of the legal system or constitute the condition to obtain accreditation and

funds.

Almost all Member States collect data to improve the effectiveness and efficiency

of their systems and have developed appropriate detection methods using question-

naires and by collecting data and indicators; also in most cases Member States publish

the information collected on the results of the evaluation activities. However, this

does not mean that the implemented processes are regularly reviewed and that plans

for change are carried out, given the fact that the survey shows that only about a third

of the countries regularly review their process resulting in action plans

15

.

13

CEDEFOP (2008), Terminology of European education and training policy, A selection of 100 key
terms, Office for Official Publications of the European Communities, Luxembourg.

14

ICF GHK, Evaluation of implementation of EQAVET Final report, 2013.

15

European Commission, Report from the Commission to the European Parliament and the
Council on the implementation of the Recommendation of the European Parliament and of the
Council of 18 June 2009 on the establishment of a European Quality Assurance Reference Frame-
work for Vocational Education and Training, Brussels, 28.1.2014 COM(2014) 30 final.
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As for Italy, the organization of the quality assurance activities for education and

vocational training, changes depending on whether the activities related to the training

course field are either controlled by the Ministry of Education (Technical and 

Professional Institutes) or by Regions (Vocational Education and Training and 

continuing education).

Regarding training courses controlled by the Ministry of Education, there has

been a significant change with the development of the National Evaluation System.

THE LAUNCH OF THE NATIONAL EVALUATION SYSTEM

Also in Italy the national evaluation system has been finally launched, after some locally con-

ducted tests (among which the assessment carried out by the evaluation committee of Trento

was particularly significant, it has introduced the activities of self-assessment based on a set of

indicators collected at a school level, in order to give schools the opportunity to meet with other

schools, the committee of Trento also introduced the external evaluation of schools, although

only experimentally

16

), and tests carried out at a national level (as for instance the project Vales,

developed by Invalsi).

The regulation No. 80 of 2013 (Regulation on the national evaluation system in education and
training) formally introduces the evaluation system and the subsequent ministry guidelines that

take into account the foreign experiences, as well as the discussions about the experiments car-

ried out in these years, avoiding some of the most common risks; in fact it states:

• the purpose of the evaluation has no rewarding or punishing intent but aims to improve the

quality of service;

• the intertwining between self-assessment within an institution (based on test results and in-

dicators provided by the Ministry of Education) and external evaluation;

• the integration of quantitative and qualitative analysis, and between the various tools (tests

and indicators) that can represent the complexity of school;

• the need to take into account the influence of the social and economic context;

• the functional connection among various organizations (Invalsi, Indire, Inspectors), who in-

teract on the basis of clearly defined roles, with the coordination entrusted to INVALSI, which

is also responsible of issuing an annual report.

Therefore, schools, based on the model prepared by Invalsi, will have to collect the required indi-

cators, analyse them and prepare a Self-Evaluation Report (SER), identifying strengths and criti-

cal aspects of the educational activity. This must be followed by the preparation and implementa-

tion of an improvement plan in order to solve the problems found. Each year a sample of schools

is also subject to external evaluation by teams of specialised inspectors and other experts.

This system covers all types of education and therefore also technical and pro-

fessional institutes, Education and Vocational Training (IeFP).

It cannot be said that the establishment of the National Evaluation System is a

direct consequence of the EQAVET Recommendation or if anything has been accel-

erated as a result of the Recommendations submitted by the European Union to the

16

ALLULLI G. (2007), School Evaluation: a Problem of Governance, in Business Services, Il Mulino,

No. 3 / 2007.
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Italian government, following the severe economic and financial crisis of 2011. How-

ever, although the Regulation No. 80 and the subsequent implemented measures show

no reference to the EQAVET model, the philosophy of the new evaluation system,

aimed at improving the training course through an assessment cycle, both internal

and external, is in line with the Community EQAVET model.

As for the technical and vocational institutes it must be observed that the

 Regulations related to the new organization of Secondary education (including the

technical

17

and vocational

18

schools), explicitly recalls the European Quality Frame-

work  introduced by the EQAVET Recommendation, stating: “With subsequent
 decrees of the Minister for Education, University and Research in consultation 
with the Minister of Economy and Finance, ... (c) indicators for evaluation and self-
assessment of technical institutes, also with reference to the European Quality
 Assurance Framework of Vocational and Education Training are defined” (Article

8 of the Regulations).

