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国家学位・資格枠組み（NQF）の国際的展開と 
日本における導入可能性と課題 

―日本の教育システムにおける浸透性をめぐって―

吉本 圭一・稲永 由紀
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略的推進事業成果報告書（研究代表：吉本圭一）「職業教育・高等教育資格枠組み
を通したグローバルな専門人材養成のためのコンソーシアム」2016,�vol.13,�pp.15-27.
より転載





－23－



－24－



－25－



－26－



－27－



－28－



－29－



－30－



－31－



－32－



－33－



－34－



－35－





２－２．

第三段階教育におけるVETの質保証と改善

吉本 圭一





 
 

 
yoshimoto@edu.kyushu-u.ac.jp 

https://eq.kyushu-u.ac.jp/ 

 
 

VET  

28  
 

 

2017 1 26 (  
 

Overview

   
  TVET)  
   

   
   
   

   
   
   

   
   
   

   
   
   

  TVET  
   
   

  NQF  

1 

－37－



2 

Quality TVET

Quality Assurance) 

 
NQF:National Qualifications Framework)

3 

Question1  
VET)
NQF)

 

Question2  
VET)

 

Question3  
VET)

 

－38－



 
2-1. OECD 2009

 

• 

p.25) 
• 

OECD
(p39). 

• 

4,000

(p.25). 

4 

OECD REVIEWS OF TERTIARY EDUCATION – JAPAN – ISBN-978-92-64-03932-2 © OECD 2009 

2-2.   

•  1976  
 

• OECD ? 
‘vocation’ Beruf profession

specialised 1994
 

5 

Legal and related status of tertiary education institutionsand related status of tertiary education institutions

－39－



-3.  

(2011  
– 

 

2011  

2012  
–   
–   
–   

2016
 

– 

–   
• 

– 
• 

– 
 

– 
• 

•   
     

– 

– 
• 

– 
 

•   
–  ( ) 
–   
– 

–   
•   
• 

7 

－40－



3.  
3-1.  
 Focused Two Types

University/Academic Program 
 
 

8 

Univ.

Occupation 1

Occupation 2

Occupation 3

Occupation 4

acquisition

usage

Knowledge & Application

 
 

VET Sector/Program 
 
 Knowledge

Skills

Competency

Attitude

Skills

Work 
Requirement

Requirement & Competency

acquisition

eten

e

ncy

 

－41－



10 
3-3 Structures of Occupational Competency 
        by MHLW(2014) 

1-6. 2019  

•  2000
 

• 
2011

•  2016 5
2019  
• 

 

11 

－42－



 
2016 5 10  

 

1-7.  

 
 

 
 

 
 

 
 

 
 

 
 

 
IT CG

 

1-8. 

2 3  
 

4  
 

 
 

 

 
4

 
2 300

4 600  
 

 

 
 

 

 
 

－43－



1-9. 

 
4  

 

 
 

 

 

 

 
40  

 
 

 

1-10. 

 
 

 
 

 

 
2 3  

 

 

 

 

－44－



1-11.

 
16 

2-1. 26

 
2

1700
62

－45－



2-2.

26 4  
–  472 1,373
–  288 286 204

28 4
–  833 29.5 2,540 36.2  

 
–   
–   
–   

2-3.

 
– 

– 

 
– 

 
– 

－46－



•   
• 

 
•   
•   
•   
•   
•   

•  (ISO)  
•  ISO 29990 

•  ISO9000
•   
•   

20 2-4.

2-5.  
 

NQF

 
 

–   
–   
–   

 

 
–  1990 2000

 
–  2013 143  

21 

－47－



3-1.

 
 

TOEIC  
 

– 
–   

22 

4-4.  
 

 
– 

 
–  center of learning
–   

 
–  (centre of vocational education)  

 

－48－



1-1.  
learning outcomes

• 
2008 201

1
(learning outcomes) 

• 

2011 42
 

•  1991
 

24 

1-2. -  

•  20
 

•   

• 
 

•  12
 

• 

 
• 

 

25 

－49－



1-3.  
 

• 

 
 

learning outcomes  
EU  

• 

 
 

26 

1-6.  27 

•   

•  GPA  
•  TOEFL  
•   
•   
•   
•   

 

– 
–   

 

－50－



3-1-1.  
 

• 
2012 ) 

•   

•  2  
•   

• 
 

•  PBL 
•   

• 
 

•  pedagogy  
 

28 

3-2. NQF  
3-2-1.< > < >  

•  3
< National Qualifications Framework> 

•  150  
• 

descriptors
 

•  a qualifications framework, NQF

 
•  OECD(2007)”Qualifications Systems : Bridges to Lifelong Learning”

NQF
qualification

29 

－51－



3-2-2.  
EQF  

•  NQF

ILO2007) 
• 

2008

EQF European Qualifications Framework  
•  EQF

EU EU
2000

CEDEFOP(2015) 2014 150
NQF 193 4 3 CEDEFOP2015

 

30 

4-1-1. 

• 

 
•   

•   
•   

•   
• 

 
•   
•   

•   
•   

• 
 

31 

－52－



4-2-2. 2019  

•  2000
 

• 
2011

•  2016 5
2019  
• 

 

32 

1 

 
 

 
 

 

 

 4  
 

 

 
 

 

4  
 

 
 

 

 

 
 

 

 

  

2016  

33 

－53－



VET)

 

yoshimoto@edu.kyushu-u.ac.jp 
https://eq.kyushu-u.ac.jp/ 
http://rteq.kyushu-u.ac.jp/index.html 
 
 

 
 
 

CEDEFOP(2015)’Global Inventory of Regional and National Qualifications Framework’ 
2013 5 8  

ILO(2007)’An Introductory Guide to National Qualifications Frameworks: Conceptual 
and Practical Issues for Policy Makers’ 

 (2014)
 

2011
 

Isabelle Le Mouillour (2014) ‘German Qualification Framework, a specific approach to 
permeability?‘, Kyushu University(2014) 

OECD(2007)’ Qualifications Systems : Bridges to Lifelong Learning’ 
David Raffe (2013) ‘What is the evidence for the impact of National Qualifications 

