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Note on terminology

As noted in the 2010 ILO report on national quedifions frameworks (Allais, 2010),
the terminology involved in qualifications framwarkpresents difficulties both for
conducting and presenting research, particularlgrmimore than one country is involved.
Like many areas of policy this one has been dorathdity jargon and extensive use of
acronyms that can have the effect of making docisnamd debates tedious and opaque to
outsiders. Further, across countries, differenicgohterventions seem in some instances to
go by the same name, and in other instances, @iffderms seem to be used for similar
interventions. The 2010 report discusses variobgroaspects of this complexity. This
report, like the previous one, does not attempstanrt from one set of definitions of
gualifications frameworks. It attempts to recognée tries to respect variation of uses
across countries, stakeholders, and researchatsolaivoids the use of acronyms wherever
possible.

Nevertheless, two areas of particular complexitergad in the writing of this report,
and they are highlighted here. The first is whatuiglerstood by competency-based
training. This is particularly complex as there e (if any) vocational education systems
which don’t invoke the notion of competence at s@uoiat, and a large percentage describe
themselves explicitly as competency-based. Compgtbased training as a way of
organizing vocational education and training wagetiped in the United Kingdom (UK)
and Australia. Hugh Guthrie (2009), in a comprehengustralian overview, argues that
key aspects of competency-based training arettimbased on competency standards; it is
focused on outcomes and not inputs or processisstity is involved and preferably leads
the process of defining the standards; it is asafapossible flexibly delivered and self-
paced; and assessment is performance-oriented ssirgyiteria. Much of this is similar to
Gilbert Jessup’s (1991) notion of outcomes whichrewkey to the original national
vocational qualifications in the UK and which haveen influential in the evolution of
competence-based training historically. Jessug®riwas of an assessment framework,
which provided the standards against which anyhéracould train, and any learner be
assessed, regardless of the learning path thejoladed. This notion has been important
to many competency-based training systems. Thetidgdearning should not be linked to
a learning pathway and that assessment must deratnsbmpetence against a specific
standard meant that assessment should be decmdraland many countries have
attempted to implement decentralized assessmemtler to be true to the spirit of this idea
(Wolf, 1995); for this reason, it is often assoethtwith competency-based training
systems, although, as seen in this report, somiemgsthat describe themselves as
competency-based do not use decentralized assdssiten original outcomes-based
national vocational qualifications in both the UKida competency-based training in
Australia were overtly linked to attempts to maiket the provision of vocational
education, and this has also been associated withpetency-based training (Allais,
2014b). However, ideas which were associated vathpetency-based training in its early
incarnations have not all been associated witkyaslilems that call themselves competency-
based, as is clear in the report, and the systernt®iUK and Australia have changed over
time. All of this makes it complex to refer to costency-based training as an approach to
policy. And yet, when competency-based trainin@dsocated for or criticized, what is
referred to is something more specific than a gdramcern with competence. This report
attempts where possible to distinguish betweemttion of competency or competence as
used in specific countries, and the term competdasgd training, which is used to refer to
an approach to the reform of technical and vocatieducation and training (TVET) along
the lines described by Guthrie above.

The term NVQ (standing for national vocational dficdtion) generally indicates a
qualification that has been developed as part obmpetency-based training approach,
although it could of course simply refer to a vamaal qualification available in a country
on a national basis.
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The second area of complexity arrises with ternthsas ‘competency standards’,
‘occupational standards’, ‘achievement standarcel ainit standards’. While in some
systems unit standards and competency standardkealaiilding blocks of qualifications,
and occupational standards are specifications forkplaces, with a distinction being
drawn between occupational standards and teachampards, in others occupational
standards and vocational qualifications are motkess interchangeable. Even when there
are clear distinctions drawn, there are overlap&éden how the terms are used in practice.
The report has strived for the greatest amount ariceptual clarity possible while
respecting individual country’s terminology wherepessible.



FOREWORD

In 2010, the ILO together with ETF presented redean “The implementation and
impact of National Qualifications Framework: Repat a study in 16 countries”
documenting countries that were early adopters@F$#| such as Australia, Scotland, New
Zealand, England, Wales and Northern Ireland akagetountries that had recently started
implementation of NQFs, such as South Africa, Mexi€hile, Malaysia, Mauritius,
Botswana, Sri Lanka, Turkey, Lithuania, TunisianBadesh and Russia.

In the intervening years as the number of countrigdementing NQFs has grown
exponentially, the debate has increasingly centeretpics like labour market impact and

outcomes of NQFs, including employer experiencesimg qualification frameworks when
making hiring decisions.

This follow-up ILO research is therefore intendedbetter understand labour market
aspects of NQF implementation and to provide samgirical evidence of how employers
recruit, fill vacancies and understand how quadificn frameworks are tools for them and
for employing people. In doing so we have beenfalte chose countries that reflect

various stages of implementation including IrelaRnce, Belize, Jamaica, Sri Lanka and
Tunisia.

The results clearly show that whilst the challengassociated with NQF
implementation are myriad, benefits do accrue, @afie over the long term. As such, for

all the promised benefits of NQFs to be realisedery long timeframe needs to be taken
into account.

Girma Agune

Chief

ILO Skills & Employability Branch
Geneva



Chapter 1 Introduction and summary

Introduction

National qualifications frameworks based on leagnioutcomes, competence
statements, or occupational standards continue tattoduced by governments who want
to raise skill levels; improve the relationshipstween education, training, and work,
particularly in terms of ensuring that training teyss meet the needs of industry; reform
education and training systems; and improve gealifbns systems. In 2009 the
International Labour Organization (ILO) commissidrmesearch to attempt to understand
the impacts, strengths, and weaknesses of quélbiinsa frameworks, particularly for
developing countries, as well as the circumstanst@sting points, different policy goals,
and different approaches in various countries giteng to develop qualifications
frameworks, and what informed decisions about wdretihh adapt or adopt existing models.
Qualifications frameworks in 16 countries were eksd. The research (Allais, 2010)
found little evidence that qualifications framewsrlwere achieving their goals. It also
found that most countries had experienced diffiesltin implementing frameworks. It
emphasized that there are very many different agmbres to designing and implementing a
qualifications framework. It also demonstrated thjaslifications frameworks have not
provided quick-fix or simple solutions to the complproblems facing countries in relation
to education, skills development, and employmemd, #at expectations of what this type
of policy mechanism could do should be reduced.

However, it was acknowledged that the research prasnature in some of the
countries, as in many instances the qualificatfcameworks were recent interventions and
in some insufficient data made it impossible tocteaobust conclusions. This new
research, therefore, aimed to revist two of thentries in the earlier study—Sri Lanka and
Tunisia—to explore the achievements five yearsrldtealso aimed to build insight into
qualifications frameworks by examining countrieattivere not included in the previous
study, but which have long established frameworks systems of organizing
qualifications—France, Ireland, and two Caribbeaontries that are part of the regional
framework in the Caribbean, Belize and Jamaicas Tiew research had a narrower focus
than the original study; instead of attempting nolerstand the implementation and impact
of qualifications frameworks in general, it focusmt understanding labour market impact.
It aimed to develop insights into how employersugand fill vacancies, and the extent to
which and ways in which they use qualification feamorks. Specifically the research
aimed to understand:

= employers’ hiring decisions and their awarenesgualifications frameworks in
recruitment and employment practice; and

= employment outcomes of graduates of national vogatiqualifications.

The research also attempted to gain insight inedktent to which qualifications
frameworks have contributed to improving policiestaining and employment and if they
have had an impact on social dialogue in trainyjsjesns.

Case studies were developed for the six countdased on analysis of publically
available documentation and research providingyhtsiinto the labour market impact of
qualifications frameworks, and interviews with ketakeholders in the countries. This
report presents a synthesis of the case studies.



Much of the focus of the research was on techracal vocational education and
training (TVET), as the frameworks in some of tleeiatries were only for this component
of the education and training system, and even evframeworks were comprehensive, the
focus was on TVET reform.

Summary of key findings

Qualifications frameworks are widely described adicpes that are introduced to
improve relationships between education and trgirsgstems on the one hand, and
workplaces on the other. This research attemptedetmsure labour market impact, with a
specific focus on employers’ practices and viewsl employment outcomes of graduates,
as well as an interest in social dialogue. Theare$edid not use a single set of indicators
or criteria for exploring these issues, as theesystin the countries were too different from
each other, and there was very little hard or gteive evidence available in any of the
countries—there were a few instances of surveyslucted, for example of graduate or
employer satisfaction, but they themselves useginguindicators. The study, then, does
not have clear and unambigious findings. Inste@davides some analysis of what seem to
be pertinent issues for the various stakeholderssadhe countries, when considering the
use of qualifications frameworks in improving outwes for graduates of training in labour
markets.

The research did identify some evidence of impactuding possible indirect effects,
such as ways in which qualifications frameworksehaxproved general understanding of
education and training systems, or contributedtandardizing provision, which might in
the long-term improve how qualifications are usethbour markets.

The clearest relationship between a qualificatisamework and the labour market
was seen in France, where the framework could ba as a codification of reasonably
good relationships through not just a qualificasioframework but also collective
bargaining agreements. There was some evidena®pooating the 2010 ILO study, that
gualifications frameworks had contributed to cnegtigreater coherence and greater
understanding of qualifications in a country ortegcalthough for three of the countries in
the study the frameworks were only operational YfET systems, and did not cover all
TVET provision.

As the 2010 report highlights, analyzing qualifioas frameworks is complicated;
impact analysis of most education and traininggaedi are contested and complex, and one
seldom enjoys the existence of a clear base linth wiell-developed indicators and
comprehensive data. Nonetheless, inferences cairdven. For example, while there is
considerable rhetoric surrounding the importance the Caribbean Vocational
Qualifications with regard to labour mobility inehregion, the fact that most countries in
the region do not use the qualifications calls thisediately into question. Similarly in
Tunisia, where very little development of the glieditions framework has happened in the
last five years, in the context of substantial fozdi upheaval, it is straightforward to infer
that there has not been significant labour marketict of the framework.

The qualifications frameworks reviewed in this stweere generally part of attempts
on behalf of governments to improve the structurequalifications and programmes
available in different industrial sectors, as wadl to raise the status of TVET. In this
context it may be important to note that qualificas frameworks for TVET generally
seem to function differently to comprehensive framiks; the former tend to consist of
competency-based training qualifications (often lechl NVQs—National Vocational
Qualifications), while the latter relate to all djfieations. Where comprehensive
frameworks are operational, there are some tensietvgeen the TVET component of the
framework and the rest of the framework, and witemaprehensive frameworks are under
construction, this tension seems to be a majokisticpoint. Other attempts to raise the



status of TVET explored in the current study in€lddncreasing the general education
component of TVET courses; building higher levdllSUET provision or creating quotas
for students from TVET or further education andnirag in universities; attempting to
change labour market rules; and creating polidesntourage training.

Most of the countries seem to have made considemathievements in their TVET
systems. There were good systems of provision acepland a sense of dedication and
committment from providers and government institad. Much seems to have been
achieved through strong government support for ipian, and development of curricula
and assessment systems to support implementatibie giualifications framework. Only in
France, where labour markets were the most regulatel collective bargaining had the
widest reach, were there clear relationships batwpalifications and work. There was
some indication of relationships between qualifaratevels and work in Tunisia, and an
attempt to introduce such relationships in the joud#ctor in Sri Lanka.

A key insight, corroborating the 2010 study, is tingportance of building and
supporting institutions, not only to improve eduma&l provision but also because these
institutions play an important role as labour méarkeermediaries. The importance of
process and consensus building was also clear.

Similar to the 2010 study, we found instances oppsut from certain bodies
representing employers and/or industry, as wellirstances of lack of employer
involvement or belief in this type of approach.general we found little evidence of trade
union involvement, with the exception of France.

The framework which emerges from this study asmiwst successful in terms of
labour market relationships is the French NatidRedister for Professional Certificates.
Like the Scottish Credit and Qualifications Framewio the 2010 study it may be the most
difficult framework to replicate, because of thendeterm incremental policy reform
process of which it was a part, the strong edukatimstitutions in France, the specific and
historical relationship between social partnersg dne regulation of labour markets,
including the inclusion of training levels in calteve bargaining agreements.

Evidence of difficulties associated with implemegtiqualifications frameworks was
found. However, in general, except for Tunisiasthavere less severe than many found in
the previous study. This seemed to be due to a miagyanic relationship with existing
qualifications systems in the countries, and a l&gisl notion of how a qualifications
framework is supposed to work, building on existhygtems and approaches instead of just
trying to replace them. Having said that, it is agitdent—and this is perhaps the reason for
the lack of serious problems—that the qualificadidrmameworkper seis a major focus in
the system in many of the countries. Other refonase seen as equally or more important
in achieving some of the desired goals: for exampléle in many countries qualifications
frameworks are cited by policy makers as key meshasmto ensure educational progress,
in Sri Lanka the government has enabled educatipnagress by creating more and
different types of educational provision, and thenfework seems to be a relatively minor
aspect of this. This perhaps reflects a more matigw about what can realistically be
achieved by qualifications frameworks in their osght.

Despite lack of clear evidence in their favour, réhevas broad support for
qualifications frameworks in all the countries frguolicy makers and stakeholders, and
there continues to be strong donor support as wellsupport from international
organizations for the building and implementatidmualifications frameworks.

One of the clearest findings, explored in Chapteis4how different qualifications
frameworks are around the world.



This research corroborates the argument of the 2@idy that serious consideration
of policy priorities as well as the sequencing aliges is important, particularly for
developing countries. The incremental developmémualifications frameworks, building
on existing systems, and not making unnecessarpgelsawhere there is trust in and
understanding of systems and qualifications, ase ahportant. Perhaps most importantly,
the study clearly demonstrates the importance efhiblistic approaches to the reform of
work and of TVET systems, which the ILO has supgbit principle for many years.

Structure of the report

Chapter 2 provides a brief overview of the recent researngrdiure on qualifications
frameworks, the relationships between qualificatiand work, and the reform of technical
and vocational qualifications. The details of thetihodology of the study are provided in
Chapter 3. Chapter 4 provides a brief description of the key featurethe frameworks in
the countries in the studfhapter 5 discusses key findings in terms of labour market
impact.Chapter 6 provides analysis and some reflections on theativiimdings.



Chapter 2: Review of recent pertinent
research

Qualifications frameworks

Since the publication of the ILO’s 2010 report @M, 2010) on qualifications
frameworks in 16 countries, qualifications framekshave continued to be adopted and
developed. Currently there are at least 142 caminivolved to some extent in developing
a framework (ETF, Cedefop, and UNESCO Institutelféelong Learning, 2013). At least
six major world regions have continued to develegional qualifications frameworks: the
Southern African Development Community (SADC), tkeropean Union (EU), the
Caribbean Community (CARICOM), the Association obuth East Asian Nations
(ASEAN) and the Small States of the Commonwealtid(ip. 52). Not only are national
and regional frameworks continuing to be built, Buecent report from UNESCO (Keevy
& Chakroun, 2015) explores an attempt to develoddueference levels for qualifications.

A body of research on this policy phenomenon has alowly started to grow. The
research conducted by the ILO has been a majorilotur to this body of knowledge:
subsequent to the publication of the ILO 2010 repgbe research contained in that report
as well as some of the case studies were publishearious peer-reviewed forms (Allais,
2011a, 2011b, 2014b; de Anda, 2011; Keating, 2Q84rock, 2011; Raffe, 2011;
Strathdee, 2011; Tau & Modesto, 2011itlys & Spadyte, 2011; Wheelahan, 2011; Young,
2011a, 2011b; Young & Allais, 2011, 2013a). Thayioial report published by the ILO as
well as these journal and book publications havertdmted substantionally to the limited
body of knowledge of this under-research policyrmeenon.

There is still limited peer-reviewed literature @irgy in favour of qualifications
frameworks and learning outcomes, and we found pw mpeer-reviewed research
providing evidence of achievements of this poliogamanism; as this is a follow-up study,
the research covered in the 2010 report is nobvered here. Werquin (2012) presents an
in-principle argument that approaches relying arriing outcomes bring more equity to
the world of education and training and to the daf work.

Drawing on some of the lessons of the 2010 ILOaerdeas well as the reflections on
it, Michael Young and Stephanie Allais (2013b) eeflon policy possibilities in India, and
Allais (2014a) reflects on the relationships betwegualifications frameworks and
apprenticeships. Lorenz Lassnigg (2012) provideswvemview of developments in Europe,
suggesting that claims made about learning outcoamessimplistic both in terms of
education systems and how education relates tatabarkets. He also argues that critics
overstate the problems, given that learning outsoarad qualifications frameworks are
unlikely to have a dramatic impact on educationtesys. Manual Souto-Otero (2012)
agrees that both claims about what learning outso®n achieve and critiques of
outcomes-based approaches are overstated. Sandringgo (2012) cautions about
outcomes and national traditions. David Raffe (3qd2sents an overview of research into
qualifications frameworks, and argues that theevig, while still inconclusive, shows that
the impacts of qualifications frameworks have bess than expected, have often taken
many years to appear, and have been negative dsasvpbsitive. Hugh Lauder (2011)
provides some reflection on the economic contegtienperatives behind the popularity of
qualifications frameworks, and provides come cagti@bout the likelihoods of their
achieving their aims.

In terms of research on national systems, Bernsl#is(2015) suggests that while in
Germany the language of learning outcomes has lodcially adopted, it in fact
contradicts the existing systems and policies, Bnagnany instances is merely being



invoked, while the older practices remain in pldcassnigg (2012) makes a similar point
about the Austrian framework, suggesting that whhere is a formal process of
referencing against the European Qualificationsmersork, there is no adoption of
learning outcomes, as this is a foreign traditioustria. Sigurd Thorsen (2014) describes
the continued attempts by countries in East Aftcalevelop qualifications frameworks.
Alan Brown (2011) gives another critique of thetBti policy, which he describes as the
almost complete failure of the attempted reformvotational education and training
through the NVQs; another recent critique is Le&6d.1).

Michaela Brockmann, Linda Clarke, Philippe Méhard Christopher Winch have
produced various pieces of research critiquingntbtions of learning outcomes and skills
embedded in the European Qualifications Framew&®HF) (Brockmann, Clarke, &
Winch, 2008; Méhaut & Winch, 2012). Barbara HupfeiGeorg Spéttl (2014) are also
critical of the notion of learning outcomes, sudges that countries which adopt the
gualifications framework terminology mainly do sechuse they lack their own traditions
and terminology related to competence. With regartie use of the word ‘competence’ in
the EQF, they suggest that it is fundamentally @édsowith the holistic conception in
continental European vocational education.

So the result remains that the EQF and the Empilityalsrid are
models of reality that extremely reduce complexatyd that cannot be
applied in practice just because of the very coriplehey ignore (ibid, p.
15).

Lassnigg (2012, p. 324) makes a similar point, agthat,

In order to work according to the model, change andvergence of
existing systems and subsystems towards a sineplistbdel of bridging
education and employment would be necessary th#tteneaccounts for the
inertia of the existing systems nor for the divigrsand complexity of
mechanisms and institutions at work.

He suggests that outcomes-based qualificationsefranrks are based on a flawed
assumption that the transformation of tasks intbgoofiles is simple and straightforward,
and that qualifications can and should “accuratefnsport’ the information from demand
to supply” (ibid, p. 318). Connected to the tratistaor transformation problem, he argues,
is the question of whether an inverse relationggfween job profiles and qualifications
exists. He provides a critique of the possible gad¢ qualifications frameworks, arguing
that:

Two grand descriptors are used for the policies,isricurrency’, the other
is ‘language’. Both have flaws so significant tha question their application
in this context. If we speak of currency, an ecoisvmuill ask, who controls the
money circulating. If we speak of language, we haweugh material that
shows us, that we are not able to translate ewvemiist basic policy concepts
unanimously. How could the translation betweenomati systems work at the
more aggregate levels, when there is a lack of ngtaleding of the structures at
even the national level? (ibid, p. 323).

Hupfer & Spottl (2014) similarly suggest that thesamption that work can be
reduced to operational functions, and can be defingurely functional terms is flawed.
They also argue that referencing against levgtsdblematic because the levels created are
often based on normative decision, such as thahieal expertise and skills are lower than
skills such as management and leadership. Theyngto guggest that within economic
sectors aligning across national boundaries toratbetoral frameworks would be more
efficient than national qualifications frameworks.



As with earlier critiques discussed in the 2010orgpsome of the criticisms above
suggest that questions remain about what qualificatframeworks and learning outcomes
can achieve in principle, even setting aside tfffcdities which have been experienced in
implementation. For example, even within countri@sd within specific types of
qualifications, people with the same degree, orsime number of credits and the same
level of qualifications and outcomes, do not get same opportunities. Which institution
individuals attended remains key, and in fact setent®e increasing in importance as more
and more people get higher and higher qualificatiéh Brown et al, 2011).

Policy documentation arguing for qualifications nfreworks as well as learning
outcomes has continued to come out, and while safntieis is more guarded than earlier
recommendations for these policy mechanisms, th@mnénue to be rather grand assertions
of what qualifications frameworks can achieve:

Such frameworks can also be a force for socialtggas they potentially
place formal schooling on an equal footing with 4iormal or informal
learning. The 2008 recommendation on the EQF messsagindirect but
unmistakeable: it matters less how you acquiredwkedge, skills and
competences; what really matters is what you knogwehat you are capable of
doing.

Thanks to this conceptual foundation, national figetions frameworks
(NQFs) are able to add value to a learning pro@es$ support access to
employment. They allow citizens to assess their qualifications; they allow
employers to determine more accurately whetherraopés qualifications are
up to the job; they make it possible, via the E€QFF national policy-makers to
compare qualifications available in their countoythose available in other
countries, and decide:

whether changes are needed. By establishing sts)dgualifications
frameworks push education and training providevgatds better quality; and
by treating all competences equally, they open paths between and within
sectors and careers (Cedefop, 2015, p. 6).

Much of this research describes existing policied policy goals, such as Misko
(2015); ETF, Cedefop and UNESCO (2013), Cedefod3p0and OECD (2015). In this
spirit, Graham and Deij (2013, p. 24) argue that:

outcomes approaches do seem to push countries/ébogeand use more
appropriate assessment methods not only for thdat@in of non-formal and
informal learning, but affecting the final assesshia formal learning as well.