The Ministry of Labour and Social Policies, the Regions and Autonomous

Provinces as a strategy to ensure the quality of training courses, have introduced the

accreditation of training structures; it is an institutional activity through which

each Region and Autonomous Province sets the rules, parameters and results to be

achieved and maintained by the organisations that contribute to the  provision of ed-

ucational services using public funds.

The accreditation mechanism, introduced in 2001, is conceived to monitor the

quality of training activities, both preventive, through the verification of the posses-

sion of certain minimum requirements and during the provision of these services.

The State-Regions Agreement of 20 March 2008, in line with the debate on 

the quality of education and training developed by the EU, has started the second

“generation” of accreditation, whereof the main objectives are the promotion, aware-

ness and valorisation of the accreditation as a quality tool, with specific attention 

to the evaluation of the effectiveness and efficiency of training services in terms of

employment and learning outcomes. The organisations providing accredited training

courses at a local level must therefore make a gradual transition, from a predominantly

organisational focused management to the adoption of an approach focused on the

quality of the performance achieved and all the factors related to training product

and its effects, rather than to those related to the process. The analysis of the new

 regional accreditation system conducted by ISFOL found that the Italian accreditation

system, and in particular the latest version of 2008, uses different indicators required

by the EQAVET Recommendation. From the results of the comparative analysis,

17

Regulations concerning the reorganization of the technical institutions under Article 64, para-

graph 4, of the Decree Law of 25 June 2008, n. 112, converted into law on Aug. 6, 2008, n. 133.

18

Regulations concerning the reorganization of vocational schools in accordance with Article 64,

paragraph 4, of the Decree Law of 25 June 2008, n. 112, converted into law on Aug. 6, 2008, n. 133.
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 ISFOL has provided tips on how to develop the vocational training system in line

with the EQAVET Recommendation. These tips refer to:

a) the strengthening of regional accreditation devices: the analysis found a high

 degree of consistency with the EQAVET Recommendation, but there is still room

for improvement regarding the training of trainers (in terms of number of users

and resources), companies satisfaction assessment, users working results, the

prescription of structured procedures for analysing needs;

b) the introduction and strengthening of different devices according to the needs

analysis and, above all, to survey tools for the detection and evaluation of the

users and companies satisfaction;

c) the construction and strengthening of regional information systems (in connec-

tion at national level) for the collection of data on vocational training; in partic-

ular the data which the information systems could collect from providers are the

following: 

• ownership of a quality certificate by the accredited facility 

• number of workers participating to training or continuos training course and

amount of funds invested;

• dropout rate and education success rate;

• employment rate;

• coherent employment rate;

• number of participants to educational events from vulnerable groups.

ISFOL also notes that the EQAVET Recommendation and accreditation acts on

fields which are not superposable:

• The Recommendation frames the quality assurance throughout the whole plan-

ning-management-rating-review cycle, while accreditation is a device to access

the training system evaluating the meeting of requirements and the recent years

performance;

• The Recommendation refers both to the quality of the systems and the quality

of VET providers while accreditation covers only the latter;

• EQAVET Recommendation focuses on the quality of both education and train-

ing systems while the accreditation devices regulate exclusively the access to

training systems at a regional level.

Thus, accreditation is only one of the devices which Italy can use in the imple-

mentation of quality assurance devices in line with the guidelines of the EQAVET

Recommendation

19

. An overall description of national strategies adopted or to be

adopted with regard to the Recommendation on quality implementation, can be found

in the National Plan for the quality assurance system of vocational education and

19

ISFOL, Quality and Accreditation, edited by Sandra D’Agostino, in Isfol Research Paper Series

No. 17 - October 2014.
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training, developed by the Ministry of Labour and Social Policy, the Ministry of 

Education, University and Research, and by the Regional and Autonomous Provinces

Coordination with the technical assistance of ISFOL

20

. The Plan, which was prepared

in response to the requests of the European Recommendation, has conveyed a

 systemic view of the various initiatives already in place in the field of the quality

 assurance of Vocational Education and Training system in Italy and of the expected

developments to implement the requests of the European Recommendation.