Frameworks?’, Comparative Education, 49:2, 143-162  
2004

245-261  
Keiichi Yoshimoto,Yuki Inenaga and Hiroshi Yamada(2007) 'Pedagogy and Andragogy in Higher 

Education — A Comparison between Germany, the UK and Japan', European Journal of 
Education, Vol.42, Issue 1,pp.75–98 

(2010) : /

(2016) IR web

No.6 5-15  
2016

No.2 

35 

－54－



２－３．

Introducing a National Qualifications Framework 
: Concepts and issues arising from the international 

experience

David Raffe

※�平成 25 年度文部科学省委託事業成長分野等における中核的専門人材養成の戦略
的推進事業成果報告書（研究代表：吉本圭一）International Workshop Japanese 
Mode of Tertiary Education and Globalisation Qualifications Framework and Quality 
Assurance,�2014,�vol.5,�pp.57-72. より転載





Introducing a National Qualifications Framework: 

Concepts and issues arising from the international experience 
 

David Raffe, University of Edinburgh 
 
The rapid spread of National Qualifications Frameworks (NQFs) has been spectacular.  
At the beginning of this century only a handful of countries – mostly English-speaking 
Commonwealth countries – had,  or were introducing, an NQF (Tuck 2007).  By 2013 
an estimated 143 countries had established an NQF, were in the process of introducing 
one or were considering doing so (ETF/CEDEFOP/UNESCO 2013).  NQFs are a pre-
eminent example of a ‘travelling policy’, of a ‘global model’ of the organisation of 
education systems and of policy borrowing between countries.  But how far has policy 
borrowing been matched by policy learning?  This presentation draws on this 
international experience to identify questions and issues that a country such as Japan 
should consider when deciding whether and how to introduce an NQF.  My purpose is 
not to answer these questions but rather to provide some conceptual frameworks that 
may help Japan to shape its own answers, and to consider what we can learn from the 
current evidence on the implementation and impact of NQFs.  I focus on 
comprehensive NQFs, frameworks which cover a whole learning system or most of it.   
Many countries are developing partial or sectoral frameworks, for example covering 
vocational qualifications or higher education, although such frameworks may form the 
building blocks – the sub-frameworks – of a future comprehensive NQF. 
 
What is an NQF? 
The OECD’s report on Qualifications Systems offers the following definition:  

A qualifications framework is an instrument for the development and 
classification of qualifications according to a set of criteria for levels of learning 
achieved.... The scope of frameworks may be comprehensive of all learning 
achievement and pathways or may be confined to a particular sector.... Some 
frameworks may have more design elements and a tighter structure than 
others; some may have a legal basis whereas others represent a consensus of 
views of social partners. All qualifications frameworks, however, establish a 
basis for improving the quality, accessibility, linkages and public or labour 
market recognition of qualifications within a country and internationally. 
(OECD 2007) 

 
NQFs vary, but (almost) all provide a set of criteria, or descriptors, for levels of 
learning.   A framework is typically represented by two grids.  One grid shows the level 
descriptors for each level expressed in terms of types of learning outcomes such as 
knowledge, skills and competence.  The other grid shows the main qualifications at 
each level, typically grouped by type of qualification, sector or ‘sub-framework’.  The 
number of levels in a comprehensive framework currently ranges from 5 to 12, but 
many newer frameworks are converging on an 8-level model.  Most NQFs require 
qualifications to be specified in terms of learning outcomes, which provide a notionally 
context-free basis for determining the level, volume and quality of learning, although 
their precise concept of learning outcome may vary.  Most NQFs specify how 
qualifications may be described, assessed and certificated, although these specifications 
vary widely from ‘tight’ to ‘loose’.  Most NQFs are linked with the quality assurance of 
the qualifications and the institutions which deliver and award them.  Some NQFs 
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incorporate measures of volume (credit), while others do not.  Some NQFs are used to 
regulate qualifications, while others are voluntary or ‘enabling’ frameworks.   
 
However, it is rarely easy to give a simple description of a comprehensive NQF.  Most 
comprehensive NQFs have a federal structure, with a comparatively ‘loose’ 
comprehensive framework over-arching a number of sub-frameworks which may have 
tighter specifications but also vary in some aspects of their purposes and design. 
 
What are the possible purposes of introducing an NQF?  
NQFs typically set out with a number of objectives, which may include one or more of: 

To make the learning system and its component parts more transparent and 
easier to understand 
To increase the coherence and coordination of this system 
To promote access, transfer and progression into, within and between 
programmes of learning 
To promote the recognition and utilisation of existing skills, including those 
acquired through informal and non-formal learning 
To establish parity of esteem for vocational and general learning 
To provide an instrument of accountability and control 
To update and extend standards and make them more consistent 
To enhance the quality of learning 
To make education more demand-focused, increasing the influence of learners 
and employers relative to the providers of learning  
To promote the mobility of learners and workers 
To link national qualifications to trans-national frameworks.  

 
How are NQFs expected to achieve these purposes?  
The international policy literature emphasises the need for a country introducing an 
NQF to have clear purposes which it should define in the light of national priorities, 
needs and circumstances (eg Tuck 2007, Bjørnåvold and Coles 2010.)  However, 
purposes may change over time and they sometimes follow, rather than lead, the 
decision to introduce a framework.  Many European countries decided that they needed 
an NQF in order to link national qualifications to the trans-national European 
Qualifications Framework, and subsequently considered other possible purposes for it.   
 
It is equally important for a country to be clear about its expected change processes, 
that is the means by which the NQF will be expected to achieve its purposes.  These 
are rarely itemised in the policy literature, but a more detailed analysis suggests that 
NQFs may employ any of at least seven possible change processes (Raffe 2013).  These 
are: 

The NQF’s common language of levels, credit, outcomes and so on enables the 
learning system to become more transparent and provides conceptual tools for 
planning greater coherence, making standards more consistent and promoting 
access, transfer and progression. 
Creating and maintaining an NQF typically involves increased engagement and 
coordination among stakeholders, which also promotes coordination and greater 
consistency of standards and helps the learning system to become more 
demand-driven.  
Change may be mandated directly by NQFs with a regulation function. 
Change, and improvements in the quality of learning, may be stimulated by the 
quality assurance arrangements linked to most NQFs. 
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NQFs which specify the unitisation or modularisation of qualifications are 
claimed thereby to empower learners by increasing choice and flexibility, and to 
make it easier to update standards and qualifications.   
It is claimed that NQFs based on learning outcomes make individual 
qualifications more transparent and thereby make it easier to improve 
standards, to relate qualifications to labour-market needs, to increase the 
power of learners and employers in the education market and to facilitate 
transfer and progression. 
NQFs are claimed to stimulate cultural change in favour of learner-centred 
approaches which increase the quality of learning.   