They also suggest that “[d]eveloping an NQF alsepeé@s institutional capacity,
especially in transition or developing countridsdj p. 26). Policy makers continue to hope
that frameworks will make qualifications and ediaratsystems more understandable, at
the same time as making education systems moriblgexnaking education better related
to the needs of the economy, and facilitating wané® mobility (Thorsen, 2014). An
example of this can be seen in Graham and Deijsraent that:

occupational standards — defining work-related cetepces for a specific
occupation - are normally developed by sectors rofegsional bodies and
involve experts who practice the occupation. Basiqgalifications on
occupational standards and labour market demandielsas linking them to
higher-level qualifications and allowing for progs#on, raises their “market
value”.

Keevy and Chakroun (2015) provide an overview of tlmays in which level
descriptors have been developed around the waldiedl as of other policies, studies, and



mechanisms which attempt to relate different edosaystems to each other, and engage
in a conceptual debate about the roles of levedsdascriptors.

Because of the limitations of this body of knowled@ brief review of broader
literature on labour markets, work, and the refafnTVET and vocational qualifications
was also undertaken, in order to inform the reseand analysis.

Labour markets, work, and the reform of TVET and
vocational qualifications

As mentioned above, one of the reasons qualifioatitameworks are popular is that
it is hoped that they can improve the ways in whéclucation and training programmes
prepare people for work, help them to obtain jelvg] enable them to perform well at work.
There is a wealth of research which analyses thes gand differences between what
education and training systems do and what worleglagant or say they want, and recently
the issues seem to have become of increasing egnperhaps due to rising youth
unemployment (Allais & Nathan, 2014; Busemeyer 8ampusch, 2012a; Keep, 2012;
Méhaut & Winch, 2012; Streeck, 2012). Differenttaars explain the problems in different
ways, with some focusing more on the weaknesseslofation systems (Gamble, 2013;
Maclean, Jagannathan, & Sarvi, 2013; Musset & Fig@il3), and others more on the
weaknesses of labour markets and economic sysfemsexgmple, Allais, 2015; Cappelli,
2015; Keep & Mayhew, 2014; Levine, 2013). The fihett qualifications are a weak proxy
for skill is widely acknowledged (for example, GaiR010). It is probably self-evident that
where there are more regulated labour markets i@edsing is required to practice in
different occupational areas, qualifications areremolosely related to labour markets
(Allais, Marock, & Molebatsi, 2014). Government jogl to address the numerous
challenges in this complex area continues in maunties to have a focus on what some
refer to as the educational supply side, and refafrqualifications is generally seen as key
in this regard.

For example, Ewart Keep and Ken Mayhew (2010, [i)2describing UK policy
reform, describe it as based on “a limited, rejpets menu of supply-side policy moves—
targets, institutional change, new qualificatiomsy delivery programmes, fresh streams of
government subsidy, employer ‘voice’ issues, arttbetation”. Raffe (2015), reflecting on
the reform of vocational qualifications, suggesist tthe best line of action may be to stop
focusing on qualifications. He reiterates somehef well-established criticisms of the UK
vocational qualifications which reflect issues Iretdesign of qualifications, the role of
awarding bodies and the nature of the frameworklézal to:

= over-prescriptive and narrow design features tocWwhall qualifications have had to
conform;

= a model of occupational competence based on awaromcept of skill as opposed to
broader and more holistic concepts of occupaticc@hpetence in other European
countries, which, combined with the first problemtightly prescribed standards, has
resulted in assessment approaches which do not anthononfidence;

= qualifications which are specifically aimed at warkd, in theory, designed with employer
involvement, which attract no labour-market retumngerms of earnings or occupational
status especially at lower levels; limited employsolvement;

= acomplex and confusing set of qualifications;
= many dead-end vocational qualifications;

= and many overly narrow vocational qualifications.



These issues highlight again the complexities @lifjcation reform. Whilst some of
these problems exist in all skills systems, they iar fact precisely what qualification
reforms have been introduced to change. In somesdhe reforms seem to have led to
reinforcement of some of the initial issues, a®ddty Raffe (2015, p. 149):

The low returns on vocational qualifications and trarrowness of their
content similarly reflect weak demand in the UKdab market, and the way
that occupations are structured within that markather than failings more
intrinsic to the qualifications themselves

What is clear is that there are many factors whadfect the ways in which
qualifications are used in labour markets. Whateisded by work, and what is required in
labour markets, do not necessarily correlate. Theeemany reasons why graduates with
particular qualifications may not get jobs, othéart weaknesses of the educational
programmes leading to the qualifications, and othan the skills which graduates have; in
fact, as D.W. Livingstone (2012, p. 108) points ,oetucation levels have risen
dramatically faster than knowledge requirementaast jobs:

The image of contemporary society inherent in pastistrial/knowledge
economy and human capital theories proves illust¥hile an aggregate
upgrading of the technical skills needed for jobrfgrenance is gradually
occurring, our collective acquisition of work-reddtknowledge and credentials
is far outpacing this incremental shift.

There is growing evidence that attaining ever higkgels of qualifications will in
many instances not enable individuals to get bgites (P. Brown et al., 2011, Livingstone,
2012). Sociologists suggest that in some jobs teesms to be an increase in levels of
knowledge used, and in many others, there have teerases; ‘deskilling and temporary
low-skill employment contracts remain a core featof “knowledge work™ (Kennedy,
2012, p. 169).

Further, while policy makers want to improve theys/én which education prepares
individuals for work, there is little consensus abahat this means, either in terms of what
type of knowledge is required at work, or in terofsthe best ways of developing such
knowledge, and the role of formal education in thégard. Relationships between
education and work are complex. Different typeslaifour markets relate to different
educational approaches: for example, occupatioalbbur markets (which often have
license-to-practice requirements) are structured dwalifications but internal or
bureaucratic labour markets are strongly relatedhfiormal learning (Lassnigg, 2012, p.
319). Annie Bouder and Jean-Louis Kirsch (2007Ajingi Steedman (1992), argue that if
employers organize their production using outdated inefficient divisions of labour, and
if employers drive the qualification and occupatibrstandards setting process, the
qualifications developed can simply help to prolahig inefficiency. They also question
the juxtaposition of supply and demand in TVET sinthey argue, the types of skills that
are supplied play an ever more important role focstiring demand, and the signal and
filter effects of formal qualifications are probglileing reinforced. Hupfer & Spottl (2014,
p. 27) suggest that while “workplace demands” gnfermation for curricula, conversely
vocational-pedagogical and educational principtemfvocational education systems shape
normative criteria for work processes.

Socio-economic conditions, power relations, andoliagy in labour markets and
workplaces contribute to the maintainance or weigkpof occupational identities and roles
(Freidson, 2001). Practices like casualization;sbffring, or use of technology have
profound impacts on occupations. Vocational edooatind apprenticeships, where they
have been successful, have generally been connewitd reasonably well-paying,
respected, and protected occupational identitiesjalns, and not aimed at either at very
narrow tasks in specific workplaces, or at vagueegal descriptions of workplace areas.



The strongest vocational education and appreniigeslystems have tended to be found in
developed capitalist countries in continental Eer@osch & Charest, 2010; Busemeyer &
Trampusch, 2012a). In short, there are considewdiffieulties in improving the relevance
and quality TVET to better meet the needs of batlolr markets and society in general.

In English-speaking countries dramatic expansioacgess to higher education may
have contributed to an erosion of vocational edanathis effect has been less pronounced
in the European countries with successful skilhfation systems. Marius Busemeyer and
Christine Trampusch (2012a) speculate that ondlessxplanation for this is more tightly
controlled learning pathways in some European cmstanother could be that the wage
premium of university education is less pronoungedystems with strong vocational
tracks. This is significant as the models of octiopal standards, sectoral councils, and
gualifications frameworks which are usually recomaed to developing or middle income
countries derive largely from the models in the Ishgspeaking countries.

Busemeyer and Trampusch (2012b) suggest that ainerf@ur types of skill formation
systems in the developed world:

Liberal countries with limited involvement of firnad state;
Statist nations with a low level of firm involventdsut a high level of state commitment;
Segmentalist countries with high levels of firmahxement and low state commitment;

Collective systems with high levels of both firnvatvement and state commitment, and
partnerships which often also include labour, afidcévely deliver portable certifiable
skills.

The differences between the four stem from diffeemnin the division of labour
between firms, associations, and the state in gimoyiand financing skills, as there are
large differences across countries in the extemitizh firms are willing to invest in skills
that are not firm specific, and in public commitrhéa the development of skills, and
therefore of financing it collectively (Martin, 221

Busemeyer and Trampusch argue that there is mdeeogeneity within each of the
second, third, and fourth categories, while libénahinly English-speaking) countries tend
to be more similar to each other, although of cew#th some significant differences. In
the English-speaking countries governments haveiskxt in various ways, and with
frequently changing structures and systems, omatiag to pinpoint exactly what it is that
employers want, but often employers have not vathedskills and qualifications coming
from these efforts, perhaps because, even where déine real skill needs that are not being
met by education providers, the types of standdedeloped through this type of approach
have tended to be highly narrow and specific, aisisussed in more detail below. Another
is that while focusing on current employer demaordskills, governments have often done
little to changeemployer demand for skill, by creating demand ia #ttonomy, or to
increase employers’ utilization and developmentvofkforce skills (Rainbird, 2010). The
assumption has been that the main needed chatgges the suppliers of education to be
more responsive to the believed needs of the desnaiod education. The case of Scotland,
argues Keep, (2012, p. 6) clearly demonstrated &hauntry can create a relatively well-
resourced and successful education and traininterayshat creates large numbers of
relatively highly qualified young people whose eayability is quite highly rated by
employers, but still end up with significant praioke of youth unemployment, problematic
transitions to employment, under-utilisation ofliskand little discernible improvement in
relative productivity at national level.” This agahighlights the limitations of supply-side
reforms, the unrealistic expectations placed onlifipstions frameworks and the weak
links between skills and other labour market pelci

Many different factors, such as labour market ragoh, unionization, the nature and
extent of employer organization and the role olustdy peak bodies, the broader political,
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institutional, and cultural context, the degreefederalism in a country and the relative

powers of national governments and states/provjraoas$ so on, all affect how people are
educated for different occupations, and how thatieiships between education and
training systems and labour markets function (8ke2012; Thelen & Busemeyer, 2012).

And these factors all interact with each otheramplex ways; for example, the shape of
labour market opportunities structures incentiveesetirn (Keep, 2012, p. 14). In another
example, Bouder and Kirsch (2007) describe a s$itnan France whereby for several

years, the French labour market has been showaunstant level of demand in the hotel

and construction sectors, both of which have nadsti autonomous training systems

financed by the professions. Despite this, themdillsa shortage which seems to be due to
dissuasive working conditions.

It is perhaps worth mentioning that some reseasclBeggest the move towards a
gualifications framework in Europe, and specifigalie focus on learning outcomes, could
be seen as evidence that European countries ataaijsastarting to adopt the models of
English-speaking countries (Brockmann, Clarke, &ti, 2011), although, as mentioned
above, other research suggests that in some Europeantries the adoption of
qualifications frameworks has been a formality Wiitthe real change introduced (Lassnigg,
2012).

This study attempted to take on board some of timaptexity raised in this brief
review of pertinent literature. While, as discussedhe following chapter, we looked for
clear and unambiguous evidence of qualificatioam&works impacting on labour markets,
we also attempted, albeit in limited ways, to gseme insights into the interplay of these
complex different factors that affect the ways ihiatn education and training, and more
specifically TVET, relates to work.
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Chapter 3: Methodology

This report consists of an analysis of five casaliss which were produced by
conducting research in the different countries ptempented by additional literature on the
countries in the study where available.

This research aimed for an analysis of the laboarket use of the frameworks,
something that was touched on but not exploredifficeent depth in the 2010 ILO study
into qualifications frameworks. It was originallped that this study would determine the
extent and nature of socio-economic gains for iiddials and enterprises from the creation
and implementation of national qualifications frameks by gathering the following sets
of data:

» Quantitative and qualitative data on industry emgagnt in critical areas of national
gualifications framework development i.e., challesgin occupational standards
development; competency-based delivery of insioagtcompetency-based assessment;
and certification process.

= Quantitative and qualitative data on pre-nationahlifications framework graduates,
disaggregated by gender, age and other socio-e¢onoharacteristics, i.e., cost of
training/certification per graduate; completioresaand programme articulation.

» Quantitative and qualitative data on national digaliions framework graduate numbers
by qualification level, employment of graduatescugzational area and incomes, labour
mobility, level of productivity/quality of work, jo security, and access to training.

= Quantitative and qualitative data on how employeowdedge of national qualifications
frameworks affect recruitment practices and emplaynterms and conditions;

*= Quantitative and qualitative data on how how emeisyrecruit and fill vacancies based
on national qualifications frameworks;

» Quantitative and qualitative data on satisfactiathwnational qualifications framework
graduates; quality of work and productivity levedsgd access to further training.

However, most of this information has not beeneméd in the individual countries,
and collecting this amount of primary data acraffergnt countries is a huge undertaking;
there was nothing close to the budget needed fprimary quantitative study in each
country. This study did not attempt to conduct &md of quantitative surveys or other
large-scale collection of data. Further, it wasraxiely unlikely that equivalent or even
comparable data would be easily found across tfiereint countries; as various studies
have shown, qualifications frameworks differ subgstdly across different countries
(Allais, 2011c; Raffe, 2009, 2011), and the differeountries were at different stages of
development.

In order to ensure that we could access any egigtiiormation that could shed light
on the items mentioned above, the research wagrdesin two stages. First, researchers
attempted to collect and summarize all official ljigdive data, reports, and research which
was pertinent to the labour market impact of qigatfons frameworks in line with the
points listed above (the specific wording of theems in the research documents are detailed
below). In other words, while we could not do ayary collection of quantitative data, we
hunted for such data where it did exist. This festp was also necessary in order to
develop a reasonably complete picture of how thenéwork in each country had been
designed, what its scope, coverage, history, analsgwere, and how it had been
implemented. This was essential given how diffefearneworks are from each other, and
given that official policies all tend to use similanguage, which makes it hard to penetrate
the surface of these policies and understand whaiciually being implemented in the
different countries. We would not have been ablm#de sense of stakeholder perspectives
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without a picture of what each framework lookedeliklhe second step then involved
interviews with key stakeholders, to ascertain rtheews about the frameworks, and
importantly, what counted for them as labour marketcess, and their analysis of the
extent to which it had been achieved in each cguntr

This study was not an evaluation, nor is it styickmparative. There were no baseline
data to compare against, and it was impossibleeneldp fixed and clear evaluation
criteria. For example, while increased labour mankmbility is a key aim of many
qualifications frameworks, measuring it is complend attributing causality to any
increase or decrease in mobility even more compkexrapidly growing industry or
industrial sector may offer opportunities for mdadour market mobility just because
labour is demanded, regardless of whether the tguali training has improved or the
transparency of qualifications has improved. It \as® important to consider the implicit
theory of change and rationale for the frameworksquestion in their own contexts.
Further, a key concern in the design of this stwdg not to overlook any achievements
which were observed by stakeholders in the respgecbuntries.

Thus, in each case, we attempted to analyze whae#nt to have labour market
impacts, what the ways were in which the qualifaad framework could have impacted on
labour markets, and what evidence could be foungatt could include a diverse range of
matters, such as, getting stakeholders together kanidiing trust and relationships;
improving educational standards; and improving ifjgation systems and pathways
between and from qualifications. Impact may notessarily be a strong effect; further,
impact could be negative or positive. Previousasded suggested that in some cases, the
qualifications frameworks with more ‘impact’ causgamage, while the framework which
was seen as having least impact was the most sfigcésllais, 2011b; Raffe, 2012). We
attempted to separate out who was impacted onhand It remains difficult to isolate
causal relationships, and in terms of broad couiob to policy this was particularly
difficult; researchers were simply asked for thigipressions, based on the interviews.

Researchers were asked to gather all pertinenttitatare and qualitative data and
research from the qualifications agency or trairaghority, as well as other government
agencies and ILO partners, containing informatinrany of the following:

Any documentation or research that provides ingigfiat employers’ attitudes to graduates
with qualifications on the qualifications framewpdnd any research that analyses factors
influencing employers’ hiring practices for mid-&hoccupations.

Information about the qualifications framework: #suctures and systems; the different
organizations involved in it, and their respectiotes; its relationship with the education
and training system as a whole; an overview ofjuslifications; its history. For Tunisia
and Sri Lanka, researchers were asked not to r@geamnation available in the 2010 ILO
case studies, but to provide additional informatimnpoint out where information may be
disputed, or where there have been new developments

Reports containing quantitative and qualitativeadah industry engagement in critical
areas of qualifications framework development ichallenges in occupational standards
development; competency-based delivery of instougtiassessment processes; and
certification process.

Reports containing quantitative and qualitativeadat graduates with qualifications dating
from before the introduction of the qualificatidinamework, disaggregated by gender, age
and other socio-economic characteristics, i.e.t obgraining/certification per graduate;
completion rate, and programme articulation.

Research and reports containing quantitative araditgtive data on graduates who have
obtained qualfications on the qualifications frameky including numbers by
qualifications framework level, employment of gratks, occupational area and incomes,
labour mobility, level of productivity/quality of ark, job security, and access to training.
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Research and reports containing quantitative aafitgtive data on how employer
knowledge of the national qualifications framewaffects recruitment practices and
employment terms and conditions.

Research and reports containing quantitative olitgtige information on satisfaction with
graduates who have qualifications framework quaifons, including analysis of quality
of work and productivity levels and access to ferttraining.

Our assumption was that much of this informatioruldaot be available in many of
the countries. Nonetheless, our starting point avasncerted search for any of it which
could be found, and which would then lay the bdersmore in-depth insights to be
obtained through interviews. Researchers approaaffiiethl organizations in the countries,
mainly government agencies but also other bodesyedl as conducting internet searches,
and reading available literature, in an attemptdibate any information that was available
in each country. We did not establish fixed evatmtriteria for each of the areas listed
above, given the considerations already discussed. example, while use of the
gualifications framework in hiring practices wouddviously be a key consideration with
regard to the first point, the item was phrasedertmoadly to obtain as much insight as
possible into the broader considerations of empkgyia the hope that this would allow the
researchers to make inferences about potentialafsi® qualifications framework in the
absence of hard data.

Researchers were asked to produce a first repoth@rhistory and nature of the
national qualifications framework or national vdoatl qualifications framework in the
country, including information on the nature of uistty engagement in the development of
qualifications, the skills and employment of gratésaof technical and vocational education
prior to the introduction of the framework, thelskiand employment introduced through
the framework, and employer knowledge of the newlifjcations, including how they
have affected recruitment practices. In order ti&ensense of this, researchers were also
asked to obtain information about how the qualifamas framework is expected to work
and its evolution over time, descriptions about thwmles of different
organizations/institutions; and relevant backgrounfiormation.

Researchers then conducted interviews with somehef following individuals,
depending on the specifics of the country in goestiemployers and employer
organizations; trade unions; officers from the gigaltions authority; leading government
officials responsible for developing and implemegtithe qualifications framework
(including members of ministries of education aalour where appropriate); members of
task teams responsible for developing the quatioa framework; education and training
providers; experts and researchers in the couatny;officials from bilateral or multilateral
agencies providing assistance on qualificationsméworks. Individual researchers
developed schedules of interviews based on whatappicable in their countries, based
on broadly agreed guidelines; researchers werengiveonomy to shape the research and
structure the report according to the logic of filaenework in question and broader history
of education and training in the country concerridte exact number and designation of
individuals interviewed is contained in each of tive case studies.

The countries selected were: Belize; the Democtadicialist Republic of Sri Lanka
(henceforth, Sri Lanka); the French Republic (héortle, France); Jamaica; the Republic of
Ireland (henceforth, Ireland); and the Tunisian idije (henceforth, Tunisia). A single
case study was produced for the Caribbean regidr@@hework and the national
frameworks in Belize and Jamaica.

The selection of cases was based on various coasates. Firstly, while the previous
research included a range of countries, includiagyrthat were in very preliminary stages,
all the countries in this study were selected om @gihounds that they had established
gualifications frameworks which were being furtlderveloped. Sri Lanka and Tunisia were
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selected to see whether in the five years sincergous study was conducted employers
had started using the new system. France, Irelamdi, Jamaica were selected as
representing older frameworks, and the Caribbegiomeas a whole was selected as
regional framework which is considered fairly wesitablished; to this end research was
also conducted in Belize.

As with all research, this project had considerdioiétations, and as such does not
make any comprehensive or definitive claims abdst findings for qualifications
frameworks in general. Budgetary constraints séydimited the amount of time that was
spent on each study. More time would have providede nuanced and in-depth analysis.
The case studies cannot claim to be comprehensianerely provide some insights and
perspectives on the frameworks in the countriesnix@d. The hope is to provide some
empirical evidence about the extent to which gigalifons frameworks have impacted on
labour markets, directly or indirectly, in the se#éd countries, and analysis of what lies
behind success or lack of it.
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Chapter 4: Overview of the frameworks in
the study

In order to evaluate the labour market outcomeguafifications frameworks, it is
necessary to develop some understanding of whatlgxqualifications frameworks are in
the different countries, how they have been desigaad the extent to which they are
operational. One of the most striking findings dist research is how different the
frameworks are in the six countries in the studyorder to make sense of the findings, and
attempt to separate out issues, an overview ofdifierent frameworks in the study is
presented below. The countries are discussed abgiical order. This is followed by a
discussion of some of the key differences and anitigs that were found.

Belize, Jamaica, and the Caribbean Vocational
Qualifications

In the Caribbean many of the small island natioagehframeworks of vocational
qualifications, also known as NVQs, which contaie toccupational standards against
which TVET is offered in the various national syste The two Caribbean countries in this
study, Belize and Jamaica, have their own nati@tahdards, which are described as
competency-based qualifications, and offered inrth® ET systems. Some Caribbean
countries, mainly Jamaica, have submitted theirupational standards to the regional
framework of vocational qualifications, the CaribbheVocational Qualifications, and have
had them accepted as TVET qualifications for tygore

The regional framework in the Caribbean is différenother regional frameworks.
Instead of being a ‘meta-framework’, or set of lev&gainst which different countries in a
given region can benchmark their qualificationsjsitbased on occupational standards
developed by member states, mainly Jamaica. Theseswbmitted to the Standards
Committee of the Caribbean Association of Natiohalining Agencies and the Regional
Coordinating Mechanism for Technical and Vocatidadlication and Training for review,
and are then forwarded to the CARICOM Council foci@l Development for approval as
regional occupational standards.