9.3 CONCLUSION

The results of the Lisbon Strategy are subject of debate among conflicting 

opinions. Regarding the aspects specifically targeting Education it can be said 

that the Lisbon Strategy has produced important results for the future of European

educational systems. The attention to the enhancement and development of human

capital, the promotion of a lifelong learning system, the consolidation of training

 systems, whether academic or vocational, the shift of attention from the teaching

process to the learning process, the focus on results achieved rather than the path

 taken, the emphasis on the educational system quality and the integration between

training policies and labour policies are key elements of a strategy which aims to

equip European education and training systems for a future in which knowledge and

skills are destined to play an increasingly important role, for the individuals and for

the social and economic systems, while the learning process will be more and more

the result of multiple processes, both formal and informal. The implementation of

this strategy, however, shall face some important issues:

• The first one concerns the actual ability of the public and private production sys-

tem to use and promote the available human capital. Despite the many rhetorical

statements that we may read or hear, the available data show that not only the

public and private investment in training is quite low, and even tends to  decrease,

but also that human resources, where available, are often undervalued and that

their individual competences and skills are not recognised.

• The second one concerns the persisting difficulties of communication among the

various subsystems of education: University, school and vocational training. The

institutional, cultural and objective differences make the organisation of a unitary

system really difficult.

• The third issue concerns the operational application of some key concepts, such

as the skills or the credit, whose application, in the different subsystems often

meets practical difficulties not easy to overcome.

20

ISFOL, the National Plan for the guarantee of quality of Vocational and Education Training, 

October 2011.
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• The fourth one concerns the need to remove social and cultural conditioning

 preventing a large part of the population, usually the less educated part, to fit into

a logic of updating and development of their own competences and knowledge.

The path of EU countries to achieve the Lisbon process and the 2020 Strategy is

not easy at all and Italy is one of the countries starting from a disadvantaged condition;

however, with the appropriate adjustments and adaptations, this is the path which

best prepares to face the future.
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istruzione e formazione professionale nell’anno formativo 2004-2005, 2006

2007     COLASANTO M. - LODIGIANI R. (a cura di), Il ruolo della formazione in un sistema di welfare
attivo, 2007

            DONATI C. - BELLESI L., Giovani e percorsi professionalizzanti: un gap da colmare? Rapporto
finale, 2007

            MALIZIA G. (coord.) - ANTONIETTI D. - TONINI M. (a cura di), Le parole chiave della forma-
zione professionale. II edizione, 2007

            MALIZIA G. - PIERONI V., Le sperimentazioni del diritto-dovere nei CFP del CNOS-FAP e del
CIOFS/FP della Sicilia. Rapporto di ricerca, 2007

            MALIZIA G. - PIERONI V., Le sperimentazioni del diritto-dovere nei CFP del CNOS-FAP e del
CIOFS/FP del Lazio. Rapporto di ricerca, 2007

            MALIZIA G. et alii, Diritto-dovere all’istruzione e alla formazione e anagrafe formativa. Pro-
blemi e prospettive, 2007

            MALIZIA G. et alii, Stili di vita di allievi/e dei percorsi formativi del diritto-dovere, 2007
            NICOLI D. - FRANCHINI R., L’educazione degli adolescenti e dei giovani. Una proposta per i

percorsi di istruzione e formazione professionale, 2007
            NICOLI D., La rete formativa nella pratica educativa della Federazione CNOS-FAP, 2007
            PELLEREY M., Processi formativi e dimensione spirituale e morale della persona. Dare senso

e prospettiva al proprio impegno nell’apprendere lungo tutto l’arco della vita, 2007
            RUTA G., Etica della persona e del lavoro, Ristampa 2007

2008     COLASANTO M. (a cura di), Il punto sulla formazione professionale in Italia in rapporto agli
obiettivi di Lisbona, 2008

            DONATI C. - BELLESI L., Ma davvero la formazione professionale non serve più? Indagine
 conoscitiva sul mondo imprenditoriale, 2008