Although the choice of change processes will depend on the purposes of an NQF, it will 
also depend on the national context.  For example, the relative importance attached to 
a common language, to stakeholder engagement and coordination and to regulation 
will depend on the political culture and the strength of civil society.  NQFs vary at least 
as much with respect to the change processes they employ as with respect to their 
purposes.  This is an important insight if we want to learn from the international 
experience.  Much of the early research on NQFs focused on competence-based English 
National Vocational Qualifications (NVQs) and on the first two comprehensive 
frameworks (New Zealand and South Africa) which, in their earlier versions, tried to 
apply a similar (unit standard) model to all qualifications.  This model was based 
primarily on the sixth change process listed above: it used a narrow concept of learning 
outcomes to make individual qualifications more transparent.  It was not universally 
successful and it was close to disastrous when used across a comprehensive framework.  
However, we should not generalise from the weakness of this model to the necessary 
weaknesses of all NQFs, many of which rely primarily on other change processes for 
which learning outcomes are much less important.  An NQF may be ‘outcomes-
referenced’ but not ‘outcomes-led’ (Raffe 2011a). 
 
The matrix of possible purposes and possible change processes provides a conceptual 
framework which a country contemplating an NQF could use to examine its own 
possible objectives and approaches.   Some countries have used  a simpler typology of 
NQFs to focus their strategic thinking.   A communications framework aims to describe 
the existing system and make it more ‘transparent’ and thereby provide a tool to 
promote rationalisation and increase coherence.  A transformational framework, by 
contrast, does not start from the existing system but describes the system that it aims 
to develop, and includes the regulatory and other instruments for establishing this 
system.  An intermediate type is a reforming framework, which aims to make the 
existing system more transparent but also to drive change more directly in order to 
achieve specific reforms such as filling gaps in provision, improving quality and 
updating standards.  These types can also be expressed as a continuum – from 
communications to transformational – which is associated not only with varying 
emphases on different purposes and change processes but also with differences in 
design, leadership and implementation. 
 
However, the reality is always more complex.  The strategic goals of an NQF may vary 
over time; many European NQFs start as communications frameworks with an 
intention of becoming reforming frameworks over time (CEDEFOP 2013).  Even more 
important, strategic goals may vary across sub-frameworks of an NQF.  The Scottish 
framework, often seen as the standard example of a communications framework, 
includes sub-frameworks which resemble reforming or even the transformational types.   
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What are the relevant features of the national context? 
Any attempt to learn from abroad should start with an analysis of one’s own country 
and its distinctive needs, circumstances and opportunities.  This analysis should help 
to identify the challenges which an NQF might be expected to address, and therefore 
its purposes, the change processes which are most likely to achieve these purposes, and 
the available opportunities and resources.    
 
Relevant features of the national context include the size and diversity of the education 
system (small, homogenous countries tend to have the most successful NQFs), its 
culture and level of development (NQFs cannot substitute for a lack of schools or 
trained teachers), its governance arrangements, the structure and organisation of 
labour markets, the strength of civil society and the culture of policy-making.   The 
availability of expertise, and its distribution across stakeholder groups, is another 
relevant feature; many countries have relied on foreign experts to develop and 
implement NQFs, sometimes resulting in inappropriate models.  
 
The role which qualifications play in education and the labour market is another 
critical factor which varies within as well as between countries (Coles, Oates and 
Leney 2011).  Many policy documents outlining the expected benefits of NQFs appear 
to assume that qualifications are always used as unproblematic indicators of human 
capital in formal, occupational labour markets.  The possibility that this role is 
contextually variable, that qualifications may be used to screen, legitimate or exclude, 
or that they may play little genuine role at all, is often overlooked.    
 
How are NQFs introduced?  
Qualifications and qualifications frameworks are social and political constructs.  Their 
effectiveness is underpinned by trust, stakeholder relationships and awareness and 
understanding – things which cannot be created by a quick technical ‘fix’ but which 
may be destroyed by inappropriate change.  The process of developing and 
implementing an NQF, even in contrasting national contexts, may therefore have a 
number of common features.  The study team reviewing the Irish NQF identified 
several such features: 

the need for time, in which to develop familiarity and understanding, promote 
cultural change and establish the mutual trust essential for an effective 
Framework; 
the importance of stakeholder involvement and partnership, and acceptance 
that this will require pragmatic compromises at least in the short term; 
an iterative process of development, in which the existing education and 
training system and the Framework are progressively aligned with each other; 
the need for a Framework to be 'loose' enough to accommodate different types of 
learning, and to accommodate differences across sectors of education and 
training (which may be regulated by 'tighter' sub-frameworks) 
the need for a balance between implementation within sectors  and the 
development of coherent system-wide arrangements, and for the emphasis to 
shift between these two over time; 
recognition that a qualifications framework may be an enabler of change more 
than a driver of change, and that its effectiveness will depend on its alignment 
with national policy, institutional priorities and other contextual pressures.  
(Collins et al 2009, p.61) 

 
Do NQFs work? 
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We cannot definitely answer this question because we lack a sound knowledge base on 
the impacts of NQFs.  There are several reasons for this.  As the Irish study noted, 
NQFs may take a long time to achieve impact, but most NQFs are very recent.  The 
earliest frameworks, for which most evidence is therefore available, were established in 
a rather atypical group of (English-speaking) countries and many have faced 
significant changes in political control and direction.  Most later frameworks differ in 
design and in the context in which they are introduced: among other things, they are 
consciously planned in relation to trans-national frameworks and to NQFs elsewhere.  
NQFs appear to be more successful when part of a broader policy strategy, so their 
independent impact is hard to measure.  Monitoring their impact can be difficult, since 
the NQF itself may change the concepts and categories in terms of which the relevant 
data are collected.   Above all NQFs, and the sub-frameworks within them, are diverse 
in their context, purpose and design; generalisation is difficult.   
 