The regional framework has its origins in the CARIZ Single Market and
Economy, through which governments in the regiovehzied to create greater economic
integration and movement of people. In 1990 Mimsstef Education across the region
adopted a regional TVET strategy, and, buildingatiempts to align TVET in the region,
in 2002 a Caribbean Vocational Qualifications Frawmek was officially adopted. In 2003
the Caribbean Association of National Training Ages (CANTA) was created, to
coordinate TVET in the region, including coordimgtithe framework.

The framework which was adopted had five levels] was modelled largely on the
Jamaican competency-based training initiative thederway. Initially it was intended to
integrate education and training qualificationsoasrall components of the education and
training systems, but currently it contains onlcational qualifications. The bulk of the
qualifications on the framework are at the loweels.

The framework was intended to facilitate movemetvorkers in the region. The
extent to which this is actually the case is limiitgy the reality that while all CARICOM
countries officially subscribed to the frameworkemhit was adopted in 2002, only five of
the 13 countries have actually implemented the cateal training, assessment, and
certification systems required in order to havedhalifications awarded; of these five, two
joined only in the last year.
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There are now developments underway to create apredmnsive regional
framework, the Caribbean Qualifications Framewarkjch will consist of eight levels,
defined in terms of broad learning outcomes. Irs tbontext, countries are now also
attempting to develop comprehensive national guatibns frameworks for their entire
education and training systems.

Some specifics of the systems in Belize and Janzaediscussed below.

Belize is a very small country, with a populatidnjust over 331 000 people, with a
GDP per capita of USD 4 619 in 2013, accordinghe International Monetary Fund
(calculated according to purchasing power parityHPthe figure is USD 8 014 GDP per
capita).

Belize has a system of national standards which cam@piled into a national
vocational framework of qualifications. Each quahtion is a year long, corresponding to
a particular level on the framework. The bulk oaljications are low-level, mainly levels
1 and 2. The qualifications are mainly offered tlylo six public institutes for TVET,
which have boards that include employer representathe institutes have to apply to the
Ministry of Education, through its Employment Trizig and Education Services Unit, to
offer specific NVQs. If approved, they receive furglto do so. Curricula and assessment
are developed through the ministry, and not byinldéevidual institutes. There is also some
on-the-job training which is not aligned with th&®s, although some is certified through
international bodies. This small island state haerg small TVET system compared to its
school and higher education systems (the raticcafniers in NVQs compared to higher,
secondary, and primary schooling is 1 to 9, 1 toa?8l 1 to 84 respectively).

A National Council for TVET was created to overske system, and is responsible
for the development of a National Human Resourdieytramework for TVET, as well as
the assessment, certification, and award of NV@d, monitoring of all TVET in Belize.
The creation of such a body is a requirement fatigpation at a Caribbean level.
However, it is a voluntary body without full timea$f and an operational budget. The
actual work is delegated to the above-mentioned I&ngent Training and Education
Services Unit of the Ministry of Education.

Belize intends to develop a comprehensive natigoalifications framework which
covers all education and training in the countrigich is the general trend in the region.

Jamaica is a larger country, but still small, watipopulation of just under 3 million,
with a GDP per capita of USD 5 100 in 2013 accagdmthe International Monetary Fund
(USD 8 487 GDP per capita PPP).

Jamaica was one of the first countries in the @adin region to establish a national
framework of vocational qualifications, in 1994.iFlearly activity perhaps explains why
most of the occupational standards for the regiogadlifications framework were
developed in Jamaica by the national bodies digcligslow.

The Jamaican competence-based training system ssutiated qualifications used
the Australian system as a model. Five levels wesated, intended to correspond to five
levels of employment. The idea was to have cedtiis at levels 1 — 4, and diplomas and
associate degrees at levels 3 and 4, and bachdkgiges at level 5. In practice, however,
higher education has not used the framework. Thsreabout 500 occupational standards
registered on the framework, the bulk of whichlave-level (levels 1 — 3).

TVET is mainly offered through a network of pubficoviders under an organization
called HEART (which stands for Human Employment &a$ource Training), which is the
Vocational Training Development Institute of Janaaithe initial standards for the NVQ
gualifications were developed by HEART.
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France

Most of the organizations under HEART offer qualitions at levels 1 to 3, but one
offers higher-level qualifications, some of whicte accredited by HEART and some by
the University Council of Jamaica. This institutiaiso trains TVET instructors. Since 1994
HEART's role was expanded to that of a Nationaliffiry Agency, which included
managing and being funded by a national skills l&tythe same time, a National Council
for Technical and Vocational Training was estal@dghunder HEART. This body now
oversees the development of standards for the dempebased qualifications, accredits
training programmes and institutions, and awarde tHVQs. HEART maintains
responsibility for coordinating qualification andraculum development teams.

In other words, HEART has two components: it ieanvork of providers, and it is the
authority responsible for managing the qualificasioframework and quality assuring
providers. These two areas of responsibility apassed into different components of the
organization.

Employers are active board members of HEART, alghotheir participation in
standards development seems to be uneven.

Workforce development institutions are being essabld in collaboration with
employers, the universities, and the Universitffe€hnology Jamaica, to offer higher-level
qualifications in specific sectors. The universtiand the University of Technology do
currently offer some TVET programmes, but theyrasebased on the NVQs.

Jamaica is intending to develop a comprehensivienadtqualifications framework
covering all parts of the education and trainingtesn.

In terms of its qualifications system, the mainntleefrom France seems to be
continuity, strong general education, and a regdldbour market, with new challenges
because of an emerging two-tier labour market.

France, with its population of just over 60 millipeople, is the fifth largest economy
in the world by size of GDP, and second largedtunope after Germany, with a GDP of
USD 2.7 trillion and GDP per capita of USD 44 062013 according to the International
Monetary Fund (USD 39 813 GDP per capita PPP). dergorobably has the most
functional framework in this study, because whahatv recognises as a qualifications
framework, the National Register for Professionattifications (Repertoire National des
Certifications Professionnelles) is largely the sagualification system that has been in
place in France for further education and trairsimge the early 1970s.

France was not considered one of the ‘early s&rierthe first literature describing
the development of qualifications frameworks, ppehbecause its systems were different
from those of the English-speaking countries inathihe term qualifications framework
emerged. Nonetheless, the French framework is rmsidered an established one. The
principles of the French framework have some conatittes with the goals of the
frameworks which emerged in English-speaking ceesitrand which many countries
adopting qualifications frameworks have tried tdanin a degree of equivalence between
upper secondary qualifications for academic andatiroosal programmes; a notion of
occupational standards or occupational competemoepged by social partners; the
possibility of obtaining any qualification listedh ithe register of qualifications through
assessment of prior learning and experience; aod{ importantly for the purposes of this
study, a clear and accepted relationship betweeatifigation levels and employment
levels. As will be seen below, these features hawmerged over time, with incremental
developments that could be compared to the Scdttashework discussed in the 2010 ILO
research. On closer examination some of the appai@iiarities with other qualifications
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frameworks may be less similar with the qualifioas framework in English-speaking

countries than appears to be the case at first,sighwhat underpins this framework is
strong provision of vocational education that cortaa substantial amount of general
education; broadly defined occupational standaagst labour market regulations which

have favoured workers. These factors may be kegcésphat have made the system work
in the past—and the last in particular is threatdmgan emerging two-tier labour market.

The National Register for Professional Certificatiohas five levels on which are
included all qualifications from senior secondatiyeation upwards, although many higher
education qualifications have not yet been includdr Register plays an important role in
bringing together education and work. It also play®le in the governance of vocational
and professional education and training. The Natidtegister is overseen by a structure
called theCommission National de la Certification Professielt(National Commission
for Vocational Qualifications) or CNCP.

The creation in 1965 of a technical baccalaureate e seen as the first step in
creating a relationship between general and vataitieducation. Technical and vocational
education were officially put on par with generdleation. Since 1808 general education
had led to the prized baccalaureate, which gavesact higher education (Cam, 2001).
This is why the creation of a technical baccalateregas significant. The technological
baccalaureate later replaced the technical bacestr) continuing a tradition of a
substantial component of general education, sigdaili the fact that 80 per cent of students
continue with their studies (Bouder & Kirsch, 200This tradition of general education
within vocational education perhaps has facilitatedtronger degree of comparability
across different sectors of the education anditrgisystem than is found in many English-
speaking countries.

Currently, as in many countries, in France it isnpalsory to go to school until 16
years of age. At this point learners have a chofdéaree certificates, all of which are titled
baccalaureats. While there is a generally perceedrchy of these qualifications, (Cam,
2001) they are all substantive and formally eq@rtlqualifications, and can all lead to
some further or higher education, although witledént pathways and with, inevitably, the
more prestigious trajectory (higher education) llegdrom the most academic of the three
gualifications. For those taking the technologidadccalaureate or the vocational
baccalaureate the common trajectory is two-yearsesufocused on specific areas of work.

In 1969 a grid of ‘training levels’ was adoptedtiwthe explicit aim of linking the
education to the workplace. While duration of ediacawas important here, the levels
were anchored against definitions of staff in weituations, which were then linked to
qualifications. This, as Bouder and Kirsch (200@npout, was circular: the levels of work
were defined according to the levels of educatisunally required for work at that level.
Nonetheless, it seemed to work. These levels alsodlized what is often seen as one of
the important roles of a qualifications frameworkcemparison across general and
vocational education.

A law was passed in 1971 which emphasized the o§lemployees to training and
the obligation of employers to finance training,vesll as the importance of training for
unemployed people. In 1972 the Technical AccreditaCommission of Technological
Qualifications Commission techniqgue d’homologation des titres dblothes de
I'enseignement technologiquewas established to maintain a list of accredited
gualifications and diplomas, which automaticallycluded diplomas delivered by the
Ministry of Education. This brought qualificatioasross different sectors of the education
system into the same set of qualifications. Thegalifications were, in many cases,
defined by broad occupational standards which vieieed to occupational fields, and
which had been agreed on by social partners and dieectly related to employment at
specific levels, with specific expectation of reratation and employment conditions.
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In 2002 this commission was replaced by the Nati@ammission of Vocational
Qualifications Commission nationale de certification professiot@)el The new
Commission had the job of improving the legibildf diplomas at the national as well as
the European level. So, the introduction of theli§joations framework in its latest form
was driven by the harmonization of the French systéth the European one. The 2002
French Social Modernization Law extended the dethes had already been in existence
for many years for the Ministry of National Educetj Ministry of Employment, and
Ministry of Agriculture, three large departments igéh each have a large number of
certifications. Through the creation of the Nationdommission for Vocational
Certifications, the 2002 law has extended the safphe system to other ministries. The
National Registry for Professional Certificatiorss donsidered as the national reference
point for the European certification frameworkla¢ French national level.

Thus, the basic five level structure which has haexistence since 1969 was used in
2010 to align French qualifications to the Europé&amalifications Framework, and is
officially now the French national qualificationsamework. The language of knowledge,
skills, and competences which was adopted in thegean Framework is seen by some
researchers as originating in the French systemh,has certainly been compatible with
how that system operates. Others suggest thaatigedge of learning outcomes has been a
shift in French policy, although what exactly tehift means and what its impact is remains
unclear. Correspondence between the French ardutopean levels has been established
but there are still inconsistencies between the tagarticular, in the French grid Master
and Doctorate are at the same level, unlike theogan one which classifies them
respectively at level 7 and 8. Moreover, in thedpaan grid there are two levels (2 and 1)
below the lowest level (5) of the French grid. Bes&in France the lowest level is the first
one protected by collective agreements adding rewels below it would mean opening
room for the ‘low skill, low pay’ recruitment progsges, something trade unions oppose.

For reasons stemming from the transition from tlexipus system (between 1972 and
2002), two grids were used until a recent datgite of the order issued setting up the new
framework. Certifications issued by the French stis of education and higher
education used a grid dating back to 1967 basetherduration of the studies. Other
certifying bodies used the inter-ministerial gricagn up in 1969 to classify certifications
in relation to the level of autonomy and resporisybin a work organization.

Through participation in the Bologna process, thess been change to the higher
education structure in France. The previous stractnas fragmented, and has been
changed quite substantially (Malan, 2004). One eguence has been that non-university
higher education has become closer to universgiédri education (Witte, van der Wende,
& Huisman, 2008). The implementation of the Bologmacess recently led to abandoning
references to the 1967 levels of studies for theofean licence, master and doctorate
system. In 2009, the French ministry for educatimtided to abandon the 1967 grid.
Reflections have been under way for several yesasiapt the French grid to make it more
compatible with the European framework. It seenasydver, that this process is going to
be long and complex and to date an 8 level grid yedsto be elaborated. The current
qualification framework used in France refers biacthe 1969 grid.

All of this takes place in a labour market and exoit context which, while good by
the standards of much of the world, is growingrigeicurity. Since the 1980s the economy
has grown only slowly, and currently unemploymetainds at an all time high of 9.2 per
cent. Because high unemployment has been attridyteshany policy makers to overly
rigid labour legislation, reforms since the late8Q9 have fostered a labour market with a
dual nature: protected permanent or open-endedamdsiin which the majority of workers
were employed, and far less protected fixed-termtrects, existing in parallel. While
fixed-term contracts cover around 12 per cent ofkexs in the private sector, they have
increased dramatically over the past 20 yearsnamdrepresent the most common form of
entry into employment for young people. The proteciafforded to people under short-
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Ireland

term contracts has declined dramatically, while phetection associated with long-term
jobs has been reduced slightly. This is likely teate challenges for the qualification
system.

The main theme emerging from our study of the Iridational Framework of
Qualifications is change, primarily in terms of tiigional configuration, but to some
extent in terms of the rules and organization ef flamework itself. The framework as it
currently stands has been through a number otib@s with the most recent in 2012.

Ireland has a population of just under 5 milliorople, with GDP per capita of USD
48 608 in 2013 according to the International Manefund (USD 44 663 GDP per capita
PPP).

A key driving force behind the creation of the flamork in this country has been an
attempt to create more coherence in further edutatnd training, which was fragmented,
and encompassed a wide range of different typgsrajrammes, providers, and award
systems, as opposed to schooling and higher edncatiich both had a strong tradition of
nationally recognized certificates and award bodi@ser the past century various
programmes and interventions had emerged attemptingmooth the transition from
school to work, and attempting to improve the skilf job applicants. A series of different
organizations emerged, and were merged, reorgaranedreconfigured over the years. In
the early 1990s numerous projects emerged attegptinprepare out-of-work young
people for the workplace. Having credentials far training young people were receiving
was seen as important, but none of the existindjfaqpadions seemed appropriate. Various
processes culminated in the formation of an AwaBdsly for vocational awards—the
National Council for Vocational Awards, establishied 991 to provide certification for the
further education and training sector. It was twsncil which first developed a ladder of
gualifications, in an attempt to bring some coheeeto the fragmented provision within
further education and training. This ladder of dfications, with its notion of modules that
could be accumulated, laid the groundwork for thalifjcations framework.

However, there was still fragmentation: there wete least four other bodies
recognized to issue awards at the same levelsqiiikfications issued by the Council did
not always articulate with those issued by othercstires also located in further education
and training. So, in 1999, an act was promulgatbtéthvcreated a single body to make
awards for further education and training, in thecpss merging or subsuming the various
existing bodies. This act also created a Qualificat Authority, to establish an overall
framework which would link further education anditing to the rest of the education and
training system; there had also been some chamg#setbodies responsible for higher
education.

So, by 1999 there were three awarding bodies @boaling, further education and
training, and non-university higher education resipely), and a Qualifications Authority.
The universities issued their own qualificationst b Quality Board was established for
them in 2002. While some coherence had been creaiih further education and
training, there were problems with articulation.

In 2003, the ten level National Framework of Quedifions was officially introduced,
as a comprehensive framework encompassing all #édocand training in the Republic -
primary, secondary, and higher education. A keiomate for the framework is to make
gualifications easier to understand, and to imptowe they relate to each other.

The next major change occurred in 2011, and inebheform and reorganization of
the providers of vocational education. Until the® 3¥ocational and Educational
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Committees had been the main public providers. Mee merged and reconfigured into
16 Education and Training Boards. The other lamgeider, which organized a network of
provision for certificates mainly at levels 3-6 tre framework, was also reorganized at
this time, and a new organization was created whth responsibility of funding and
coordinating further education and training prognas.

A new awarding body, Quality and Qualificationsldred was created the following
year (November 2012). This is the key body in teahthe framework, and was created in
2012 to replace four previously existing structugdse Further Education and Training
Awards Council, the Higher Education and Trainingvakds Council, the National
Qualifications Authority of Ireland, and the Irifhiversities Quality Board).

The main role of Quality and Qualifications Irelaisdto maintain and develop the
qualifications framework and oversee the qualityuagnce of providers. This includes the
development of a register of all programmes thadl > awards on the framework. These
functions are prescribed in detail through its ¢iduning act.

Another important and recently created body is SSLAhe authority for further
education and training. This body, created in 20%3mandated to focus on planning,
funding, and developing an integrated further etlanand training sector.

A crucial element of the Irish National FramewofkQualifications is theaward—a
term signifying either a qualification or a recaggd part of a qualification awarded by
relevant awarding bodies in Ireland in recognitidra specific range of learning outcomes
achieved. The National Framework of Qualificatiaes$s the overall standards of awards,
together with the measures taken by the awardidgeb@and programme providers to build
and monitor their quality (Mernagh, 2011). Awarcdrstards are expressed in terms of
learning outcomes. They were developed within furtbducation and training, and apply
there—from levels 1 to 6 on the framework. Eaclelédas a set of ‘standards of learning
otucomes’ that are expected of a learner at that.l&hese include two statements about
knowledge, two about skill, and four about aspeaftsccompetence. This makes for a
relatively complex system containing a grid of &l

Currently the newly established Quality and Quedifions Ireland is maintaining and
developing them in terms of four award types. Tdwer ftypes of awards were introduced
with the 2012 reform: major awards (16 types of lifjoations), minor awards
(components of qualifications), special purposerdgjaand supplemental awards (top up
or refresher in addition to existing qualificatipnsExisting qualifications will be
deactivated by the end of 2015, although in practi@ny of these qualifications will be
revised, not replaced.

Quality and Qualifications Ireland has processes dstablishing whether a new
qualification is needed or not, and supporting tevelopment of standards for new
qualifications, particularly those indicated by kedsuch as the Expert Group of Future
Skills Needs.

The various reforms leading to what is now Quadiyl Qualifications Ireland and the
Irish Framework of Qualifications have all been tested and criticized—which is to be
expected given the number of changes. An intemabw conducted in 2009 by the then
Qualifications Authority Ireland suggested that tfimmework was succeeding in
improving knowledge of the qualifications systemeating stable qualifications which
were trusted, influencing curriculum and pedagoayd creating new opportunities for
progression. The study also aknowledged challengeduding confusion about the
equivalence of gqualifications at the same levdfedng expectations of qualifications that
gave licenses to practice in professional and aatoopal contexts, and limited employer
awareness of the framework. It was hoped that &t necent changes would address these
concerns.
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The context for the recent changes is serious @onnaroblems. Ireland was severely
affected by the recent global financial crisis,w@DP falling in real terms between 2008
and 2010, and the economy contracting. Unemploymas# accordingly, although with
some exceptions, particularly in information andnoaunications, education, and health.
The greatest decline was experienced in constructio

Sri Lanka

Sri Lanka has a population of 20.5 million, withG®P per capita of USD3 204 in
2013 according to the International Monetary FUJ8ID9 583 GDP per capita PPP).

The National Vocational Qualifications FrameworkM@F) in Sri Lanka currently
encompasses a large component of the TVET qudldite on offer in the country.
Although TVET is a relatively small component oethducation system, there is a large
array of programms available, offered through ailssing diversity of types of providers
which are in turn regulated by various differentolpu institutions. The framework of
vocational qualifications, or NVQs, was created2®05 in an attempt to create some
coherence. The history of TVET in Sri Lanka is impat to understanding the current
system and dynamics.

Maurer (2012) describes this history since coloriales. From 1859 onwards,
missionaries opened more than 100 industrial sehalblover the island, which mainly
offered training in agriculture and craft to disadtaged youth. This gradually shifted, and
a focus emerged on preparation for public senditel893, the Department of Education
opened a technical college in Colombo, which inetb@n academic curriculum designed
to train employees for the upper echelons of thdipworks departments and emerging
industries. Maurer goes on to describe post-inddgrece governments as not taking TVET
particularly seriously, so that by 1976 only 0.4%ab students were enrolled in TVET,
which at that time was the lowest share in Asiawkler, after this training programmes
started to increase, coinciding with a growing exoit demand for skilled personnel and
rising wages for employees formally trained at tsrafnd technician levels. And in 1994,
with a new government whose core electorate wa, rarfocus on TVET increased, with
the creation of the Vocational Training Authoritypder which a large number of training
agencies were concentrated, and started to offdicpeocational training programmes and
basic education to rural unemployed youth. Abol@ Riral Vocational Training Centres
were opened within three years, a very signifigartlic investment which, Maurer argues,
was contrary to the donor advice and support Snkhawas receiving at the time, but
worked well because of the public investment, tamand from rural youth for additional
education in the context of highly selective higkducation, and absorption of the youth
who were trained by an economy sustained by impobistitution policies. This public
investment in provision, as is discussed belowtinaad.

The Vocational Training Authority remains signifitaas the largest public provider,
with a network of about 400 training centres, tlglouwhich most of the TVET
programmes against qualifications at levels 1 +#h® NVQs are offered. The numbers of
these training centres has increased substantiedly the past ten years—there were only
31 in 1995. This body was located within the Vomaadil Training Division of the Ministry
of Youth Affairs and Skills Development, althoughcent ministerial restructuring has
changed this arrangement. The NVQF is locatedérstime ministry. Within the Ministry
of Youth Affairs and Skills Development, the instibn responsible for the framework is
the Tertiary and Vocational Education Commissionkel the Vocational Training
Authority, this Commission falls under the Vocatbri raining Division of the Ministry.
The Commission was established in 1990 with a gomgrbody of 15 members, 10 of
whom represent employers. The Commission is redplengor quality assurance of
providers and certification of TVET programmes, aaldo maintains a Labour Market
Information System. Private providers need to lggstered with the Commission. While
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there are still multiple ministries involved in tlielivery of TVET, there seems to be
increased coordination.