            MALIZIA G., Politiche educative di istruzione e di formazione. La dimensione internazionale,
2008
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            MALIZIA G. - PIERONI V., Follow-up della transizione al lavoro degli allievi/e dei percorsi
triennali sperimentali di IeFP, 2008

            PELLEREY M., Studio sull’intera filiera formativa professionalizzante alla luce delle strategie
di Lisbona a partire dalla formazione superiore non accademica. Rapporto finale, 2008

2009     GHERGO F., Storia della Formazione Professionale in Italia 1947-1977, vol. 1, 2009

2010     DONATI C. - L. BELLESI, Verso una prospettiva di lungo periodo per il sistema della forma-
zione professionale. Il ruolo della rete formativa. Rapporto finale, 2010

            NICOLI D., I sistemi di istruzione e formazione professionale (VET) in Europa, 2010
             PIERONI V. - SANTOS FERMINO A., La valigia del “migrante”. Per viaggiare a Cosmopolis, 2010
            PRELLEZO J.M., Scuole Professionali Salesiane. Momenti della loro storia (1853-1953), 2010
            ROSSI G. (a cura di), Don Bosco, i Salesiani, l’Italia in 150 anni di storia, 2010

2011     ROSSI G. (a cura di), “Fare gli italiani” con l’educazione. L’apporto di don Bosco e dei Sale-
siani, in 150 anni di storia, 2011

            GHERGO F., Storia della Formazione Professionale in Italia 1947-1997, vol. 2

2012     MALIZIA G., Sociologia dell’istruzione e della formazione. Una introduzione, 2012
            NICOLI D., Rubriche delle competenze per i Diplomi professionali IeFP. Con linea guida per

la progettazione formativa, 2012
            MALIZIA G. - PIERONI V., L’inserimento dei giovani qualificati nella FPI a.f. 2009-10, 2012 
            CNOS-FAP (a cura di), Cultura associativa e Federazione CNOS-FAP. Storia e attualità, 2012

2013     CUROTTI A.G., Il ruolo della Formazione Professionale Salesiana da don Bosco alle sfide 
attuali, 2013

            PELLEREY M. - GRZĄDZIEL D. - MARGOTTINI M. - EPIFANI F. - OTTONE E., Imparare a dirigere
se stessi. Progettazione e realizzazione di una guida e di uno strumento informatico per
favorire l’autovalutazione e lo sviluppo delle proprie competenze strategiche nello
studio e nel lavoro, 2013

            DONATI C. - BELLESI L., Osservatorio sugli ITS e sulla costituzione di Poli tecnico-professio-
nali. Alcuni casi di studio delle aree Meccanica, Mobilità e Logistica, Grafica e Multi-
medialità, 2013

            GHERGO F., Storia della Formazione Professionale in Italia 1947-1997, vol. 3, 2013
            TACCONI G. - MEJIA GOMEZ G., Success Stories. Quando è la Formazione Professionale a fare

la differenza, 2013
            PRELLEZO J.M., Scuole Professionali Salesiane. Momenti della loro storia (1853-1953), 2013

2014     ORLANDO V., Per una nuova Formazione Professionale dei Salesiani d’Italia. Indagine tra gli
allievi dei Centri di Formazione Professionale, 2014

            DONATI C. - BELLESI L., Osservatorio sugli ITS e sulla costituzione di Poli tecnico-professio-
nali. Approfondimento qualitativo sugli esiti occupazionali, 2014

            DORDIT L., OCSE PISA 2012. Rapporto sulla Formazione Professionale in Italia, 2014
            DORDIT L., La valutazione interna ed esterna dei CFP e il nuovo sistema nazionale di valuta-

zione, 2014

2015     PELLEREY M., La valorizzazione delle tecnologie mobili nella pratica gestionale e didattica
dell’Istruzione e Formazione a livello di secondo ciclo. Indagine teorico-empirica. Rap-
porto finale, 2015