The longer-established comprehensive frameworks of Australia, England, France, 
Ireland, New Zealand, Scotland and South Africa have been fairly extensively 
evaluated.  There have been critical analyses of influential sector frameworks such as 
the National Vocational Qualifications in England, and of comprehensive NQFs in 
several other countries, although many of these have focused on implementation more 
than impact.  International bodies including APEC, CEDEFOP, ETF and UNESCO 
have monitored NQFs in the respective areas of interest and ETF has also conducted 
more qualitative analyses of the implementation process.  The ILO conducted a 16-
country study on 2009, the most extensive cross-national study of impact as well as 
implementation (Allais 2000, Young and Allais 2011).  There is a growing academic 
literature on issues related to NQFs. 
 
Reviewing the evidence from these different sources, I recently concluded: 

The impacts of NQFs have been smaller than expected, have often taken many 
years to appear, have varied across frameworks and sub-frameworks and have 
been negative as well as positive.  For each objective, there are frameworks for 
which some impact is evident, but there are others whose impact is negligible or 
even negative….  For nearly all comprehensive frameworks the picture is 
differentiated: impacts vary across sectors, across sub-frameworks and between 
sub-frameworks and the comprehensive framework of which they are part. 
(Raffe 2013, p.156)   

 
A few generalisations are possible.  First: 

Successful NQFs have typically had two features.  They have respected the 
need for qualifications reform to start from the existing system and to progress 
incrementally; and they have exploited a multilevel structure. This has enabled 
them to secure the benefits of a communications framework at the level of the 
comprehensive framework and to pursue more transformative goals within sub-
frameworks, and to harness different change processes in different sectors and 
across different ranges of the qualifications system. (Raffe 2013, pp.155-156) 

 
The need for an incremental approach may suggest that NQFs at the ‘communications’ 
end of the continuum discussed are likely to be the most successful and those at the 
‘transformational’ end the least.  The ILO study concluded that the Scottish framework, 
the archetype of a communications framework, was the most successful of the 16 NQFs 
studied; the South African framework, at least in its earlier ‘transformational’ phase, 
was among the least successful (Allais 2010).  However, much of the impact of the 
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Scottish framework may be attributed to the more ‘reforming’ sub-frameworks which it 
over-arches.  The ILO study did not cover Ireland, a relatively successful reforming 
framework.   Transformational frameworks, by contrast, have tended only to be 
successful within sub-frameworks or sector frameworks with a relatively narrow scope.  
The wider the scope of a framework, the weaker is its reforming (or transforming) 
potential. 
 
However, the success of a framework needs to be understood in relation to its aims.  
The ‘success’ of the Scottish framework could partly reflect its more limited ambitions 
which were more easily fulfilled.  Conversely, if an NQF can only be introduced 
through an incremental approach which builds on the existing system, can it have 
anything to contribute to a country whose existing system provides little on which to 
build? 
 
A closely related conclusion is that ‘outcomes-referenced’ NQFs, which are based on 
learning outcomes but do not expect outcomes to drive change, are more successful 
than ‘outcomes-led’ NQFs which rely upon learning outcomes as their main change 
agents, for example by making individual qualifications transparent and thereby 
increasing the power of learners and employers in the education market (Raffe 2011a).  
Outcomes-led frameworks have at times been successful in relatively small sub-
frameworks or occupational niches but not as comprehensive frameworks. 
 
NQFs have enjoyed more success in relation to their educational than their labour-
market objectives.  There is little evidence that they have strengthened the demand 
side of the learning market and empowered learners and employers.  Knowledge and 
awareness of NQFs is typically much lower among employers than among educational 
providers and most NQFs have been led by governments or their agencies.  Despite 
including several NQFs with a principal focus on vocational learning, the ILO study 
found that employers, unions and other labour-market interest had played a very 
minor role in the development and implementation of most frameworks.   
 
Conversely, NQFs have been more successful in their education-related aims, for 
example in providing a common language and other tools for rationalising and 
promoting coherence.    
 
However, the most important conclusion from the evidence so far is that the impacts of 
NQFs are complex and variable.  This has a very important implication for the lessons 
to be learnt from the international experience: that this experience cannot be used to 
determine ‘what works’ or to identify example of ‘best practice’ to imitate.  There are no 
such ‘off-the-peg’ solutions.  Rather, national policy-makers should use the 
international experience to increase their understanding of their own systems’ 
possibilities and prospects, and to obtain some analytical tools to inform their own 
consideration of whether, why and how to introduce an NQF.  I have tried to provide 
some of these tools in this presentation.  
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1

S2-Raffe

Overview
1. Introduction: policy learning from other countries
2. What is a (National) Qualifications Framework?
3. What are the possible purposes of introducing an 

NQF?
4. How are NQFs expected to achieve these 

purposes? 
5. What are the relevant features of the national 

context?
6. How are NQFs introduced?
7. Do NQFs work?

2
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Introduction  

From 6 to 143: the explosion of National 
Qualifications Frameworks (NQFs)

Extensive policy borrowing 
But how much policy learning?

Use international experience 
Not as a source of models to ‘borrow’ …
… but to provide tools for learning: concepts, 
questions, issues

Focus on comprehensive NQFs

3

What is a Qualifications Framework? 

