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I n t r o d u c t i o n

1.  Background

V Q T S pro jec t  and EC V E T

VQTS II (Vocational Qualifi cation Transfer System II, LLP-LdV-TOI-2007-
AT-0017) is the follow-up project of the successful Leonardo da Vinci project 
VQTS (2003-2006). The VQTS project was closely aligned with the aims of the 
‘Copenhagen Process’ wherein the EU countries declared their willingness to 
foster employability and lifelong learning in Europe by strengthening cooper-
ation and increasing mobility in vocational education and training (VET). Ac-
cording to the ‘Copenhagen Process’, it should be possible to utilize competenc-
es acquired through formal, non-formal and informal learning throughout Eu-
rope. Furthermore, studying or training abroad should not necessarily lengthen 
vocational training. Therefore, common tools and initiatives for VET are need-
ed to enhance transparency and comparability of qualifi cations and mutual trust 
among stakeholders. One of these initiatives is the development of the Europe-
an Credit System for Vocational Education and Training (ECVET). The system, 
which should be implemented by Member States by 2012, is a voluntary frame-
work to describe qualifi cations in terms of units of learning outcomes. Each of 
these units will be associated with a certain number of ECVET points devel-
oped on the basis of common European standards. It will give people greater 
control over their individual learning experiences and make it easier to move 
between different countries and different learning environments. The European 
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Commission together with the Member States are working on the development 
and implementation of the system and several working groups and pilot projects 
(on national and European levels) have been initiated.

The VQTS project contributed to these activities by developing a model that fa-
cilitates transnational comparison of competences and qualifi cations by offer-
ing a solution for a structured description of work-related competences and their 
acquisition (including credit points): the VQTS model. The VQTS project has 
received the Helsinki Award 2006 (in the category ‘Recognition of competenc-
es and qualifi cations, ECVET’) and the Lifelong Learning Award 2007 in Gold 
for its contributions to the aims of the ‘Copenhagen Process’ (for more informa-
tion see: www.vocationalqualifi cation.net).

Helsinki Award 2006 Lifelong Learning Award 2007 in Gold

V Q T S I I  projec t

The Lifelong Learning project VQTS II focuses on transferring and further 
elaborating of methods and procedures for developing the VQTS model by us-
ing the ideas and principles described in the VQTS project. Additionally, the 
VQTS II project elaborates the possibilities for using the VQTS model for en-
hancing the permeability and progression between VET and practice-oriented, 
higher education (HE) programmes.

V Q T S model

Comparing training programmes and understanding qualifi cations from oth-
er countries̀  systems is one of the main challenges of ECVET implementation. 
This is because of the various approaches, concepts and traditions for design-
ing and describing qualifi cations. The VQTS approach seeks to transcend the 
incomparability of qualifi cations and training contents by focussing on work 
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processes. Of course, differences exist between national ways of offering and 
organising training but one can identify many similarities in the tasks of mod-
ern work processes. Different countries tend to apply similar material, technol-
ogies and processes. Therefore, the occupational requirements or the core work 
tasks – and the necessary vocational or professional competences – in an occu-
pational fi eld can be better compared than the training programmes in different 
countries for these competences. 

The VQTS model provides a ‘common language’ to describe competences and 
their acquisition and also offers a way to relate these competence descriptions to 
the competences acquired in training programmes. On the one hand, the VQTS 
model focuses on competences related to the work process and identifi es the 
core work tasks within the context of the particular occupational fi eld. On the 
other hand, the VQTS model follows a ‘development logical’ differentiation of 
a competence profi le (known as a competence development or acquisition mod-
el) and thus can also describe the acquisition of competences. The description of 
competences in relation to core work tasks can be seen as an attempt to bridge 
the terminological and ideological gap between the world of education and the 
world of work.

The core elements of the VQTS model are the Competence Matrix, Competence 
Profi les and Competence Profi le Certifi cates (including credit points). This pub-
lication, which is the fi nal product of the VQTS II project, seeks to provide in-
formation about developing these core elements and the ways of applying the 
VQTS model; in particular, how to use it in the context of transnational mobil-
ity and to enhance permeability between VET and HE programmes. The fol-
lowing section provides a more detailed overview over the different parts of the 
publication.

2 .  Over v iew and fur ther  in format ion

Over v iew

The different parts of this publication are partly addressed to different target 
groups. However, in order to understand the development of Competence Pro-
fi les (Part II) as well as the use of the VQTS model for transnational mobility 
(Part III) or for enhancing permeability between VET and HE (Part IV), one 
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must be informed about the general ideas behind the Competence Matrix (Part 
I). Furthermore, using the VQTS model for transnational mobility or for en-
hancing permeability between VET and HE also requires understanding of the 
procedure for developing Competence Profi les. Therefore, the sections need not 
be read in sequence but according to one’s particular interest and understand-
ing of the VQTS model.

Part I: Competence Matrix – includes information about:
the procedure for developing a Competence Matrix (including also the � 
principles for developing a Competence Matrix as defi ned by the fi rst 
VQTS project);
the methods and resources that can be used for developing a Competence � 
Matrix;
the possibilities and purposes for using a Competence Matrix;� 
examples to illustrate this approach (in the VQTS I project, a Compe-� 
tence Matrix for ‘mechatronics’ was developed and in VQTS II one for 
‘electronics/electrical engineering’);
a checklist.� 

Target group: 
This part is especially addressed to responsible authorities or competent bodies 
from different countries who are planning to create a Competence Matrix for a 
specifi c occupational fi eld.

Part II: Competence Profi les and Competence Profi le Certifi cates (including 
credit points) – includes information about:

the development of Competence Profi les of training programmes or of a � 
person in training by using a Competence Matrix; 
the interpretation of a Competence Matrix for this purpose;� 
the allocation of credit points;� 
the procedure for issuing a Competence Profi le Certifi cate;� 
a checklist.� 

Examples are available at the website.

Target group: 
This part is especially addressed to responsible authorities or competent bodies 
planning to develop Competence Profi les of a training programme or a person 
in training based on a specifi c Competence Matrix.
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Part III: Mobility Procedure, Memorandum of Understanding, Learning Agree-
ment – includes information about:

the planning and the organisational steps necessary when using the VQTS � 
model for VET placements abroad and to facilitate the transfer of voca-
tional competences acquired abroad; 
the procedure for the development as well as the structure and content of � 
a memorandum of understanding;
the procedure for the development as well as the structure and content of � 
a learning agreement;
a checklist.� 

A proposal for the format of a Memorandum of Understanding and of a Learn-
ing Agreement is available at the website.

Target group: 
This part is especially addressed to competent bodies and training providers 
and persons in training who want to establish partnerships for organising and 
implementing VET placements abroad.

Part IV: Using the VQTS model for enhancing permeability between VET and 
HE – includes information about:

European-wide political processes towards enhanced recognition of pri-� 
or learning from VET in HE programmes as well as terms and concepts 
used in this context;
important aspects to be considered when adjusting VET and HE for en-� 
hancing permeability between VET and HE;
the use of the VQTS model as a methodological approach or instrument � 
to recognise prior learning, for facilitating permeability and for adjusting 
VET and HE programmes;
a checklist.� 

Target group: 
This part is especially addressed to competent bodies and training providers 
from VET and HE who want to promote sustainable advancement from VET to 
HE by establishing new partnerships between VET and HE providers for devel-
oping learning paths for students progressing from VET to HE.

Glossary – includes information about key terms.
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Fur t her  in format ion :

In some cases, additional information to the core information presented � 
in the text is included in grey-coloured boxes.
Illustrative examples that are included in the different parts of this text � 
or made available at the website (www.VocationalQualifi cation.net) arise 
from the previously mentioned particular fi elds (‘mechatronics’ and ‘elec-
tronics/electrical engineering’). However, the VQTS model can also be 
used for describing and comparing competences in other fi elds.
To some of the elements described (Competence Matrix, Competence � 
Profi les, memorandum of understanding, learning agreement, facilitat-
ing permeability and adjusting VET and HE programmes) checklists are 
available. These lists should help those developing the respective element 
to check whether all necessary steps have been taken or whether all nec-
essary information has been included.



P a r t  I :  C o m p e t e n c e  M a t r i x

1.  In t roduc t ion1

A Competence Matrix displays work-related competence descriptions and the 
progress of competence development (‘steps of competence development’) in a 
table:

the left column of the table contains � competence areas, based on the var-
ious core work tasks; 
the acquisition of competences by a person in training with reference to � 
core work tasks is described for each competence area as steps of compe-
tence development (horizontal axis).

This section includes information about:
the procedure for developing a Competence Matrix (including also the � 
principles for developing a Competence Matrix as defi ned by the VQTS I 
project – see Luomi-Messerer & Markowitsch 2006);
the methods and resources that can be used for developing a Competence � 
Matrix;
the possibilities and purposes for using a Competence Matrix;� 
examples to illustrate this approach: The VQTS I project developed a � 
Competence Matrix for ‘mechatronics’ and the VQTS II developed one 
for ‘electronics/electrical engineering’.

1  T h i s  p a r t  i s  m a i n l y  b a s e d  o n  t h e  p r i n c i p l e s  d e f i n e d  i n  t h e  V Q T S  I  p r o j e c t  a n d  t h e  f u r t h e r  d i s c u s s i o n s  i n  t h e  V Q T S  I I  p r o j e c t  ( c f .  B e c k e r 

2 0 0 9 ) .
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2 .  Development  o f  a  C ompetence Mat r ix

2 .1  S cope o f  t he  C ompe t ence Ma t r ix

Sector or occupational fi eld
The fi rst step is obviously identifying a sector or occupational fi eld for which 
the Competence Matrix will be developed. The available examples are from the 
fi elds of ‘mechatronics’ and ‘electronics/electrical engineering’. 

Professional profi les or segment(s) of qualifi cations systems
Furthermore, one must decide on the scope of the Competence Matrix in terms 
of professional profi les to be included: In the fi rst VQTS project (Competence 
Matrix ‘mechatronics’), the focus was on the skilled worker level and on VET 
programmes from secondary level education. The VQTS II project intended to 
develop a Competence Matrix useful for identifying overlapping areas between 
VET and HE programmes and therefore the scope of the Competence Matrix 
‘electronics/electrical engineering’ had to be broadened to include at least some 
steps of competence development relevant for HE (for more information see 
Part IV).

2 . 2  C ompe t ence areas

Based on empirically derived complex core work tasks
In the next step, competence areas that form the left column of a Competence 
Matrix must be identifi ed based on core work tasks. Core work tasks are com-

C o m p e t e n c e  M a t r i x
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prehensive tasks within the work context of a person with the respective occu-
pational profi le. Instead of using subjects from traditional subject-based curric-
ula to structure the Competence Matrix, the core work tasks of the target group 
in the selected occupational fi eld must be derived empirically from the working 
world (work practice/work place). Only holistic competences that actually ex-
ist in the world of work are to be described and differentiated. Just as core work 
tasks have a complex relationship to the work process, competence areas also 
represent a certain complexity. 

Varying number
Based on these core work tasks, a varying number of competence areas are 
defi ned, depending on the complexity, range of activities or job opportunities 
within a certain occupational fi eld. Experience so far has shown that about ten 
competence areas can be differentiated for one Competence Matrix.

Possibility for responding to changes
We consider that a Competence Matrix describes a ‘dynamic’ list of competence 
areas. This should allow those responsible for developing a respective Compe-
tence Matrix to respond to major changes in occupational fi elds by adding or re-
moving competence areas, or by restructuring the Competence Matrix.

Balance between general and detailed formulations
The competence areas should not be specifi ed in an overly general way (for ex-
ample, ‘building machines’), nor should they be too detailed (for example, ‘sol-
dering cables’). They must be formulated so that they promote mutual under-
standing between experts in the respective occupational fi eld.

C o m p e t e n c e  a r e a s
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Example
The competence areas included in the Competence Matrix for ‘electronics/elec-
trical engineering’ are:

Preparing, planning, mounting and installing electrical and/or electron-1. 
ic systems for buildings and industrial applications;
Inspecting, maintaining and servicing electrical and/or electronic sys-2. 
tems and machinery;
Setting up, putting into operation and adjusting electrical and/or elec-3. 
tronic systems;
Designing, modifying and adapting wirings and circuit boards for elec-4. 
trical and/or electronic systems including their interfaces;
Developing custom-designed electrical and/or electronic projects;5. 
Supervising and supporting work and business processes including 6. 
quality management;
Installing, confi guring, modifying and testing of application software 7. 
for setting up and operating electrical and/or electronic systems;
Diagnosing and repairing electrical/electronic systems and equipment.8. 

Concept of competence and domain
The competence concept used does not only refer to the disposition for a 
competent behaviour but also includes the visibility/apparentness of the pro-
fessional competence itself. Competence is meant as expertise, which also 
becomes apparent – as performance – in a person’s actions (cf. Spöttl/Becker 
2005). The description of professional competences should therefore also re-
fer to the professional action itself.

The descriptions of occupational competences must refer to the sector, the 
domain, the context and the occupational tasks: In its original sense a domain 
is understood as an area in which somebody is able to act competently. In a 
fi rst approach, a domain could be understood as an ‘action area’ in the sense 
of descriptors such as using and operating (of facilities, plants, systems...), 
mounting/dismantling, maintenance/servicing/inspecting, installing, confi g-
uring/adjusting, measuring. In the most general sense, the domain is deter-
mined by the behaviour in the respective sector and has the character of a 
subject-related process: Skilled workers are dealing with a domain by run-
ning through and shaping the working process based on a certain task. They 
analyse the specifi c assignment, task or problem, identify the starting point 
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as well as the aims to be reached and start the working process. They handle 
the work task, use tools and methods applicable in the framework of the or-
ganisation of their work and consider manifold requirements (set by custom-
ers, society, legislation, enterprise, work group) in order to achieve the envis-
aged result for the object of work (product, system, technique, customer). 

Therefore, the descriptions of occupational competences also must refer to 
the context: The context must be described in order to clarify the cohesion 
of sense (“Sinnzusammenhang”) formed by the worker engaging in the work 
process (area of action or application) as well as the cohesion of facts (“Sach-
zusammenhang”) that is shaped by the objects of skilled work. 

Only a holistic view preserves a meaningful use of the terms of competence 
and domain. The concretisation of a domain in the broadest sense would then 
be achieved by an area of actions with a clear-cut relation to the object. The 
object and the area of application then defi ne the area of actions.

Source: Becker 2009a; Spöttl et al. 2008.

2 . 3  Descr ip t ion  o f  compe t ences in  re la t ion  t o  t he  work con t ex t  on  var ious  s t ages o f  t he  compe t ence 
developmen t  process

2.3.1 Steps of competence development 
Illustrating the process of progression
On the horizontal axis – i.e. for each competence area – between two and six 
successive steps of the competence development process within certain core 

S t e p s  o f  c o m p e t e n c e 
d e v e l o p m e n t  f o r  o n e 
c o m p e t e n c e  a r e a
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work tasks are described. These descriptions should clearly illustrate the proc-
ess of progression from the lower to the higher steps. The competences on each 
step are to be described in a holistic way as explained in section 2.2.

Number of steps depends on the nature of the competence area
The nature of the competence area determines whether it makes sense to dif-
ferentiate between more or fewer steps of competence development (for exam-
ple, in one competence area three steps may be sensible, whereas in another, 
fi ve steps may be better). Therefore, no concrete or consistent number of steps 
can be pre-determined. Consequently, the consideration of the level of steps 
only make sense within one single competence area (horizontally) and a step 
of competence development for one competence area does not necessarily cor-
respond to the meaning of a step of any other area. (For example, ‘Step 3’ in a 
competence area with three steps does not necessarily express the same level of 
achievement as ‘Step 3’ in a competence area with fi ve steps.)
Furthermore, each step expresses the level of competence relating to a certain 
competence area. However, a competence or step of competence development 
of another competence area can be a prerequisite for the development of a com-
petence described in this competence area (for example, ‘Step 1’ in ‘Compe-
tence area 1’ can be a prerequisite for the development of ‘Step 3’ in ‘Compe-
tence area 2’).

Granularity of the descriptions
The differentiation of steps of the competence development is a crucial issue 
in designing a Competence Matrix: The difference between one step and the 
next must be clearly described. An important question is the ‘granularity’, i.e. 
the degree of detail and precision of the steps of the competence development. 
The descriptions must provide a clear and comprehensible picture of the com-
petence development process, but they should not be too detailed. Excessively 
detailed descriptions would endanger the broader usefulness of the instrument. 
The scope of the single steps of the competence development should not be too 
broad or extensive and one single step should also not be too ‘high’.