Another significant institution in relation to thvQF is the National Apprenticeships
and Industrial Training Authority, which oversebs training of apprentices, including the
development of standards for apprenticeships,rtieing of assessors, and the conducting
of assessment and national trade tests. This Atth@so issues apprenticeship
certificates.

Also under the same ministry, through its DepartnahTechnical Education and
Training, are 38 technical colleges. The Ministastalso other divisions responsible for
youth development, small business developmentastifucture, and skills development. It
also houses institutes offering vocational prograsmmhich are not NVQ programmes.

NVQs at levels 1 — 4 are primarily offered throudle public training centres under
the Vocational Training Authority. NVQs at levelsabd 6 are offered by 9 Colleges of
Technology, which, as mentioned above, fall under@epartment of Technical Education
and Training, which is also under the Ministry obuth Affairs and Skills Development.
There is a process to establish university collegader the same department, as well as
more Advanced Technological Institutes—there arerectly 12—under a different
ministry, the Ministry of Higher Education. NVQs latel 7, the highest level, are offered
through the University of Vocational Technology,iethwas also recently established, and
has developed and expanded.

The NVQs are supposed to be the standards agalmish \&ll provision takes place.
The first 45 standards were developed by the Nalidmstitute of Teacher Education,
which is now the Faculty of Training Technology the University of Vocational
Technology. Standards are now developed by the niemlhand Vocational Education
Commission, except for apprenticeships, in whickecthe National Apprenticeships and
Industrial Training Authority develops standardgsotigh sector specific committees.
Standards are then endorsed by the Technical andtidoal Education Commission. The
original standards, developed through grant fundiaye not been revised. Some have not
been used, but numbers were not available. Forl [évihe University of Vocational
Technology develops the standards and the assbaatéculum for the programmes that
it offers.

A third ministry with some role to play is the Matiy of Higher Education. The
Ministry of Labour does not seem to have a majte, ralthough it does run some training
programmes.

The NVQF can be seen as intended to create coleietnicree main ways. One is by
having levels on the framework, so that differenldications can be placed on the
appropriate level. In this regard, there are somgigions for benchmarking qualifications,
and therefore some, although limited, progres®ims of relating different qualifications
(non-NVQ qualifications) to the framework. The sedds by having competence-based
TVET qualifications which, it is hoped, all TVET garision will happen against. This has
happened to some extent, predominantly in the mpabiic network of TVET providers,
and mainly at levels 1 to 4 of the framework. Standd developed are accompanied by
specified curricula and other centrally developessgpriptions. The third way in which the
framework is intended to build coherence is by atey of provider registration and
accreditation against the competence-based quaidits. This has been implemented to
some extent, although primarily for qualificaticaislevels 1 to 4. While registration with a
statutory agency—the Tertiary and Vocational EdocaCommission—is a requirement,
in the new National Human Resources Employmentiaihe government has recognised
the need to improve quality assurance systemsraamitig organizations. And, as noted
above, the bulk of provision happens through thaitng centres which are directly under
the Vocational Training Authority.
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Tunisia

What currently exists in Sri Lanka, then, is a feavork of seven levels, containing a
set of qualifications that a fair amount of (maiplyblic) TVET provision now relates to,
with some mechanisms for ‘benchmarking’ non-NVQlijgations against the framework.
The 7-level national vocational framework runs fraational certificates which designate
‘entry level competences’ at level 1, to Bachelai&grees at level 7, although these are
limited to the degrees issued by the Universityotational Technology, and not those
issued by the other public universities. This gystd qualifications, with accompanying
assessment and quality assurance, enables indwittuget government-endorsed TVET
certificates.

As in many countries, the reforms which introdutieel NQF also introduced a new
gualifications and curriculum model and institutdmeform, as it attempted to create a
single set of agencies overseeing TVET. And, asamy countries, it is hard to separate
cause and effect, and estimate how much the cquatldin modelper sehas influenced
things. Unlike many countries, Sri Lanka has strongly supportedptovision of TVET,
and has built, developed, and supported publicigi@v at all levels. This continues, and is
a major factor influencing the nature of the systéne other key factor currently is a
rapidly growing economy.

The Ministry of Education is in the process of depég a comprehensive national
gualifications framework, into which the NVQF shddle incorporated. It is envisaged that
when a ten level comprehensive national qualificeti framework for Sri Lanka is
developed, level 7 of the vocational framework wikcome level 5 on the national
framework. Currently providers can offer their oeertificate, and there is no guideline or
regulation about minimum requirements for certigsaand diplomas. The hope is that the
NQF will lead to more stringent control and regidiatof qualifications in general.

Some broader contextual factors are important totut. Sri Lanka has a very high
literacy rate, and a strong school system. In thst gconomic growth was weak, and
educational provision relatively strong. Many sdheavers did not have the possibility of
entering the free but highly selective higher ediooasystem. Public provision of TVET
gave some competitive edge to such individuals irseéective labour market, and
government therefore focussed on creating and stipggrovision since the mid-1990s,
through the Vocational Training Authority, the lagj and most prominent provider of
TVET in Sri Lanka (ibid). This informed the goverant drive to reform and support
TVET in the 1990s, at times against the advice supgport of donors. More recently the
system has continued to grow substantially, ancegowent has continued to create more
institutions and enrol more students, in a new egvo context of a strong economic
growth—7.3 per cent in 2013, and with low unempleyn at 4.3 per cent.

Whilst Tunisia officially has a qualifications frawork, very little progress has been
made towards implementing it, and there is verylwaaolvement of key government role
players as well as social partners.

Tunisia is a middle-income country, with a popuatof just under 11 million, with a
GDP per capita of USD 4 317 in 2013 according ®ltiternational Monetary Fund (USD
10 998 GDP per capita PPP). In 2011, a revolutiesulted in the overthrow of the
government, and a new democratic system has bethe iprocess of being consolidated
since then, with parliamentary and presidentiadtedas held in 2014.

Officially established in 2009 after a design psxeatarting in 2007, the national
classification of qualifications (NCQ) in Tunisia a framework that links the diplomas
issued by the various institutions involved in iiag and education to corresponding
qualifications levels. It includes seven levelscomplexity with six descriptors formulated
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in terms of learning outcomes, and overarches géregtucation, TVET, and higher
education. A major objective was to improve occiguet! qualifications. It is also intended
to strengthen the links between the vocational atituc and higher education systems and
between them and the needs of the economy; moréaiers at improving the visibility of
qualifications for employers, individuals, and vbeaal and educational institutions.

The national context is one where a country hagsted considerably in higher
education, with a notable increase in universigdgiates, who struggle to find the type of
employment that they expect. While the economy teseloped, it is not growing
sufficiently. As in many countries in the worldetkducation system in Tunisia is criticized
by employers for not producing the skills neededH®y economy. It is nonetheless still in
place and free for all; every year the Tunisiancation and vocational training system
produces professionals that are employed outsidectluntry, especially in Europe and
Arabic countries. Emigration has become the onlgbM solution for many young
Tunisians to avoid unemployment or the downgradihtheir educational achievements as
the only jobs available are poorly paid and withyvbttle career opportunities. In this
context, labour migration has become a policy esetbby the state.

The framework was conceived of as a classificatidnqualifications, based on
previous classifications. The focus was on ratiaived and improving the existing
occupational classifications through level desorptand learning outcomes, rather than
developing new qualifications. It was hoped thatvd@uld have a regulatory role in the
labour market. In Tunisian labour law and colleetagreements qualifications are linked to
education and training programmes and related tplament levels. The NCQ added
descriptors to existing qualifications, without u@ng a redesign of qualifications. The
outcome-based descriptors are supposed to be gseskahe economy in processes of
recruitment, promotion, and remuneration. Howethg extent to which this actually
happens in the labour market is unclear, but séi&eiyg to be limited, based on the limited
progress in creating the framework itself. Theralso disagreement about the role and
implementation of the outcomes-based approach fimmnside of educational providers.
Due to the centralization of the system, no trgnamovider has the authority to change
training programmes.

The highest body responsible for the framework, @oeincil for Human Resource
Development, which was set up in 2002 as an advisody on education and is supposed
to meet once a year, has not met since Februarf. 201

Directly in charge of the qualifications framewadska national commission, situated
under this council. Created in November 2010, tben@ission was dissolved soon after
the revolution in January 2011 because its memiiers seen as belonging to the previous
regime. Subsequently, a new commission was institain the 25th September 2012; it
only sat once, on the"6of November 2012. It has a reduced role, with eugoon
registering existing qualifications, as opposediéweloping new ones. Even this new role
has been the subject of contention, and requiggsldtive amendments, which has not yet
happened.

The revolution of January 2011 is a direct andrawdifactor in the delays, both in
terms of the general instability which followed vasll as increased unemployment, and the
prioritization of other more pressing political teas, changes within employer
organizations and trade unions, and changes igarjiositions in the ministries involved.
There has also been disagreement internal to thenr@ssion, as in 2012 the Minister of
Vocational Training and Employment wanted the Cossioin to classify old diplomas not
included in the 2008 framework, but some memberth@fCommission challenged this as
it was not specified in the decree which estabtisheNothing came of the single meeting
the Commission held but a request to the Minisiethtange the law if the old diplomas had
to be classified in the framework.
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Nonetheless some reform of the vocational educatimtem has taken place, and
some of it seems to be broadly in the same dinectsothe qualifications framework. TVET
providers have consulted stakeholders and partartsnding a competence-based system
that was introduced in 1996. The content of trajnis, in theory, drawn in partnership
between the employers’ organizations and the Minigif Vocational Training and
Employment. Partners are supposed to start froanalysis of the work situation, proceed
with the development of a standard for the givdntjgme and develop training programmes
that produce the skills indicated as relevant. Herethese partnerships seem not to be
well-established, and the relationship betweerns#itng standards process and the quality
of training is unclear. In most cases the partripssheem to function when supported by
external donors which require them in order to styéor instance in the restructuring of
training centres. The process is uneven as thdifuning of the partnerships relies on the
knowledge and autonomy of the directors of traina@mtres, which vary considerably.
Similarly, quality of provision varies considerapBven when the standards are in place.
Sectoral organizations led by employers in fivet@esc have developed occupational
standards, which are intended to act as the basistréining providers to develop
gualifications and curricula (ETF and Cedefop, 20Ikhese sectors are electrics and
electronics, tourism, construction and public wodanstruction materials industry, fishery
and agriculture. The standards seemed not to bd atsdhe time this research was
conducted.

Quality assurance is seen as important in termsingdfroving education/work
relationships, but it appears that most initiativ@se remained at the experimental stage
before being abandoned and others have still noeived sufficient support and
operationalization measures.

The inability of government and of the economy teate jobs seems to be the key
driving factor behind the creation of the qualifioas framework. The Tunisian state is
battling against dramatically high rates of youttemployment, including significantly
high levels of graduate unemployment. Thus, emptymcreation is a focus of
government. In the vocational education sectorrethe a plurality of institutions and
stakeholders, and a general view that relationsltiptveen education and training
provision and the needs of workplaces remain we€®IET remains isolated from the rest
of the education system, and is very small, witkaation of the budget allocated to the rest
of the education system. There is a new initiaiegveen the Ministry of Higher Eduation
and the Ministry of Vocational Training and Emplogmt to work on better articulation,
and a TVET Reform Strategy adopted in November 204&s the need to align the CNQ
with the new human resource development visiom@icountry.

Some comparative comments on the frameworks
Scope - afocus on TVET

Three of the frameworks in the study are focusedtexhnical and vocational
education, and to some degree lower level profeakieducation. Two, Ireland and
Tunisia, are comprehensive frameworks, and the dvaork in France is intended to
include all education and training except the sthaystem. All countries in the study
intend to create comprehensive national or regianalifications frameworks. In all
countries, including those which already have matiocomprensive frameworks, what
stands out is concern with TVET qualifications, eside to reform them, and a desire to
improve their quality and raise their status. lh auntries the approach to developing
gualifications at lower levels was different to lnég-level qualifications, with a greater
emphasis on competence-statements for lower levelvacational qualifications. Even
where comprehensive frameworks exist this is aneisgithin them, and in all countries
was a factor in difficult relationships between TWENnd higher education, as the latter
typically does not use competency-based models.
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Comprehensive national qualifications framework8@lize, Jamaica, and Sri Lanka
were at a very early stage, and are not commemtéd this report, except to point out here
that there are likely to be various tensions behntbe existing vocational frameworks and
the impending national frameworks, as there arferdift numbers of levels, the levels
seem to have different meanings, and there arerdiff approaches to qualifications at
different levels.

Role

At its most simple, a qualifications framework is attempt to classify, or provide a
classification system for, the qualifications systef a given country or educational sector
within a country (Misko, 2015). At its most ambitigy qualifications frameworks are
intended as instruments to reform the deliveryriculum, pedagogy, and assessment of an
education system, as well as the use of qualiioatin labour markets. Researchers have
suggested various typologies with which to categoriand analyze qualifications
frameworks (for example, Allais, 2007; Raffe, 20@B09; Tuck, Hart, & Keevy, 2004;
Young, 2005). The 2010 ILO study built on these anggested separating out three of the
most key objectives of qualifications frameworksheTstudy proposed three types of
frameworks (wher¢ypesis used for analytic purposes) focusing on theiktgnded nature
of changes involved in the implementation of thalifications framework. The types are:

1. A single nationally accepted framework of qualifioas in which relationships
between existing qualifications are made explicit;

2.A device or set of rules and regulations which mideerelationships between
occupational entry regulations and educational ifications more explicit;
and

3.An attempt to use independently specified outcormedrive a range of
different educational reforms including translatlagour market requirements
into education products.

In the 2010 ILO study the development of a singiéamally accepted framework of
qualifications was seen as a work in progress—eotlst under change and
redevelopment—in all the countries examined. Thelifigs of the current study are no
different. The French National Register for Proi@sal Certifications seems closest to this
way of understanding a framework for technical aadational education, but universities
have in the main yet to get their qualificationsledi to it.

Ireland can also be seen as having achieved btoyamational framework that shows
the relationships between all qualifications oneofin the country. The framework
represents the full spectrum of education anditrgiin Ireland, and has a prominence in
the education landscape. However, the system haseeo without difficulties, and recent
changes in the institutional landscape are sedrave, to some extent, undermined trust
that had been built up in previous awarding bodiéss will take some time to re-establish.
This reveals an interesting irony of the attemptteate a single nationally understood
framework: the process of creating a single fram&wevitably disrupts some of the trust
and understanding that exists for specific qualifans, and in this sense the current
arrangements could be seen as a (perhaps necdsaekyjards step in terms of creating a
nationally understood qualifications system. It wasped that the new system would
overcome some of the challenges of the old, andceedragmentation and division in the
system. The case study on Ireland also showed elimiémployer awareness and
understanding of the framework itself, and sugg#dsis a multiplicity of rules and lack of
flexibility has created problems in implementatatrpoints.

Generally interviewees in Ireland concured that tnpeople could not comment on
the framework, but that there is awareness of évellof different programmes. Many
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interviewees emphasized that, “that’s the currdieyels) though the type of award is less
clear.” That is, people know that a qualificatisron a particular level on the NQF but they
are uncertain about the types of awards (whethisr at major or minor award etc). This
observation was said to be true of both learnedseanployers. A number of interviewees
affirmed this view and comment that the challerg¢hiat the system is too complicated,
“minor, majoret cetera from where | sit—it's too complicated and peogkt put off by
complexity” and another interviewee commented ttiag complexity of language, it's too
much”.

In Ireland it seems that through the Further Edanaand Training Awards Council
(FETAC), a previous award body subsequently replatteere was increased recognition of
the programmes that were offered in the vocati@mal education and training sector.
However, there have continued to be concerns that different components of the
education and training system are not yet alignadl iaterviewees suggest that the new
Quality and Qualifications Ireland, as an integaséructure, will assist to address these
challenges. However this has in turn created neirements and interviewees observe
that whilst there had been an understanding of RBEAC qualifications there is now
uncertainty about the status of the different typésawards. Quality and Qualifications
Ireland recognises this challenge and has placedsiderable emphasis on its
communication strategy and has embarked on an swé&enprocess of engaging
stakeholders. However the extent to which thesegdm can transform the way in which
the TVET sector is perceived and particularly gitlem economic challenges and the policy
emphasis on young people attaining higher educaa®discussed in the following chapter.

In Belize and Jamaica, and to a lesser extentiihaika, the frameworks of National
Vocational Qualifications could be seen as a sé¢hefmain national TVET qualifications
on offer. In Sri Lanka one of primary purposesled NVQs is to ensure that the multiple
technical and vocational education and traininggpammes and certificates relate to each
other such that learners, the public, and provigétisin Sri Lanka can understand them.
An interviewee from the Ministry of Youth Affairsnd Skills Development stated that the
system has allowed many non-NVQ courses to be ndapp& the NVQ, and another
interviewee from the Ministry observed that, “themee so many students that have
benefitted though this process.” Another intervievieom this Ministry stated that, “we
have been able to establish a unified qualificatramework and achieved one of the main
objectives of this framework.” However, in all tereountries, but perhaps most in Sri
Lanka, there is still a fair amount of TVET prowsioutside of the framework, and the
governments recognise that the frameworks are worgsogress.

Clearly, as the first study pointed out, creatingsiagle nationally understood
framework is not as easy as it may seem. When atigohas a large amount of different
types of qualifications on offer, relating them éach other can be very complex.
Qualifications frameworks generally attempt to tidy allocating qualifications to levels
on a grid.

Level descriptors which attempt to capture the resseof the kinds of knowledge,
skills, and abilities required in general at eaebtel of a qualifications framework is one
way in which frameworks try to relate all qualifitans in a country to each other. In the
previous study there were some countries which etefwvameworks as primarily grids of
level descriptors on which existing qualificatiooan be organized, and through which
existing qualifications can be understood. Levedaiptors were also seen as the base for
the development of new qualifications. The role l@fel descriptors did not emerge
strongly in any of the countries of the currentdstuln Sri Lanka, as mentioned above,
there is some provision for benchmarking non-NVQ@aimast the NVQ levels, but this has
been limited, and it is not clear to what extenteledescriptors are even used in this
process. In the Caribbean the emphasis is morehendevelopment of individual
qualifications than using levels to compare quadifions. In France the levels were
developed very pragmatically, and somewhat in &utar manner, looking at the
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qualifications which were generally required attigatar levels of the workforce, and there
are no descriptorger se In Ireland there are level descriptors, but tielynot stand out as
a major or particularly significant feature of thestem.

Two issues must be noted in this regard, whichd&seussed in some of the critical
literature on qualifications frameworks, but whichn also be seen in the current case
studies. Firstly, the definitions and meanings efels are contested, as is allocation of
qualifications to levels. Research conducted by fibvener qualifications authority in
Ireland, for example, confirmed that there was estation about what it meant when a
qualification was allocated to a level, and theeakito which qualifications on the same
level could and should be regarded as equivalergaith other. Secondly, even when
qualifications are allocated to levels, it is ntdac to what excent this actually clarifies
relationships between qualifications. For examgleualifications a, b, and c are all on
level x of the framework, but on obtaining themrfesas can only enrol for qualifications e,
f, and g respectively, then the ‘sameness’ thatciseved is limited. On the other hand,
more substantive ways of achieving some degresasheness’ do exist—such as through
compulsory general education components and bitoaatrdtical components. The French
system offers an example of both the problem aiatien here: three baccalaureates are
available, which are formally equivalent. They ddead to the same routes, and therefore
this formal equivalence can be questioned. To thené that the equivalence has meaning,
it has been achieved by ensuring that the currictil qualifications are substantive and
include general education and theoretical knowledge

A second way of understanding the introduction gbialifications framework is as an
attempt to make the relationships between occupatientry regulations and educational
qualifications more explicit. In countries which Viea widely used occupational
classifications governing the entrance to occupatiand with linkages to conditions of
employment and collective bargaining, this may hsier to achieve. And achieving this
single goal is relatively simpler than qualificatso frameworks which try to reform all
aspects of an education and training system. It raaretheless lead to complexity and
contestation, as two very different systems of sifecmtion have to be brought together,
with, inevitably, “many vested interests ... at woilBouder, 2003, p. 355). The French
system is, to a large extent, an example of a sstdeframework linking qualification
levels with levels of work and pay. It is hopedJamaica that the framework could play
this role with regard to requirements for work,nibt pay, but there is as yet very little
evidence that it is the case. The Sri Lankan fraomnkvis officially intended to play this
type of role in the civil service; again, the extemwhich it happens in practice could not
be ascertained, but it would obviously only appyfairly low level civil service jobs,
given the nature of the qualifications.

Key to this type of framework is a strongly regathbccupational labour market, and
it is this which has historically enabled the Fiersystem to relate qualification levels
explicity to levels in the workforce, through regtibn or collective bargaining agreements.
There is some tradition of this in Tunisia as walfid, as discussed above, the framework
was being used as an attempt to shift from the wmfequalification levels to learning
outcomes in collective bargaining processes, agthowe did not find evidence of links
with licensing requirements.

In countries where occupations are less regulatedemphasis on linking education
and work tends to rely on the involvement of seddtarganizations or committees of
employers to specify learning outcomes and devealopupational standards. Belize,
Jamaica, Sri Lanka, Tunisia, and the vocationallifigetions within the broader
framework in Ireland can all be seen as exampleaisfapproach, which seems often to
relate more to the third way of understanding tmroduction of qualifications
frameworks—an attempt to use independently spekif@mitcomes or competency
statements to drive a range of different educatioerms. Although all qualifications
frameworks use terms like ‘learning outcomes’ @mpetencies’, in this third approach the
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development of learning outcomes or competenciseéds as the focus, and the mechanism
through which the goals of the qualifications fravek will be achieved. It is assumed that
learning outcomes or competency-statements canebeatsis for curricula to be developed,
assessment and quality assurance to be conduntédettificates awarded. As discussed in
the 2010 ILO report, the NVQs in England were ihgt Clear example of an attempt to use
a qualifications framework in this manner, and #hestralian competency-based training
reform of vocational education followed in its fetwps, although the qualifications
framework in this country was a much looser arramg@. In both countries the reforms of
TVET qualifications attempted to get employers peafy learning outcomes, in order to
ensure the relevance of education programmes tdk,was well as to support the
marketization of the provision of TVET by using ooines as the benchmark for all
education providers, public and private. The modersive attempt to use this type of
gualifications framework to reform an entire edimatand training system can be seen in
the South African NQF, which collapsed and has lmsenpletely redesigned (Allais, 2007,
2011a). The 2010 ILO study found other examplethisf approach, although all less far-
reaching than the South African case.