A qualifications framework is an instrument for the development 
and classification of qualifications according to a set of criteria for 
levels of learning achieved.... The scope of frameworks may be 
comprehensive of all learning achievement and pathways or may 
be confined to a particular sector.... Some frameworks may have 
more design elements and a tighter structure than others; some 
may have a legal basis whereas others represent a consensus of 
views of social partners. All qualifications frameworks, however, 
establish a basis for improving the quality, accessibility, linkages and 
public or labour market recognition of qualifications within a 
country and internationally (OECD 2007)

4
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Features of an NQF
Common features include

Levels (but number of levels ranges from 5 to 12)
Learning outcomes (but concepts and roles vary)
Level descriptors (but defined differently)
Specifications for qualifications (but may be tight or loose)
Quality assurance (but linked to NQF in different ways)

Variable features include 
Credit
Classification of qualifications by type, field, sector 
‘Gate-keeping’ arrangements
Leadership and control 
Status – eg voluntary v regulatory
Comprehensive v sector - and relation between sub-frameworks and 
over-arching comprehensive framework

5

An example of an NQF ‘grid’

6

－64－



What are the possible purposes of 
introducing an NQF?

To improve understanding of learning system
To increase coherence and coordination
To promote access, transfer and progression
To recognise existing skills
To establish parity of esteem
To provide instrument of accountability and control
To update and extend standards and make them more consistent
To enhance quality of learning
To make education more demand-focused 
To promote mobility
To link national qualifications to trans-national framework 

7

How are NQF sexpected to achieve these 
purposes?

Through one or more ‘change processes’ …
A common ‘language’ 
Stakeholder engagement and coordination
Regulation
Quality assurance
Unitisation
Making individual qualifications more transparent (eg through 

learning outcomes)
Cultural change

8
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‘Change processes’

Mix of ‘change processes’ varies across NQFs
May depend upon

National context
Time scale 
Policy borrowing

Learning outcomes are not the main change 
agent in most of these processes

NQFs may be ‘outcomes-referenced’ but not 
‘outcomes-led’

9

Three types of NQF

Communications framework: starts from existing system, 
describes it, aims to make it more ‘transparent’ and 
support rationalisation and coherence; a tool for change 
rather than a driver of change (eg Scotland)
Reforming framework: starts from existing system, aims 
to make it more transparent but also to achieve specific 
reforms, e.g. fill gaps, improve quality, update standards 
(eg Ireland)
Transformational framework: starts from desired future 
system, aims for radical change, driver of change as well 
as tool for change (eg ‘early’ South Africa)

10
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… or a continuum of NQFs

… but … 
An NQF may vary across its ‘sub-frameworks’ and between 

sub-frameworks and over-arching framework
An NQF may change over time 

Communications Transformational

Describe Prescribe 

Existing system Future system

Tool for change Driver of change

Loose design Tight design

Outcome-referenced Outcomes-led

Voluntary Regulatory

11

What are the relevant features of the 
national context?

Characteristics of education/training system
Size, diversity
Culture and level of development

Organisation and culture of policy-making
Hierarchy v partnership v market
Strength of civil society and stakeholder groups
Legal framework

Technical expertise – and who has it
Role of qualifications  in education and the labour 
market

12
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How are NQFs introduced? A model of 
change

An NQF is a social construct and not just a technical 
instrument: it is about trust, understanding, culture and 
pragmatic compromise.
The introduction of an NQF requires
Long time scales
Stakeholder involvement and partnership
‘Iterative alignment’ of NQF and practice
A loose but variable design
Flexible balance of development within sectors (sub-

frameworks) and integration across them
Alignment with other policies, national priorities and 

contextual pressures – recognising that NQF may be an enabler 
of change more than a driver of change

13

Do NQFs work? 

Growing number and range of studies …… but 
evidence base still weak
Overview:

Variability of impact – hard to ‘unpick’
But some generalisations are possible …

The impacts of NQFs have been smaller than 
expected, have often taken many years to 
appear, have varied across frameworks and sub-
frameworks and have been negative as well as 
positive 

14
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Do NQFs work? 

1. Communications and reforming 
comprehensive frameworks more successful 
… transformational frameworks mainly 
effective within specific niches or sectors

2. Success needs to be understood in relation to 
purposes.

3. Outcomes-led NQFs less successful than 
outcomes-referenced frameworks (except 
sometimes within niches/sectors)

15

Do NQFs work? 
4. Successful NQFs have … respected the need 
for qualifications reform to start from the 
existing system and to progress incrementally; 
and they have exploited a multilevel structure. 
This has enabled them to secure the benefits 
of a communications framework at the level of 
the comprehensive framework and to pursue 
more transformative goals within sub-
frameworks, and to harness different change 
processes in different sectors and across 
different ranges of the qualifications system 

16
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Do NQFs work? 

5. Less successful for labour-market objectives
6. More successful for education objectives 

(especially those focused on providers rather 
than learners)

7. Credit frameworks do not create ‘seamless’ 
systems; they provide a basis for developing 
multiple, interconnected and well-structured 
curricular and institutional pathways  

17

Conclusion 

Key messages
Variability of purposes, processes and impacts
Learn from the international experience …

…  not in order to identify ‘global models’, 
universal ‘best practice’ etc…
… but to raise questions, identify issues and 
supply conceptual and analytical tools for 
analysing the Japanese situation in its own terms

18
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Context: Japan’s challenges

Need for developing core professionals in 
growth areas in keeping with globalization and 
changes in industrial structure
Addressing little dialogue and articulation
between universities and non-universities
– Impact of the establishment of a new university 

model for professional an vocational education
Organizing various learning outcomes for
recognizing recurrent learning

Overview of NQFs
(Bateman, 2015; Raffe, 2014)

QFs: ‘an instrument for the development and 
classification of qualifications according to a set of 
criteria for levels of learning achieved’ (OECD, 2007)
Worldwide development of NQFs for the last 20 years 
(= extensive policy borrowing)
At least 150 countries planning to develop, developing 
or have developed NQFs
Various types of QFs (Raffe, 2014)
– Communications framework
– Reforming framework
– Transforming framework
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Functions of NQFs (Bateman, 2015)

Make national qualifications systems easier to 
understand
Clarify and strengthen the links between qualifications 
within systems
Support lifelong learning by aiding access, participation 
and progression
Aid recognition (credit transfer, recognition of prior 
learning, including those acquired through non-formal 
and informal learning)
Strengthen the link and improve the communication 
between education and training and the labour market
Create a platform for cooperation and dialogue with a 
broad range of stakeholders
Provide a reference point for quality assurance

Some NQFs in the Asia-Pacific Region
Australia
– Australian Qualifications Framework (AQF): 1995, revised in 2011: 