Dimensions for characterising the different steps of competence development
No specifi c determinants for differentiating the steps are given in advance. 
However, whenever it is reasonable, certain dimensions are included as refer-
ence points to describe the competence development in addition to the context 
characteristics (tools, etc). These dimensions are used to express the differences 
between steps and the progress of competence development and are thought of 
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as a continuum. The extent or the degree to which learners achieve them char-
acterises the various steps or enables the differentiation between steps. 

Several dimensions are provided as examples below. This enumeration is not 
complete; additional dimensions suitable for the differentiation of steps in com-
petence development should supplement this partial list.

Ability to perform independent work tasks: marks the degree of neces-� 
sary support or instruction;
Ability to deal with a certain complexity; � 
Ability to deal with quality standard demands: marks the degree to � 
which demands and standards can be considered in fulfi lling work 
tasks; 
Ability to deal with dynamic situations: marks the degree to which � 
changing parameters of a problem or system can be taken into ac-
count; 
Ability to deal with intransparency and ambiguity: measures the ability � 
to deal with messy situations or with situations with variables not visi-
ble from the outset.

Competence development model by Dreyfus & Dreyfus

The Competence Matrix is based on a holistic view of competence develop-
ment. The competence development model by Dreyfus & Dreyfus (1986) and 
its further development (cf. Markowitsch et al. 2008) is used as theoretical 
background for describing the competences on different stages of develop-
ment with reference to the core work tasks. 

The model designed by Dreyfus & Dreyfus (1986) describes the competence 
development in fi ve levels from the novice to the expert. Each of these fi ve 
development levels is marked by certain characteristics (kind of perception, 
dealing with rules, etc.) and all lower four levels must be run through in order 
to reach the expert level (for example, as a pilot, nurse or teacher). The use of 
the Dreyfus/Dreyfus model to characterise competency development is de-
scribed in the following graph (cf. Spöttl & Becker 2005, p. 34).

The VQTS model can be considered as a further development of the Dreyfus 
& Dreyfus model: It uses this approach in such a way that the levels of com-
petence development are not applied to overall professional actions (as shown 
for pilots, nurses, teachers and others), but to smaller entities of professional 
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profi les. While strongly taking into account work-related tasks and contexts 
(objects, tools, work organisation), competence areas are defi ned and Drey-
fus’ ladder is applied to these new entities. Thus, Dreyfus’ model is adopted 
in two ways: (1) applying the model to competence areas (corresponding to 
specifi c core work tasks) instead of using it for overall competence profi les 
(corresponding to professionals/experts); (2) making the model fl exible and 
dynamic by not restricting it to a certain number of levels, but only defi ning 
the differences between levels.

Source: Becker et al. 2007; Markowitsch et al. 2007; 2008
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2.3.2 Description of competences in relation to the work context
Relation to the work process
The competences on the various steps of competence development are described 
in a context-related manner. The competences are consistently formulated in re-
lation to the work process and always align with the core work tasks within the 
context of the occupational fi eld. 

‘He/she is able to…’
The descriptions of the competences are designed to form a clear picture of how 
they can be applied in the work context and are related to actions that can be 
carried out or problems that can be solved. This is why the term ‘is able to’ is 
used in the descriptions.

Work-related categories
The descriptions include – wherever reasonable for the respective competence 
area or the step of competence development – work-related categories as context 
characteristics to clarify the work activities in a specifi c fi eld. 

Work-related categories are: 
Objects of skilled work: meaning the contents or processes of skilled � 
work (composed of technology, functions, phenomena etc; customers 
may be objects in this sense as well);
Tools, methods and organisation of skilled work;� 
Requirements for skilled work and technology (in form of rules, norms � 
and laws, service concepts etc.; requirements set by the internal and ex-
ternal customer towards the expert work, also social demands).2

Holistic descriptions
Contrary to existing taxonomy systems, holistic descriptions are used. In order 
to avoid isolated descriptions, the previously mentioned dimensions must be ex-
pressed in relation to core work tasks. The following principles must be con-
sidered:

The description of a step of competence development includes not only � 
the degree or specifi cation of one or more dimensions, but must always 
be related to the work context.
The description should not be restricted to competences that can be for-� 
mulated analytically, yet cannot be identifi ed in the work context.

2   C f .  a l s o  S p ö t t l  2 0 0 7 ,  1 1 .
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The steps of competence development should be described so capacious-� 
ly that holistic professional competences are depicted and not only ‘de-
scriptions of isolated job tasks’.

2.3.3 Supplementing competence descriptions with examples 
Experience tells us that examples can convey well the understanding between 
experts from the same skilled work area. Thus, ‘good’ examples are an effi cient 
way to ensure the necessary practical relevance to the work context. Descrip-
tions are therefore supplemented – wherever possible – by specifi c examples. 
These examples relate to the relevant categories. For this reason, examples are 
not simply illustrative elements of the description, they serve an essential pur-
pose. Examples provide the necessary information for characterising the dif-
ferent competence levels and various ways of assessing when an individual has 
achieved a certain level of competence. 

It lies in the nature of examples that they are just that: they serve as an indica-
tion or illustration of the nature, complexity, etc. of the work tasks and the com-
petence to fulfi l them. They must be carefully selected but, of course, they can 
not refl ect or express the whole range of work tasks and competences relevant 
for a certain step of competence development. A range of examples could be 
included in the Competence Matrix but ‘story telling’ (extensive descriptions) 
should be avoided in order not to overload it.

2.3.4 Further principles for describing competences in the Competence 
Matrix
Soft skills and key competencies
Soft skills and key competencies are inherent in the respective descriptions. 
They are not described as specifi c competence areas on their own, but they are 
integrated in the context-related descriptions because of their relevance in this 
context. All core work tasks require soft skills (like stress resistance or self-re-
fl ection) or key competencies, such as social and communicative competences. 
Also the acceptance of responsibility and quality awareness are integrated in 
the occupational competences. Without these competences, the work tasks can-
not be executed in a manner indicating professional ability.

Bridging the gap between the world of education and the world of work
The description of competences in relation to core work tasks can be seen as an 
attempt to bridge the terminological and ideological gap between the world of 
education and the world of work:
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A Competence Matrix does not in any way replace a national curriculum. The 
focus of the descriptions is on empirically derived work-related competences 
and not on the content of curricula (‘in-put’). For this reason, it must be ensured 
that only those competences are described and differentiated that actually exist 
in practice. No subjects from the curriculum should be used in the Competence 
Matrix. Merely analytical descriptions of steps should also be avoided.
Descriptions of vocational competences gain signifi cance only through their 
relation to the work context. However, the Competence Matrix should be used 
not only to make visible the competence profi le of the acquirable competences 
within a training programme/qualifi cation but the competence profi le of a per-
son in training as well (i.e. the competences acquired so far by a person in train-
ing). Therefore, the compilation of competence profi les solely oriented on oc-
cupational profi les (i.e. profi les of work tasks or competence profi les of skilled 
employees in a certain fi eld of work) is not suffi cient by itself because the steps 
of competence development also must be made transparent.

Style of language
To describe the competences of the various steps of competence development, 
complete sentences should be used (for example, ‘He/She can develop and pro-
pose solutions for simple electrical/electronic systems based on customer re-
quirements [for example, lighting installations, power supply unit, basic auto-
mation and control systems].) and not merely catch phrases (for example, ‘solu-
tions for simple electrical/electronic systems’).

Extent of the descriptions – ‘volume or size’ of the Competence Matrix
In order to be readable, easy to understand and useful for training providers, an 
important aspect is the amount of information provided. A Competence Matrix 
should fi t on one (or maximum two) page(s). This offers the possibility to grasp 
the scope of the fi eld in one glance and to get a quite swift overview over the 
competence areas and steps of competence development in a certain occupa-
tional fi eld. This, of course, also means that the Competence Profi les (see Part 
II) that can be developed based on a Competence Matrix, can provide informa-
tion also only up to a certain extent. However, any further details can be spec-
ifi ed in a Memorandum of Understanding or particularly in a Learning Agree-
ment (see Part III).
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3 .  Methods and resources for  developing a  C ompetence 
Mat r ix

3 .1  General  approach

Level of application
A Competence Matrix can be developed for the national level, or in coopera-
tion between two or more partner countries, or by an international sectoral as-
sociation.

Based on empirically derived core work tasks
It is important to note that core work tasks must be identifi ed in the profession-
al context and should not be primarily from the educational system, which is 
marked by country-specifi c characteristics. In order to facilitate transparency, 
qualifi cations need to be described in a learning outcomes approach that is not 
solely linked to a certain national context or educational system.

Empirical methods
Therefore, the core work tasks – the basis for ‘competence areas’ – must be de-
rived empirically by using methods that include work process analyses, com-
pany surveys, expert interviews, work-related comparison of existing qualifi ca-
tion or occupational profi les and moderated workshops with experts from the 
occupational fi eld (cf. Becker & Spöttl 2008).

Analyses of secondary sources
Identifying competence areas based on work process analysis is an important 
requirement but quite often – and in particular in the context of EU projects 
like ours – an extensive empirical research is not possible. Therefore, it might 
be necessary to prepare the Competence Matrix based on analyses of second-
ary sources such as competence descriptions that have been gathered empirical-
ly in other research projects. The outline of a Competence Matrix should then 
be evaluated and developed further based on expert feedback and through mod-
erated workshops (for example, ‘expert skilled worker workshops’, cf. EVAB-
COM 2005; Spöttl 2009). Developing a Competence Matrix in this respect is 
based on empirical research and is carried out in the form of an intensive com-
munication process between different experts.
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Involvement of experts from the occupational fi eld
Experts from the respective occupational fi eld must be included: from the fi eld 
of work as well as from the fi eld of education (VET and also HE in case the 
scope of the Competence Matrix should also include some competences rele-
vant for HE programmes). In order to facilitate mutual trust, different perspec-
tives and expertise should be integrated and experts from different countries 
should be involved.

Further support
VET researchers or ‘Competence Matrix experts’ should be involved in the de-
velopment process to ensure that the principles for developing a Competence 
Matrix are taken into account suffi ciently.

3 . 2  C lassi f ica t ion  sys t ems

ISCO and ISCED
As a starting point for determining the scope of the Competence Matrix, the 
professional classifi cations from ISCO-88 (International Standard Classifi ca-
tion of Skills and Competences) and the corresponding ISCED levels (Interna-
tional Standard Classifi cation of Education) in the selected fi eld could be ana-
lysed. 

Skills and competence ontologies
For defi ning the relevant occupational fi eld, one could also use skills and com-
petence ontologies such as O*NET, the Occupational Information Network 
(http://online.onetcenter.org) used in the USA, or national skills compilations 
such as the ‘AMS-Qualifi kationsklassifi kation’ used in Austria (http://bis.ams.
or.at/qualibarometer) or Taxonomy_DB used in Sweden as well as by EURES 
(http://ec.europa.eu/eures), the European Job Mobility Portal. In order to sup-
port translations between different languages, DISCO – the Dictionary of Skills 
and Competences (www.disco-tools.eu), a comprehensive multilingual thesau-
rus could be used. 

These systems have their origins mainly in the attempt of public, labour-market 
authorities to support occupational classifi cation and information systems with 
information and data on skills and competences and thus improve various appli-
cations that vary from matching systems to career guidance tools.
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O*NET 
In the O*NET Content Model, key features of an occupation are described 
by a standardised, measurable set of variables called ‘descriptors’. The hier-
archical model starts with six categories (worker characteristics, worker re-
quirements, experience requirements, occupational requirements, workforce 
characteristics and occupation-specifi c information), describing the day-to-
day aspects of the job and the qualifi cations and interests of the typical work-
er (see fi gure below). O*NET also offers levels of requirements for the indi-
vidual abilities and skills. It provides a scale that offers seven levels for most 
of its generic descriptors.

The O*NET Content Model 
Source: National Center for O*NET development (www.onetcenter.org)

Taxonomy_DB
Taxonomy_DB, a repository of taxonomies for occupations and skills, is 
available in 20 of 23 offi cial EU languages. It is based on ISCO-88 and other 
international standards (ISO, ISCED). Only occupational skills are included 
in the database; skills describe either formal requirements such as authorisa-
tions, or informal requirements such as experience necessary to work in the 
particular occupation. 
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Occupations and competences are sorted into occupation groups that cor-
respond to the ISCO categorisation at the four-digit level. Furthermore, all 
skills are grouped under skill-headings such as ‘computing/ICT, general 
competences’, ‘specialist training for nurses’ or ‘other specializations’. Cur-
rently, approximately 6,000 terms for occupational skills per language are 
grouped under some 60 skill headings.

DISCO
DISCO is a comprehensive collection of terms (totalling some 7,000) for 
competences and skills, as used in CVs, job advertisements, job profi les and 
the like, which is available in structured form in seven European languag-
es (Czech, English, French, German, Hungarian, Lithuanian, Swedish). DIS-
CO has a comprehensive understanding of skills and competences: although 
the focus is on (occupation-specifi c) skills and competences in particular, it 
therefore also includes terms that cannot be precisely attributed to specifi c 
areas, such as values and attitudes, behavioural patterns or physical charac-
teristics – independent of whether they have been acquired formally or in-
formally.

The thesaurus is subdivided into ‘domain specifi c skills and competencies’ 
and ‘non-domain specifi c skills and competences’, the former distinguishes 
25 subject fi elds, the latter eight subject fi elds. 

DISCO includes 7,348 terms for occupational as well as transversal skills per 
language and their synonyms (2,300 per language on average) are grouped 
under 33 subject fi elds.

cf. Markowitsch & Luomi-Messerer 2008; Markowitsch & Plaimauer 2008; 
Müller-Riedlhuber & Markowitsch 2008.
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4 .  Reasons to  use a  C ompetence Mat r ix

The main aim of a Competence Matrix is to enhance transparency of competences 
and qualifi cations and thus mutual understanding between different countries and 
different contexts (for example, between the world of education and the world of 
work or between VET and HE) and to compare qualifi cations with one another.

A Competence Matrix can be used for those purposes where the transparency 
of competence profi les is very important, such as:

transferring vocational competences acquired abroad (mobility in VET);� 
transferring and recognising competences acquired within the offi cial � 
VET system as well as competences achieved through non-formal or in-
formal learning;
developing qualifi cations;� 
composing job profi les as well as personnel (human resources) plan-� 
ning; 
referencing qualifi cations to qualifi cations frameworks;� 
enhancing permeability between VET and HE.� 

Transferring vocational competences acquired abroad (mobility in VET) (see 
Part III)
The Competence Matrix and in particular Competence Profi les developed on it 
can help training providers from different countries to communicate the com-
petence profi le of their own training offers, to understand the training offers 
in the partner country and to identify commonalities in qualifi cations. Thus, 
a Competence Matrix can support the recognition of competences a person in 
training has acquired during a training period abroad.

Transferring and recognising competences acquired within the offi cial VET sys-
tem as well as competences achieved through non-formal or informal learning
A Competence Matrix can also support the recognition of competences ac-
quired in other learning contexts within a country.

Developing of qualifi cations or training programmes
A Competence Matrix can serve as the starting point for developing qualifi ca-
tions or training programmes and facilitates a demand-based and competence-
oriented process for designing curricula. A Competence Matrix not only offers 
the possibility for describing competences acquired at the end of a training pro-
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gramme (competence profi le of a graduate) but also provides the description of 
the progress of the competence development for each competence area. A Com-
petence Profi le based on a Competence Matrix is therefore characterised by 
a ‘logic of development’ oriented design. Thus, it could be used as a basis for 
identifying modules and/or building blocks that could support the structuring 
of the curriculum or training plan. 

Composing job profi les as well as personnel (human resources) planning
Since the descriptions of competences in a Competence Matrix are strongly 
work-task related, companies in the respective occupational fi eld can quite eas-
ily understand these descriptions. They can use the matrix to identify existing 
job profi les in their companies or to map the Competence Profi les of their staff. 
Thus, they could monitor the matching of the job profi les with the Competence 
Profi les of their employees and this could help them, if needed, to identify re-
quired Competence Profi les for new employees.

Referencing qualifi cations to qualifi cations frameworks
Since a Competence Matrix facilitates the visibility of differences and similar-
ities of qualifi cations (in terms of steps of competence development included or 
not included) it can be used to support the referencing or allocation of qualifi -
cations to levels of a qualifi cations framework. The descriptions in the Compe-
tence Matrix refl ect professional competences in a comprehensive manner and 
in close relation to the working context. It is important to show how such com-
petences can actually be applied in a working context. The allocation to levels, 
such as the EQF levels (European Qualifi cations Framework), therefore results 
from the holistic descriptions; an assignment of Competence Profi les to single 
dimensions of the EQF (knowledge, skills, competence) is not possible due to 
the holistic nature of the descriptions. 