            ALLULLI G., Dalla Strategia di Lisbona a Europa 2020, 2015
            NICOLI D., Come i giovani del lavoro apprezzano la cultura. Formare e valutare saperi e com-

petenze degli assi culturali nella Formazione Professionale, 2015
            CNOS-FAP (a cura di), Educazione e inclusione sociale: modelli, esperienze e nuove vie per

la IeFP, 2015
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            CNOS-FAP (a cura di), L’impresa didattica/formativa: verso nuove forme di organizzazione
dei CFP. Stimoli per la federazione CNOS-FAP, 2015

            CNOS-FAP (a cura di), Il ruolo della IeFP nella formazione all’imprenditorialità: approcci,
esperienze e indicazioni di policy, 2015

            CNOS-FAP (a cura di), Modelli e strumenti per la formazione dei nuovi referendum dell’auto-
valutazione delle istituzioni formative nella IeFP, 2015

            CNOS-FAP (a cura di), Fabbisogni professionali e formativi. Contributo alle linee guida del
CNOS-FA, 2015

            MALIZIA G. - PICCINI M.P. - CICATELLI S., La Formazione in servizio dei formatori del CNOS-
FAP. Lo stato dell’arte e le prospettive, 2015

Sezione “Progetti”

2003     BECCIU M. - COLASANTI A.R., La promozione delle capacità personali. Teoria e prassi, 2003
            CNOS-FAP (a cura di), Centro Risorse Educative per l’Apprendimento (CREA). Progetto e

guida alla compilazione delle unità didattiche, 2003
            COMOGLIO M. (a cura di), Prova di valutazione per la qualifica: addetto ai servizi di impresa.

Prototipo realizzato dal gruppo di lavoro CIOFS/FP, 2003
            FONTANA S. - TACCONI G. - VISENTIN M., Etica e deontologia dell’operatore della FP, 2003
            GHERGO F., Guida per l’accompagnamento al lavoro autonomo, 2003
            MARSILII E., Guida per l’accompagnamento al lavoro dipendente, 2003
            TACCONI G. (a cura di), Insieme per un nuovo progetto di formazione, 2003
            VALENTE L. - ANTONIETTI D., Quale professione? Strumento di lavoro sulle professioni e sui

percorsi formativi, 2003

2004     CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale alimentazione, 2004

            CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale aziendale e amministrativa, 2004

            CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale commerciale e delle vendite, 2004

            CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale estetica, 2004

            CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale sociale e sanitaria, 2004

            CIOFS/FP - CNOS-FAP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale tessile e moda, 2004

            CNOS-FAP - CIOFS/FP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale elettrica e elettronica, 2004

            CNOS-FAP - CIOFS/FP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale grafica e multimediale, 2004

            CNOS-FAP - CIOFS/FP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale meccanica, 2004

            CNOS-FAP - CIOFS/FP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale turistica e alberghiera, 2004

            NICOLI D. (a cura di), Linee guida per la realizzazione di percorsi organici nel sistema del -
l’istruzione e della formazione professionale, 2004

            NICOLI D. (a cura di), Sintesi delle linee guida per la realizzazione di percorsi organici nel
 sistema dell’istruzione e della formazione professionale, 2004

2005     CNOS-FAP - CIOFS/FP (a cura di), Guida per l’elaborazione dei piani formativi personaliz-
zati. Comunità professionale legno e arredamento, 2005

            CNOS-FAP (a cura di), Proposta di esame per il conseguimento della qualifica professionale.
Percorsi triennali di Istruzione formazione Professionale, 2005
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            NICOLI D. (a cura di), Il diploma di istruzione e formazione professionale. Una proposta per il
percorso quadriennale, 2005

            POLÀČEK K., Guida e strumenti di orientamento. Metodi, norme ed applicazioni, 2005
            VALENTE L. (a cura di), Sperimentazione di percorsi orientativi personalizzati, 2005

2006     BECCIU M. - COLASANTI A.R., La corresponsabilità CFP-famiglia: i genitori nei CFP. Espe-
rienza triennale nei CFP CNOS-FAP (2004-2006), 2006

            CNOS-FAP (a cura di), Centro Risorse Educative per l’Apprendimento (CREA). Progetto e
guida alla compilazione dei sussidi, II edizione, 2006