10 levels
Malaysia
– Malaysian Qualifications Framework (MQF): 2007, 8 levels

Thailand
– National Qualifications Framework for Higher Education in 

Thailand: 2014, 9 levels
Korea
– National Competency Standards (NSC): 2010, 10 levels

Japan
– Career Grade (Cabinet Office): 2010, 7 levels
– Evaluation of Vocational Ability Development (Ministry of Health, 

Labour and Welfare): 2000s-
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To Make NQFs successful
(Raffe, 2014)

Two factors of Successful NQFs: incremental 
and multilevel
‘Outcomes-referenced’ NQFs vs. ‘outcomes-
led’ NQFs
– ‘outcomes-led’ NQFs which rely upon learning outcomes as 

their main change agents are less successful

Impacts of NQFs: complex and variable
– No  ‘off-the-peg’ solutions

7

Development of the AQF

Old AQF since 1995: qualifications allocated across 3 
sectors

8
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Experiences accumulated  in Australia (cont.)

Process of creating a strengthened AQF
Preparation May 2008  Establishing AQF Council

Design
2009

May 2009 Strengthening the AQF: A Proposal
Sep. 2009 Strengthening the AQF: An Architecture for 

Australia's Qualifications

Establishment
2010

Examining the new AQF
Making relevant policies

Implementation
July 2011

July 2011  AQF First Edition
Nov. 2011 Review of Graduate and Vocational Graduate 

Certificates and Diplomas in the Australian Qualifications 
Framework

Jan. 2013 AQF Second Edition
9

Australia’s attainments on NQFs
Qualifications specified by 3 aspects of learning 
outcomes
1. Knowledge
2. Skills
3. Application of  knowledge and skills

Qualifications defined by 10 levels
– Defined on the basis of the relative complexity and 

depth of achievement and the autonomy required of 
graduates

Qualifications expressed by a volume of learning
– Nominal duration required for the achievement of 

learning outcomes
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Australia’s experience (cont.)

AQF: level structure consisted of 10 levels

11

Learning from Australia’s experience (cont.)

New AQF: qualification descriptor

12
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Why Australia needed a new AQF: Objectives
accommodates the diversity of purposes of Australian education and training 
now and into the future
contributes to national economic performance by supporting contemporary, 
relevant and nationally consistent qualification outcomes which build 
confidence in qualifications
supports the development and maintenance of pathways which provide access 
to qualifications and assist people to move easily and readily between different 
education and training sectors and between those sectors and the labour
market
supports individuals’ lifelong learning goals by providing the basis for 
individuals to progress through education and training and gain recognition for 
their prior learning and experiences
underpins national regulatory and quality assurance arrangements for 
education and training
supports and enhances the national and international mobility of graduates and 
workers through increased recognition of the value and comparability of 
Australian qualifications
enables the alignment of the AQF with international qualifications frameworks

Regional Qualifications Frameworks
(Bateman, 2015)

Developed from regional needs such as trade or 
student mobility
A common reference framework for various NQFs 
to promote integration, harmonisation, common 
identity, transparency, mobility, and recognition
less regulatory and more communicative
Examples
– European Qualifications Framework (EQF)
– Caribbean Community (CARICOM)
– Southern African Development Community (SADC) 

Framework
– Pacific Qualifications Framework (PQF)
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ASEAN Qualifications Reference Frameworks 
(AQRF) 

Developed since 2010 in preparation for the AEC 
2015
SHARE Project
A device to enable comparisons of qualifications in 
the ASEAN community
Promotion of the advancement of national 
education and training quality assurance systems 
by referring to established quality assurance 
frameworks
Establishment of 8 level framework based on 
learning outcomes

What we should do in Japan
Globalisation/regionalisation and increased mobility of 
people
Urgent need to organise a system of qualifications
Permeability and consistency through robust quality 
assurance of TVET
Need to establish the tertiary education system 
corresponding to lifelong learning/labour market
Circulation and interaction of academic knowledge and 
vocational practice
Need to discuss the meanings and functions of 
‘qualification’: Not only as an index for educational 
attainments and abilities, but also as an index for social 
benefits
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III Challenges

II Development and Application of NQF in Korea

I
Current Situation of NCS Development and Application in 
Korea

Current Situation of NCS Development and Application in Korea

1. Development of NCS

Demand-led
HRD

Standardize Key competencies

Knowledge, Skill, Attitude
key to effective job performance
(based on  [Framework Act on Qualifications])

1-1.  NCS Concept 
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Job Type

Industry Field

Competence(unit standard) level
referencing with NQF

Current Situation of NCS Development and Application in Korea

1. Development of NCS

1-2.  Relationship b/w Competence level & Job type according to industry Field

Project 
management

Business, audit,
office work Finance, insurance

Agriculture, fishery

Social security, 
religion

Health, 
medical treatment

Law, police, fire, 
prison, military

Education, natural
& social science

Construction Food service

Driving, transportation

Culture, art, 
design, broadcasting

Textile, garmentElectronics, electricity

Information 
Technology

Food processing

Printing, lumber, 
Furniture, crafts

Environment, 
energy, security

Chemistry Material Machinery

Major
(24)

Sub-Major
(76)

Minor
(213)

Unit Groups
(847)

* Field  major, sub-field  sub-major, domain  minor, sub-domain  unit groups, according to ISCO classification structure

1. Development of NCS

1-3.  NCS Classification System

Current Situation of NCS Development and Application in Korea
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1. Development of NCS

1-4.  ISC Operational Status

Current Situation of NCS Development and Application in Korea

2. Application of NCS

<  NCS Application Fields>

Current Situation of NCS Development and Application in Korea
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• Develop in-firm training course 
• Placement, recruitment, 
standards of HRM

• Career Development
• Job Description

• Develop and Revise 
certification standards

• Develop Assessment 
Standard & Method

• Develop TVET course
• Develop Teaching plan & materials
• Develop Curriculum & Training 
Standards

National 
Competency 
Standards

Industry

Qualifi
cation

VET

To expand the practical use of NCS, NCS package project has started since 2009

2. Application of NCS

Current Situation of NCS Development and Application in Korea

NCS
developed by industry

NCS learning module
developed by cooperation between 
Industry and Education & Training

NCS-based education and
training course

Education and training Institutions

Task1

Task2

Task3

Task4

Learning module1

Learning module2

Learning module3

Learning module4

Subject1

Subject2

Subject3

School/department/
Course A

School/department/
Course B

School/department/
Course C

Contents of the tasks

-Performance Criteria(PrC)
-KST
-Application range. situation
-Evaluation guidance

Contents of the
learning module

-Objectives
-Contents
-Teaching and learning method
-Evaluation and feedback

Application in school & Training institute

-Textbook development
-Syllabus development
-Teaching & learning management
-Evaluation and feedback

Ministry of Employment 
and Labour Ministry of Education Education and training institutions

NCS Learning Module supported by MoE (Ministry of Education) is a teaching and learning 
material designed to apply NCS in education and training institutes.