Enhancing permeability between VET and HE (see part IV)
The VQTS II project assumed that the VQTS approach can also be used for 
making visible the overlapping areas of the competence profi les of VET and 
HE qualifi cations and thus as an instrument for recognising prior learning in 
HE. However, the Competence Matrix’ usefulness as an instrument for identi-
fying equivalence between (parts) of VET and HE training programmes and for 
recognising learning outcomes from VET in HE, depends on the HE curricu-
la. The Competence Matrix is easier to use and more likely to be used when HE 
programmes have a strong practice-oriented focus, follow a work-task orienta-
tion and are described in terms of learning outcomes or competences.
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5 .  E xamples 
C ompe t ence Ma t r ix  ‘mecha t ronics’

The Competence Matrix ‘mechatronics’ was developed in the Leonardo da Vin-
ci project VQTS (cf. Luomi-Messerer & Markowitsch 2006). The project VQTS 
sought to develop a systematic procedure for comparing competences and qual-
ifi cations and the transnational transfer of competences acquired abroad. The 
development of the Competence Matrix ‘mechatronics’ focused on the skilled-
worker level and on initial VET (IVET).

The basic structure of this Competence Matrix was drafted in a workshop with 
experts from Germany and Austria (Arno Schmitt – Bosch Rexroth AG, DE; 
Johann Wiedlack – HTL St. Pölten, AT; Stefan Praschl – ibw, AT; Sabine Arch-
an – ibw, AT; Mattias Becker – biat, DE; Karin Luomi-Messerer – 3s, AT). The 
Competence Matrix was further developed and fi nalised after the workshop by 
Matthias Becker and Johann Wiedlack.

Further information is available at the website: www.VocationalQualifi cation.net.

C ompe t ence Ma t r ix  ‘e lec t ronics / elec t r ica l  engineer ing ’

The Competence Matrix ‘electronics/electrical engineering’ was developed in 
the project VQTS II. The procedures and principles followed for preparing this 
Competence Matrix are described in sections 3 and 4. The focus for developing 
the Competence Matrix ‘mechatronics’ was on the skilled-worker level and on 
initial VET (IVET). Because one aim of the VQTS II project was to explore the 
use of the VQTS approach for making visible overlapping areas between VET 
and HE programmes, the scope of the Competence Matrix was extended so 
that Competence Profi les of VET programmes and also some parts of HE pro-
grammes could be identifi ed. Some further explanations, refl ections and con-
siderations are described in the following paragraphs (cf. Becker 2009).

Development of the Competence Matrix ‘electronics/electrical engineering’
The Competence Matrix was developed by evaluating work process studies and 
competence analyses in the occupational fi eld electronics/electrical engineer-
ing. The available competence descriptions from the partner countries were 
also taken into account. These competence descriptions were mostly taken from 
different national curricula and job descriptions. Special care was taken that no 
country-specifi c curricular singularities became part of the Competence Ma-
trix. This was done to avoid giving higher priority to a certain competence de-
velopment determined by institutional and legal framework conditions in a spe-
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cifi c qualifi cations system. Such descriptions would endanger the mutual ac-
ceptance of the Competence Matrix. The avoidance of country-specifi c singu-
larities allowed developing Competence Profi les of training programmes from 
various countries. Additionally, experts from the occupational fi eld were con-
sulted for the evaluation of the descriptions. They checked the sector, domain, 
context and also the professional reference of the descriptions. 
Secondary sources
The following secondary sources were analysed and used for the outline of the 
Competence Matrix:

Information from the VQTS II partners about curricula, certifi cate sup-� 
plements, job descriptions, available sector-related competence descrip-
tions and approaches for national qualifi cations frameworks and particu-
larly the outline for a Competence Matrix from Malta.
Research results from the following projects:� 

pilot project business- and work process-oriented vocational training  –
(GAB – www.gab.uni-bremen.de), especially research related to the 
electronics engineer.
Leonardo da Vinci project AMOR (Approach for the matching process  –
of outcome-based curricula to the EQF in vocational education – www.
amor-project.eu): The AMOR project developed the following proce-
dure: in the fi rst phase, the curricula of selected trainings programmes 
(‘electronics engineer – fi eld of electrical and building services engi-
neering’ in Germany and the training for electrician in Luxembourg) 
were analysed to collect information about possible ‘working situa-
tions’ that the graduates of the chosen training programmes usually 
master successfully. An ‘activity-matrix’ (a kind of qualifi cation pro-
fi le) was developed as a working basis for the next phase, namely the 
identifi cation of learning outcomes. The identifi ed learning outcomes 
were then referenced against the EQF levels.
Leonardo da Vinci project EUQuaSIT (European Qualifi cation Strategies  –
in Information and Communications Technology – www.euquasit.net).
Occupational fi eld analyses by Falk Howe (cf. Howe 2004). –
professional-scientifi c analyses of the fi elds of action of the electrician  –
by Thomas Hägele (cf. Hägele 2002).

Analysis of ‘job descriptions’ from the industry and the skilled crafts pri-� 
marily from the English-speaking countries.
Considerations for the competence measuring from a large-scale study at � 
technical colleges in Hessen and Bremen, KOMET: Occupational compe-
tences and professional identity of trainees in the electrical trades.
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Scope of the Competence Matrix ‘electronics/electrical engineering’
As a starting point for determining the scope of the competence matrix, those 
professional classifi cations from ISCO-08 and the corresponding ISCED levels 
that refl ect the professional work and VET and the transition to HE in electrical 
engineering/electronics were analysed and determined. 

The breadth of the electrical and electronic applications and fi elds of applica-
tion (building installation and automation; energy supply, processing and distri-
bution; industrial production/automation engineering; household and consum-
er electronics; audio and video applications; event technology; process control; 
process supervision and visualization; microelectronics/computer technology; 
data transmission and communication technology; radio engineering; etc.) re-
quire certain compromises regarding the context in developing the Competence 
Matrix. 

Due to the challenges resulting from the breadth of the fi eld, the project part-
nership also discussed whether it would make sense to narrow the scope of the 
occupational fi eld or to develop two matrices – one for electronics engineering 
and one for electrical or electro-technical engineering. However, this idea was 
rejected because work process analyses showed that the tasks are not separated 
that way in the world of work. On the other hand, some training programmes fo-
cus either on electronics or on electrical engineering. In order to address these 
issues, it was decided to refer to both fi elds in the descriptions, connecting them 
by using the phrase ‘and/or’. Developing Competence Profi les requires specifi -
cation of the relevance of both or only one of the fi elds.

The complexity of the sub-sectors is also taken into account by focussing on the 
core sectors (facility management, industrial plants, machines and propulsion 
systems, automation systems). Most ‘electricians /electronics technicians’ work 
in these core sectors while competence descriptions for tasks of specifi c sectors 
(such as medical engineering, radio engineering etc.) can be attained by the ad-
dition of suitable examples in the Competence Matrix. 

The Competence Matrix ‘electronics/electrical engineering’ contains integral 
professional qualifi cations above the second ISCO-skill level and competences 
related to programmes above the ISCED level 2C. At the same time, this does 
not include competences on a level, which presuppose a completed (second or 
third) study cycle (EQF level 7 and 8); yet, parts of a fi rst study cycle (EQF lev-
el 6) can be the object of the competence descriptions. Therefore, the Compe-
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tence Matrix ‘electronics/electrical engineering’ describes competences on all 
levels of professional qualifi cations including the transition from the vocation-
al training on a secondary level (initial vocational training) to the academic ed-
ucation (bachelor level).

When using the Competence Matrix, the equivalence between parts of VET 
programmes and parts of HE programmes (‘overlapping areas’) will be iden-
tifi ed based on descriptions related to tasks and the working world. Therefore, 
the tasks described on the higher steps of competence development are more 
demanding and the competences expressed are also of a higher level. However, 
the Competence Matrix does not include academic tasks oriented towards re-
search and development. 

Diffi culties encountered in developing the Competence Matrix ‘electronics/
electrical engineering’
The greatest diffi culties in denominating context- and task-related competences 
in the chosen sector were caused by: 

the complexity of the sub-sectors; anda. 
the variety of strictly work-related tasks in the area of the qualifi cations b. 
which presuppose a vocational training in comparison with the tasks 
worked upon in the HE sector. 

Discussions with the VQTS II project partners refl ected these problem areas. 
Different ideas on the breadth of the sector (or the sub-sectors to be included), 
the depth of task formulations (qualifi cations of skilled workers, technicians, 
engineers) and specifi c knowledge areas led to developing a Competence Ma-
trix balanced between abstraction and specifi city. Therefore, the Competence 
Matrix ‘electronics/electrical engineering’ results from the methods described 
as well as discussions between the project partners and expert workshops with 
representatives from enterprises.

A fi rst draft of the Competence Matrix was developed by Mattias Becker (biat, 
DE) and discussed within the project partnership as well as with external ex-
perts from the partner countries. Based on these discussions, a second draft was 
developed and once more discussed and further elaborated within the project 
partnership. The Competence Matrix was then adapted and fi ne-tuned (for ex-
ample by adding examples) in a small working group (Matthias Becker – biat, 
DE; Ronald Dol – KW1C, NL; Josef Radlbauer – HTBLuVA St. Pölten, AT; 
Karin Luomi-Messerer – 3s, AT). The project owes a special thanks to all col-
leagues who contributed to the development of the Competence Matrix and 
quite often even used their spare time for this exercise!
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6 .  C heck lis t  f or  developing  a  C ompetence Mat r ix

1. Scope of the Competence Matrix
Is the scope of the Competence Matrix clear in terms of 

the sector, � 
the occupational fi eld, � 
the professional profi les to be included and the segments of the qualifi ca-� 
tions system it should be useful for?

2. Competence areas, core work tasks
Are the relevant competence areas and steps of competence development � 
included in the Competence Matrix?
Are the competence areas consistently formulated in relation to the work � 
process, are they always aligned with the core work tasks within the con-
text of the occupational fi eld (instead of using subjects from the curricu-
lum for structuring the Competence Matrix)?
Have the core work tasks been empirically derived?� 
Is the delimitation between competence areas clearly based on the re-� 
spective work processes/core work tasks within the context of the occu-
pational fi eld?

3. Description of competences in relation to the work context on various stages 
of the competence development process

Are complete sentences used (for example, ‘He/She can carry out stand-� 
ardized test procedures and diagnostic methods using wiring diagrams 
and test tools and carry out simple repairs at electrical and/or electronic 
systems [for example, power measurement, level measurement].’)?
Is the detail and precision (‘granularity’) of the descriptions adequate?� 
Do the descriptions of the steps of competence development show a clear � 
progression on horizontal level?
Are the differences between the steps of competence development relat-� 
ed to each competence area suffi ciently expressed (for example, by refer-
ring to dimensions like the degree of independence, the assessment of the 
complexity of a task or the dynamics of a situation)?
Is the scope of the single steps of the competence development too broad � 
or too narrow?
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Are the competences consistently formulated in relation to the work proc-� 
ess and always align with the core work tasks within the context of the 
occupational fi eld? 
Are analytical formulations of competences that cannot be identifi ed in � 
the work context avoided?
Can holistic professional competences be depicted in the descriptions of � 
the steps of competence development and not only isolated job task de-
scriptions?
Do the descriptions suffi ciently include work-related categories as con-� 
text characteristics, for example, objects (contents or processes), tools, 
methods, organisations or requirements of skilled work?
Do the descriptions suffi ciently include examples that provide necessary � 
information to characterise the work context (level of demand of a work 
task) and the different competence levels (to fulfi l these work task)?
Does the Competence Matrix fi t on one (maximum two) page(s)?� 

4. Methods and resources for developing a Competence Matrix
Have appropriate resources been used for identifying core work tasks?� 
Have the relevant experts been included?� 

5. Application of the Competence Matrix
Particular issues for determining if the Competence Matrix is a feasible instru-
ment for enhancing transparency:

The transfer of vocational competences acquired abroad (mobility in � 
VET):

Are training institutes able to form Competence Profi les of training  –
programmes, i.e. are training institutions able to identify the compe-
tences of their students or graduates?
Are training institutes in different countries able to identify common  –
and different parts of their training programmes?
Are training institutes able to identify the competence development  –
that should be in the focus of the mobility period? 

The transfer and recognition of competences acquired within the offi cial � 
VET system as well as competences achieved through non-formal or in-
formal learning:

Does it support the recognition of competences acquired achieved in  –
other learning contexts on national level?
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Developing qualifi cations:� 
Can it be used as basis for identifying modules and or building blocks  –
that could support the structuring of the curriculum or training plan?

Composing job profi les as well as personnel (human resources) plan-� 
ning; 

Can it be used for identifying job profi les in companies,  for mapping  –
the Competence Profi les of staff with these profi les or for deciding on 
Competence Profi les of new employees?

Referencing qualifi cations to qualifi cations frameworks:� 
Do the work-related descriptions in the draft Competence Matrix facil- –
itate the matching of Competence Profi les with an EQF or NQF level?

Enhancing permeability between VET and HE:� 
Is it possible for VET and HE providers to identify equivalence be- –
tween (parts) of VET and HE training programmes?
Is it possible for HE providers to recognise learning outcomes from  –
VET in HE?
Can the Competence Matrix be used as a starting point for establishing  –
new partnerships between VET and HE providers? (For example, for 
a joint defi nition of Competence Profi les for the admission into train-
ing programmes/courses at HE, for tuning or adapting training pro-
grammes/curricula in VET and HE to be more compatible, for coming 
to an agreement about the possibility of giving credits for already ac-
quired learning outcomes that will count towards an HE award.)



P a r t  I I :  C o m p e t e n c e  P r o f i l e s  a n d 
C o m p e t e n c e  P r o f i l e  C e r t i f i c a t e s 
( i n c l u d i n g  C r e d i t  P o i n t s )

1.  In t roduc t ion

With the aid of a Competence Matrix a Competence Profi le can depict the stag-
es of competence development to be achieved in a training programme or the 
stages already achieved by a person at a particular time.3

This part seeks to describe how the Competence Matrix can be used to devel-
op Competence Profi les of training programmes (qualifi cations) or of a person 
in training. The instructions for forming Competence Profi les include a gener-
al introduction to this topic as well as information on how the Competence Ma-
trix should be interpreted for this purpose. In addition, this section will present 
the procedure for allocating credit points and for issuing a Competence Profi le 
Certifi cate. 

3  T h i s  c h a p t e r  f o c u s e s  o n  d e v e l o p i n g  C o m p e t e n c e  P r o f i l e s  f o r  t r a n s n a t i o n a l  m o b i l i t y  p r o j e c t s .  W h e n  u s i n g  t h e  C o m p e t e n c e  M a t r i x  f o r  o t h -

e r  p u r p o s e s ,  t h e  a p p r o a c h  w i l l  h a v e  t o  b e  a d o p t e d  a c c o r d i n g l y .
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2 .  Ins t ruc t ions  for  forming C ompetence P ro f i les

2 .1  General  approach

Competence Profi les are formed from particular parts of a Competence Matrix. 
They generally only cover a limited spectrum of the competences described in 
the Competence Matrix. They are developed by identifying competences ‘in-
cluded’ in a specifi c training programme or qualifi cation (Organisational Pro-
fi le) or refl ecting the competences acquired so far by a person in training (In-
dividual Profi le). 

Organisational Profi les
An Organisational Profi le refl ects the range and extent of competence devel-
opment offered by a specifi c training programme or specifi c qualifi cations in 
a Competence Matrix’s occupational fi eld. Organisational Profi les are formed 
by indicating the ‘relevant’ competences of the specifi c training programme 
or qualifi cation on the Competence Matrix. ‘Relevant’ in this case means that 
learners (participants of the particular training programme) are prepared for 
working in the respective competence areas and are developing competences as 
described in the respective steps of competence development. 

Competence Profi les must refl ect the specifi c context of a training programme. 
The Competence Profi les developed by using a specifi c Competence Matrix 
can only refer to the competences described in the Matrix. Since training pro-
grammes might also include additional vocational competences or competences 
outside the vocational fi eld as described by the Competence Matrix, one should 
include this further information as an addition to the Competence Profi le. This 
information will be included in the Competence Profi le Certifi cate (see section 
4.).