In the current study, some of the frameworks s@measpects of the outcomes-based
approach. All countries use some notion of learrdngcomes or competencies, and the
systems in Belize, Jamaica, and Sri Lanka are ibestias competency-based. Although
the NVQ systems in Belize, Jamaica, and Sri Lankeevdesigned using the British and/or
Australian models, there are some significant diffiees. There does not seem to be a
strong separation of learning outcomes from culuwitu Privatization or decentralization of
provision does not seem to be a major factor. linhaée of these countries, as well as in
France, Ireland, and Tunisia, public provision &ET and further education and training
continues to dominate the system. In Sri Lankaartiqular, strong state provision has
increased substantially since the 1990s, with maw TVET providers being created, a
new University of Vocational Technology is beingaddished, and new university colleges
planned.

The imperative to get industry to lead the procgseé designing competence
statements or occupational standards, in ordebtairoindustry-specified standards which
are not linked to specific educational instituticarsd their specific curricula, is limited in
Belize, Jamaica, and Tunisia. In the main standandsscurricula are developed by TVET
regulatory authorities, with some consultation wetiployers in some sectors. In France
occupational standards are important, but are @b s1s dictating curricula. Assessment
and certification are centralized in Belize, Jaragand Sri Lanka. This seems appropriate,
especially where there is considerable public mion and where populations are small, as
it places less weight on the regulatory and evalyatapacity of government.

It is also perhaps important to note that to thentges in this study which officially
describe their systems as competency-based magelthis approach for the lower level
gualifications. More detailed analysis of curriaulgesign practices and the actual delivery
and assessment of education and training wouldekded to ascertain the ways in which
competence statements, occupational standardsleaming outcomes actually relate to
provision.

Institutional complexity

There were some instances that seemed to indicaténtroduction of unnecessary
organizational and systemic complexity. For examplevery small country like Belize
needed to develop a National Council for Technigcal Vocational Education, although it
has a small public provision system; it does netrs¢éo have been able to effectively fund
this council or make it really operational. Jamaltas the slightly unusual situation
whereby the same institution, albeit through défgrarms, plays the role of coordinating
provision and accrediting provision. This is rerag@nt of what the 2010 ILO study found
in relation to Mauritius, where the public body wiiorganized TVET provision was
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playing the role of accrediting private provideBath systems suggest that it may not be
practical for governments to treat public and pgevaroviders in the same way. Another
example of a conflict between the ‘pure’ policyigis and the reality in a country can be
seen in Sri Lanka, where, as in most educationesyst time-based qualifications
contradict the logic of competency-based approachibih are supposed to be neutral to
time taken to learn. As credit systems all haveheair core, some notion of learning time,
some competency-based systems have attemptedaacilecthe notion of learning time
within their curriculum development guidelines.

Evolution

The extent to which qualifications frameworks hagmerged organically and
developed over time is also an important factoe Fhench system, like the Scottish one in
the previous study, can be seen as a set of refofimthe use and organization of
qualifications starting in the mid-1960s. The sgstis a highly evolutionary one: what
exists on paper now is the result of progressivagmess over time (Bouder & Kirsch,
2007). The implication of Bouder and Kirsch’s argnhis that the success of the system
rests not so much on having the perfect qualiicatsystems or perfect occupational
standards, but on having a somewhat instrumentgragmatic approach that has been
developed through collective support and understgndnd is constantly being questioned
and adapted; a formalization of practice, more thay claim to ‘scientific’ reasoning,
through, for example, level descriptors. As subb,dystem is well understood, with buy-in
from most important stakeholders.

Social partners

All qualifications frameworks involve elements sueh new mechanisms for industry
engagement and reformed quality assurance arramggmegardless of the curriculum
model being deployed, and such arrangements cgnaptale in bringing social partners
together.

Status

In all the countries in this study qualificationameworks have legal status. In all
countries the framework was introduced with anaulgh the creation of new institutions,
and in some cases existing institutions were ghem roles.
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Chapter 5: Evidence of labour market impact

As expected, countries had little readily availadkta providing evidence of the
impact or lack thereof of occupational standardsicames or competence-based
qualifications, or qualifications frameworks innes of labour market outcomes. Very little
information was found by researchers about momi¢gpeind evaluation systems in place to
measure achievement of the aims and objectivesaffigations frameworks in the study.
We attempted to source quantitative data pertaitongraduate numbers by qualification
level, employment of graduates, occupational arehiacomes, labour mobility, level of
productivity/quality of work, job security, and &ss to training. Almost none of this,
except for graduate numbers, could be obtainedreTas also little quantitative data on
how employer knowledge of qualifications framewodd$ects recruitment practices and
employment terms and conditions. In Belize, Sri kagnand Tunisia, no quantitative
information or reviews were available. A few trastudies were found in Jamaica, from
which some analysis could be extrapolated.

Through interviews we were able to gain some catal# insights, and the discussion
below is mainly based on this. There were areashiith countries had achieved some
success in terms of improving the delivery of tiragnin areas required by employers, and
some of these are discussed below, although themtesd which the qualification design
and framework was a major issue is unclear in roases. In the four poorer countries in
this study, the most that could be said to be &ffely in place in the countries is a set of
competency-based standards or qualifications thgdoyesome degree of national
recognition. There was little clear evidence thahplyer involvement improved
responsiveness and relevance although the lackataf weeds to be acknowledged, and
efforts to involve employers in developing occupaél standards and to be involved in the
assessment of workplace training similarly refleablving approaches.

Below we present an overview of what we found alolingtict labour market impact of
the qualifications framework in each of the cowesriThis is followed by some of the
related issues which stood out in the research,vamidh may be of interest to policy
makers attempting to implement qualifications frarmeks and to researchers attempting to
understand what is happening in different countiié® issues presented are not reflections
of findings against clear indicators, but ratheinsights obtained which seemed to cluster
around specific areas of concern related eithexctlir to qualifications frameworks or to
the goals of such frameworks.

Overview: France

In France qualification levels have the cleare i occupational labour market of
all the countries in this study. There is a closktionship to the number of years of
training and the names of the diplomas conferrethbyMinistry of Education. While the
individuals interviewed within the French systenomvere clearly in support of it, did not
have specific empirical evidence of labour markepact, the system does seem to be
effective in the sense that training levels are egdled in occupational labour market
relations and understood and accepted collectivighg system is seen to work better in
large companies located in sectors where socidbglia is strong and th€Eommission
Paritaire Nationale Emploi Formatignsets qualifications needed in the sector. These
sectors include metal, auto-motive repairs, chelsiiead to a lesser extend hospitality.

The approach to the development of occupationadsials in France is described as
somewhat instrumental as opposed to scientifich whie emphasis being on discussion
amongst partners. This reinforces findings of presiresearch, that a major potential
contribution of qualifications frameworks is theeation of social dialogue. Occupational
standards are linked to occupational fields as sggdo specific jobs. The idea is not to
create a narrow description of the tasks undertdilyea novice, but to identify the wider
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professional domain, taking into account proces$eslaptation to the job and professional
integration (Bouyx, 1997). The development of stadd gradually spread to all vocational
gualifications. France also has a tradition of c@izied curricula.

Training has always been compulsory at the levethef workplace and employers
have to finance it in a manner that varies on #&sbof the size of the enterprise and the
number of employees.

Another contributing factor to strong relationships France, and a degree of
acceptance of the relationship between qualificat@and levels of work, is a long tradition
starting in 1965, and a series of reforms whichuphy different stakeholders on board.
France has a long history of labour organizatiod social dialogue. The qualifications
system was developed and used by social partngliged/ and accepted over time. In this
sense there are some similarities to how the Sbosystem was characterized in the
previous ILO study—in terms of incrementalism—aligb there is a clear difference, in
terms of an explicit relationship with work that svabsent in Scotland. There are, of
course, problems in France, particularly causelifply and growing unemployment. Policy
makers are attempting to counteract this with aidoon training, attempts to reduce the
cost of hiring, and reductions of employers’ cdmitions to social security. The
introduction and gradual increase of short-terms lggotected work contracts may
contribute in the long term to undermining the tielaships which exist between education
and work. The consequences of the 2002 reformitiireutt to identify.

Overview: the Caribbean countries

In most of the Caribbean countries the extent taclwithe qualification system is
enabling individuals to access the labour market,tlmt it affects wages and/or
performance in the workplace, is not clear. Jama&dae most advanced, and one of the
few countries that conduct tracer studies, albath vemall samples. The majority of
interviewees in Jamaica felt that the framework ealldvalue, and there were good
relationships in certain instances, particularlyerms of employer involvement at the level
of boards and councils, as well as in certain anedke development of curriculum and
standards. The qualification system could be seetme playing some positive role,
although it also seemed to introduce a fair amaintomplexity which did not always
appear necessary. In Jamaica HEART stated thatoxipmately 65 per cent of their
graduates are employed by industry. In Belize thpleyer interviewee suggested that
whilst they value the engagement that they havbk thi¢ TVET institutions, they have not
yet moved to a point where employers accept ahefqualifications that are on the NVQ.
Employers also cite lack of skills as a difficulty filling positions, and import skilled
workers in some instances. Some clear examples foarel of programmes with good
labour market outcomes outside of the NVQ systeon.example, in Belize the Tourism
Board has a strong focus on ensuring that indusdis/ the requisite human resources in
place and in some cases, such as tour guides,htney developed ‘license to practice’
systems linked to identified training programmeatthave been developed with active
involvement of the board, providers, and internaigpartners, but which are not part of
the NVQs.

Feedback from employers obtained by HEART showedean of 2.98 on a scale
where 4 was the highest rating. Performance rativeye varied according to the skill or
occupational area of the workers. Graduates whe wetployed in computer operations,
and skill trades such as auto mechanics, plumliagyentry, etc. received the highest
performance ratings by their employers (3.4 andr8spectively, out of 4). The duration
and level of the programmes was highlighted as acem, with most interviewees
recognizing that there are too many programmesafféor a relatively short duration and
at lower levels of the framework. The findings sesigthat employers do not consistently
value these NVQs with many preferring to use altermequirements such as the number of
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Caribbean examinations council (CXC) subjects, plae experience or local
employment.

Overview: Ireland

The public sector employer interviewees in Irelatated that they have found the
framework useful in making their decisions regagdiecruitment. Interviewees indicated
that they had found it difficult to navigate thedeirange of qualifications, particularly at
the lower levels, and now that this wide range wdlifications was on a single framework
it is easier for them to understand the level ef glualification and what may be required
for particular jobs. A study conducted in 2009 e tthen Qualifications Authority
suggested that the framework was playing a rolergating understanding across the
qualification system, as well as trust, and sthbéicross the education and training system
and had considerable potentialbe used in recruitment, in developing careenyays, in
planning work-based learning and training and gogaising transferable skills. In general
there was limited direct employer involvement ine tiprocesses of qualifications
development. An employer interviewee observed tmatdid not think the National
Qualifications Framework was well marketed or bethdobserving that, “if you were to
survey Irish enterprise and ask them what the NQFthey wouldn’t know. Those on the
inside can get into it because we are constandingdt, because we go looking for it, but
most guys in forms don't have a clue”.

A review of the apprenticeship system in Irelandentaken in 2013 found that further
education and training (FET) programmes are weaterims of helping people to access
employment. The report acknowledged a rapid ineréashigher education levels and
unemployment rates, and suggested that workersibathd out of employment had low
skills. This is surprising given the very high edtion levels in Ireland, although this is
admittedly a recent phenomenon. Recent reformsparticular the reorganization of
provision of further education and training as vealithe creation of a new body for funding
and coordinating provision, were hoped to solve Bk levels, but the reforms are too
recent to really evaluate. Ireland seems to haveldped a reasonably successful approach
to analyzing labour market requirements at a natidevel and ensuring that education
provision meets these, through a structure caledBxpert Group of Future Skills Needs,
which is comprised of representatives of businessployees, education, government
departments, and state agencies, and advisesishe@Government on skills needs and
labour market issues that impact on enterpriseecamployment growth.

Overview: Sri Lanka

From the limited sample of employers interviewe®imnLanka there was evidence of
limited recognition and acceptance of the NVQs fribm private sector. There are small
pockets of involvement from employers in the quedifion system, and employer
representation on official structures. There isic@f recognition in the public sector
through an official requirement for the public adrstration to hire NVQ graduates and to
link their employment level and conditions of seevito particular qualification levels,
although given that this is a recent initiative heaete information about how this has
actually affected hiring practices was not avagaldls mentioned above, what is also clear
in Sri Lanka is that TVET has been dramaticallyanged, and it appears quality improved
to some extent, through extensive public intenamtin provision; this looks set to
continue, particularly at higher levels.

There was a feeling from the interviewees in Srinkaa that despite the
implementation of a competency-based system thnd ggalifications were still not being
generated. One interviewee observed that therechedlenges with respect to the
investigation of demand and indicated that, “stusldmave difficulty in finding [work]
opportunities. We are not matching. We producewheng results—we train people who
are qualified in areas not required”. This persipecivas further evidenced by the myriad
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of concerns that were raised pertaining to occaopsati-particularly non-engineering
trades—for which there are no NVQs in place, suhetail skills, visual merchandising,
and salesmanship. Some employers state that thelgd ke NVQs to be put in place for
these occupations to enable the programmes thattineto be recognized formally. They
argue that this would increase the status of the&kvand may assist them to encourage
individuals to take up these jobs.

Overview: Tunisia

Progress towards the implementation of a framevirorKunisia has been very slow
over the past five years, and as such it was negible to even attempt to look for impact
in most instances. In general there was very lunigavareness of the qualifications
framework’s existance, not only from employers avatkers but even from government
officials who are nominally involved in its implemtion. There do seem to be some
developments with regard to the implementation @ompetency-based approach in the
TVET system, and this is briefly discussed whengrapriate.

In Tunisia, like France, there are relationshipsvieen qualifications and the labour
market, although we could not establish exactly lestensive they are in practice. Policy
makers hoped that the qualifications framework \dordstructure and strengthen these
relationships: the outcomes were supposed to b am®ss the economy in processes of
recruitment, promotion, and remuneration. This hasyet happened. A Tunisian expert
interviewed argued as follows about the desigmefftamework:

Labour law and collective agreements establishrectllink between level of education
and qualifications. That is such a diploma corresisoto such a job and thus to a particular
salary. On paper, the currentassification nationale des qualificatiof€NQ) through
outcomes-based descriptors should give employersigaal on the employee’s skills
independently from the diploma. Nevertheless tha faat the third column refers to the
diploma/degree means that the whole table isastithored to the education system. How can
we ensure that this diploma corresponds to thésskitluded in the descriptors of a particular
level? The reading of the table is made more compiethe fact that being Arabic writing
from right to left, you could read the CNQ tablettbavays; if the employer reads the table
from right to left is to say, degree towards leyelsis is gives a wrong signal on the
implementation of the CNQ. This happens in the exinbf an education and training system
characterized by a massification of diplomas anadgates who, especially according to
business do not meet the needs of the markete iCKQ is meant to bring together the needs
of the market to the employees’ skills it is acky#iling to do so.

According to one of the Tunisian experts interviyeldde implementation of the
outcomes-based approach is fraught with difficaltdue to: (i) low involvement of
business in the identification of needs in termgudlifications and in terms of skills; (ii) a
lack of supervision and guidance of trainers aadhiing centres; (iii) the non-allocation of
resources to either create an environment sinoldhé workplace, in terms of equipment
and facilities, or alternatively to have direct @sg to various professional environments;
and (vi) the absence of pedagogical control, iantrol over the teaching process by
educators.

Despite the lack of progress in implementing thalifoations framework, some
employers support it in principle, particularly fhe hospitality sector, where employers
believe that the qualifications framework could @&mte skills level in the sector; they
would hope that as a consequence, foreign multinatichains would be thus encouraged
to invest in Tunisian tourism infrastructure. Emydos in the hospitality sector, particularly
from tourism, have been particularly active in fvecess that led to the design of the
national classification of qualifications and cowogé to support the system; their
involvement was initiated in the context of a Ewap Training Foundation project.
Moreover, representatives of employers in the sdwwe raised concerns about the poor
interest young Tunisians show in vocational edocapaths in general and in vocational
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paths related to tourism in particular. They expketqualifications framework to uplift the
social status attached to jobs in this sector anebtational paths more generally. When
asked how a framework could uplift the vocationdi@tion system they explained that it
would provide clarity to pupils and employers, tugauld also give pupils the idea that what
they enrol in is also easily understood abroadvenen Tunisia but by foreign investors; in
this way, according to them, the national vocati@uucation system could become more
appealing. Nevertheless, and beyond the enhangdddlity of TVET qualifications due to
the qualifications framework, looking at the sturet of the Tunisian economy and at the
size of most industries—predominantly small and ion&d enterprises working as
subcontractors in low value-added productions aitidl weak recruitment rates—as well as
possible career paths in tourism, an industry cherzed by intrinsic scarcity of social
mobility opportunities, the choice of most youngniian not to embark in vocational
training, especially in this sector, does not appeational.

Relevance of curricula and qualifications and the
role of social partners

One of the original aims of competency-based tnginas to improve the relevance
of TVET qualifications. However, in all countriesyssems to develop and update
competence statements were problematic. In Sri dariar example, the standards
developed through donor support in the early deorelnt of the framework have never
been revised, and remain in place. Also, whileririésvees suggest that there are no unused
qualifications, graduation data suggests that ablyut half of the Sri Lankan NVQs have
awards made against them. It may be the case thatldér qualifications, which do not
specify competencies in detail but rather relat®@doupational regulations, together with
ongoing relationships between employers and prosjdeay be more effective in building
curriculum responsiveness.

Qualifications frameworks are seen by policy makassways of improving the
involvement of social partners in TVET, and invahent of social partners is seen as key
to improving the relevance of qualifications andrimula. But this involvement seemed to
be weak in most cases, with a partial exceptiofrrahce. Where there is social partner
involvement it is mainly at the level of institutial boards—whether of large public
providers or authorities. In this more generic leven councils, boards, and so on—they
may represent a general voice of employers, butldvoat be able to input the specific
requirements of workplaces or sectors. There wastdd specific sectoral expertise
obtained from industry roleplayers in the design sihndards. Where there was
involvement, in all cases employer involvement wsnger than trade union involvement,
the latter was almost non-existent in most cases.

Most of the countries have structures that attetopbring various stakeholders
together. For example, Tunisia has a High Courmil Human Resource Development,
which has an advisory role, and brings togetheristiias responsible for education and
training and social partners. This is suppose@ke place once a year. Like the employers
cited above, the Tunisian General Workers’ Uniohadpeful about implementation of the
qualifications framework, as they see it as a $tapards recognition of prior learning
(RPL), which they hope could enhance qualificatitexeels especially for older workers
who entered the labour market before the reformdofcation. However, in general unions
in particular either felt excluded from the systeros had not been drawn into them
directly. In many cases unions felt unable to pgréite in TVET or qualification reforms
because of the more immediate and pressing chakethgy faced, for example with wages
(Sri Lanka) or addressing retrenchment (Irelandhjs Bchoes the findings of the previous
ILO report. One of the case studies argues thag tisea need to be realistic about the level
of stakeholder involvement that is possible. Empteyand unions will typically only
choose to engage the system where it directly @&ffdweir needs; while there can be
consultation on broad policy this must be struaurea manner that takes into account
what capacity exists to engage in this, and thdibetate, and short processes need to be
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put in place where there is a need for employexds @mons to comment on specific
gualifications.

In Jamaica employers are active members of the HEARard, and employer
representatives interviewed suggested they plagyardde in steering the direction of this
institution. The positive relationship that HEAR&shwith employers was evidenced by the
fact that HEART was given the “Business Leader Al¥dor being the public body most
responsive to the needs of industry in the weektiith the research took place. This is an
award adjudicated by employer representatives. Ateniiewee from the Jamaican
Employer Federation explained that this award rezas that where they need a new
training in an area they are able to work with HHAR determine how this need can be
addressed. Other employers confirmed the resporessgeof HEART suggesting that they
believe that HEART attempts to meet their needbpabh the interviewees indicate that
there are varying levels of success in this regetHART's own research suggested
employer concerns that graduates were ‘inadequatelyared’ (22 per cent) and that the
HEART Trust was ‘too slow’ in responding to employeequests (24 per cent).

HEART maintains the responsibility for coordinatitig qualification and curriculum
development teams and they request employers toderoepresentation on these teams.
The extent to which this takes place is reportgtily interviewees) uneven with some
examples, such as cosmetology and constructionsenthe associations drive the process
very actively and the industry appears to take eship for the qualifications, whilst in
other cases the industry informs its members optbeess but there is little follow up and
interviewees were uncertain of the level of invohent.

This role was not confined to the process of cngatjualifications and standards, but
extended to curriculum development. Intervieweedicate that this process ensures a
consistent standard is maintained whilst enablivegnt to be more responsive to the needs
of industry. With respect to the latter they explthat it is possible for them to work with
industry to generate new qualifications in a stspace of time. An interviewee from
HEART indicates that it can take six months to digvethe new qualification and
curriculum in response to a request, and thenthduthree months to develop the learning
materials. They also state that this process stgppwr improved quality of provision.

Employers also participate in the National CounailTechnical Vocational Education
and Training, and are encouraged to play an amiecon standard generating, however, as
discussed below, this is achieved to a greatezssel extent depending on the industry.

The other area of involvement relates to directingds. One representative of
employers in Jamaica observed that whilst thegrsihe board, and are broadly happy with
what HEART does, there are some members that lieelthey should direct the funding
more. Another employer interviewee commented thatHEART Trust is perceived as a
tax and their members don’t have any influence dkerdecisions about how it is spent,
rather this is a government decision entirely. @éiest is that the interviewee suggested
that this is not a concern for employers as theesy$ias been in place for so long that they
simply accept it.