2. Application of NCS

2-1. Education & Training System

Current Situation of NCS Development and Application in Korea
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2. Application of NCS

2-2. NCS-based Qualification System 

Current Situation of NCS Development and Application in Korea

German Style Assessment Method British Style Assessment Method

Eclectic Assessment Method

F
ail

Mid-
terms

Testing Conducing 
Organization

pass

Complete 
Additional 
Education/ 
Re-exam

Submit 
Additional 
Evidence 
Materials

Re-exam

F
ail

Finals
Issue 

Certificate
pass

Testing Conducing 
Organization

Testing Conducing 
Organization

Re-
exam

Submit 
Application for 

Certificate

External 
Specialist 

Verification 

Final Decision/ 
Issue 

Certificate

Submit 
Assessment 
Materials & 
Results per 

Student/Trainee
Qualification Commissioned 

School&Training Institute
Qualification Commissioned 

Institute

Testing Conducing 
Organization

Testing Conducing 
Organization

Internal 
Assessment

External 
Specialist 

Verification 

External
Assessment

Issue 
Certificate

Qualification Commissioned 
School & Training Institute

Testing Conducing 
Organization

Testing Conducing 
Organization

Testing Conducing 
Organization

Learning Program-based Assessment System, being applied for NCS-based 
Qualification in NTQS

2. Application of NCS

2-2. NCS-based Qualification System 

Current Situation of NCS Development and Application in Korea
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Level 5

Level 4

Level 3

Level 2

Level 1

Job 4 Job 4 Job 4

Job 3Job 3

Job 5

Job 2

Job 1

Job 3

Job 2

Sub-industry 
field

A

Sub-industry 
filed B

C
Level/

Qualification
Occupation

Lathe Milling Grinding CAM
Shape 

Machining

Automatic 
Processing

Shape 
Machining 2

Manual Machining 1

Manual Machining 2

Manual Machining 3

Shape 
Machining1

• 615 NCS-based New Qualifications have been developed until July, 2016

• About 754 experts have joined in the meeting for development of NCS-based new qualification 

2. Application of NCS

2-2. NCS-based Qualification System 

Current Situation of NCS Development and Application in Korea

2. Application of NCS

2-3. NCS-based Employment

Current Situation of NCS Development and Application in Korea
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2. Application of NCS

2-3. NCS-based Employment

Development and Application of NCS in Korea

2. Application of NCS

2-3. NCS-based Employment

Current Situation of NCS Development and Application in Korea

Providing simple information: Administrative work 
00 person, Productive work 00 person,

Personal Information not related to the job (family 
status, educational background, address, hobby, 

specialty) 

Specifications which are not related the job
(overseas education & training, and volunteering, 

TOEIC)

Letter of Self introduction

Written test to measure personality, aptitude and 
simple knowledge 

Non- structured interview ( daily life questions 
unrelated to job, such as hobby, background of 

growth)

NCS Based employment

Current existing employment Pre- release of the job competencies required for 
employment in each sector
(Attached “job description information” for each 
job)

Minimize personal information not related to the 
job

Background information related to job

(Education, qualification, experience and career 
history  related to the job) 

Letter of self introduction which is job-related and 
centered on experience

Written evaluation based on job competency 
measurement (Setting questions related to job 
performance situation)
Structured interview based on job competency 
evaluation (consist of job-related type of questions)
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2. Application of NCS

2-3. NCS-based Employment

Current Situation of NCS Development and Application in Korea

2. Application of NCS

2-4. Competence-based Salary System

Current Situation of NCS Development and Application in Korea

Job 
Analys

is

Job 
Classifi
cation 
system

• Job Questionnaire Design
• Job Questionnaire Application
• Job Questionnaire Analysis

• Classification by Job 
characteristics

• Job Title / Job Category

Job 
Evaluat

ion

Deter
mine 
job 

evaluat
ion 

metho
d

Derivi
ng Job 
Evalua

tion 
Factor

s 

Deter
mining 

job 
grade 

• Sequence method
• Score method 
• Classification 

method
• Factor 

comparison 
method 

• Input 
• Process
• Outcome

To each evaluated factors
• Apply scale 
• Apply weight

• Decided by Job Evaluation 
Committee

• Simulation of compensation

Deciding Job 
incentives 
(salary)

And 
Developing 

evaluation and 
education 
framework

[NCS Linkage 1]

NCS Classification system mapping

Job

[NCS Linkage 2]

Refer to the NCS job levels 
during job evaluation 

[NCS Linkage 3]

Refer to the NCS while 
developing 

evaluation/education 
framework
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2. Application of NCS

2-5. Mutual Recognition of Qualification

Current Situation of NCS Development and Application in Korea

2. Application of NCS

2-5. Mutual Recognition of Qualification

Current Situation of NCS Development and Application in Korea
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2. Application of NCS

2-5. Mutual Recognition of Qualification based on NCS

Current Situation of NCS Development and Application in Korea

III Future Challenges

Table of Contents

II Recent NQF Development and Application in Korea

I
Current Situation of NCS Development and Application in 
Korea
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Current NQF Development and Application in Korea

1. Development of NQF

1-1.  NQF Background

Societal System Change: Transforming Korea society from credentialism to 
competence-based society