Organisational Profi les are usually developed by the authorities responsible for 
a training programme or qualifi cation. Those involved in this exercise should 
have a very good knowledge about the curriculum or training plan as well as 
about the core work tasks expected of a graduate of the respective training pro-
gramme. Therefore, one should include people involved in the training proc-
ess (for example, representatives from training providers, such as teaching and 
training personnel or people with similar functions), representatives from the 
working world, graduates or persons in training. 
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In order to identify the Organisational Profi le, the following procedure is sug-
gested (for further information see section 2.2):

Begin with reading the descriptions of the entire Competence Matrix.1. 
Compare the descriptions in the Competence Matrix with the curriculum 2. 
or training plan and the competences acquired during the training pro-
gramme.
Identify the relevant competence areas.3. 
Identify the relevant steps of competence development.4. 
Check again the curriculum or training plan as to whether all relevant parts 5. 
are refl ected in the competence areas and step of competence development 
already identifi ed.
Write down those parts or subject areas included in the curriculum or train-6. 
ing plan but that lie outside the main vocational profi le focus or that re-
fer to additional vocational competences developed during the training pro-
gramme but not covered by the Competence Matrix. This information will 
be relevant for the Competence Profi le Certifi cate (see section 4).
Write down further information regarding differences between the descrip-7. 
tions in the Competence Matrix and the curriculum or training plan (for ex-
ample, in some cases only parts of the description of a step of competence 
might be relevant for the training programme). Again, this information will 
be relevant for the Competence Profi le Certifi cate (see section 4).
Review the result together with other people involved in the training proc-8. 
ess; for example, teaching and training personnel or people with similar 
functions, representatives of enterprises where graduates of the training pro-
gramme are working, persons in training or graduates.
If necessary, revise the result based on their feedback.9. 
Finalise the Organisational Profi le (for example, by colouring the relevant 10. 
fi elds in the Competence Matrix in grey).

Challenges 
Developing Competence Profi les requires an interpretation against the back-
ground of the specifi c training and work context. The crucial question for 
this exercise is how well a curriculum or training plan can be mapped on the 
Competence Matrix. Since the competences described in the Competence 
Matrix are strongly linked to the work process and are not explicitly related 
to certain subjects of a curriculum or a training plan, the mapping process 
will be easier in those cases where the curriculum or training plan is devel-
oped and described in a competence-based or learning-outcomes-based man-
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ner. Probably more diffi cult to map on the Competence Matrix will be the 
curricula or training plans that are more or less described with references to 
‘input aspects’ (such as teaching objectives, learning content, duration) and 
with lists of teaching subjects. Therefore, greater effort will be needed for 
‘translating’ them into the descriptions of the Competence Matrix. For exam-
ple, the following question will have to be asked for each teaching subject: To 
which step(s) of competence development is the teaching subject related to?

The learning-outcomes-oriented approach is quite new for many countries 
and requires a paradigm shift by all stakeholders concerned. Since no uni-
form methodology exists to describe learning outcomes, the descriptions of 
qualifi cations based on learning outcomes or competences can also differ 
quite extensively from the approach used in the Competence Matrix. Fur-
thermore, the representation of competence development might not be clear-
ly expressed. Therefore, these qualifi cations will also need to be ‘translated’ 
into the descriptions of the Competence Matrix. 

However, it should be possible to develop Competence Profi les in each case: 
Also training programmes with curricula or training plans focusing on input-
related descriptions are aiming at preparing their students for dealing with 
the specifi c tasks in the occupational fi eld and therefore at developing the re-
quired competences. 

Finally, it has to be stated that mapping a curriculum or training plan on a 
Competence Matrix is not an ‘exact science’. This exercise is not about iden-
tifying full congruence but as much equivalence as possible.

Individual Profi les
By using an Organisational Profi le one can make visible the competences ac-
quired so far by a person in training. 

The training provider develops individual profi les. Those people should be in-
volved who are well informed about the competence development process dur-
ing the training programme (teaching and training personnel or people with 
similar functions and the person in training).

In principle, an Individual Profi le can be developed at any time during the train-
ing. It might be easier to do it, though, at the end of terms (particularly in those 
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cases where examinations to evaluate the stage of competence development 
[only] take place at certain stages during the training programme).

In order to identify an Individual Profi le, the following procedure is suggested

Begin by reading the descriptions covered by the entire Organisational Pro-1. 
fi le.
Compare the part of the curriculum or training plan the person in training 2. 
has already gone through with the competence descriptions in the Organi-
sational Profi le.
Check which stage of competence development the person in training has 3. 
reached so far by identifying the relevant competence areas and steps of 
competence development.
In case the competence development is not yet complete for a certain step 4. 
(for example, the respective person in training is in the middle of a step of 
competence development), write down which competences are still missing 
or must still be acquired. This information will be relevant for the Compe-
tence Profi le Certifi cate (see section 4).
Check the respective part of the curriculum or training plan to see whether 5. 
all relevant parts are refl ected in the competence areas and steps of compe-
tence development.
Write down those parts or subject areas included in the curriculum or train-6. 
ing plan but that lie outside the main vocational profi le focus or that refer to 
additional vocational competences developed during training and that the 
person in training has already gone through. This information will be rele-
vant for the Competence Profi le Certifi cate (see section 4).
Review the result together with other people who are well informed about 11. 
the competence development process during the training programme (teach-
ing and training personnel or people with similar functions as the training 
provider and the person in training).
If necessary, revise the result based on their feedback.12. 
Finalise the Individual Profi le and indicate the already acquired competenc-13. 
es of the person in training on the table that also displays the Organisational 
Profi le of the training programme or qualifi cation (for example, by colouring 
the relevant fi elds in the Competence Matrix in orange).
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Competence Matrix „Electronics/Electrical Engineering“
Competence areas
(core work tasks) Steps of competence development

1. Preparing, planning, 
mounting and installing 
electrical and/or 
electronic systems for 
buildings and industrial 
applications

He/She can prepare and carry out simple 
electrical and/or electronic installations 
(e.g., cables, electrical outlets, connection 
and distribution systems, modular electronic 
components, computer components) as well 
as carry out and check the necessary wirings 
and mountings.

He/She can plan, prepare and connect 
electrical and modular electronic 
installations (e.g., energy supply in private 
and business premises, incl. lighting; 
alternating and three-phase current; 
electronic systems as units, wireless LAN, 
multimedia systems). He/She can advice the 
costumer and select the best implementation 
according to customer specifi cations.

He/She can plan complex electrical and/or 
electronically networked installations (e.g., systems 
of energy distribution, building management systems 
/ KNX, regulation and monitoring systems, building 
access systems, RFID-systems) and fully wire them. 
He/She can confi gure, service and diagnose the 
functionality of the installation according to customer 
requirements and for this purpose can use computer-
assisted tools.

2. Inspecting, maintaining 
and servicing electrical 
and/or electronic 
systems and machinery

He/She can carry out basic 
and scheduled mainten ance 
tasks, inspections and checks 
at electrical and/or electronic 
equipment according to 
maintenance schedules and 
predefi ned instructions (e.g., 
checking voltage tolerances, 
changing wearing parts in 
industrial plants, switching 
and control systems, electrical 
machinery, computer systems). 
He/She can use the measuring 
and testing tools necessary for it.

He/She can carry out and document 
preventative maintenance and 
alignment tasks at electrical and/or 
electronic industrial appliances and 
systems according to established 
quality assurance methods (e.g., 
continuous monitoring of a CNC 
machine tool)

He/She can analyse and determine 
availability and condition of electrical 
and/or electronic systems. He/She can 
analyse infl uencing factors on reliability 
and performance of electrical and/
or electronic systems and fi nd causes 
of malfunctions (e.g., leakage current 
analysis, power factor correction, EMC 
analysis).

He/She can develop and 
document mainten ance 
and inspection methods for 
electric al/electronic systems 
based on production and 
service process analysis 
as well as on quality 
management and customer 
requirements. He/She is 
able to develop related 
maintenance, inspection 
and quality assurance plans 
(e.g., optimizing MTBF of 
a production line, planning 
reserve power supply).

3. Setting up, putting into 
operation and adjusting 
electrical and/or 
electronic systems

He/She can set up, adjust and put into 
operation electrical and/or electronic 
systems (e.g., allocating frequency 
channels for a TV set, basic settings of a 
frequency converter or a thermo relay for 
a motor) following customer requirements 
and instructions from the technical 
documentation.

He/She can obtain and set system test 
parameters for setting up and operating 
electrical and/or electronic systems and 
select and carry out test procedures for 
installation and adjustment (e.g., adjusting 
interfaces in multimedia system, sensitivity 
setting of alarm equipment, elevator 
control unit).

He/She can select, set up and adjust electrical and/
or electronic systems and their control including 
accompanying sensors and actuators according to 
requirement analysis (e.g., energy supply systems, 
drive systems, electrical machinery, radio relay 
systems).

4. Designing, modifying 
and adapting wirings 
and circuit boards 
for electrical and/
or electronic systems 
including their interfaces

He/She can modify, plan and 
build up simple electrical and/
or electronic circuits according to 
standards and guidelines (e.g., 
wiring for rooms, connection 
diagram of basic motor circuits, 
simple operational amplifi er 
applications, small programmable 
control units).

He/She can modify, plan and build 
up stan dard electrical and/or 
electronic appliances accor ding to 
customer requirements and offi cial 
regulations (e.g., fi re-warning 
devices, layouts for electrical/
electronic wirings with the help of 
CAD programmes, energy supply in 
private and business premises).

He/She can design, build up and 
improve electrical and/or electronic 
applications and its interfaces together 
with experts working in interdisciplinary 
teams according to EMC standards 
and confi rming tests (e.g., electronic 
control circuits and equipment, micro-
controller applications, PLC and related 
software).

He/She can design, build up 
and confi gure devices,  facilities 
and units for process control 
systems including related 
programming and considering 
complex system requirements 
(e.g., controlled drive systems, 
process monitoring, automated 
production line, real time 
microcontroller applications 
for car control, GSM data 
transmission for monitoring 
and remote control).

5. Developing custom 
designed electrical and/
or electronic projects

He/She can develop and propose solutions 
for simple electrical and/or electronic system 
based on customer requirements (e.g., 
lighting installations, power supply unit, 
basic automation and control systems).

He/She can design electrical and/or 
electronic systems (e.g., PLC program for 
industrial applications, microcontroller 
application, ensuring expansion capability) 
and provide the necessary documentation 
(operational, maintenance, safety 
instructions, function, integration and 
acceptance tests).

He/She can develop technical solutions for electrical 
and/or electronic systems and applications (e.g., 
microcontroller board for heating and air condition, 
RFID access system, new production line) and provide 
appropriate documentation and customer training.

6. Supervising and 
supporting work and 
business processes 
including quality 
management

He/She can check process steps in the 
production with suitable process tools 
(e.g., PPS, ERP, MRP) and carry out quality 
controls.

He/She can evaluate results of the process 
monitoring with software tools and 
determine quality assurance actions (work, 
production and time schedules).

He/She can develop controlling methods in the 
production (e.g. PPS, MRP, ERP) and process 
planning/control and supervision (e.g. CAP) and 
implement these with the help of software supported 
systems. 

7. Installing, confi guring 
modifying and testing 
of application software 
for setting up and 
operating electrical and/
or electronic systems

He/She can install programmes 
for hardware and software 
environments and carry out 
simple confi guration tasks as well 
as updates (e.g., starter software, 
graphical programming for 
measurement and automation).

He/She can select hardware and 
software for production systems 
following the business requirements 
and test programmes.

He/She can integrate hardware 
and software into existing system 
environments and use simulation and 
diagnostic programs (e.g. implement 
and adapt a driver for a CAD/CAM 
interface).

He/She can combine 
hardware and software 
to networked system 
environments and carry out 
network specifi c checks of all 
signals and adapt by means 
of software (e.g., OPC-Server, 
process control system).

8. Diagnosing and repairing 
of electrical/electronic 
systems and equipment

He/She can carry out 
standardized test procedures and 
diagnostic methods using wiring 
diagrams and test tools and carry 
out simple repairs at electrical 
and/or electronic systems (e.g., 
power measurement, level 
measurement).

He/She can use testing and 
diagnostic tools as well as expert 
systems for the fault diagnosis at 
electrical and/or electronic systems 
up to the component level and carry 
out the necessary repairs (e.g., 
software control test, spectrum 
analyzer).

He/She can select and use diagnostic 
methods for complex electrical and/
or electronic systems and carry 
out preventative measures for the 
avoidance of disturbances and 
malfunctions in arrangement with 
customers (e.g., detection of bit error 
rate, over-voltage protection analyse).

He/She can carry out system 
analyses (e.g., FMEA, FTA) of 
electrical and/or /electronic 
systems, determine error 
types and develop suitable 
diagnosis and repair methods 
including preventative 
measures.

Acronyms

CAD: Computer Aided Design
CAP: Computer Aided Planning
CAM: Computer Aided Manufacturing
CNC: Computer Numeric Control
EMC: Electro Magnetic Compatibility
ERP: Enterprise Resource Planning
FMEA: Failure Mode and Effect Analysis
FTA: Failure Tree Analysis
GSM: Global System for Mobile Communications
MRP: Machine Resource Planning

MTBF: Mean Time Between Failures
OPC: Object Linking Embedding for Process Control
KNX: Konnex is the most established standard for home and building electronic systems. 
 The Konnex technology is based on the well-tried EIB-System (European Installation 
 bus - EIB)
LAN: Local Area Network
PLC: Programmable Logic Control
PPS: Production Planning System
RFID: Radio Frequency Identifi cation

2 . 2  S ome f ur t her  in f orma t ion  on  reading  and in t erpre t ing  a  C ompe t ence Ma t r ix

Comprehensive reading of the Competence Matrix
As mentioned previously, one should always start with comprehensively read-
ing the Competence Matrix before identifying the relevant competence areas or 
steps of competence development. In particular, the title of a competence area 
should not be seen on its own nor should one only make conclusions based on 
single key words. One should look at the descriptions related to the entire core 
work tasks.

Role of examples
Because the descriptions of a Competence Matrix should fi t on one or, at most, 
two pages, the competences cannot be described in too much detail. Nor can 
they be described too generally in order to remain comprehensible for users. For 
this reason, not every specifi c detail of the work-related competences in the re-
spective occupational fi eld can be considered. Consequently, some might get the 

O r g a n i s a t i o n a l  P r o f i l e
( g r e y  a n d  o r a n g e )

I n d i v i d u a l  P r o f i l e
( o r a n g e )
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impression that some competences may have been described too succinctly. As 
a result, the examples used in the descriptions have a very important role when 
forming Competence Profi les by interpreting the Competence Matrix. Exam-
ples can illustrate the level of demand of certain work tasks and consequently 
the level of competence development. In order to avoid ‘overloading’ a Compe-
tence Matrix, only a limited number of examples can be described. However, 
the examples provide the basis for ‘analogies’. Experts from the particular fi eld 
will be able to identify further examples that express a similar level of demand 
or of competence development. 

Higher steps of competence development build on previous development processes
When interpreting a Competence Matrix, one should consider that the descrip-
tions of a higher step of competence development always must be seen together 
with the previous step(s) or with competence development in other competence 
areas. In order to reduce the volume of the descriptions in a Competence Ma-
trix, the descriptions of the previous step(s) or any other competences developed 
before are not repeated on the higher step(s). But the higher step(s) has (have) to 
be understood as also including the competences described on the lower step(s). 
Consequently, the competence development process cannot be seen as an arbi-
trary combination of steps. Each step is based on the previous one(s) and the com-
petence development process in this and also other competence areas. Therefore, 
Competence Profi les are not supposed to show empty spaces (cells) between al-
ready reached steps of competence development (for example, if a Competence 
Profi le indicates that in a certain competence area the third step has been reached, 
than steps one and two or at least relevant competence development processes 
from other competence areas must automatically be included).

Interrelation between competence areas
Whereas the steps of competence development are presented in the order of 
their necessary development, the sequence of competence areas displayed does 
not indicate the competence acquisition process. Depending on the core work 
tasks, different competence areas might be related to each other so that a certain 
step of competence development in one competence area might be a precondi-
tion for a step up in another competence area. However, these dependencies are 
not shown in the Competence Matrix.

Aspects of legitimacy, entitlements or legal regulations are not refl ected
Although the descriptions refl ect higher autonomy and responsibility on the 
higher steps of competence development, they do not include aspects of legal 
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regulatory legitimacy. Such regulations and entitlements depend greatly on na-
tional regulations. They might be expressed in the qualifi cation profi le and are 
quite often very important to understanding, in the national context, the train-
ing programme or the entitlements of its graduates. Relevant information relat-
ed to a specifi c training programme should therefore be included in the Compe-
tence Profi le Certifi cate (see section 4).

Competence Profi les of HE study programmes
The Competence Matrix ‘electronics/electrical engineering’ has a broader scope 
than the one developed for ‘mechatronics’ because some steps of the compe-
tence development relevant for HE programmes are included. But it does not 
refl ect all competence areas or steps of competence development relevant for a 
HE programme. Thus, it is not possible to map a complete Organisational Pro-
fi le of a HE programme on the Competence Matrix. However, the Competence 
Matrix can be used for making visible some parts of Organisational Profi les of 
HE programmes and for identifying overlapping areas between Organisation-
al Profi les of VET programmes and HE programmes (for further information 
see Part IV).