In Belize the NVQs were not directly developed wetinployers in Belize, given that
many of them were purchased, together with cuicdubm HEART, as well as some from
from Australia. However, there was some employegagement in the review of these
gualifications and curricula conducted by the Emgpient Training and Education Services
within the Ministry of Education and Sports. Thealjications then became the basis of
the NVQs in Belize. Where new programmes are requiry industry the Ministry works
with industry to develop these through the NatioGalincil on Technical and Vocational
Education and Training (NCTVET-Belize). Interviewwefom these institutions indicate
that the NVQs have provided a framework for thigedepment work and they suggest that
this has enhanced the quality of these programmes.
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Sri Lanka has a National Employer Federation. Thersome involvement of both
employers and unions in education and training #@sband policies at a very broad level,
as well as involvement through sectoral committelethe National Apprenticeships and
Industrial Training Authority. Although it is desibed as employer-driven, this role seems
much more limited in practice. The Employer Federatndicated that they don’t have a
direct involvement in the training, though theypesd to requests made by the Tertiary
and Vocational Education Commission (TVEC) includiassisting to disseminate the
message of the NVQ to industry. They indicate thate is a real challenge in this regard
as the standards have been developed, “but thal snarketing is very poor so TVEC has
all these standards but no one knows they have lleseloped”. An interviewee
commented that, “the majority of industries doniblw about the standards, that's a sorry
state. No point in developing standards if you ¢sgll it. They need a revamp and to have
a better marketing strategy, so we have startestings.

However, in the main employers reflected that theme few employer associations,
with the result that successful involvement in N\Vi@plementation has to be more
company based. This engagement at the level of @aoiep does not appear to be taking
place, and typically, despite the sectoral commdttef the National Apprenticeships and
Industrial Training Authority mentioned above, temployers interviewed indicated that
there was almost no involvement of companies, argarticular human resource people, in
the NVQ processes. Interviewees suggest that @sudt there is very little awareness of the
NVQ and human resource people do not consider N¥@ r@cruitment requirement.

Some interviewees suggested that to address tgan@nt between supply and
demand there is a need to improve the relationsatpreen industry, providers, and the
TVEC and in particular to increase the level ofdlvement that employers have in the
NVQ system. These observations suggest that desfbdds to ensure that the structures
and processes involve all parties, there aredtdllenges relating to the extent to which
social dialogue is resulting in technical and vimal training is considered relevant.

A few employers indicated that they have approat¢hedl'VEC for support but have
found that there is no capacity to move into tHesds with one employer observing that,
“we asked if they had standards we could relateltotrno, nothing. This area has not been
touched though it's a fast growing sector in Srhka’. The interviewee stated that they
had indicated that they could work with TVEC to dp these standards. This concern
about the absence of NVQs for certain fields ret#e the points made previously about
the absence of NVQs at levels 4 and above, andfliscted in the priorities for further
development of the skills sector outlined in thdidlaal Human Resource and Employment
Policy for Sri Lanka (Sri Lankan Secretariat fontee Ministers, 2015).

An interviewee that is supporting the developmdrthe NVQ process concurred that
the involvement of industry has not been sufficiant stated that in response they are
supporting the establishment of industry sectomcds. The Ministry is planning to start
with four sector councils, including in constructiewhich is likely to be the first
council—hospitality, information and communicatiotechnology and light engineering.
Interviewees explain that the sector councils axpeeted to ensure collaboration
commenting that, “to grow the TVEC sector we nefdrimation from industry and the
councils will help with this. It will be an employdody with government assistance”. It
was indicated that initially they will be estabkghas limited liability companies.

Strong stakeholder involvement in France seemdldav dhe system to be a fairly
pragmatic one through regulation procedures thajantly constructed between the social
actors. This enables stakeholders to jointly caiestsolutions and manage risks, instead of
attempting to do this by codifying everything invgonment policy.

In Ireland an interviewee from business commentest the process requires an
industry body to define a need and to then defireskills requirement, and this enables
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them to have a “genuine influence on occupatiomnahdards”. The same interviewee
confirmed the existence of many of the qualificati@nd a focus on revision rather than
new qualifications. They comment that this process+eviewing existing qualifications—
has been valuable in the re-design of the appesitip system, as they need to identify
relevant qualifications against which they desiga apprenticeship. Based on this process,
and a joint engagement between employers and mvid is suggested that they may
only need to “tweak” the qualifications.

Another interviewee, from an organization workinghaemployers to enable relevant
provision, but not primarily providing training, emnented on how they experience the
standard development process. The interviewee iegglathat as an organization the
process that they follow is to work with a netwofkemployers who would need to identify
where there is a gap and what standard is needheg. Would then need a memorandum of
understanding with Quality and Qualifications Iredato allow them to develop this new
standard. Once the standard has been developets ipgsted for broader consultation and,
“if OK then gets adopted and goes onto common asgstem”.

The interviewee stated that in some cases this syarking a process that they
recently supported, which focused on the developroérthe supervisor award for the
manufacturing sector. He stated that in this cheeetwas a good group of people, the need
was driven by government’s action plan for jobs ara$t of the components existed and so
the group simply had to bring these together argt “a little.” He indicates that they
started the process in January and at the powhih this study took place (June of the
same year) the standard had been approved already was a major award. He further
commented that the process was efficiently manageelied primarily on email with only
a limited number of meetings (four or five half dayeetings) in which employers
participated. The interviewee commented, howeVet in other cases it can be a lengthy
process to agree on a new qualification: he indgdhat his institution has a funding
mechanism that supports new certified programmeeldpment where employers have
identified a gap and that in some cases they fachatlenge as the network has not
completed the process within 12 months.

The interviewee observed that the changes to thelalement process have had some
negative consequences: initially a provider hadogmamme and this would form the basis
for the standard. This resulted in “a very nichpetyof qualification.” The interviewee
indicated that many of these qualifications “haeer squeezed out” of the framework and
suggested that the qualifications are increasifgtysed on education provision (rather
than the workplace) and that as a result in-compaaiping is suffering. This concern
relates to both the time required to participatéhese new processes, as well as the costs
associated with the development process and theegsoof having their programmes
verified against the standard.

Interviewees from Quality and Qualifications Iredamcknowledged that there is
sometimes a tension in the development of qualiioa and commented that employers
will say, “I don't think this is needed.” They irddited that there is a debate about how
much classroom time is necessary and what the dmksmould be between developing well
rounded individuals with general skills with whahgoyers require, which they suggest is
a “healthy pull”. Another interviewee (an employeiyo indicated that there would also
always be a tension with regard as to how fast epapt want things done: “business
requirements change so quickly and when employeast véomething they want it
tomorrow. Education and its cousin qualificationrad work like that”.

An interviewee from the employers confirmed thiggpective and stated that the
process of ensuring the involvement of employessgraven to be a complex process. The
interviewee confirmed that whilst employers realizat certain qualifications need to be
reviewed and re-validated there are challengesingléo the timing of processes and the
extent to which people can be involveinother interviewee working with employers
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concurred with these concerns and observed thanttedvement of employers has been
made more complex by the structural changes (ttedgamation of different agencies into
Quality and Qualifications Ireland) that have takglace in the last few years. The
interviewee commented that the Higher Education Braining Awards Council and the

Further Education and Training Awards Council wenéy ten years old and had managed
to create brand awareness, “people would say | laFerther Education and Training

Awards Council certificate, but now it's startingy@er again with different acronyms...”

Another employer commented that individuals fronteeprises are reluctant to
become involved in the NQF processes, as they ipertieem to be outside of their core
work. He indicated that they rely on the assocmtio present their perspectives and are
happy to do this. He indicated that he was on tht&iddal Qualifications Authority of
Ireland (NQAI), which was also a predecessor toQuelity and Qualifications Ireland. He
explaind that the Quality and Qualifications Irelahas now moved from a stakeholder
body to one that is constituted by experts (ther8eansists of ten members: this includes
the Chief Executive and nine members appointedhbyMinister). He suggested that the
new configuration is preferable as it ensures th@tBoard is more focused and that there
are individuals who understand the needs of ingusirthe Board and so these interests are
addressed in the engagements that take place.

An absence of, or weaknesses in, skills planning se@n as a problem in most cases,
although Ireland and France seem to have some gggidms in place in this regard. In
Belize, for example, companies recruited weldessfoutside the country, as they had not
planned which skills they required, and by the tiimey were certain of the skills that they
needed it was too late to train the required nunolb@eople. Interviewees suggest that the
effect of these practices is that there is limitedd for companies to invest in training. This
concern was also emphasized in Jamaica with aasimilncern that this meant that skills
that are required—for example logistics—need toimported from elsewhere, often
outside of the region. This is of course not a weak of the qualifications frameworks
themselves, but is mentioned here in order to tassgeneral picture of how the systems
work in the countries in the study.

Institutions as labour market intermediaries

Strong providers were seen as playing an impoitaatmediary in the labour market,
and assisting young people to access employment.

In both Jamaica and Sri Lanka many employers felt education institutions were
more important than qualifications. In Sri Lankapdoyers particularly recruited from
National Apprentice and Industrial Training AuthgriiNAITA), and in Jamaica from
HEART. Key here was good ongoing relationships, #nsl was reinforced in the case
study on Ireland, where the mechanisms to enableatidn institutions to talk to
enterprises were valued. Commenting on the Expexiugs responsible for skills
forecasting, an interviewee commented that thes igood recipe for ensuring that we are
neither supply or demand driven. There is a lind 8ow between what economy needs
and what we need the education and training systedo”. This includes a clear process
for informing institutions about demand and suppénds, identifying where the gaps are
and creating processes that encourage institutmesnsider how they will address these
gaps and then funding these institutions to makerdiguisite changes. In Ireland too the
value and reputation of qualifications was very muoelated to the awarding institutions; it
generally seemed to be the case that FETAC had thusit in their qualifications and in
fact, “understand them so well that they don’t wanthange them”. There was a sense that
it was the institutions that employers recognizesrenthan qualificationper se Quality
and Qualifications Ireland saw part of their roteteying to bring thédrameworkback into
the centrality of the work, that is, to encourageers of the system to focus on the
framework and the credibility of the awards rattiean on the particular institution that is
issuing the awards and providing the programme.
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In Jamaica, when they specifically require peopli¢hvan NVQ the employers
interviewed suggested they would not advertisefepiiag instead to recruit directly from
HEART, often with the proviso that the graduateoattes a defined number of school
subjects issued by the CXCs. They indicate thah evith the higher-level qualifications
where they have worked with HEART on the programthey would recruit directly from
HEART. This confirms the findings from the surveymipleted by HEARYT which found
that employers generally believed that the beshaukt to recruit workers with training
from HEART Trust was through the Placement Offi€¢he Trust (52 per cent).

In certain sectors such as manufacturing in Jamaicgloyers suggested that they
primarily recruit from the HEART interns. They sathat companies make posts
(opportunities) available for internships once ulials have graduated from HEART.
They can then select from these individuals, amgsst that the advantage of this approach
is that they are able to establish whether theviddals have the appropriate attitude. They
add that a further advantage of this approachas ttie individuals acquire the relevant
experience during the internship and the emploger determine whether they really are
competent.

One employer in Sri Lanka observed that they waarkefer to recruit an individual
with a NVQ but only from certain institutions. If\NQ graduates were taken from other
institutions then they would likely train the indiuals themselves. Other employers agreed
that their primary consideration when recruitingswhe institution where the individual
was trained. They recruit through particular ingtins that offer technical training, rather
than advertising widely for a particular qualifiicatt.

Role of donors and international organizations

Qualifications frameworks continue to be a politysgly supported by international
donors and organizations, and much of the impetuthEm in Belize, Jamaica, Sri Lanka,
and Tunisia come from this direction. There are ynaoncerns with this, but the two that
emerged most strongly in this research were firdtht interviewees in many of the case
studies expressed anxiety about the need to centiith this type of reform in order to
secure donor funding, and were anxious to be seepetimplementing qualifications
frameworks; in this regard it is worth rememberithgt an impetus for the Caribbean
regional framework was the ILO 2004 Recommendati®s concerning human resources
development (ILO, 2004), which advises countriesattopt qualifications frameworks.
Secondly, a key concern was sustainability. InL&nka, for example, many of the original
competency standards developed through the firabrdsupported project (Gajaweera,
2010) had never been updated, and there seemkxd ditssibility of such updating
happening in the absence of further donor support.

In Tunisia in particular there seemed to be veriemsive donor and international
agency involvement in reform of various aspectgudlifications, skills, and TVET policy
and delivery. The process of developing the Tunigjaalifications framework has been
supported by the European Training Foundation (Efifgugh a regional project involving
several other Mediterranean countries, and has diibther reform processes, particularly
competency-based approaches to curriculum refoppasted by the World Bank, the EU,
and French, Canadian, and German aid. The rolewbrd continues to be important in
Tunisia. Since the revolution many donors are agaitive, in particular theédgence
Francaise de Développemenhccording to an expert interviewed, there hasnbeae
constant gap in TVET reform between what projecfien started by international

1 Employment Satisfaction Survey Report conducted BART/Trust/NTA in 2007.
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organizations, haviatroduced and what actually has becomwjeerational Partnerships for
the development of occupational standards are pecteas dominated by donors who
require such systems in order to invest in traimiegtres. As pointed to by an OECD report
(2015), and confirmed by interviews with expertsl arade unionists, normally initiatives
aiming at implementing the outcomes-based approaamonitoring and evaluation are
carried out in the context of projects financed &l by foreign development agencies;
when the projects come to an end then these in@gfail to be developed due to poor
implementation by concerned institutions. Governinudficials suggest that key priorities
are: a highly unstable political environment, gailg inflation and dramatic rates of youth
unemployment, but despite this Tunisia is curreimiolved in 18 projects dealing with
skills and qualifications, funded by internatiortnors and organizations including the
EU, the ETF, the ILO, the WB, USAID and others, docusing on the supply side of the
labour market.

Complexities of supply and demand and the low
status of TVET

The status of TVET is an important issue in allmtoies in the study, although this is
relatively less pronounced in France.

Key to understanding why qualifications framewoes® introduced, what they are
expected to do, and to evaluating whether and &t wktent they have impacted on labour
markets, is understanding how TVET systems worky fieell they met labour market
needs prior to qualification reform, and what effgaalifications policy has had on them.
TVET is the aspect of education which differs mfvetn country to country as well as
within countries. One key reason for this is beeanishow labour market conditions vary.
Another is the traditions of funding. TVET is alsim, most, countries complex and
somewhat fragmented. It has tended to enroll stsdeith less academic ability, with this
trend being much more dominant in English-spealdogntries, and gradually on the
increase even in countries with strong traditioh$\6ET. This can probably be attributed
at least in part to qualification inflation.

Raising the status of TVET is one of the reasorsd thany governments create
qualifications frameworks, on the assumption thalifjcation frameworks will improve
how TVET is viewed by demonstrating that it is eqlént to forms of general education,
and by improving pathways to higher education. Bameworks have not thus far been
able to do much about this low status, and in sorsances may reinforce it because of
lack of acceptance from higher education providers.

In many instances there is a cycle which is veffycdit to break, where poverty, poor
networks, and rurality prevent good achievements@mool, and TVET provision is
developed for such learners. But employers selbet highest possible educational
achievement even when they don’t need it, which neethey tend to hire wealthier
individuals with better networks and better eduwatievels, even where education is not
required for the job at hand, and technical tragymmay have served better. When TVET is
seen as a second choice, all students who arddlol an academic path. This creates a
vicious circle, as employers see TVET graduatebedess capable individuals, and prefer
to hire young people with good school certificateshigher education qualifications.
Where employers in fact do require the skills andvkeldge learnt in general education,
usually indicated by communications and mathematicproxies, the learners who have
been chanelled to TVET are less likely to have el these, either in prior schooling or
through TVET programes. The providers of TVET drert offering education programmes
to learners with weak education backgrounds, aigl rtiakes it particularly difficult to
cover sufficient general education as well as ingjfin a range of required technical areas.
This commonly leads to considerable debate abmdifig as well as time and nature of
curricula. These problems were found to some exterdll the countries in the study,
although they emerged most clearly in the Caribbeamtries and Sri Lanka, where the
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relatively low status of vocational education medhe students enrolling for TVET
programmes often have weak general education bagkds, and, as in many countries,
the time pressure of the TVET programmes is sueh ithis difficult to assist them in
catching up on this aspect of their education.

All of these reasons explain why much of the impatiéi qualifications frameworks
internationally is focussed on, and comes from, TVHowever, the problems described
above can be aggravated by reforms which focushanging TVET without changing the
structure of the economy and labour market to emeehe demand for skills.

All the countries in the study have predominantigtitution-based TVET provision,
with provision of apprenticeships in niche areabefE are countries with school-based
provision which have developed reasonably strongational education provision—
Denmark and France are cited in the researchtliteraas good examples (Busemeyer &
Trampusch, 2012b). France has a history of strdage scommitment, portable skills,
school-based delivery, and low involvement of firmsts training system (Martin, 2012).
Like many European systems vocational educati@ndignificant part of upper secondary
education, while Ireland, by contrast, follows tB@mmonwealth tradition where the
majority of students pursue general academic uppeondary education (Estevez-Abe,
2012). The further education and training systenraetand has a lower status than other
parts of the educational system, especially higiaercation. Stakeholders repeatedly used
terms like ‘the poor relation’ and ‘the Cindereflactor’ to characterise public perceptions
of the sector. An employer group is quoted as $gyiyou go to secondary school, you get
your leaving certificate, you go to university aguly kind of deviation from that is seen as
second-class education”. The further educationtending sector in Ireland has been very
fragmented and interviewees indicate that the tstadid not really exist before the
Further Education and Training Awards Council (FEJ)Acame into play. Some
interviewees argue that in fact there is still i&rFsector and that the process of building
such a sector is still very much work in progrdaterviewees generally agree, however,
that part of the work of FETAC had been to congtrile sector from very diverse
providers with varied areas of focus and purpoaking into account the diversity of
capacity and requirements of providers.

The TVET system in Belize is small and centralizeghich seems appropriate in a
very small country. It is basically all directly der the ministry, with six main providers,
and centralized curricula and assessment. Wherer abhganizations (private, non-
governmental organizations) are involved, thisl$® @ahrough the centralized system with
examinations. The NVQs are only offered through public TVET institutions, and
interviewees suggested that these institutionwigteed as “institution of last resort.” The
Education Sector Strategy (2011 — 2016) of Bélizerroborates this, describing “the
prevalent and persistent view that TVET options farethe less academically inclined
student, who must opt for this as a last resoringpfailed to secure a place in a junior
college, or in regular secondary school”. Employaesobviously aware of this perception,
and our interviewees suggested that graduates denter the NVQ programme with a
good educational foundation and there is not tleeepn the programme to develop the
generic skills that employers require, particulathhguage and mathematics, which
employers have argued for more of in vocationalifications.

Similarly in Sri Lanka most parents would rathegitrchildren go to university, which
is free and is a well-recognized graduate systernjsbhighly selective, offering places to

2 Improving access, quality and governance of edocaiin Belize, Education Sector Strategy 2011-2016,
March 2012.
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only about 15 per cent of young people. While gowegnt tries to market the NVQs to
learners, they, and TVET in general, remain a se:chioice.

TVET also has low status and is unpopular in Tanisihe competence-based
approach has been implemented there, at leastéatant, although not without problems.
One of the aims of the framework seems to have beexxtend this approach to other
qualifications, and this has not worked. In Tunisree expert interviewed suggested that
the framework would reinforce negative attitudesvdals TVET as the framework
designates TVET qualifications as the lower lewglss. This is consistent with findings in
the literature on vocational education and trainmd unisia: most students and families
find it as a unattractive option and most studentdark on vocational paths only because
they cannot access general education paths dwtgprformance records (OECD, 2015).

All governments are trying, through various polgié improve the quality of TVET
provision, and these may, in the long term, coatalio improving status. In the Caribbean
countries centrally developed curricula and assessmre seen as important, and in Sri
Lanka, while assessment is decentralized to sotsmexnmany other aspects of the system
are very centralized, and this is seen as havisgdatandards.

Offering higher levels of technical education psien, which, as seen above is a
trend in all the countries in the study, is alsersas a way of raising the status of TVET
provision.

Policies which encourage and support employergdim tare being considered by
many governments—including those in this study—again, the nature of the labour
market may work against this.

Another option to raise the status of TVET is teate programmes with very
substantial components of general education, asdaas in the 60s in France, making it
possible for a formal declaration of equivalencerethough the pathways which the three
different qualifications led to are still differerfhe French system appears paradoxical at
first glance: TVET is seen as closer to educatf@ntto work historically, with a strong
general education component, and school-baseditradDespite this, there has always
been an understood relationship between educatidna@rk, and this was codified and
formalized in the grid of qualifications and worlevkls developed in 1969. Two
contributing factors to this good relationship setmbe, on the other hand, strongly
regulated occupational labour markets, and, onother hand, the fact that the strong
general education tradition, added to free and cdsopy general education preceeding
TVET qualifications, is seen as contributing to paeation for the modern workplace in
terms of producing general skills and transferakils, as opposed to narrow and specific
skills. TVET includes a strong theoretical basergy general, and civic education.

An option which may have more effect, but may becimmore difficult for most
governments to achieve, is to intervene in the dalboarket: as mentioned above, in Sri
Lanka government has passed an official circular tbquires civil servants to have NVQs,
and for their pay and conditions of employment éoblased on their NVQs. As discussed
above, in France historically there have been gtnatationships between training and
collective agreements. However, the current two-tebour markets are not likely to
support training for workers on short-term contsaetn increasing percentage of the
workforce, and in particular, of the young workfercFirms invest less in short-term
workers. This is supported by a broad body of ditiere which links strong vocational
education and apprenticeships to well-regulatecupations, amongst other aspects of
social policy (Busemeyer & Trampusch, 2012b; Ivar&oStephens, 2008).

Finally, the most difficult but perhaps most effeetoption may be intervening in the

structure of the economy, at the same time as mafigr TVET provision, as per the
‘developmental skills development systems’ describg Ashton, Green, James, and Sung
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(1999) and Park (2013). It is hard to see what etséd assist, for example, in Tunisia,
where the problem is not so much lack of skillslaak of jobs. The number of skilled
emigrants from Tunisia has been increasing steadilge the 1980s, at three times the rate
of population growth, reaching 1.2 million people Dl per cent of Tunisia's total
population in 2011 (ONEQ, 2012, p. 11). The shdrdhhighly qualified jobs is growing
and the economy’s capacity to create jobs remageskwThese labour market challenges
again reinforced the need to be more realistic almbaims made for qualifications
frameworks and the impact they can have.