2007     D’AGOSTINO S., Apprendistato nei percorsi di diritto-dovere, 2007
            GHERGO F., Guida per l’accompagnamento al lavoro autonomo. Una proposta di percorsi per

la creazione di impresa. II edizione, 2007
            MARSILII E., Dalla ricerca al rapporto di lavoro. Opportunità, regole e strategie, 2007
             NICOLI D. - TACCONI G., Valutazione e certificazione degli apprendimenti. Ricognizione dello sta-

to dell’arte e ricerca nella pratica educativa della Federazione CNOS-FAP. I volume, 2007
            RUTA G. (a cura di), Vivere in... 1. L’identità. Percorso di cultura etica e religiosa, 2007
            RUTA G. (a cura di), Vivere... Linee guida per i formatori di cultura etica e religiosa nei per-

corsi di Istruzione e Formazione Professionale, 2007

2008     BALDI C. - LOCAPUTO M., L’esperienza di formazioni formatori nel progetto integrazione 2003.
La riflessività dell’operatore come via per la prevenzione e la cura educativa degli allievi
della FPI, 2008

            MALIZIA G. - PIERONI V. - SANTOS FERMINO A., Individuazione e raccolta di buone prassi
 mirate all’accoglienza, formazione e integrazione degli immigrati, 2008

            NICOLI D., Linee guida per i percorsi di istruzione e formazione professionale, 2008
            NICOLI D., Valutazione e certificazione degli apprendimenti. Ricognizione dello stato dell’arte

e ricerca nella pratica educativa della Federazione CNOS-FAP. II volume, 2008
            RUTA G. (a cura di), Vivere con... 2. La relazione. Percorso di cultura etica e religiosa, 2008
            RUTA G. (a cura di), Vivere per... 3. Il progetto. Percorso di cultura etica e religiosa, 2008

2009     CNOS-FAP (a cura di), Linea guida per i percorsi di istruzione e formazione professionale.
Comunità professionale meccanica, 2009

            MALIZIA G. - PIERONI V., Accompagnamento al lavoro degli allievi qualificati nei percorsi
triennali del diritto-dovere, 2009

2010     BAY M. - GRZĄDZIEL D. - PELLEREY M. (a cura di), Promuovere la crescita nelle competenze
strategiche che hanno le loro radici spirituali nelle dimensioni morali e spirituali della
persona. Rapporto di ricerca, 2010

            CNOS-FAP (a cura di), Linea guida per i percorsi di istruzione e formazione professionale.
Comunità professionale grafica e multimediale, 2010

            CNOS-FAP (a cura di), Linea guida per i percorsi di istruzione e formazione professionale.
Comunità professionale elettrica ed elettronica, 2010

            CNOS-FAP (a cura di), Linea guida per i percorsi di istruzione e formazione professionale.
Comunità professionale automotive, 2010

            CNOS-FAP (a cura di), Linea guida per l’orientamento nella Federazione CNOS-FAP, 2010
            CNOS-FAP (a cura di), Linea guida per i percorsi di istruzione e formazione professionale.

Comunità professionale turistico-alberghiera, 2010

2011     MALIZIA G. - PIERONI V. - SANTOS FERMINO A. (a cura di), “Cittadini si diventa”. Il contributo
dei Salesiani (SDB) e delle Suore Figlie di Maria Ausiliatrice (FMA) nell’educare stu-
denti/allievi delle loro Scuole/CFP in Italia a essere “onesti cittadini”, 2011

            TACCONI G., In pratica. 1. La didattica dei docenti di area matematica e scientifico-tecnolo-
gica nell’Istruzione e Formazione Professionale, 2011
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            TACCONI G., In pratica. 2. La didattica dei docenti di area linguistica e storico sociale nel-
l’Istruzione e Formazione Professionale, 2011

            MANTEGAZZA R., Educare alla costituzione, 2011
            NICOLI D., La valutazione formativa nella prospettiva dell’educazione. Una comparazione tra

casi internazionali e nazionali, 2011
            BECCIU M. COLASANTI A.R., Il fenomeno del bullismo. Linee guida ispirate al sistema preven-

tivo di Don Bosco per la prevenzione e il trattamento del bullismo, 2011

2012     PIERONI V. - SANTOS FERMINO A., In cammino per Cosmopolis. Unità di Laboratorio per l’e-
ducazione alla cittadinanza, 2012