3 .  C redi t  P oin t s

3 .1 EC V E T poin t s 4

In the context of the European Credit System for Vocational Education and 
Training (ECVET), points are used to complete the description of qualifi ca-
tions and units. ‘ECVET points’ are defi ned as ‘a numerical representation of 
the overall weight of learning outcomes in a qualifi cation and of the relative 
weight of units in relation to the qualifi cation’ (European Commission 2009, 
Annex 1). 

ECVET points are allocated to a qualifi cation based on the following conven-
tion: 60 points are allocated to the learning outcomes expected to be achieved 
in a year of formal, full-time VET. From the total amount of ECVET points al-
located to a qualifi cation, each unit is allocated a certain amount of ECVET 
points based on its relative weight within the qualifi cation. Different approach-
es can be used for establishing the weight of a unit.

4  F o r  f u r t h e r  i n f o r m a t i o n  o n  E C V E T  s e e :  h t t p : / / e c . e u r o p a . e u / e d u c a t i o n / p o l i c i e s / e d u c / e c v e t / i n d e x _ e n . h t m l .
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3 . 2  C redi t  P oin t s  – V Q T S model

The VQTS model also uses credit points as quantitative measurements of spe-
cifi c parts of a training programme or qualifi cation. These quantitative elements 
are understood as additional information, but should not be viewed independ-
ently of competence descriptions!

In accordance with the ECVET recommendation, within one year of typical 
training (formal full-time VET programme or ‘main tracks’ of training) a max-
imum of 60 credit points can be achieved (specialised programmes – for exam-
ple, extended programmes for people with special needs – must be quantifi ed 
specifi cally). This means that in a three-year training programme, a maximum 
amount of 180 credit points can be issued, 240 for a four-year programme, etc. 

The following main differences between ECVET credit points and the approach 
used in the VQTS model can be identifi ed:

Units
The VQTS model does not use the term ‘unit’. However, the ‘steps of compe-
tence development’ can be seen as ‘units of description’ – to describe compe-
tence development and to characterize differences between steps within a com-
petence area. They express the observable threshold in the competence devel-
opment and are imbedded in a comprehensive concept. However, an arbitrary 
combination of the steps of competence development – in the sense of individ-
ual building blocks – is not possible! As mentioned previously, a higher step al-
ways has to be seen together with the previous step(s). 

Allocation of credit points (Organisational Profi le)
In the VQTS model, credit points refl ect the duration of the competence devel-
opment. They are based on the ‘learner’s workload’ (1 credit point equals about 
30 hours of learner’s workload) required to achieve the objectives of a pro-
gramme (specifi ed in competences to be acquired). This refers to the notional 
time an average person in training might be expected to need to acquire the re-
spective competences corresponding to a training programme or qualifi cation. 
This ‘learner’s workload’ includes all learning activities relevant for the acqui-
sition of competences (for example, directed study such as attending lectures or 
seminars, practical work, information retrieval, independent study, home work, 
preparation for and the taking of examinations, etc.). 
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The total amount of credit points for a training programme is divided accord-
ing to the average time a person in training needs to acquire competences or to 
reach a step of competence development. The time necessary to reach a step of 
competence development (the duration of the competence acquisition) can be 
different within the steps of a competence area as well as between competence 
areas. Therefore, credit points present the individual ‘value’ of a certain step 
of competence development within the Competence Profi le of a training pro-
gramme or qualifi cation (Organisational Profi le).

To determine credit points, one could allot a syllabus or class schedule of a cur-
riculum or training plan to the Organisational Profi le and use the notional time a 
person in training spends on individual units (such as seminars, lectures, practi-
cal training in workshops or companies) to calculate the distribution percentag-
es. Translating a curriculum into an Organisational Profi le or mapping of sub-
jects and work tasks is not an easy exercise and, again, not an exact science. The 
amount of credit points for each competence area and step of competence de-
velopment should be estimated as thoroughly as possible and should be based 
on available evidence. The decision should also be based on discussions with 
those people well informed about the competence development process during 
the training programme (in particular, teaching and training personnel or peo-
ple with similar functions at the training provider and persons in training).

Awarding of credit points (Individual Profi le)
Credit points will be awarded to the individual learner based on the compe-
tences developed or step(s) of competence development reached. As a matter of 
principle, the credit points allocated to the steps of competence development in-
cluded in the Individual Profi le is concordant with the credit points allocated to 
the respective steps of competence development of the Organisational Profi le. 
This means, for example, that if 10 credit points are allocated to a step of com-
petence development in an Organisational Profi le, then 10 credit points will also 
be allocated to this step of competence development when included in an Indi-
vidual Profi le. Furthermore, the Individual Profi le of ‘talented learners’, who 
might need less time to reach this step of competence development, will show 
the same number of credit points as defi ned by the Organisational Profi le. Con-
sequently, competence development from informal learning over a longer pe-
riod of time, but recognised by the authorities responsible for a training pro-
gramme or qualifi cation, can be awarded only the credit points allocated to the 
respective step(s) of competence development included in the Organisational 
Profi le. This principle for awarding credit points when using the VQTS model 
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shows that the number of credit points only makes sense in the context of a spe-
cifi c training programme or qualifi cation. 

4 .  C ompetence P ro f i le  C er t i f ica te  ( C P C )

A Competence Profi le Certifi cate can be issued for a training programme as 
well as for a person in training.

Competence Profi le Certifi cate - Organisational Profi le
The Competence Profi le Certifi cate for a training programme requires the de-
velopment of an Organisational Profi le and the allocation of credit points. It in-
cludes the following information:

1. General information: 
title of the training provider/programme;� 
duration of the training;� 
EQF level;� 
name of the person responsible for issuing the CPC;� 
date it was issued.� 

2. Organisational Profi le
It indicates the relevant competence areas and steps of competence develop-
ment for the training programme and the corresponding credit points.

3. Additional information: 
Many training programmes include not only vocational competences, but also 
other kinds of competences that are not directly relevant to the vocational pro-
fi le. The Competence Profi le Certifi cate includes an area specifi cally for record-
ing additional competences outside the vocational profi le: If necessary, data on 
additional competences (or subject areas) that are completed within the frame-
work of the training programme, but which are not part of the vocational profi le 
can be added as well as the corresponding credit points. These credit points can 
then be calculated into the fi nal total.

4. Further remarks: 
If necessary, further remarks regarding differences between the descriptions in 
the Organisational Profi le and the curriculum or training plan can be included 
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(for example, in some cases only parts of the descriptions of a step of compe-
tence development might be relevant for the training programme). 

Competence Profi le Certifi cate - Individual Profi le
The Competence Profi le Certifi cate for a person in training requires the devel-
opment of an Organisational Profi le and – based on this – an Individual Profi le 
and the allocation of credit points. It includes the following information:

1. General information: 
title of the training provider/programme; � 
duration of the training;� 
personal data of the person in training;� 
name of the person responsible for issuing the CPC;� 
date it was issued.� 

2. Organisational Profi le and Individual Profi le
It indicates the relevant competence areas and steps of competence develop-
ment for the training programme and respectively the stage of competence de-
velopment that the person in training has reached so far and the corresponding 
credit points.

3. Additional information: 
If necessary, data on additional competences (or subject areas) that are complet-
ed within the framework of the training programme by the person in training, 
but which are not part of the vocational profi le can be added as well as the cor-
responding credit points. These credit points can then be calculated into the fi -
nal total. 

4. Further remarks:
If necessary, further remarks regarding differences between the descriptions 
in the Organisational Profi le and the curriculum or training plan can be includ-
ed (for example, in some cases only parts of the descriptions of a step of com-
petence development might be relevant for the training programme). Further-
more, if the competence development has not yet been completed for a certain 
area or step, and the respective credit points have not yet been awarded for this 
step, one should note which competences are still missing or must still be ac-
quired. Information about additional competences developed by the person in 
training could also be added.
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C o m p e t e n c e  P r o f i l e  C e r t i f i c a t e  f o r  a  p e r s o n  i n  t r a i n i n g 
( i n c l u d i n g  O r g a n i s a t i o n a l  P r o f i l e  a n d  I n d i v i d u a l  P r o f i l e ) 
b a s e d  o n  t h e  C o m p e t e n c e  M a t r i x  “ e l e c t r o n i c s / e l e c t r i c a l 
e n g i n e e r i n g ”

Competence Profi le Certifi cate (CPC)
Training Provider:

Training Programme:
Duration of the training:
EQF level:
Responsible person for issuing the CPC:
Person in training:
Date:

Competence Areas
(core work tasks)

Steps of competence development
Credit Points

Credit Points 
Org. Profi le

Credit Points 
Individ. Profile

1. Preparing, planning, moun-
ting and installing … 5 5 10 20 10
2. Inspecting, maintaining 
and servicing… 5 5 5 15 10
3. Setting up, putting into 
operation… 10 10 20 10
4. Designing, modifying 
and adapting… 5 5 10 10 30 10
5. Developing custom 
designed… 10 10 15 35 20
6. Supervising and suppor-
ting work… 5 10 10 25 15
7. Installing, confi guring, 
modifying… 10 15 25 50 25
8. Diagnosing and repai-
ring… 5 10 10 25 15
Credit points for the vocational profi le 220 115
Additional competences: 

20 5

Total credit points 240 120
Further remarks:
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5 .  Check lis t  f or  developing  Competence P ro f i les  and 
Competence P ro f i le  Cer t i f ica tes

1. Involving relevant experts
Are those involved in the development of Competence Profi les and Com-� 
petence Profi le Certifi cates very well informed about the particular train-
ing programme and the learner’s workload required to develop the re-
spective competences?

2. Understanding the Competence Matrix
Is the starting point for developing Competence Profi les a comprehensive � 
reading of the Competence Matrix?
Has a suffi cient overview been reached about the competence areas and � 
steps of competence development covered by the Competence Matrix?
Have the principles for reading and understanding the Competence Ma-� 
trix been taken into account (for example, using the examples to under-
stand the level of demand of the work tasks as well as the level of com-
petence development or considering that higher steps always have to be 
seen together with lower steps)?

3. Analysing the curriculum or training plan
Has the curriculum or training plan suffi ciently been analysed in order to � 
compare it with the Competence Matrix in order to identify:

the relevant competence areas; –
the relevant steps of competence development; –
the additional competences (or subject areas) that are completed with- –
in the framework of the training programme, but which are not part of 
the vocational profi le;
further differences between the Competence Matrix and the training  –
programme;
the corresponding amount of credit points? –

4. Reviewing the results
Have the results been discussed with other people well informed about � 
the competence development process during the training programme (in 
particular, teaching and training personnel or people with similar func-
tions and the person in training) and, if needed, have the results been re-
vised based on the feedback?



P a r t  I I I :  M o b i l i t y  P r o c e d u r e , 
M e m o r a n d u m  o f  U n d e r s t a n d i n g , 
L e a r n i n g  A g r e e m e n t

1.  In t roduc t ion

Using the VQTS model in mobility projects provides the basis for validating and 
recognising competences acquired internationally. Thus, learners who partici-
pate in VET placements abroad can avoid unnecessary redundancies in their in-
dividual learning path. 

This part includes information about the planning and the organisational steps 
necessary when using the VQTS model for international VET placements. In 
particular, the procedures for the development and the structure of a memo-
randum of understanding as well as of a learning agreement will be present-
ed. Since developing Competence Profi les and Competence Profi le Certifi cates 
play an essential part in this procedure, one should learn about these elements 
before starting with the mobility procedure.
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2 .  T he Mobil i t y  P rocedure 5 

The mobility procedure 
describes the planning and the organisational steps necessary for an in-� 
ternational VET placement when using the VQTS model, 
provides recommendations concerning the most important issues that � 
should be considered by the:

institutions responsible for activities such as defi nition of qualifi ca- –
tions, methods for assessing and validating learning, setting training 
objectives, determining the content of learning outcomes, implement-
ing training programmes, validating and recognising credits;6

‘training provider in the  – home country’ or ‘sending provider/organisa-
tion’– the VET provider in the home country (educational institution 
or company) offering the training programme for the person in train-
ing who wants to gain training experiences abroad;
‘training provider in the  – host country’ or ‘hosting provider/organisa-
tion’ – the VET provider in the host country (educational institution or 
company) chosen for the training abroad;
‘mobile learner’ –  person in training who wants to take part in a VET  –
placement abroad.

Additional information and recommendations:
The mobility period should last for at least three months. Shorter interna-� 
tional study periods usually do not require such an elaborate procedure, 
so it would also not be necessary to follow this procedure step by step for 
stays of shorter duration.
A necessary requirement for a successful international training period � 
is the commitment of the person in training (mobile learner). He or she 
should therefore be involved in all steps of the procedure from the very 
beginning.
According to different requirements related to institutional, regional or � 
national legal basics concerning mobility in VET and recognition of com-
petences acquired abroad, training providers must follow certain direc-
tives. These regulations will have to be taken into account.

5  T h i s  c h a p t e r  i s  p a r t l y  b a s e d  o n  t h e  p r o c e d u r e  d e v e l o p e d  i n  t h e  V Q T S  p r o j e c t  ( c f .  L u o m i - M e s s e r e r  &  M a r k o w i t s c h  2 0 0 6 ) .

6  I n  t h e  c o n t e x t  o f  E C V E T ,  t h e s e  i n s t i t u t i o n s  a r e  c a l l e d  ‘c o m p e t e n t  b o d i e s ’.  T h e y  c a n  h a v e  d i f f e r e n t  f u n c t i o n s  d e p e n d i n g  o n  t h e  r e g u l a t i o n s 

i n  t h e  n a t i o n a l  c o n t e x t .  I n  s o m e  c o u n t r i e s ,  t r a i n i n g  p r o v i d e r s  c o u l d  a l s o  b e  c o n s i d e r e d  a s  c o m p e t e n t  b o d i e s .
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The mobility procedure describes only the most important aspects of � 
the process. Several initiatives and projects have developed approach-
es, guidelines and supporting instruments for international VET place-
ments. In particular, the Pro Mobility project (www.pro-mobility.net) pro-
vides much useful information. This project has developed the Pro Mo-
bility Toolkit (PMT) including basic information about short- and longer-
term mobility stays during VET, which could also be incorporated in the 
context of the mobility procedure described below. 

Pro Mobility Toolkit (PMT) - www.pro-mobility.net

Relevant information about qualifying mobility, including information about 
the required infrastructure and necessary tools, is made available through the 
Pro Mobility website to the interested public.

Structured into three mobility phases – preparation, implementation and fol-
low-up – the PMT answers frequently asked questions and gives useful hints, 
tips and advice. In addition, the PMT includes checklists about every mobil-
ity phase and references to interesting websites and useful tools. Hence, it 
provides everyone interested in mobility issues – students, apprentices, VET 
institutions – with a preliminary overview of everything they should know 
about mobility stays.

Phases of the mobility procedure
The mobility procedure described below is structured into four phases: 

Preliminary phase� : establishment of partnerships between competent 
bodies/institutions and development of a Memorandum of Understand-
ing (MoU);
Preparation phase� : conclusion of a Learning Agreement (LA) in the 
framework of a MoU;
Implementation phase� : training period (VET placement) abroad;
Final phase� : follow-up of the VET placement abroad.
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2 .1  P re l iminar y  phase :  es t abl ishmen t  o f  a  par t nership  and developmen t  o f  a  MoU

Competent institu-
tion / training pro-
vider in the home 
country

Competent insti-
tution / training 
provider in the 
hosting country

Tasks/Activities

Look for a suitable training provider in an-
other country and request information on its 
training programme(s) offered. National re-
quirements must be observed (for example, in 
some countries, the training provider in the 
host country must be accredited according to 
national regulations) and basic requirements 
or prerequisites must be cleared (for example, 
language requirements). 

If appropriate, send a statement of purpose or 
intent declaring the intent to establish a part-
nership for mobility of persons in training.

Establish a Memorandum of Understanding 
(MoU) to provide a general framework of co-
operation and networking between the part-
ners through which a climate of mutual trust 
is established. The MoU should enable the 
partners to design specifi c arrangements for 
credit transfer for learners (see section 3).

2 . 2  P repara t ion  phase :  conclusion  o f  a  Learning  A greemen t  in  t he  f ramework o f  a  MoU

Competent insti-
tution / training 
provider in the 
home country

Competent insti-
tution / training 
provider in the 
hosting country

Tasks/Activities

Establish a Learning Agreement between 
the relevant institutions (for example, train-
ing providers in the home and hosting coun-
try or other organisations), in the framework 
of a MoU, and the mobile learner to specify 
the particular conditions for an international 
training period (see section 4).
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Send an information package to the person in 
training who wants to take part in the interna-
tional VET placement (including information 
about the requirements in the host country for 
a permit to stay, information about fi nancial 
matters, insurance, accommodation, etc.). 
Support the person in training to prepare for 
his or her training period in the other country 
and culture. This could be done, for example, 
by organising a preparatory course (to prac-
tice the language of the hosting country, to be-
come acquainted with the culture of and hab-
its in the hosting country, etc.)
The mobile learner begins his or her interna-
tional training period.