Improving the quality of TVET provision could beeseas an indirect labour market
outcome of qualifications frameworks. For examphdjile there is very little direct
evidence of improved take-up of TVET qualificatiorsince the creation of the
qualifications framework in Sri Lanka, and therdimited employer involvement in the
system, in so far as the qualifications have beart pf a drive to improving and
standardizing provision, and making qualificatidnsgeneral easier to understand, they
could have contributed to improving relationshipsieen education and work.

The greatest contribution to improved quality in Ssanka seems to have been the
introduction of methodical curricula and assessmenbcedures, in particular in
government institutions and through new programiseld to the new NVQF qualifications.
The quality assurance system faces challengesy gineelarge numbers of providers, and
small numbers of people responsible for qualityuessce. One interviewee observed that,
“more than 10 000 courses are running but the ditorg body only has 4 people
employed there—how can that work, they don't wantiélegate and they don’t want to
appoint more?” Other interviewees concurred thataiithe reasons that the NVQF has not
achieved traction is that there is insufficient acity in the system. It appears that when
there was an injection of funds into the initiavdl®pment process some traction could be
achieved, but that since then there is little supfrom TVEC in part because of limited
capacity. Another interviewee (from an educationl araining provider) suggested that
even in the technical areas the impact on qualdg been limited. The interviewee
observed that they offer their programme againsgualification on the vocational
gualification framework, but they then integrat@itional elements into the curricula based
on what is required by industry. They then also rawteir own qualification to these
graduates as they believe their qualifications racre credible and cover the needs of
industry in a more comprehensive manner. Intervesvalso commented that over and
above the considerations of instructors and infuatiire required for a quality programme,
the new system has introduced a myriad of requinesnevhich have resource implications
and that in some cases result in a decision nofféo a NVQ programme.

In Ireland despite all of the changes implementadesthe formation of the National
Council for Vocational Awards (NCVA), which was abtished in 1991, stakeholders
continue to believe that there are too many prosgiddat provision lacks a national focus,
that the quality of provision is inconsistent, atét while some training centres (that
formed part of the Foras Aiseanna Saothair (FASyely network and who will now be
managed by the Education and Training Boards) kaveloped a strong reputation based
on local initiatives, others are seen as weakds dikersity of provision is common.

Levels of qualifications, levels of employment

Across the countries it seemed as if employersedatieneral education more highly
than TVET. Reflecting concerns expressed about TgEduates broadly, in Belize and
Jamaica employers felt that graduates of NVQs ldiesic education in communication
and mathematics as well as more generic work readiskills. In Jamaica also, some
employers suggested that for lower level skillsythgould rather recruit from the
community—as this is good for their relationshighvihe community in which they are
located. They indicate that in these cases thayitdndividuals with some CXC subjects
and then train them with the relevant skills. Whemaployers do appear to recruit NVQ
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graduates, they look for NVQas well asgeneral education qualifications, and one
employer in Jamaica indicated that when they atheethe focus is on the requirements for
a CXC and in some cases work experience. Howedwerinterviewee suggested that in the
review of the applications they would prefer indivals that have Caribbean Examination
Council certificates against five core subjectgluding mathematics and English and an
NVQ. Alternatively employers suggest that they wbulant the person to have a higher
education qualification.

One of the tricky issues facing some of the coaatin this study is that the bulk of
vocational qualifications on vocational framewonk®re low-level qualifications. But
employers did not particularly require qualificatsofor low-level jobs. In Sri Lanka, for
example, in a context of low unemployment and d-p@s economy which is growing fast,
employers seemed to prefer to simply hire and tth@mselves, and those interviewed
suggested that for most jobs, there are no reqeim&snfor particular qualifications. One
employer commented that, “we interview people—then hire them and send them to
orientation and do in-house training if there aspgthat we have to address”. Similarly
another employer observed that for many of thdisjdNVQ is not a requirement, like the
people who work on the sewing machines, we protrigi@ing on the job”. In the context
of low unemployment, employers in many sectors ggpee difficulties in attracting
labour for particular positions and therefore carev@n consider whether individuals have
a qualification. One employer commented that,

We are suffering with the lack of workers at lovievels, both unskilled and skilled. In
my opinion—young people are not attracted to tligtry. Because of the scarcity we don’t
consider the qualifications or certificate. If theare people we recruit and we train—we do in-
house training.

Government interviewees suggested that there is alschallenge in terms of
encouraging young people to enrol for NVQ courgesticularly where they are at low
levels. In the words of one interviewee, “nobodyntgathe levels 1 and 2 - they do not lead
to any occupation”. Employers concurred that atelovevels in particular they would
simply hire and train. Policy makers seem to résirthopes on the creation of higher
levels of NVQ programmes, in particular at levelvihich has been introduced as a
requirement for skilled workers in the public sectdost programmes at level 5 were not
NVQ programmes although this issue has also besttiftbd as a priority in the recently
endorsed human resource and employment policy I(&nkan Secretariat for Senior
Ministers, 2015).

In Sri Lanka one interviewee observed that it ffialilt for people who are living in
poverty to choose vocational education and trairaagthese individuals “can get semi-
skilled jobs, which do not require much training, any training, and they get a salary
sometimes equal to a skilled person’s salary, hose jobs are temporary”. Another
government interviewee concurred with this view ammnmented that, “technical and
vocational training graduates get lower salariesntlunskilled—such as the 3-wheel
drivers—so what is the motivation for a studentthe come into this sector? Employment
IS about status”. One of the factors that relatestident choices and the ability to align
supply and demand relates to the low wages of ididats that enter the workplace with a
NVQ below trade level; for this reason studente&eio enter sectors where they can create
their own small businesses where their earningrpialels higher. Other interviewees felt
that this approach was short-sighted of individuatating that there are opportunities to
advance in industry, whilst the small businessesalooffer similar opportunities. One
interviewee in Sri Lanka commented that for indiats to attain a National Vocational
Qualification they, “have to study for two yearsthvno payment—this is a hard way of
finding employment but it is sustainable”.

Jamaica also has predominantly low-level TVET, ipakarly through the NVQ
system, despite what seems to be a very vibrantdgndmic national training institution.
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Of interest is that in Jamaica when the Vocatidmaining Development Institute (HEART
Trust/National Training Agency) provides bacheloogrammes these are approved by the
University Council of Jamaica, and are not deveailopgainst the Caribbean Vocational
Quialifications.

In Jamaica HEART indicated that they are engagmgleyers to encourage them to
specifically recognize the value of the lower legglalifications as well as the school
gualification (CXCs) and to give both types of dfiehtions prominence in their
recruitment processes. This is considered to bg weportant in terms of signaling to
individuals that there is value in undertaking NV@milar perceptions were seen in
Belize, and interviewees from government and prenddstated that they were involved in a
communication campaign where they can “blow th@mhand show success stories” to
encourage employers to recognize that there isevafuthe NVQs—even at the lower
levels. Employers in Jamaica indicated that forisstied workers they would typically
not advertise for someone with a NVQ.

In Jamaica, the need for higher level qualificadidio support the needs of the
workplace has been emphasized, but it is not yearcihether the NVQ system will
support this, or whether it will happen through Heg education institutions offering a
greater range of programmes. Besides NVQs, emoges utilizing a range of other
training mechanisms to ensure that individuals héve requisite skills, including
internships, on-the-job training as well as infortnaining offered by the workplaces.

In Ireland in particular higher education enrollrhévels are very high, individuals
want it, and government policy is encouraging thisTautomatically makes lower level
vocational qualifications weaker in terms of labouarket rewards; as one interviewee put
it, “employers will advertise at a higher level base they know the expertise is there.”

The public sector employer interviewee concurredt tthere is a real push for
candidates to have higher level qualifications statied that this creates a real challenge for
them as the body responsible for public sectorurgoent, as even though they define the
level in the framework required for the job, indival departments continue to argue for
higher levels. They indicate that this is evenoatdr levels where there is no stipulated
requirement, “if we advertise—most people wouldeéhavd” level qualification, even at a
clerical level—most will be '8 level”. They say however that in reality, they daequire
many people with trade qualifications in the puldexctor, although they believe that the
FETAC (Further Education and Training Awards Col)ngiialifications have currency in
the labour market. It is noted that they continnedfer to the FETAC qualifications and
have not made the shift to Quality and Qualificasidreland, despite FETAC having been
replaced as an awarding body. This resonates wsihtg made above about limited
stakeholder engagement with the current landscdpterviewees suggested that
stakeholders are reluctant to participate veryvalgtiin these current changes because of
both policy fatigue and a sense that the Irish Bess and Employers’ Confederation
(IBEC) association can represent their views.

Interviewees from certain employers and orgarozeti working with employers
suggested that qualifications at the FET levelsssiteconsidered relevant as “employers
do want to make sure people can do what they goposed to do, so they do want
certification as evidence of this ability”. Oneéntiewee observed that this is perhaps the
real value of the framework as it goes beyond taglitional view of two levels of
education (secondary and tertiary), and “allowsrthe think beyond that”. Others suggest
that the framework has not yet allowed for this #rat information on outcomes remains a
glaring gap. The interviewee continued to say tetause it is a very diverse sector and
very regional, different regions can look differeéatothers: “it's not attached enough to
labour market”. Other interviewees argued that am above challenges about how the
FET system is perceived there is also a debatet atdtiah qualifications have relevance,
commenting that the vendor certificates hold mangency in certain sectors and indicated
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that, “if every employer in the country said | amlyogoing to recruit people that have
qualifications on the framework there would bedittiring going on”.

Mobility from TVET to higher education

Related to the complexities discussed above wdfieuties in all the countries in the
study in relating vocational education to higheuation. And yet, in all countries in the
study, higher education was the main demand frardestts and employers, and policy
makers were attempting to respond to this mainlyinmyeasing options within higher
education provision. Where there were only vocaioualifications frameworks that were
operational, it was difficult for TVET graduates &xcess higher education, although
increasing provision of TVET at higher levels hasated some, albeit restricted, pathways,
visible in particular in France and Sri Lanka.

In France, while many graduates of vocational paognes accessed higher education,
the progression is quite specific, as each diffetgpe of higher education has its own
specific entrance requirements. Interestingly, haresome research suggests that non-
university provision has become closer to univegrgitovision with the Bologha accord
(Malan, 2004; Witte et al., 2008). This is perhaps/itable when different institutions are
brought into a single system, as everyone will wanbe as similar as possible to the
highest status part of the system; this could nmieahe long term a reduction in labour
market relevance, although the polarisation ofrabs in the labour market (disappearing
middle skills) may support this development.

Upward mobility is a key issue in Sri Lanka, so floeus has been on creating
provision: there has been a dramatic expansiorotif BVET provision as well as some
higher education, including the University of Vdoatl Technology, and now University
Colleges. The extent to which this is really regdim terms of skills demand to do work is
hard to establish, as employers always prefer hitgvels of qualifications when they are
available, and there is huge pressure on indivedaat families to raise their qualification
levels. So enrollments in these institutions akelji to continue growing. The extent to
which the frameworlkper sehas contributed to supporting mobility to higheueation
levels is unclear, given that mobility has cometigh increased provision that is aimed at
students who are unable to access university gédacdEven within the technical and
vocational track, there are very limited opportigsitfor higher levels of provision—which
is what government is attempting to rectify throdigé university colleges.

One of the difficulties in Sri Lanka was that tleaver level NVQs are competency-
based, with no time specifications, while higheueation programmes and qualifications
are linked to a particular duration. The universitierviewee commented that this means
that, “the two systems cannot be easily transféregen for level 5 to 7 qualifications on
the NVQ. This situation is reminiscent of what viasnd in Australia in the 2009 research
(Wheelahan, 2009), where the competency-based isnahteducation system was very
difficult to align with higher education due to f@ifent curriculum models.

Jamaica is also trying to increase TVET provisibhigher levels: interviewees from
HEART explained that they were currently restruictgrprovision, such that there are
vocational education and training institutes thatr@gional and that focus on the provision
of levels 1 — 3. In addition there will be workferdevelopment institutions, currently being
established, which will specialize in a particusarctor and will focus on the higher levels,
specifically levels 4 and 5. These qualification#f imclude more advanced technical skills
and are intended to equip the learner such thgtdle work more innovatively in industry,
or even in some cases initiate an enterprise. Torkfarce development institutions are
being developed in close cooperation with employass well as higher education
institutions.
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In addition to this, tertiary institutions in Jarmaihave implemented some level 1 and
Level 2 courses with direct financial assistanceanfrHEART although they have not
offered any diploma or associate degree developiivand sanctioned by the NCTVET-
Jamaica framework A number of interviewees from both HEART and eoyglrs stated
that the University of Technology also increasingffers vocational programmes targeted
at this higher level and that the university isoatgfering such programmes. However,
these higher-level technical qualifications are against the NVQ but rather are accredited
through the Jamaican University Council.

In Tunisia the major focus in terms of assistinghvnobility from TVET to higher
education is an attempt to create bridging programnreferred to in legislation. In
December 2014 the Ministry of Higher Education #&mel Ministry of Vocational Training
and Employment signed an agreement aimed at aljpvi@arners from centres of
vocational training to join universities and unisiéy students to take vocational paths. The
agreement should come into effect this year, bt n@ operational at the time of our
research. A steering committee will be formed tbndecriteria and gateways for creating
standards between the two systems, but this cogertid yet to be established at the time
of writing.

Recognition of prior learning (RPL)

We found little evidence of effective recognitioh existing skills, knowledge, and
abilities of workers and potential workers in thady. All the countries in the study had
policies about RPL and it was a concern in all ¢oes, but we did not find much evidence
either of systemic implementation or of labour nedirutcomes.

The strongest system seemed to be in France, vaiegealifications on the register
of qualifications can officially be obtained thrdu®PL. The process of RPL is in France
an individual right. However, interviewees saidttbfien employers are not at ease with it
because workers could go to the RPL process wittimiemployer's support but on the
basis of an assessment, then claim to be in adlifféevel of collective agreement than the
one they were employed at and demand higher wégesrding to a representative of the
employer organization interviewed, many workersen&een reportedto undertake RPL
without letting their employers know. In these caseate funding influences employees’
choices of acquiring a certain qualification andading to the employer interviewed, “in
the end it does not lead to any kind of promotiomobility”. Such mismatch between the
employees’ expectations attached to a given aadjguelification and the employers’ need
and opportunity to use it may lead to tension.

Similarly in Tunisia there was some contestatioouilthe yet-to-be-implemented
RPL system, as the trade unions saw it as potniieheficial to workers, especially older
workers who entered the labour market before tHerme of education. But some
employers alleged that trade unionists/trainers hzaae an additional interest in supporting
the implementation of RPL because it would giverthas individuals, extra work and pay
as employees in the systems for awarding priornlegr qualifications (some union
representatives, including the General SecretathefUnion Federation, are also trainees
in public training centres and the allegation iattthey may be employed in the RPL
processes). Employers say they agree with theipkenisut not the approach, arguing that it
is too bureaucratic, and still too influenced bpldinas while the levels should be only
based on skills and training outcomes; they alsbifeshould not be carried out in public

3 Jamaica National Report on Technical and Vocatiddilcation and Training, HEART Trust, National
Training Agency, Jamaica (no date indicated).
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training centres with what they allege to be incetept personnel, but would rather see a
certification system based on skills and excludwehe old employees as is currently
implemented in the electricity and electronics geetas a consequence of a specific
sectoral agreement between employers and tradasinio

There was some evidence of RPL implementationiih&rka, where relatively large
numbers of qualifications were said to have beearded through RPL, but we were not
able to establish the labour market impact of this.

Labour market mobility in the Caribbean

This issue is reported on separately as, althoalgbur market mobility in general is
of interest with regard to qualifications framewsyrkhe role of the regional framework in
the Caribbean was a specific interest motivating ¢brrent study. As discussed above,
labour market mobility is a specific aim of the imal framework.

There is general concern to improve the regulatiogualifications so that countries
have trust in what specific qualifications représghen making international benchmarks
and comparisons. However, the actual uses and teffet regional qualifications
frameworks are uncertain. As the Caribbean framkwsrseen as a well-established
regional framework, the study aimed to understahdtwole it is playing in labour market
mobility in the region. Very little evidence of irapt in this regard was found.

As indicated in Chapter 4, this framework is notnsach a meta-framework, against
which different countries can compare their occigpal standards, as a framework of
standards that some countries in the Caribbearr.offiee Caribbean Association of
National Training Agencies has set requirements tast be met if a country wants to
offer the Caribbean Vocational Qualifications (CWQOnly a very limited number of
countries have been able to meet the requiremenis.interviewee commented that this is
a particular challenge where countries are smalher resources are a real constraint. For
example, in order to offer these qualificationsréhes a need for training assessors and
verifiers against standards defined at a regiomatll Some of the smaller countries have
not had the resources to either train or employ thimber of assessors. This is true of
Belize, which is still in the process of becomirggr@dited and interviewees suggest it has
taken longer than initially anticipated. One inietvee observed that the number of
requirements might lead to an emphasis on comgiaather than quality.

One interviewee from Belize observed that the valuegeing part of the CVQ process
is that it ensures that their standards are aligneakgional ones, which they believe is
particularly important because of the Caribbeargl8itMarket Economy. It was indicated
that the signing is important because “we are phd community, we are stronger as a
community—we are small and want to be alignedivég us a stronger voice”. However,
another interviewee (also from Belize) stated ttthe only thing that would change (once
Belize can offer the CVQ) is that we would be ratiegd—the name would be recognized.
But Belize people don’'t move in the Caribbean tbaly go to the USA, it's quicker, it's
one flight away—so how will it help them?” While Bee intends to persevere with the
process of being accredited to offer the CVQs, @reyalso looking to programmes run by
other associations globally, in particular thosetle United States, and which are
sometimes offered in partnership with global pagnso that the graduates can receive
additional recognition.

In Jamaica, as discussed above, there were fevgebda the system, as the regional
system developed largely off the Jamaican systaterdiewees saw it as important to be
part of a regional framework, but did not see & having impacted on the quality of their
provision.
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There is agreement in that countries develop nealifgpations for the Caribbean
framework in areas which are particular to thenr, éaxample, Belize has developed
gualifications for drum making. What is not clearhiow much this qualification is needed
at a regional level, given that it is seen as a&igfity area of Belize.

Interviewees observed that while there is commitntenensuring that people can
move freely in the region, there is still resis@anitom countries with much smaller
populations where people believe it will resultloss of employment in their country.
There are also particular areas of concern, suctowssm: an interviewee from Belize
stated, “we are adamant that you can’t have a reiziBn presenting Belize”. Interviewees
from Jamaica indicate that when Jamaicans appljoftr elsewhere in the region they are
met with resistance even if they can show that tieye a competence that is recognized
regionally; at the point of this research there hustl been an incident when 13 Jamaicans
were not allowed into Trinidad, which was seennaliciative of the barriers that individuals
face when trying to work elsewhere in the region.
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Chapter 6: Reflections

A few key points emerge through this analysis opiital data and the latest research
into qualifications frameworks as well as into telaships between education and work.

One is the difficulty of establishing what emplayevant. This is one of the key aims
of many TVET reforms, including many qualificatioframeworks and competency-based
training reforms. But it has proved hard to pinpoirhis study corroborates the 2010 ILO
study which found that in some instances, the §ipation of occupational standards may
help qualifications to fit better with labour matkequirements, but in others, particularly
at the higher levels research-based curricula neaydre successful, as industry itself may
not know what it will require in years to come.dther instances, professional bodies have
the potential to play crucial roles. Seeing sucbcesses as ongoing and developmental,
rather than fixed quickly through standards speaifon, may yield results. To the extent
that qualifications and standards are a problemparticular instance, they can and should
be discussed as part of the processes aiming lh befiorm, and support institutions within
a national framework. A broad notion of occupatlonampetence, supported through
strong TVET provision which includes aspects ofaggahacademic education, such as seen
in the French study, seems to offer more than &émeow specification of specific employer
requirements.

‘Demand-led’ is not the same as ‘employer-led’ oinpwhich seems to be taken into
account mainly in the Irish and French systemshénformer through the Expert Group on
Future Needs, which attempts to analyse and aateidemand, and the latter through a
system which tries to anticipate demand throughitieraction of different actors in a
state-led process.

Attempting to engage employers in terms of theorsland medium term needs, as
well as attempting to research future needs ofetttnomy, particularly where there are
specific interventions in industries, sectors, @odon, will remain important for TVET
systems. But, what should also be considered isduction in expectations from
qualification frameworks and perhaps from TVET eys$ more broadly. Improving TVET
is very important, particularly as it tends to epoorer students. Current policy reforms
seem to place too much weight on the role thatettsstems could play in countering
youth unemployment. This is potentially destructfice TVET systems, as when the
exaggerated expectations are not achieved, thesadglweak systems are blamed, and
tend to be the subject of continual policy refomnich causes instability and reinforces
public perceptions of low status. Youth unemploytmand qualification inflation have
distorting effects on education systems and notimhgvhat can and can't be achieved
through education and training. It is possible thR&¥ET could continue to be seen as a
weak option regardless of how it is reformed anengithened

And what has worked in the past may not carry omrkimg. As diplomas and
certificates become more and more necessary to @@inss to labour markets, their
possession also becomes less and less sufficienexample, in France, a combination of
qualification inflation, growing youth unemploymenand the growth of short-term
contracts, may counteract embedded agreements #faining levels and occupational
levels. The upward drift of TVET, which was a cléssue in all the countries in the study,
iIs not clearly based on the requirements of wogk,saciological studies discussed in
Chapter 3 point out. The current study suggestspthsrs have done in the past, that
employers have unrealistic expectations at times.dxample, in a survey conducted in
Jamaica, employers suggested that education imstisushould be providing more work
experience.

A second key point that stands out in this rese&r¢hat there is much that is good,
pragmatic, and working well in all the countriestive study. It is to be welcomed that
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policy makers in some of the countries in the stdidiynot attempt to rigidly implement the
competency-based training models of the UK and raliat despite using them as
guidelines, but instead developed a system tatseiiturrent conditions of their system. For
example, Sri Lanka has centralized curricula, &edQaribbean countries have centralized
curricula and assessment. Problems tend to ariga \pblicy prescriptions become the
focus and people try to change or adapt their systbased on recipes, models, and
formulas which have not really worked well anywharel do not take specific contextual
factors into account. The current study supportfefga(2015) argument that processes
may be more important than product in the developgn@ vocational qualification
systems, and that there should not be too manydratdast rules.