            FRISANCO M., Da qualificati, a diplomati, a specializzati. Il cammino lungo una filiera ricca
di opportunità e competenze. Riferimenti, dispositivi e strumenti per conoscere e com-
prendere i nuovi sistemi di Istruzione e Formazione Professionale (IeFP) e di Istruzione
e Formazione Tecnica Superiore (IFTS), 2012

2014     CNOS-FAP (a cura di), Per una pedagogia della meraviglia e della responsabilità. Ambito
energia. Linea Guida, 2014

            CNOS-FAP (a cura di), Linea Guida per i servizi al lavoro, 2014
            OTTOLINI P. - ZANCHIN M.R., Strumenti e modelli per la valutazione delle competenze nei per-

corsi di qualifica IeFP del CNOS-FAP, 2014

Sezione “Esperienze”

2003     CNOS-FAP PIEMONTE (a cura di), L’orientamento nel CFP. 1. Guida per l’accoglienza, 2003
            CNOS-FAP PIEMONTE (a cura di), L’orientamento nel CFP. 2. Guida per l’accompagnamento

in itinere, 2003
            CNOS-FAP PIEMONTE (a cura di), L’orientamento nel CFP. 3. Guida per l’accompagnamento

finale, 2003
            CNOS-FAP PIEMONTE (a cura di), L’orientamento nel CFP. 4. Guida per la gestione dello

stage, 2003

2005      TONIOLO S., La cura della personalità dell’allievo. Una proposta di intervento per il coordi-
natore delle attività educative del CFP, 2005

2006     ALFANO A., Un progetto alternativo al carcere per i minori a rischio. I sussidi utilizzati nel
Centro polifunzionale diurno di Roma, 2006

            COMOGLIO M. (a cura di), Il portfolio nella formazione professionale. Una proposta per i
 percorsi di istruzione e formazione professionale, 2006

            MALIZIA G. - NICOLI D. - PIERONI V., Una formazione di successo. Esiti del monitoraggio dei
percorsi sperimentali triennali di istruzione e formazione professionale in Piemonte
2002-2006. Rapporto finale, 2006

2007     NICOLI D. - COMOGLIO M., Una formazione efficace. Esiti del monitoraggio dei percorsi
 sperimentali di Istruzione e Formazione professionale in Piemonte 2002-2006, 2007

2008     CNOS-FAP (a cura di), Educazione della persona nei CFP. Una bussola per orientarsi tra
buone pratiche e modelli di vita, 2008

2010     CNOS-FAP (a cura di), Il Concorso nazionale dei capolavori dei settori professionali,
Edizione 2010, 2010

2011     CNOS-FAP (a cura di), Il Concorso nazionale dei capolavori dei settori professionali,
Edizione 2011, 2011

Strategy_imparare  23/02/16  14:45  Pagina 113



114

2012     CNOS-FAP (a cura di),  Il Concorso nazionale dei capolavori dei settori professionali,
Edizione 2012, 2012

            NICOLI D. (a cura di), Sperimentazione di nuovi modelli nel sistema di Istruzione e Forma-
zione Professionale Diploma professionale di tecnico Principi generali, aspetti metodo-
logici, monitoraggio, 2012

2013     SALATINO S. (a cura di), Borgo Ragazzi don Bosco Area Educativa “Rimettere le ali”, 2013
            CNOS-FAP (a cura di), Il Concorso nazionale dei capolavori dei settori professionali. 

Edizione 2013, 2013

2014     CNOS-FAP (a cura di), Il Concorso nazionale dei capolavori dei settori professionali. 
Edizione 2014, 2014

2015     CNOS-FAP (a cura di), Il Concorso nazionale dei capolavori dei settori professionali. 
Edizione 2015, 2015

Strategy_imparare  23/02/16  14:45  Pagina 114



Tip.: Istituto Salesiano Pio XI - Via Umbertide, 11 - 00181 Roma
Tel. 06.78.27.819 - Fax 06.78.48.333 - E-mail: tipolito@donbosco.it

Febbraio 2016

Strategy_imparare  23/02/16  14:45  Pagina 116