2 . 3  Implemen t a t ion  P hase :  in t erna t ional  t ra in ing per iod ( V E T  p lacemen t )

During the international training period, the 
mobile learner fulfi ls the training plan at the 
training provider in the host country, which 
was agreed upon in the Learning Agreement. 
If necessary, the training provider in the home 
country stays in touch with the training pro-
vider in the host country (for further enquir-
ies, etc.). The person in training should also 
stay in regular contact with the training pro-
vider in the home country.
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The competent institution (for example, train-
ing provider) in the host country is responsi-
ble for updating the Competence Profi le Cer-
tifi cate after the international training period. 
At the end of the stay, the augmented Compe-
tence Profi le Certifi cate is sent to the compe-
tent institution (for example, training provid-
er) in the home country. A letter of reference 
to confi rm that the person in training actual-
ly has taken part in the VET placement abroad 
should also be included. 

After the designated international training pe-
riod, the mobile learner returns to the training 
provider in the home country.

2 .4  F inal  P hase :  f o l low up o f  t he  V E T  p lacemen t  abroad

Competent insti-
tution / training 
provider in the 
home country

Competent insti-
tution / training 
provider in the 
hosting country

Tasks/Activities

After completing the international training 
period, the competent institution in the home 
country verifi es whether all formal require-
ments, as well as the stipulations stated in 
the Learning Agreement, have been met. The 
Competence Profi le Certifi cate updated by the 
competent institution in the host country is 
checked for competences achieved by the mo-
bile learner. If everything is correct, the up-
dated Competence Profi le Certifi cate will be 
validated and awarded to the mobile learner.
If acquisition of certain competences must be 
made up, this is organised according to the an-
nex of the Learning Agreement.
After the international training period, the 
mobile learner should be able to give feedback 
and to pass on his or her experiences; training 
providers should make use of the experiences 
of a training period abroad.
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3 .  Memorandum o f  Unders tanding7

3 .1  In t roduc t ion

The MoU is a voluntary partnership agreement in which conditions for an inter-
national VET placement are concluded between ‘competent bodies’ from dif-
ferent countries. 

In this agreement, organisations accept each other’s status as competent institu-
tions and accept each other’s quality assurance, assessment, validation and rec-
ognition criteria and procedures as satisfactory for the purpose of transferring 
credits at the end of a training period abroad. They agree on the general con-
ditions such as objectives and duration, use the VQTS model to agree on the 
comparability of qualifi cations concerned for the purpose of credit transfer and 
identify other actors and further institutions that may be involved.

The MoU should be formulated before the international VET placements. To be 
able to establish such an agreement, suffi cient information must be made avail-
able to the partners involved.

3 . 2  C on t en t  o f  t he  Memorandum o f  Unders t anding

The following paragraphs describe the information that should be made availa-
ble by the partners and the elements to be agreed upon. A proposal for a ‘MoU 
format’ is available at the project website.

General objectives of the MoU
The MoU sets out the general framework of cooperation and networking be-
tween the partners through which a climate of mutual trust is established. It 
also enables the partners to design specifi c arrangements for credit transfer 
for learners (placements abroad, mobility projects) and to prepare a Learning 
Agreement (involving two partners and a specifi c mobile learner).
If the partners have agreed upon further objectives, they should also be stated 
in the MoU.

7  T h i s  p a r t  i s  p a r t l y  b a s e d  o n  t h e  d o c u m e n t s  p r e p a r e d  b y  To m  A r e n d s  a n d  M a r t i n  B r ö c k e r  ( K e n t e q ,  N L )  i n  t h e  c o n t e x t  o f  t h e  V Q T S  I I 

p r o j e c t .
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Period of eligibility of the MoU
Information should be given on the period of eligibility of the agreements set 
down in the MoU. For example, in some cases, it makes sense to agree on a pe-
riod of a few years; in others cases, more years are more appropriate. However, 
it is suggested to agree on a periode of several years.

Information about the partners
The partner organisations involved could have different functions. In some cas-
es, they might be training providers (educational institutes, companies) in the 
sending and hosting country or other kinds of institutions authorised to estab-
lish such a MoU. The MoU should include relevant contact information from all 
these organisations as well as information on their functions and roles.

Information about the training programmes (including Competence Profi le 
Certifi cate[s] of the Organisational Profi le[s])
Transparent and suffi cient information about the relevant training programme(s) 
or qualifi cation(s) in the home and host country is the basis for mutual trust. 
Therefore, Competence Profi le Certifi cate(s) of the Organisational Profi le(s) 
should be developed. If this is not applicable (because the VET placement 
abroad is supposed to take place in a company which is usually not offering 
training in the context of a certain training programme) then at least the pos-
sible competence development to be offered should be indicated on the Com-
petence Matrix. The Competence Profi le Certifi cate(s) or any other related in-
formation should also be included in the annex of the MoU. In addition, the 
 EUROPASS Certifi cate Supplement(s) should be included in the annex.

General agreement on the relevant part(s) of competence development during 
international training periods 
The most important issue in the MoU is the agreement on the part(s) of the 
training programme(s) that can, in principle, be considered for the competence 
development during the international training period. This can be done by re-
ferring to the respective parts of the Organisational Profi le(s). If the training 
programmes or qualifi cations in the home and host country are quite similar, 
this agreement might be related to the whole Competence Profi le(s). In oth-
er cases, only certain competence areas or steps of competence development 
might be selected for the mobility projects.
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Responsibilities
Information should be provided on the responsibilities of the stakeholders in-
volved: the competent institutions, the sending and hosting provider or any oth-
er intermediate organisation and the person in training. The aspects to be clar-
ifi ed could include, for example, fi nancial aspects (it should be clarifi ed wheth-
er the mobile learner will be paid for his or her international training and if yes, 
how much and what kind of responsibilities might result from this, for example, 
taxes and social insurance) and responsibilities for preparatory activities. 
Information should be provided on which (organisational) activities the host-
ing organisation takes responsibility and which activities are the responsibili-
ties of the home organisation or the person in training. These preparatory activ-
ities might be related to arranging accommodation in the host country, provid-
ing working clothes, arranging travel to work, health insurance, work accident 
insurance and costs of living. In particular, the training provider in the hosting 
country should send an information package to the specifi c mobile learner be-
fore the international placement (including information about the requirements 
in the host country for a permit to stay, information about fi nancial matters, in-
surance, accommodation, etc.). 
Furthermore, the documents to be provided before and/or after the international 
training period should be specifi ed (for example, Learning Agreement, Compe-
tence Profi le Certifi cate of a person in training before and after the training pe-
riod abroad, reference letter to confi rm that the training has taken place).

Quality assurance
Information about quality assurance of the training programme(s) and, in par-
ticular, the quality assurance activities and measures relevant for the interna-
tional training periods should be included in the MoU. For example, the mini-
mum quality-standards expected to be fulfi lled by the hosting provider during 
the mobility period could be described. These standards could be supplemented 
with specifi c criteria and/or standards required by the sending country. 

Assessment
It should be described how and when the hosting organisation will assess the 
mobile learner. The method to be used should be agreed on in cooperation with 
the sending organisation that has the fi nal responsibility for the whole compe-
tence development of the person in training. Assessment could be related to 
the vocational competences (in a narrower sense) as well as to social and other 
work-related skills and abilities. The assessment could take place several times 
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during the international placement and the results should be discussed with the 
mobile learner. 

Updating the Competence Profi le Certifi cate
The procedure and responsibilities for updating the Competence Profi le Certifi -
cate of the person in training for providing information about the actual compe-
tence development during the international training period should also be spec-
ifi ed.
The consequences and procedures should be described if, for any reason, the in-
ternational placement should be ended sooner than planned.

Validation and recognition
The following procedures and criteria should be described, specifying the meth-
ods and processes used for:

Validation: for confi rming that certain assessed learning outcomes � 
achieved or competences developed by the person in training during the 
stay abroad correspond to specifi c outcomes or steps of competence de-
velopment that are required for the specifi c training programme or qual-
ifi cation);
Recognition: attesting offi cially achieved learning outcomes or steps of � 
competence development reached through the awarding of an updated 
Competence Profi le Certifi cate) should be described. 

Signatures
With the signing of the MoU, the partners confi rm the accuracy of all state-
ments made in this agreement and thereby accept all principles and articles ex-
pressed therein.

Annexes
Required und agreed documents, such as the EUROPASS Certifi cate 
Supplement(s) and Competence Profi le Certifi cate(s) of the Organisational 
Profi le(s) should be included in the Annex.



w w w .v o c a t i o n a l q u a l i f i c a t i o n . n e t 6 7

4 .  Learning  A greement 8

4 .1  In t roduc t ion

A Learning Agreement (LA) is concluded by the authorised institutions (for 
example, training providers in the home and hosting country or other compe-
tent body), in the framework of a MoU, and a specifi c mobile learner. It should 
specify the particular conditions for an international training period (mobility 
project), such as the information about the person in training, duration of the 
mobility period and the learning outcomes expected to be achieved or compe-
tences to be developed and the associated credit points. It should also clarify the 
responsibilities of the stakeholders involved. In particular, it should clarify that, 
if the expected learning outcomes have been achieved or the specifi ed compe-
tences have been developed by the mobile learner and positively assessed ac-
cording to agreed criteria by the hosting country, the home institution will vali-
date and recognise them as part of the requirements for a qualifi cation.

Suffi cient information should be provided about the competences already ac-
quired by the person in training. This should ensure that the mobile learner is 
given tasks and responsibilities that correspond with the level of competence 
of the learner and the educational objectives for the training period and that 
the learning outcomes achieved or competences developed will be validated 
and recognised by the competent institution in the home country. Therefore, 
the hosting provider needs to be able to determine which competences can be 
built upon and to fi nd suitable areas or work tasks. Relevant documents should 
be sent to the hosting organisation. Representatives of the hosting organisation 
should analyse these documents and, if necessary, obtain additional informa-
tion from the training institution in the home country. This should ensure that 
the person in training is neither under- nor over-challenged during his or her 
stay abroad.

4 . 2  C on t en t  o f  t he  Learning  A greemen t

The following paragraphs describe the information that should be made avail-
able by the partners and the elements to be agreed upon. A proposal for a ‘LA 
format’ is available at the project website.

8  T h i s  p a r t  i s  p a r t l y  b a s e d  o n  t h e  d o c u m e n t s  p r e p a r e d  b y  To m  A r e n d s  a n d  M a r t i n  B r ö c k e r  ( K e n t e q ,  N L )  i n  t h e  c o n t e x t  o f  t h e  V Q T S  I I 

p r o j e c t .
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General objectives of the LA
The purpose of international placements is to provide learners with training ex-
perience in an environment that differs in cultural, educational and work-relat-
ed aspects from his or her own country. In the LA, specifi c arrangements for 
credit transfer for a mobile learner are described and agreed upon. In case the 
partners have agreed upon further objectives, they should also be stated in the 
LA.

Information about the partners
The LA should include relevant contact information on representatives from 
the partners involved, for example, training providers in the home and hosting 
countries or any other competent institution and the person in training. 

Period of international placement covered by this LA
The start-date and the total time of the training period should be decided upon 
in the LA, taking into consideration the training plan of the student in the home 
country and the work or training plan of the hosting organisation.

Contact and communication
The arrangement about the types and means of contact and communication (be-
tween the home organisation and the person in training and the home organisa-
tion and the hosting organisation) during the international placement should be 
described. In general, contact and communication should take place on a prede-
fi ned regular basis and whenever there is specifi c need for it. The language for 
communication should also be clarifi ed. 

Competences of the person in training (including Competence Profi le Certifi -
cate of the Individual Profi le)
In order to specify the level of competence development of the person in train-
ing, a Competence Profi le Certifi cate should be developed for this person and 
included in the annex of the LA. To provide further information additional doc-
uments, such as a EUROPASS CV, the European Language Passport or any oth-
er internationally recognised certifi cates (for example, ECDL – European Com-
puter Driving Licence – www.ecdl.com) could be added to the annexes of the 
LA. The training provider in the home country should help the person in train-
ing to collect all relevant documents and certifi cates. 
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Agreement on competences to be developed by the person in training during the 
international placement
The relevant competence area(s) including the respective step(s) of competence 
development that are to be handled during the mobility phase of the specifi c 
learner should be fi xed. This specifi cation has to be based on the general agree-
ment on the part(s) of the training programme(s) that can, in principle, be con-
sidered for the competence development during the international training peri-
od (see MoU).
A personal development plan for the person in training should be added to the 
annex of the LA or developed during the fi rst part of the international place-
ment. The personal development plan should include a description of which 
kind of tasks the person in training will perform/practice and/or which class-
es the person in training will attend to reach the agreed-upon step(s) of compe-
tence development.

Catch up on missing competences
It has to be clarifi ed if the training placement abroad will result in missing cer-
tain competences that would have been acquired in the training programme in 
the home country and whether these competences are essential. If appropriate, 
information should be provided on how the person in training can catch up on 
competences he or she will have missed because of the international placement. 
This clarifi cation should be stated in an annex of the LA, as an agreement be-
tween the training provider in the home country and the person in training.

Signatures
With the signing of the LA the signatories (authorised representatives of the 
competent organisations, training providers and the mobile learner) confi rm the 
accuracy of all statements made on this form and agree to all principles and ar-
ticles expressed therein.

Annexes
Required und agreed documents (such as the EUROPASS CV and the Compe-
tence Profi le Certifi cate of the Individual Profi le) should be included in the an-
nex.
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5 .  C heck lis t  f or  developing a  Memorandum o f  Unders tanding 
and a  Learning A greement

Memorandum of Understanding
1. Are the general objectives of the MoU specifi ed in a written agreement? In 
particular, does this agreement include: 

a general framework of cooperation and networking between the part-� 
ners and also
other general objectives relevant to the partnership?� 

2. Is the period of eligibility of the MoU agreed on? Does this agreement in-
clude:

information on the period of eligibility of the agreements set down in the � 
MoU and
advise on the time period?� 

3. Is all relevant information about the partners involved included? In particu-
lar, does the MoU include: 

relevant contact information from all these organisations, and� 
information on their functions and roles in the partnership?� 

4. Is all relevant information about the training programmes (including Com-
petence Profi le Certifi cate[s] of the Organisational Profi le[s]) included? Does 
it include:

transparent and suffi cient information about the relevant training � 
programme(s) or qualifi cation(s),
the Competence Profi le Certifi cate(s) or any other related information � 
that should be in the annex of the MoU, and
the EUROPASS Certifi cate Supplement(s) that should be in the annex?� 

5. Is there general agreement on the relevant part(s) of competence develop-
ment during international training periods? Is it done through: 

agreement on the part(s) of the training programme(s) that can, in prin-� 
ciple, be considered for the competence development during the interna-
tional training period, 
references to the respective part(s) of the Organisational Profi le(s) and� 
specifi cation on the competence area(s) and step(s) of competence devel-� 
opment that can, in principle, be selected for training periods abroad?
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6. Is there a clear and mutual agreement on the responsibilities of the stake-
holders involved that includes:

roles and responsibilities of the partners involved; � 
recommended aspects to be clarifi ed, such as fi nancial aspects and re-� 
sponsibilities for preparatory activities, organisational aspects (accom-
modation, working clothes, travel to work, health insurance, work acci-
dent insurance, costs of living, etc.) and information package for mobile 
learners; 
specifi cation of the documents to be provided before and/or after the in-� 
ternational training period? 

7. Do the quality assurance activities and measures clearly include: 
relevant information about quality assurance of the training programme(s) � 
and 
the quality assurance activities and measures relevant for the internation-� 
al training periods?

8. How is the assessment organised? Does it involve a:
description of how and when the hosting organisation will assess the mo-� 
bile learner, 
an agreement on the method(s) to be used?� 

9. How is the updating the Competence Profi le Certifi cate organised? Does it 
include:

the procedure and responsibilities for updating the Competence Profi le � 
Certifi cate to provide information about the actual competence develop-
ment during a person’s international training, 
the consequences and procedures in case of unplanned ending of the � 
training abroad?

10. How is the process of validation and recognition organised? Does it in-
clude:

a description of procedures and criteria that specify the methods and � 
processes used for validation and recognition?

11. Is the MoU signed by all relevant partners?

12. Are all relevant documents included in the annex?

Learning Agreement
1. Are the general objectives of the Learning Agreement (LA) covered in a writ-
ten agreement? Does this include:
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a description of specifi c arrangements for credit transfer for a mobile � 
learner and
other objectives?� 

2. Is all relevant information about the partners involved included? In particu-
lar, does this include:

relevant contact information on representatives from the partners in-� 
volved?