A third key point is in line with the previous IL&udy: focus of TVET reform should
be on building institutions. It is clear that whem®gress has been made, it has happened
through extensive government support in terms délimg and developing institutions, and
this is something donors and international agenmiesd give greater emphasis to in their
efforts to strengthen skills systems. Strong pressdare more likely to be responsive to the
needs of industry, while rigid qualifications orcopational standards could in fact make
provision less responsive. This is why the questibmvhat qualification and curriculum
models underpin a qualification framework is margortant than the question of whether
or not framework exists in the first place. Havipgviders with professional staff who
have the time and resources to respond to shonttequests is important and requires
systematic support from government. Equally impadrtan this regard are strong
relationships with social partners.

Given the weaknesses of TVET in many countriegs & concern that some donors
and international agencies continue to prioritidee tintroduction of qualification
frameworks. It may be more useful to focus on bngdand supporting education and
training institutions, curriculum and assessmerdteays, and the training of trainers,
assessors and institutional managers.

The importance of institutions does not only rel@teroviding institutions, but also
government regulatory ones. Raffe’s (2015) notidneasuring that the process of
developing and reforming qualifications should suppthe accumulation of policy
memory, and counteract policy amnesia—the failwelearn from the experience of
previous reform attemptsis also important. In many countries, particulaHg UK where
the idea of NVQs originated, Raffe describes a @engl in the reform of vocational
gualifications for ‘policy busyness’ which goes nouin circles, and often sees history
repeating itself. He suggests that it is importémt the institutions responsible for
developing and monitoring vocational qualificatiofishould have a sufficient life
expectancy and continuity of function to enablenth® accumulate expertise and policy
memory, as well as to make the qualifications systself transparent and understood by
stakeholders” (Raffe, 2015, p. 172). He also ardoethe importance of stable institutions
which are independent of political authority, ame able to collect and analyse data on
vocational qualifications and evaluate the impa€tshanges.

A fourth key point is social dialogue. Supporting¢esses and institutions to build
relationships between social partners is usefulcbuld be more focused on the needs and
logics of different sectors of the economy and $ypeprovision, and the potential role that
social partners could play, than the design ofitjcafions. More consideration should be
given, taking the specifics of countries and sectoto consideration, of what sectoral
organizations should discuss when different sqoeatners are brought together, how to
interest them in TVET, how to ensure that any TVgforms are broadly located in, for
example, collective bargaining issues, and how &kensure that an entire qualification
system does not have to be designed up front befoyene can do anything. The logic of
creating sectoral institutions and processes toeldpv occupational standards and
gualifications based on the needs of industry seemgle and obvious, and yet, it has had
mixed results even in the wealthy English-speakiogntries in which it originates (Allais
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et al., 2014). The Irish study shows that thereewmemsiderable costs associated with the
process of developing standards and validating@figers, within a country which had a
strong provider network, resources, professionalbers, and programmes that have been
developed in response to needs, and which areetefincording to demand signals. Poorer
countries may not have many existing strong pragid®r the resources to focus both on
improving provision and the costs associated withding and maintaining the different
elements of such a framework. In poorer counta@sl, in small countries, setting up such
systems may undermine provision, create unnecessamplexity, and divert resources.
Fortunately, in the cases considered in this studhle there were examples of increased
complexity, in many instances governments have imoat to support and develop
provision, as well as curriculum development andeasment systems and these—for
example in the case of Sri Lanka—have led to im@naoents in public provision of TVET.

If national frameworks of vocational qualificatiossntinue to develop in this pragmatic
and flexible manner, perhaps they will be ablelty @ better role than the original NVQs
in the UK.

Finally, Keep and Mayhew (2010) argue that if n@@gress in occupational training
is to be achieved, governments need to attemprefudly understand problems caused by
the structure and incentives provided by currebols, product market, and industrial
relations regimes. They suggest that policy chargmdd include developing broader
occupational identities and their links to skilkvising labour market structures to support
progression; improving the quality of working lifehanging work organization and job
design; reorganizing industrial relations to givace to workers; addressing wage setting
and income distribution; and intervening in indigtpolicy, amongst others. Other reforms
which could contribute to improving labour marketta@mes of education systems could
include improving social welfare policies to impeoyoung people’s chances of succeeding
at school, and improving occupational regulatiorerehrelevant in labour markets, as well
as conditions of work and structures of workplate€ncourage young people to enrol for
training in skilled mid-level occupations, and ctarract the cycle of general aspiration for
higher and higher levels of general or academicaiion.

This research was not able to conduct a detailedysis of collective bargaining
practices in the countries, nor the role of indabktpolicy in relation to education and
training policy, and the nature and compositioemiployer organizations and trade unions.
As these are all features that have been key ioesstul skill formation systems, further,
more in-depth research in the different countrig® ithese aspects may prove fruitful.
Given the short time frames and limited budgetrgsearch was also not able to gain in-
depth insight into the curriculum and assessmesiesys in the different countries. Deeper
insights into all of these issues could contribitehe development of better and more
nuanced policy advice and support. This study Imhs lmeen able to briefly explore aspects
of the potential labour market impact of qualificas frameworks in six countries and
should be considered a useful first step in thaation, hopefully one that can be revisited
as the story of qualifications framework implemeiotais further told.

57






References

Allais, S. (2007)The Rise and Fall of the NQF: A critical analysistloe South African National Qualifications Framewd@Doctoral thesis).
University of the Witwatersrand.

Allais, S. (2010).The Implementation and Impact of Qualifications feworks: Report of a study in 16 countri@eneva: International
Labour Office.

Allais, S. (2011a). The Changing Faces of the Sédtltan National Qualifications Frameworlournal of Education and War4(3-4),
343-358.

Allais, S. (2011b). The Impact and ImplementatiéiNational Qualifications Frameworks: a comparieéri6 countriesJournal of Education
and Work 24(3-4), 233-258.

Allais, S. (2011c). What is a National QualificatsoFramework? Considerations from a Study of NatiGualifications Frameworks from 16
Countries/ Kaj je nacionalo ogrodje kvalifikacijduelarki iz raziskave o nacionalnih ogrodjih kvadicij v 16 drzavahJournal of
Contemporary Educational Studies/ Sodobna Pedagp§il88 — 124.

Allais, S. (2014a). National Qualifications Frameksand apprenticeships: Promises, Premises, IBitfalM. Maurer & P. Gonon (EdsJhe
challenges of policy transfer in vocational skdisvelopmengVol. 12). Bern: Peter Lang.

Allais, S. (2014b)Selling Out Education: National Qualifications Framorks and the neglect of knowledBetterdam: Sense.

Allais, S. (2015). Livelihoods, Sustainability, aBtlills. In Education and International Development: PractiPelicy and Researcfpp. 237—
256). London: Bloomsbury.

Allais, S., Marock, C., & Molebatsi, P. (2014)he Development of Occupational Standards in Ehglfgeaking countriefA report prepared
for the International Labour Organization, Moscoffi2). Johanesburg: Centre for Researching Edmeand Labour.

Allais, S., & Nathan, O. (2014). Skills? What s&#lJobs? What jobs? An Overview of Research intw&itbn/Labour Market Relationships.
In S. Vally & E. Motala (Eds.)Education, Economy, and Soci¢pp. 103—124). Pretoria: Unisa.

Ashton, D., Green, F., James, D., & Sung, J. (1988ycation and training for development in East Asre political economy of skill
formation in newly industrialised economiésndon: Routledge.

Bohlinger, S. (2012). Qualifications frameworks dedrning outcomes: challenges for Europe’s lifgléearning arealournal of Education
and Work 25(3), 279-297.

Bosch, G., & Charest, J. (Eds.). (201@pcational Training. International Perspectivésindon and New York: Routledge.

Bouder, A. (2003) Qualifications in France: towards national framework?Journal of Education and Whkr 16(3), 347-357.
http://dx.doi.org/10.1080/1363908032000099485

Bouder, A., & Kirsch, J.-L. (2007). The French Vtioaal Education and Training System: like an ungggsed prototypeEuropean Journal
of Education42(4), 503-522.

Bouyx, B. (1997) 'enseignement technologique et professio(fPatis, La Documentation frangaise).

Brockmann, M., Clarke, L., & Winch, C. (2008). Cperformance-related learning outcomes have stas@aodirnal of European Industrial
Training, 32(2/3), 99-113.

Brockmann, M., Clarke, L., & Winch, C. (Eds.). (201Knowledge, Skills and Competence in the EuropedolwaMarket. What's in a
vocational qualification?Abingdon and New York: Routledge.

Brown, A. (2011). Lessons from Policy Failure: Themise of a National Qualifications Framework BaSedely on Learning Outcomes in
England.Journal of Contemporary Educational Studié2(5), 36-55.

Brown, P., Lauder, H., & David Ashton. (201The Global Auction. The broken promises of edunafimbs, and income®©xford: Oxford
University Press.

Busemeyer, M. R., & Trampusch, C. (2012a). The Canafve Political Economy of Collective Skill Fortian. In M. R. Busemeyer & C.
Trampusch (Eds.)'he Political Economy of Collective Skill Formatifap. 3—38). Oxford and New York: Oxford UniversRyess.

Busemeyer, M. R., & Trampusch, C. (Eds.). (201dle Political Economy of Collective Skill Formatiddxford and New York: Oxford
University Press.

Cam, P. (2001). The French Baccalaureat Since 188él of qualification or type of diploma®ssessment in Education: Principles, Policy,
and Practice 8(3).

Cappelli, P. H. (2015). Skill Gaps, Skill Shortagasd Skill Mismatches: Evidence and Argumentstlier United StatedLR Review68(2),
251-290.

Cedefop. (2013)Analysis and overview of NQF developments in Elanpmuntries. Annual report 201@8Cedefop working paper; No 17).
Luxembourg: Publications Office.

Cedefop. (2015)National Qualifications Framework Developments ir&e--Anniversary EditianLuxembourg: Publications office of the
European Union.

de Anda, M. L. (2011). Implementing competence fwmorks in Mexico. Journal of Education and Wark24(3-4), 375-391.
http://doi.org/10.1080/13639080.2011.584698

Estevez-Abe, M. (2012). Gendered Consequences adtitmal Training. In M. R. Busemeyer & C. TrampugEds.),The Political Economy
of Collective Skill Formatiorfpp. 259—283). Oxford and New York: Oxford Univigrdress.

ETF and Cedefop. (2015plobal National Qualifications Framework Inventoi@ountry Cases from EU and ETF Partner Count(i@suntry
Examples from the ETF Partner Countries, Prepayad -, and Europe 2020 Countries, Prepared by ©pjlefurin: European Training
Foundation.

ETF, Cedefop, and Unesco Institute for Lifelong fioéag. (2013).Global National Qualifications Framework Inventofigeport prepared for
ASEM Education Ministers Conference, 13-14 May 20K8iala Lumpur: ETF, Cedefop, and UNESCO InstifoteLifelong Learning.

Freidson, E. (2001Professionalism, the Third Logi©xford: Polity Press.

Gajaweera, G. A. K. (2010). Background case stud$m Lanka. Skills and Employability DepartmehOl

Gamble, J. (2013). Why improved formal teaching Beadning are important in technical and vocatiog@ication and training (TVET). In
Unesco (Ed.)Revisiting global trends in TVET. Reflections agotly and practicépp. 204—-238). Paris: UNESCO-UNEVOC International
Centre for Technical and Vocational Education araining.

Gossling, B. (2015). All new and all outcome-basddi® German qualifications framework and the ptsie of national governance
approacheslournal of Education and Wark—22. http://doi.org/10.1080/13639080.2014.998181

59



Graham, M., & Deij, A. (2013)NQFs in Transition Countries. In Global National &ifications Framework Inventor{Report prepared by
ETF, Cedefop, and Unesco Institute for Lifelong fdnéegfor ASEM Education Ministers Conference, Kualampur, 13-14 May 2013)
(pp. 21-27). Turin: ETF.

Guile, D. (2010)The Learning Challenge of the Knowledge EcondRofterdam: Sense.

Guthrie, H. (2009)Competence and competency based training: Whditéhature says Adelaide: NCVER.

Hupfer, B., & Spéttl, G. (2014)Qualifications Frameworks and the Underlying Cortsepf Education and Work - Limits and Perspectives
Bremen: Institut Technik und Bildung.

ILO. (2004). Recommendation 195 concerning humasuees development: education, training and higllearning. Geneva: ILO.

Iverson, T., & Stephens, J. D. (2008). PartisaritiPs| the Welfare State, and Three Worlds of Hun@apital FormationComparative
Political Studies45(4/5), 600-637.

Jessup, G. (1991@Putcomes. NVQs and the Emerging Model of EducatmehTraining London: The Falmer Press.

Keating, J. (2011). The Malaysian qualificatiorenfiework. An institutional response to intrinsic Wwe@ssesJournal of Education and Wark
24(3-4), 393-407. http://doi.org/10.1080/1363908012684699

Keep, E. (2012)Youth Transitions, the Labour Market and Entry ieimployment: Some Reflections and Quest{S#OPE Research Paper
No. 108). Cardiff: SKOPE, Cardiff University.

Keep, E., & Mayhew, K. (2010). Moving beyond sk#is a social and economic panad®ark, Employment and Socie®#(3), 565-577.

Keep, E., & Mayhew, K. (2014). Inequality — “wick@doblems”, labour market outcomes and the seanchilfver bullets Oxford Review of
Education 40(6), 764—781.

Keevy, J., & Chakroun, B. (2018)evelling and recognizing learning outcomes. The afslevel descriptors in the twenty-first centupgris:
UNESCO.

Kennedy, P. (2012). The Knowledge Economy. Edunatidork, and the Struggle to (Re-) Regulate theiliton between “Necessary” and
“Free” Labour Time. In D. W. Livingstone & D. GuilEds.), The Knowledge Economy and Lifelong Learning. Ai&iitReader.(pp.
163-183). Rotterdam: Sense.

Lassnigg, L. (2012). “Lost in translation”: leargimutcomes and the governance of educatlonrnal of Education and WorR5(3), 299—
330.

Lauder, H. (2011). Education, economic globalisaimd national qualifications frameworklaurnal of Education and WarR4(3-4), 213—
221. http://doi.org/10.1080/13639080.2011.584683

Lester, S. (2011). The UK Qualifications and Créadamework: a critiquelournal of Vocational Education and Trainirg3(2), 205-216.

Levine, M. V. (2013).The Skills Gap and Unemployment in Wisconsin. $¢ipgr Fact From Fiction Milwaukee: Centre for Economic
Development, University of Wisconsin-Milwaukee.

Livingstone, D. W. (2012). Debunking the “Knowled§eonomy”. The Limits of Human Capital Theory. In W. Livingstone & D. Guile
(Eds.),The Knowledge Economy and Lifelong Learning. AicziitReader(pp. 85-116). Rotterdam: Sense.

Maclean, R., Jagannathan, S., & Sarvi, J. (201Bjlsevelopment Issues, Challenges, and StrademieAsia and the Pacific. IBkills
Development for Inclusive and Sustainable GrowtbBéweloping Asia-Pacifi€vol. 19, pp. 3-27). Dordrecht: Springer.

Malan, T. (2004). Implementing the Bologna Prodedsrance European Journal of EducatioB9(3), 289-297. http://doi.org/10.1111/j.1465-
3435.2004.00184.x

Marock, C. (2011). The NQF in Mauritiu3ournal of Education and WorR4(3-4), 409-427. http://doi.org/10.1080/1363908012884700

Martin, C. J. (2012). Political Institutions ancetrigins of Collective Skill Formation Systems.Nh R. Busemeyer & C. Trampusch (Eds.),
The Political Economy of Collective Skill Formatifpp. 41-67). Oxford and New York: Oxford Univeysiress.

Maurer, M. (2012). Structural elaboration of tedahiand vocational education and training systemseiveloping countries: the cases of Sri
Lanka and BangladesGomparative Educatiqrit8(4), 487-503.

Méhaut, P., & Winch, C. (2012). The European qigatfons framework: skills, competences or knowkiguropean Educational Research
Journal 11(3).

Mernagh, E. (2011). The Irish National FrameworlQufalifications: A Blueprint for ChangeJournal of Contemporary Educational Studies
62(4), 140-171.

Misko, J. (2015)Developing, approving and maintaining qualificatiorselected international approach@siNational Vocational Education
and Training Research Program Research Report)ailée NCVER.

Musset, P., & Field, S. (20137 Skills beyond School Review of Engld@ECD Reviews of Vocational Education and Traipingaris:
OECD Publishing.

OECD. (2015)Education Policy Outlook 2015 Making Reforms Happéaking Reforms Happe®ECD Publishing.

ONEQ (2012)Rapport de Suivi des Programmes Actifs d'EmfMonitoring Report of Youth ALMP), Observatoifdational de Emploi et
des Qualificacions, ONEQ, Tunis.

Park, S.-Y. (2013). The political and institutiomasis of Korea's skill formation systedournal of Education and WorR6(3), 291-308.

Raffe, D. (2003). “Simplicity Itself’: the creatioof the Scottish Credit and Qualifications Framewdournal of Education and Waork6(3),
239-258.

Raffe, D. (2009). Towards a dynamic model of NQRsS. Allais, D. Raffe, & M. Young (Eds.Researching NQFs: some conceptual issues
(Vol. Employment Sector Working Paper No. 44, @»-4£3). Geneva: ILO.

Raffe, D. (2011). Are “communications frameworksdma successful? Policy learning from the Scottisbd@ and Qualifications Framework.
Journal of Education and Wark4(3-4), 283-302. http://doi.org/10.1080/1363908012684687

Raffe, D. (2012). What is the evidence for the ioipaf National Qualifications Framework€?omparative Educatigrd9(2), 143-162.
http://doi.org/10.1080/03050068.2012.686260

Raffe, D. (2015). First count to five: some prifegfor the reform of vocational qualificationsEmgland.Journal of Education and Wark
28(2), 147-164. http://doi.org/10.1080/13639080.20081334

Rainbird, H. (2010). Vocational Education and Tianin the United Kingdom. In G. Bosch & J. Charégts.), Vocational Training.
International Perspective@p. 242—270). New York and London: Routledge.

Souto-Otero, M. (2012). Learning outcomes: goag)eérvant, bad or none of the above®irnal of Education and WorR5(3), 249-258.

Sri Lankan Secretariat for Senior Ministers. (201H)e National Human Resources and Employment PdicySri Lanka Colombo:
Secretariat for Senior Ministers.

Strathdee, R. (2011). The implementation, evoluéind impact of New Zealand'’s national qualificatidrameworkJournal of Education and
Work, 24(3-4), 303-321.

Streeck, W. (2012). Skills and Politics: General &pecific. In M. R. Busemeyer & C. Trampusch (fEdehe Political Economy of Collective
Skill Formation(pp. 317—-352). Oxford and New York: Oxford Univigrdress.

60



Tau, D., & Modesto, S. T. (2011). Qualificationarfreworks: implementation and impact in Botswakwarnal of Education and WarkR4(3-
4), 359-373. http://doi.org/10.1080/13639080.2084697

Thelen, K., & Busemeyer, M. R. (2012). Institutib@hange in German Vocational Training: From Cdllesm toward Segmentalism. In M.
R. Busemeyer & C. Trampusch (EdShe Political Economy of Collective Skill Formati¢pp. 68—100). Oxford and New York: Oxford
University Press.

Thorsen, S. M. (2014)he Spread of National Qualifications Frameworksaclhg and Examining its Prospects in the Eastasfii Region
(Masters Thesis). Institute of Education, Universit Oslo, Oslo.

Tuck, R., Hart, J., & Keevy, J. (2004). The Relaamf the National Qualifications Framework Imp&ttdy to qualification framework
development in the Southern African Development @oimity. SAQA Bulletin6(2).

Tatlys, V., & Spdyté, I. (2011). Implementing a national qualificatidnsmework in LithuaniaJournal of Education and Wark4(3-4), 429—
448. http://doi.org/10.1080/13639080.2011.584701

Werquin, P. (2012). The missing link to connect aadion and employment: recognition of non-formatl anformal learning outcomes.
Journal of Education and WorR5(3), 259-278.

Wheelahan, L. (2009). From Old to New: The AussralQualifications Framework. In S. Allais, D. Raffe. Strathdee, M. Young, & L.
Wheelahan (Eds.),earning from the Early Starte(®ol. Employment Sector Working Paper no. 45, 1p1-138). Geneva: ILO.

Wheelahan, L. (2011). From old to new: the Ausaraliqualifications frameworkJournal of Education and WarkR4(3-4), 323-342.
http://doi.org/10.1080/13639080.2011.584689

Witte, J., van der Wende, M., & Huisman, J. (20@8)rring boundaries: how the Bologna process charile relationship between university
and nomJuniversity higher education in Germany, the Netiratk and FranceStudies in Higher Education33(3), 217-231.
http://doi.org/10.1080/03075070802049129

Wolf, A. (1995).Competence-based Assessmght Torrance, Ed.). Buckingham: Open Universitgd3.

Young, M. (2005).National qualifications frameworks: Their feasibjlifor effective implementation in developing coest Geneva:
International Labour Organization.

Young, M. (2011a). National vocational qualificatfin the United Kingdom: their origins and legadyurnal of Education and Waork4(3-
4), 259-282.

Young, M. (2011b). The educational implicationsimtfoducing a NQF for developing countrigkurnal of Education and WaorR4(3-4),
223-232. http://doi.org/10.1080/13639080.2011.58468

Young, M., & Allais, S. (2011). Qualifications imptext: thinking about the “shift to learning outees” in educational reform. In S. Bohlinger
& G. Muenchhausen (EdsYalidation of learning outcomes / Validierung voerhergebnisserBielefeld: Bertelsmann.

Young, M., & Allais, S. (Eds.). (2013amplementing National Qualifications Frameworks #&s Five Continentd.ondon and New York:
Routledge.

Young, M., & Allais, S. (2013b). Options for desigg a National Vocational Qualifications Framewddk India (pp. 243-267). London:
Routledge.

61