3. Is the period of international placement covered by this LA specifi ed? Does 
this include:

the start date and the total time of the training period? � 

4. How are contact and communication carried out? Does the LA specify:
the arrangement about the types and means of contact and communica-� 
tion during the international placement,
the language for communication? � 

5. Are the competences of the person in training (including Competence Pro-
fi le Certifi cate of the Individual Profi le) suffi ciently documented? Does this in-
clude:

a Competence Profi le Certifi cate for the person in training, � 
additional documents (such as EUROPASS CV, the European Language � 
Passport, ECDL)?

6. Are the competences to be developed during the international placement 
specifi ed? Does this include:

the relevant competence area(s) including the respective step(s) of compe-� 
tence development that are to be handled during the international train-
ing period and
the personal development plan for the person in training?� 

7. Is there a plan for the student to catch up on missing competences? Does this 
include:

information on how the person in training can catch up on competences � 
he or she will have missed because of the international placement?

8. Is the LA signed by all relevant partners?

9. Are all relevant documents included in the annex?



P a r t  I V :  U s i n g  t h e  V Q T S  m o d e l  f o r 
e n h a n c i n g  p e r m e a b i l i t y  b e t w e e n  V E T 
a n d  H E

1.  In t roduc t ion

Recognising prior learning in order to enhance permeability between vocation-
al education and training (VET) and higher education (HE) is included in Eu-
ropean-wide educational policies and high on the offi cial agenda in many Euro-
pean countries. However, only a few examples of good practice have been de-
veloped so far.9 In the VQTS II project, we have discussed the use of the VQTS 
model as a methodological approach or instrument to recognise prior learning. 
The fi rst part outlines the background by summarising European-wide politi-
cal processes towards enhanced recognition of prior learning and by describing 
terms and concepts.10 This section also covers challenges and important aspects 
of adjusting VET and HE for enhancing permeability between VET and HE. Fi-
nally, the possible use of the VQTS model as an instrument for facilitating per-
meability and for adjusting VET and HE programmes will be discussed. 

9  S o m e  e x a m p l e s  f r o m  t h e  p a r t n e r  c o u n t r i e s  o f  t h e  V Q T S  I I  p r o j e c t  a r e  d e s c r i b e d  i n  t h e  r e p o r t  ‘ P e r m e a b i l i t y  B e t w e e n  V o c a t i o n a l  E d u c a -

t i o n  a n d  T r a i n i n g  a n d  H i g h e r  E d u c a t i o n .  E x a m p l e s  f r o m  A u s t r i a ,  C z e c h  R e p u b l i c ,  G e r m a n y ,  M a l t a ,  T h e  N e t h e r l a n d s  a n d  S l o v e n i a ’  ( L u o m i -

M e s s e r e r ,  E d . ,  2 0 0 8 ) .

1 0  S e e  a l s o  L u o m i - M e s s e r e r  2 0 0 8 .
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2 .  Background 

2 .1  European processes suppor t ing  t he  recogni t ion  o f  pr ior  learning

The European educational environment increasingly supports the acceptance of 
both lifelong learning and accreditation of prior learning (APL) in HE. In 2000 
– the same year as the announcement of the Lisbon Strategy – the European 
Commission released a Memorandum on Lifelong Learning ‘to launch a Euro-
pean-wide debate on a comprehensive strategy for implementing lifelong learn-
ing at individual and institutional levels, and in all spheres of public and private 
life’ (European Commission 2000, 3). A key message of the Memorandum in-
cludes the development of systems for the accreditation of prior learning: ‘It is 
absolutely essential to develop high quality systems for the Accreditation of Pri-
or and Experiential Learning (APEL), and to promote their application in a wide 
variety of contexts. Employers and admissions tutors in education and training 
institutions also need to be persuaded of the worth of this kind of certifi cation’ 
(European Commission 2000, 15). The European Union (EU) promotes ‘Life-
long Learning’ in two ways: by creating before 2010 the European Higher Ed-
ucation Area (EHEA) (Bologna Process) and by implementing processes trig-
gered by the Copenhagen Declaration relating to VET (Copenhagen Process).

The Bologna Process includes three priorities: introducing the three-cycle sys-
tem (bachelor/master/doctorate), developing quality assurance and recognising 
qualifi cations and periods of study. Lifelong learning was recognised as an es-
sential element of the EHEA since the meeting in Prague in 2001 of the min-
isters responsible for HE in the participating countries of the Bologna Proc-
ess. During the 2005 meeting for a mid-term review and for setting goals and 
priorities towards 2010, the ministers agreed that ‘the development of national 
and European frameworks for qualifi cations [is seen] as an opportunity to fur-
ther embed lifelong learning in higher education. We will work with higher ed-
ucation institutions and others to improve recognition of prior learning includ-
ing, where possible, non-formal and informal learning for access to, and as ele-
ments in, higher education programmes’ (Bergen Communiqué 2005, 3). Thus, 
recognition issues received a distinctive position within the Bologna Process11 
and the respective aims were stressed again in the London Communiqué (2007, 
3: ‘Fair recognition of higher education qualifi cations, periods of study and pri-
or learning, including the recognition of non-formal and informal learning, are 

11   C f .  A d a m  2 0 0 8  o r  Z g a g a  2 0 0 8 .
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essential components of the EHEA, both internally and in a global context.’) as 
well as in the Leuven and Louvain-la-Neuve Communiqué (2009, 3): ‘Success-
ful policies for lifelong learning will include basic principles and procedures 
for recognition of prior learning on the basis of learning outcomes regardless of 
whether the knowledge, skills and competences were acquired through formal, 
non-formal, or informal learning paths.’

The EU particularly tries to support lifelong learning by promoting the devel-
opment of qualifi cations frameworks. As a neutral reference instrument that 
covers all areas of learning, the European Qualifi cations Framework (EQF) 
should promote transparency and mobility within and between national educa-
tion and employment systems. In addition, National Qualifi cations Frameworks 
(NQF) are developed primarily as a response to the need for more transparen-
cy and permeability between different segments of the national qualifi cations 
systems. A qualifi cations framework shows the relationships between qualifi -
cations and, therefore, can also provide information about the possibilities for 
progression. Thus, the development of the EQF – or, also, an NQF – generates 
very high expectations for enhancing permeability: the NQF should promote a 
better balancing of VET and academic qualifi cations. Because many Europe-
an countries face a gap between VET and HE, the NQFs should support bridg-
es between these two educational segments or subsystems. However, until now, 
mainly aims and intentions have been formulated; the future will show how 
they will be realised. Both on the European and national levels, current prac-
tices focus more on formal learning than on non-formal or informal learning. 
Many countries have only recently started developing a NQF and a credit trans-
fer system in VET.

2 . 2  Terms and concep t s

Recognition of prior learning relies not on learning paths, but primarily on 
the concept of acquired knowledge, skills and competences. However, as with 
many European and national discussions of terms and concepts, Europe’s well-
known diversity shapes the landscape of defi nitions and traditions in under-
standing and recognising prior learning. Even the term ‘recognition’ requires 
accurate defi nitions as well as further explanations. European countries have – 
albeit to different extents – developed specifi c models that relate to the national 
qualifi cations systems and more or less to the traditional relationships between 
the worlds of VET and HE. ‘The national terminology very often mirrors these 
systems and relationships, and the fi ne nuances between the use of the terms 
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validation, recognition, assessment or accreditation refl ect the different cultur-
al habits which are underlying the practice’ (Freitag 2007, 3). 

Although several terms are often used synonymously (for example, ‘recogni-
tion’, ‘accreditation’ or ‘validation’ of skills and competences), the context-re-
lated differentiations become, as Adam (2008, 29) points out, ‘a source of con-
fusion, especially when terms are translated across Europe.’

In the Cedefop (2004) glossary, recognition is understood as ‘the process of 
granting offi cial status to skills and competences either through the award of 
certifi cates or through the grant of equivalence, credit units, validation of gained 
skills and/or competences.’ Accreditation of prior learning (APL) is used as a 
synonym for validating the informal or non-formal learning that is seen as ‘the 
process of assessing and recognising a wide range of knowledge, know-how, 
skills and competences, which people develop throughout their lives within dif-
ferent environments, for example through education, work and leisure activi-
ties.’ A competent body validates or confi rms the acquisition of the required 
learning outcomes and typically provides certifi cation. ‘Recognition’ and ‘ac-
creditation’ of prior learning differ in that ‘recognition of prior learning’ could 
be understood as the formal acknowledgement of previous learning (formal, 
non-formal or informal), and ‘accreditation of prior learning’ could be under-
stood as formal acknowledgement by granting specifi c credit for a person’s pre-
vious learning. The UNESCO defi nes APL as the ‘process by which individu-
als are awarded credit toward qualifi cations based on their prior learning and 
(sometimes) experience (also called experiential learning). The credit is award-
ed upon clear evidence that the respective learning has resulted in the student 
having achieved the appropriate learning outcomes’ (Vlãsceanu, et al., 2004). 

When looking at processes and practices in higher education institutions, APL 
can be seen as an umbrella term including both ‘Accreditation of Prior Cer-
tifi cated Learning’ (APCL) and ‘Accreditation of Prior Experiential Learning’ 
(APEL) (see also Adam 2008; Freitag 2007):

APCL refers to the recognition of certifi cated learning outcomes (certifi cation 
awarded by an education/training provider) for academic purposes. The main 
characteristic is that the learning outcomes of an education/training programme 
or the respective qualifi cation are assessed for equivalence, not the individual 
learner. APCL can be used in two different ways.
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As an � individual claim for certifi ed learning: In this case, the previously 
certifi ed learning will not be assessed again by the HE institution. In fact, 
it will be evaluated as to what extent the certifi ed qualifi cation is equiva-
lent to the required learning outcomes in the respective HE programme. 
This approach is very often combined with APEL.
As a � formal process of credit transfer: In this case, learning outcomes of 
a VET training programme or qualifi cation will be assessed and related 
to the learning outcomes of the HE programme. 

APEL refers to the accreditation (assessment and recognition for academic pur-
poses) of an individual’s learning outcomes gained in non-formal and informal 
learning environments (non-certifi cated learning gained from experience usu-
ally unrelated to an academic context, for example, workplace learning, life ex-
perience, and family and voluntary work). This approach involves a case-by-
case assessment of an individual’s learning outcomes and the main question is 
to what extent they can be considered as equivalent to the required learning out-
comes of a specifi c HE study programme. The main challenge in this context is 
again the question of equivalency and also the fact that APEL involves a trans-
lation process since it does not assess experience, but the learning gained from 
experience: ‘The main tool portfolio is strongly based on writing. The transla-
tion always involves two “texts”, the source “text” – portfolio – and the target 
“text” – the learning outcomes of the course or module. It also involves con-
cepts of perceiving the world. Good knowledge of the language, the cultural, in-
stitutional and professional concepts are necessary’ (Freitag 2007, 12).

In the context of HE, the APEL and APCL primarily serve to widen participa-
tion in HE and to offer strategies for how students could best use their previous 
learning. The introduction of APL attempts: a) to create new paths in education 
and training and, in particular, a more fl exible transition between VET and HE, 
b) to reduce redundancies on the interface between VET and HE and c) to short-
en the duration of learning in HE. The following functions or purposes of APL 
in relation to HE can therefore be identifi ed:

Access� , entry into a course or a programme is gained through APL (laws 
or government regulations usually determine the certifi cates that gener-
ally provide entrance into HE);
Admission� , applicants to a certain study programme are selected based 
on APL;
Exemption� , APL allows exemption from parts of the study programme 
because credits are given for previously acquired learning outcomes seen 
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as equivalent to learning outcomes in the HE study programme and these 
credits will count towards an academic degree;
Full equivalence� , in case all achieved learning outcomes are seen as 
equivalent to the learning outcomes in the HE study programme, APL 
allows exemption from all parts of the study programme.

In the context of recognising prior learning in HE, one important question in-
cludes: How can equivalent learning outcomes be determined? Depending on 
the APL approach, this question would have the following concrete implica-
tions:

APCL: How can learning outcomes of a specifi c certifi cate be identifi ed � 
as equivalent to learning outcomes of a study programme in HE? Identi-
fying equivalence is a precondition for accrediting prior learning. Equiv-
alent learning outcomes can be regarded as the interfaces of VET and 
HE.
APEL: How can informal and non-formal learning outcomes of an in-� 
dividual person be identifi ed as equivalent to learning outcomes of a 
study programme in HE? In this context, before equivalence can be de-
termined, learning outcomes must be assessed (for example, in the tra-
ditional written or oral exam or by completing an assignment or compil-
ing a portfolio). 

2 . 3  C hallenges and bar r iers  f or  enhancing permeabil i t y  f rom V E T  t o  HE

One main challenge is, of course, coordinating different processes (Copenha-
gen and Bologna), different procedures and different languages, while also ar-
ranging for permeability from VET in HE by recognising prior learning. How-
ever, VET and HE processes might become increasingly merged through the 
development and implementation of the EQF. 

Another challenge is coordinating the various actors and stakeholders involved 
in the governance and regulation of VET and HE systems and overcoming their 
sometimes long-standing separation. Procedures and instruments need to be de-
veloped to identify and assess learning in VET and HE and to identify equiv-
alence. Then, a discussion should cover the real meaning of equivalence and 
the actual perception of equivalent learning outcomes. Furthermore, adequate 
organisational structures and funding are needed to support permeability be-
tween VET and HE and general lifelong learning.
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Implementing the learning outcomes approach and allocating qualifi cations to 
EQF or NQF levels will affect VET and HE and, to some extent, structural 
changes will also be necessary to facilitate recognition of APL in HE. For ex-
ample, recognition issues interlink with and have an impact on quality assur-
ance issues. Transparent criteria and rules must be established to identify equiv-
alence of contents and levels. In the case of APCL, assessment procedures and 
criteria also must be described transparently in order to establish mutual trust. 
For APEL, assessment and validation procedures will have to be developed and 
implemented.

Analysis of the cases described by the partners of the VQTS II project leads to 
the conclusion that the following aspects must be considered when adjusting 
VET and HE to enhance permeability (cf. Luomi-Messerer [Ed.] 2008):

One basic aspect important for adjusting VET and HE to be more com-� 
patible is their legal status. Relevant legal regulations can be considered 
as fundamental issues for cooperation between VET and HE providers 
or, in many cases, for the HE accreditation of VET learning outcomes. 
Apart from this legal aspect, the institutions themselves must be involved. � 
First, they have to be convinced that cooperation brings benefi ts. VET 
and HE providers must show their commitment to enhance permeability 
and recognize the importance of such initiatives. All actors involved (in-
cluding lecturers and students) need to be motivated and inspired to en-
sure that relevant initiatives continue. 
Trusting students’ abilities and advising students on the appropriate ed-� 
ucational track are crucial factors in enhancing permeability between 
VET and HE. One needs to support instead of ‘select’ students.
Pilot projects can help to build experiences, to promote dialogue between � 
institutions, and to develop mutual trust. Exchanging pilot-project expe-
riences with other VET or HE institutions helps them learn from each 
other. Such projects can include cooperation activities between VET and 
HE institutions. 
Finally, tools to support the adjusting of VET and HE programme can be � 
developed, tested and disseminated. The VQTS model offers such tools 
with the Competence Matrix and the Competence Profi les. The relevance 
of the VQTS model in enhancing permeability between VET and HE is 
described in the following section.
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3 .  V QT S model  and recogni t ion o f  pr ior  learning in  HE

3 .1  P ossibi l i t ies

The VQTS project originally intended to develop a systematic procedure for 
transferring competences that can be used to enhance a person’s mobility: to 
compare Competence Profi les from VET programmes of different countries 
and to identify similarities and differences in these VET programmes. This sec-
tion will outline how the VQTS model could also be used for identifying equiv-
alences (as well as differences) between learning outcomes from inside and out-
side HE.

The VQTS model and, in particular, the description of competences in rela-
tion to the work context can support understanding between the world of edu-
cation and the world of work. Hence, the approach developed can be used not 
only to transfer competences acquired internationally, but also for other purpos-
es where the transparency of competence profi les is highly important, for ex-
ample, on the interface between VET and HE. We assume that the VQTS mod-
el can also help make visible the overlapping areas of the Competence Profi les 
of VET and HE qualifi cations. 

For this purpose, a Competence Matrix was created in VQTS II based on the 
principles developed in the VQTS project but with a broader scope (see Part I). 
In the fi rst VQTS project, the focus was on the skilled worker level and on VET 
programmes from secondary level education. A Competence Matrix useful in 
recognising prior learning in HE should not only make visible the Competence 
Profi les of VET programmes, but also at least some parts of Competence Pro-
fi les of HE programmes and therefore must include some steps of competence 
development relevant for HE. Therefore, the scope of the Competence Matrix 
must be broadened and the development process should include expert opinion 
from the world of work, from VET and from HE. However, all competence ar-
eas and steps of the competence development do not necessarily need to be in-
cluded in Competence Profi les of HE programmes because, in this context, the 
only relevant area is the overlap between outcomes of prior learning and learn-
ing outcomes of the HE programme.

Competence Profi les can be formed using procedures similar to that described 
in Part II. Depending on the APL approach, the Competence Profi les can show 



w w w .v o c a t i o n a l q u a l i f i c a t i o n . n e t 8 1

either a VET programme’s relevant competence areas and steps of competence 
development (APCL – ‘Organisational Profi le’) or an individual’s competenc-
es gained in non-formal and informal learning environments (APEL). An HE 
study programme’s relevant steps of competence development will also be iden-
tifi ed. However, the Organisational Profi le of the HE programme will not be 
complete. Following this, equivalence can be identifi ed through the overlapping 
areas between the Competence Profi les of the VET programme and the HE pro-
gramme. 

In this way, the VQTS model can be used as an instrument to enhance transpar-
ency and thus help develop trust in the accreditation process. With the VQTS 
tools, curricula can be ‘translated’ and compared, and one can identify equiva-
lences and differences of learning outcomes. Recognising prior learning from 
formal, non-formal and informal learning can also be enhanced with the VQTS 
tools. 

The results of this process can not only be used to recognise learning outcomes 
on an individual basis but also to promote sustainable advancement from VET 
to HE. This can be done by establishing new partnerships between VET and 
HE providers for developing learning paths for students progressing from VET 
to HE. Examples would include:

a joint defi nition of Competence Profi les for the admission into training � 
programmes/courses at HE,
tuning or adapting training programmes/curricula in VET and HE to be � 
more compatible,
agreeing about the possibility of giving credits for already acquired learn-� 
ing outcomes that will count toward an HE award.

To visualise the process of forming Competence Profi les of a VET programme 
and of a HE programme in order to identify equivalence, the ‘key-lock-princi-
ple’ could be used as a metaphor: A key has to be shaped to fi t perfectly into 
the cylinder of the lock. If the key does not fi t the shape or if the lock has to 
be changed, something has to be added or removed. When making VET and 
HE programmes more adaptable, this would mean that ill-fi tting programmes 
should be refi ned to be more compatible. In other cases, this could mean that a 
graduate of a VET programme would have to gain additional learning outcomes 
in order to fulfi l the entrance requirement of the HE programme (‘something 
is missing and has to be added’). Or, in another example, he or she would get 
credits for previously acquired learning outcomes (the acquisition of the learn-
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ing outcomes will be ‘removed’ from the HE programme for this particular stu-
dent).

Different opportunities when using the VQTS model can be identifi ed for key 
stakeholders:12

For policymakers, the VQTS model provides a rationale to ease HE ac-� 
cess for persons with relevant skills.
Learners can, with the Competence Profi le for individuals, show their � 
competences and their level of qualifi cation. They can also receive cred-
its in HE for learning outcomes acquired outside HE or even for learning 
outside educational institutions.
VET providers can show the capabilities of their graduates or their insti-� 
tution and the level of qualifi cation obtained with the Competence Profi le 
for institutions. This information helps potential students, potential em-
ployers and HE providers. VET providers can also compare Competence 
Profi les and adjust training programmes; for example, to provide relevant 
learning outcomes required for HE admission or to reduce the length of 
HE studies.
HE providers can better understand VET students’ Competence Profi les. � 
The VQTS model helps them to compare Competence Profi les, to adjust 
training programmes or to decide on credits for learning outcomes ob-
tained outside HE.

3 . 2  L imi t a t ions

The VQTS model can be used for a fi rst identifi cation of equivalence and serve 
as a starting point for further developments. However, the discussions in the 
VQTS II project also show that there are limitations for using the VQTS mod-
el in this context.13

Using existing procedures instead of new instruments
Some countries have (sometimes rather informal) ways and procedures – of 
course, based on the relevant legal regulations – for accrediting learning out-
comes from either VET in HE or already existing instruments that fi t the pur-
pose of the institutions. Therefore, one must consider whether a need actually 
exists for implementing a new instrument like the VQTS model.

1 2   C f .  L u o m i - M e s s e r e r ,  E d . ,  2 0 0 8 .

1 3   T h e s e  l i m i t a t i o n s  w e r e  m a i n l y  i d e n t i f i e d  i n  d i s c u s s i o n s  w i t h i n  t h e  p r o j e c t  p a r t n e r s h i p .
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Lack of willingness
Furthermore, the HE provider must be ready and willing to acknowledge pro-
fessional competences as part of engineer-scientifi c and labour-market-oriented 
competences. The fundamental question is how much value is given to profes-
sional competences for ability to study.

Meaning of ‘overlapping areas’
The meaning of the overlapping areas between the Competence Profi le of the 
VET programme and the HE programme needs to be carefully explained: 
Also, identifying many ‘overlapping areas’ does not mean that the training pro-
grammes are actually the same or at the same level; although, one could come 
to this conclusion by looking only at the Organisational Profi les. One must re-
member that the descriptions in the Competence Matrix leave some space for 
interpretation and therefore the same descriptions do not necessarily mean the 
same for VET and HE providers. First, some work tasks have different natures 
depending on whether they are carried out within a HE programme or a VET 
programme. For example, both VET students and HE students seem to be able 
to fulfi l a certain task. However, the HE students can, for example, have more 
tools available to solve a problem and more ways to come to a solution or can 
fi nd new solutions; they might be able to more quickly cope with an unfamil-
iar task. Furthermore, the fulfi lling of work tasks by HE students includes more 
so-called ‘academic competences’, such as particular knowledge, conceptual 
thinking and critical reasoning. One can therefore assume that they adopt a 
somewhat different approach when dealing with the tasks described.

Subject orientation versus competence orientation
A description of vocational, domain-related competences can help improve the 
possibilities for recognitions and credit transfer. However, possibilities and lim-
its to recognising competences from VET depend largely on how useful the de-
veloped competences are for HE training programmes. 
The suitability of the Competence Matrix for visualizing overlapping areas be-
tween VET and HE programmes depends on the orientation of the HE courses 
(see Becker et al 2009; Becker 2009). When curricula are strongly subject-re-
lated and strongly orientated towards theoretical knowledge and skills, compe-
tences described by the Competence Matrix cannot be shown easily. Because 
these curricula are not based on competence descriptions, they do not match 
the competence-oriented descriptions of the Competence Matrix. Identifying 
common competences between VET and HE programmes is particularly diffi -
cult or not at all possible when the HE study programmes – at least during the 
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fi rst terms – focus primarily on teaching a theoretical foundation and hardly 
teach professional (for example, engineering) competences. In these cases, spe-
cifi c practical skills (such as that of an engineer) and thus vocationally orientat-
ed competences are rather irrelevant in the courses at the beginning of the stud-
ies. Therefore, hardly any overlapping areas can be identifi ed. If HE curricu-
la are aligned to develop profession-relevant competences from early on, com-
mon competences and overlapping areas can easily be identifi ed with the help 
of the Competence Matrix.14 Since such programmes rarely exist, the VQTS 
Competence Matrix provides few possibilities for infl uencing the permeabili-
ty between VET and HE. However, overlapping areas could also be more easily 
worked out with the aid of the competence descriptions of the higher steps and 
with reference to the task descriptions contained in ISCO (see ISCO-88 nd.) for 
activities in an area such as engineering. However, the relevant VET and HE 
providers must be willing to identify overlapping areas for the country-specifi c 
and culturally divergent training schemes. 

Despite these limitations, the VQTS model can serve as a useful starting point 
and facilitate structured dialogue between VET and HE providers. This will 
create better understanding and cooperation between these two cultures.

4 .  C heck lis t  f or  using the V QT S model  to  enhance 
permeabil i t y  be t ween V E T and HE

General questions
1. Which legal regulations must be considered for enhancing permeability be-
tween VET and HE? In particular, do the regulations relate to:

accrediting VET learning outcomes in HE,� 
enhancing cooperation between VET and HE institutions or� 
adjusting VET and HE programmes for more compatibility?� 

2. Do the institutions involved show commitment for enhancing permeability 
between VET and HE?

1 4  F o r  e x a m p l e ,  s u c h  a  c u r r i c u l u m  c a n  b e  f o u n d  a t  t h e  U n i v e r s i t y  o f  S o u t h e r n  D e n m a r k  ( S y d d a n s k  U n i v e r s i t y ) .  T h e r e ,  t h e  b a c h e l o r  s t u d y 

p r o g r a m m e  “ E l e c t r i c a l  e n e r g y  e n g i n e e r i n g ”  i s  s t r o n g l y  o r g a n i z e d  i n  a  p r o j e c t - m a n n e r  ( s e e  h t t p : / / w w w . s d u . d k /~ / m e d i a / F i l e s / O m _

S D U / F a k u l t e t e r n e / Te k n i k / S t u d y _ P r o g r a m m e s / A l l _ a t _ a _ G l a n c e _ 0 9 / B E n g _ E l e c t r i c a l P o w e r E n g e e r i n g . a s h x ) .
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Do they see any benefi ts for themselves?� 
Do they recognize the importance of such initiatives?� 
Are all relevant actors involved and motivated (including lecturers and � 
students)? 

3. Is there a need for implementing a new instrument like the VQTS model?
Have other procedures or instruments for identifying equivalent learning � 
outcomes already been implemented?
Do these already existing instruments fi t the purpose of the institutions � 
or is there a need for a new instrument?

Using the VQTS model
1. For which purpose(s) will the VQTS model be used? Will it be for identifying 
relevant learning outcomes:

to allow entrance into a HE study programme (access);� 
to select applicants for a certain HE study programme (admission) or� 
to give credits for previously acquired learning outcomes that are seen � 
as equivalent to learning outcomes in the HE study programme (exemp-
tion)?

2. Will new partnerships be established between VET and HE providers for de-
veloping learning paths for students progressing from VET to HE? Examples 
would include:

jointly defi ning Competence Profi les for the admission into training pro-� 
grammes/courses at HE;
tuning or adapting training programmes/curricula in VET and HE to be � 
more compatible and
agreeing about the possibility of giving credits for already acquired learn-� 
ing outcomes that will count towards an HE award.

3. Have the principles for developing a Competence Matrix (as described in 
Part I) and the principles for developing Competence Profi les (as described in 
Part II) suffi ciently been considered?

Is the scope of the Competence Matrix broad enough (including at least � 
some steps of competence development relevant for HE programmes)? 
Is it possible to use the Competence Matrix for making visible at least � 
some parts of Competence Profi les of HE programmes?
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4. Have the limitations for using the VQTS model in this context been consid-
ered suffi ciently? 

Is the meaning of ‘overlapping areas’ clear (for example, is clear that the � 
descriptions in the Competence Matrix leave some space for interpre-
tation and therefore the same descriptions do not necessarily mean the 
same for VET and HE programmes)?
Does subject orientation versus competence orientation acknowledge � 
that when curricula are strongly subject-related and strongly orientated 
towards theoretical knowledge and skills, competences described by the 
Competence Matrix cannot be shown easily? Because these curricula are 
not based on competence descriptions, they do not match the compe-
tence-oriented descriptions of the Competence Matrix.



G l o s s a r y

Competence
The holistic concept of competence refers to vocational or professional compe-
tence in the sense of expertise. The competence descriptions must refer to the 
sector, the domain, the context and the occupational tasks.

Competence area
Comprises various forms of competences necessary for completing core work 
tasks in a certain occupational fi eld and In the Competence Matrix, they are list-
ed in the left column of the table. 

Competence Matrix
Displays work-related competences descriptions structurally in a table accord-
ing to core work tasks and the progress of competence development (‘steps of 
competence development’).

Competence Profi les
Are formed from particular parts of a Competence Matrix and are developed by 
identifying competences ‘included’ in a specifi c training programme or qualifi -
cation (Organisational Profi le) or refl ecting the competences acquired so far by 
a person in training (Individual Profi le).

Competence Profi le Certifi cate
Is issued by a competent body either for a specifi c training programme or for a 
person in training. A Competence Profi le Certifi cate for a training programme 
shows an Organisational Profi le including credit points and some further infor-
mation. A Competence Profi le Certifi cate for a person in training shows an Or-
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ganisational and an Individual Profi le together and also includes credit points as 
well as some further information.

Competent body
Is an institution responsible for designing and awarding qualifi cation or recog-
nising units or other functions linked to ECVET, such as allocation of ECVET 
points to qualifi cations and units, assessment, validation and recognition of 
learning outcomes, under the rules and practices of participating countries.

Core work tasks
Comprehensive tasks within the work context of a person with the respective 
occupational profi le.

Credit points - VQTS
Are used as quantitative measurements of specifi c parts of a training programme 
or qualifi cation. In the VQTS model, credit points refl ect the duration of the compe-
tence development and are based on the ‘learner’s workload’ required to achieve a 
programme’s objectives (specifi ed in competences to be acquired). The total amount 
of credit points for a training programme is divided according to the average time 
a person in training needs to acquire competences or to reach a step of competence 
development. Within one year of typical training (formal full-time VET programme 
or ‘main tracks’ of training), a maximum of 60 credit points can be achieved.

ECVET (European Credit system for Vocational Education and Training)
Is intended to facilitate the recognition of learning outcomes, in the framework 
of mobility, for achieving a qualifi cation. ECVET is based on the designing of 
coherent and meaningful units of learning outcomes and aims for better compa-
rability and compatibility of qualifi cations and VET systems.

ECVET points
Are a numerical representation of the overall weight of learning outcomes in a 
qualifi cation and of the relative weight of units in relation to the qualifi cation. 
As a convention, 60 points will be assigned to the learning outcomes expected 
to be achieved in a year of formal, full-time VET.

EQF (European Qualifi cations Framework)
Is a reference tool for the comparison of qualifi cation levels in national quali-
fi cations systems and also in qualifi cations systems developed by international 
sectoral organisations.
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Individual Profi le
Is based on an Organisational Profi le and refl ects the stage of competence devel-
opment of a person in training.

ISCED (International Standard Classifi cation of Education)
Was designed by UNESCO in the early 1970’s to serve as an instrument suita-
ble for assembling, compiling and presenting statistics of education both with-
in individual countries and internationally. ISCED constitutes an internation-
ally accepted classifi cation of programmes of education that distinguishes six 
levels, beginning with elementary school (Level 1) and extending to a PhD and 
postgraduate programmes (Level 6). 

ISCO (International Standard Classifi cation of Occupations)
Is an international classifi cation under the responsibility of the International La-
bour Organisation (ILO). ISCO is a tool for organizing jobs into a clearly de-
fi ned set of groups mainly based on the similarity of skills required to fulfi l the 
tasks and duties of the jobs. Four broad skill levels are defi ned with reference to 
the ISCED levels. The ISCO classifi cation is intended both for statistical users 
and for client-oriented users.

Key competences
The sum of skills needed to live in contemporary knowledge society (includ-
ing communication in the mother tongue and in foreign languages, competenc-
es in maths, science and technology, digital competence, learning to learn, in-
terpersonal, intercultural and social competences, and civic competence, entre-
preneurship, cultural expression).

Learning Agreement (LA)
Is concluded by the authorised institutions (for example, training providers in 
the home and hosting country or other competent body), in the framework of a 
MoU, and a specifi c mobile learner. It should specify the particular conditions 
for an international training period (mobility project).

Learning outcomes
Are statements of what a learner knows, understands and is able to do on com-
pletion of a learning process and which are defi ned in terms of knowledge, 
skills and competence.
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Memorandum of Understanding (MoU)
Is a voluntary partnership agreement in which conditions for an international 
VET placement are concluded between ‘competent bodies’ from different coun-
tries. 

Mobility Procedure
Describes the planning and the organisational steps necessary for the training 
period abroad when using the VQTS model.

Occupational fi eld
In the context of the VQTS model, occupational fi elds are understood as ‘groups 
of family-like ( familienähnlicher) occupations’ or ‘families of occupations’ 
sharing common characteristics such as activities, tasks, tools, requirements, 
language, attitude to work, etc. In the Competence Matrix, the occupational 
fi eld is structured according to common tasks. 

Organisational Profi le
Refl ects the range and extent of competence development offered by a specif-
ic training programme or specifi c qualifi cations in a Competence Matrix’s oc-
cupational fi eld.

Sector
Usually means a grouping of professional activities based on their main eco-
nomic function, product, service or technology.

Skilled worker level
Refers to workers who have acquired special skills – usually after several years 
of training – and who are prepared for immediate employment at the labour 
market. In many countries, this level is reached by graduates of training pro-
grammes at ISCED level 3.

Step of competence development
Represent the horizontal structure of a Competence Matrix and illustrate the 
competence development process within certain core work tasks (competence 
areas).
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