HRD-related System Change: Improvement of efficiency and effectiveness 
through close linkage of existing HRD system, which are separately  operated 
and recognized by different entities, through introducing NQF

In accordance with [National Agenda 75 of current government] the 
administrative task for “Creating Conditions for a Competence-Oriented Society” 
was established and, the National Qualifications Framework (NQF) as a 
detailed task was proposed

Education & 
Training 
System

Qualification 
System

Labor Market 
(Industry)

NCS
Develop

ment

•

•

•

•

Feedback from industry demands

NQF & SQF
(governing & Leading competency-based society)

1. Development of NQF

1-1.  NQF Background

Current NQF Development and Application in Korea
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1. Development of NQF

1-2.  KQF Framework (present)

Current NQF Development and Application in Korea

1. Development of NQF

Development of national linked-QF to comprehensively evaluate and recognize competency, 
based on NCS

Need to closely link existing education, training, qualifications, experiential learning, lifelong 
learning, and non-formal & informal learning outcomes to 1) eliminate redundant learning 
requirements, 2) To ensure mutual comparability between various learning outcomes that are not 
properly evaluated and recognized in various laws and regulations

Need to substitute or replace the requirements for university degrees (including integrative 
master and Ph.D.) that are not necessary to be recognized as professionals in certain fields 
(beauty, music, fashion, sports, etc.), by properly evaluating and recognizing the experiential 
learning outcomes.

Preferentially KQF is introduced to enable mutual comparability between education, training, 
technical qualification and experiential learning including RPL.

Current NQF Development and Application in Korea

< Korean Context of KQF Development >

1-2.  KQF Framework (present)
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1. Development of NQF

1-2.  KQF Framework (future)

Current NQF Development and Application in Korea

1. Development of NQF

Ongoing situation to reach social consensus on the purpose of introducing & operating 
KQF 

Insufficient discussion and consensus on the details in the application of KQF between 
MoE and MoEL. 

The interest of industries and labor unions in KQF are slowly increasing

Leading Korean Experts have different levels of understanding and approach to KQF, so 
there is a need for more in-depth discussion and consensus formation between them(e.g., 
different concepts of securing equivalence between qualifications based on comparability, 
etc.)

In the process of establishing detailed evaluation and evaluation system of experiential 
learning outcome

Resistance from professors regarding the NCS based reformation of the 4 years 
university curriculum

Current NQF Development and Application in Korea

< Situational Diagnosis of KQF Development & Introduction >

1-2.  KQF Framework (future)
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1. Development of NQF

1-3. Three Stages to evolve NQF

Current NQF Development and Application in Korea

2. Application of NQF

2-1. Sectoral Qualification Framework for Software industry(SQF in SW)

Current NQF Development and Application in Korea
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2. Application of NQF

Current NQF Development and Application in Korea

2-1. Sectoral Qualification Framework for Software industry(SQF in SW)

•
•

•

•

•

•

•

2. Application of NQF

Current NQF Development and Application in Korea

2-1. Application of SQF in SW)
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Standard of measurement

Doctoral + work

experience

2. Application of NQF

Current NQF Development and Application in Korea

2-2. Sectoral Qualification Framework in Chemistry

100%  70% 50% 

75% 100% 65% 

70% 80% 100% 

10.1 9.9 8.1

2. Application of NQF

Current NQF Development and Application in Korea

2-2. Sectoral Qualification Framework in Chemistry
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2. Application of NQF

Current NQF Development and Application in Korea

2-2. Application and Update of SQF in Chemistry

III Future Challenges in Northeast Asia Region

Table of Contents

II Current NQF Development and Application in Korea

I
Current Situation of NCS Development and Application in 
Korea
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. Future Challenges

1. Similar issues in National HRD System b/w Korea & Japan

•

•

•

•

•

•

•

•
•

•

2. Challenges for development NQF in Korea & Japan

. Future Challenges
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•

•

•

•

•

•

•

•

•

•

•

•

•

•

2. Challenges for development NQF in Korea & Japan

2-1. Function of NQF

. Future Challenges

2. Challenges for development NQF in Korea & Japan

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

2-2. NQF in connection with other frameworks

. Future Challenges

2. Challenges for development NQF in Korea & Japan

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

2-3. Competence in Asia Context

. Future Challenges

2. Challenges for development NQF in Korea & Japan

2-3. Competence in Asia Context

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

. Future Challenges

2. Challenges for development NQF in Korea & Japan

2-4. Impacts of NQF

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

. Future Challenges

2. Challenges for development NQF in Korea & Japan

2-5. Regional Qualification Framework

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

2-5. Regional Qualification Framework

•

. Future Challenges

2. Challenges for development NQF in Korea & Japan

2-5. Regional Qualification Framework

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

2-5. Regional Qualification Framework

. Future Challenges

2. Challenges for development NQF in Korea & Japan

2-5. Suggestion to introduce RQF in Northeast Asia Region

. Future Challenges
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2. Challenges for development NQF in Korea & Japan

2-5. Regional Qualification Framework

. Future Challenges

2. Challenges for development NQF in Korea & Japan

. Future Challenges
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•

•

Systemization of work 
experience recognized 

as learning outcome

Area for Work Area for Learning
Connected

Linkage between
Learning Outcomes

. Future Challenges

Many Thanks

joycho9797@glosqua.re.kr
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Competencies and Learning Outcomes 
: Common Qualification Frameworks

― Different Approaches

Egbert de Weert
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第３部：国内分野別タスクフォース





３－１．

日本における介護人材養成教育・資格体系の再構築

菊地 克彦
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３－２．

平成28年度 
「成長分野等における中核的専門人材養成等の戦略的推進」事業

伊藤 一統





2017/2/21 8 EQGC 1

2017/2/21 8 EQGC 2
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2017/2/21 8 EQGC

3 3

2
2,880

5
7,200

3

2017/2/21 8 EQGC

(1/2

4
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2017/2/21 8 EQGC

(2/2

5

2017/2/21 8 EQGC
19 3

6
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2017/2/21 8 EQGC

•
•

•
•

•

•

• 13 
•

7

2017/2/21 8 EQGC

• 62

8
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2017/2/21 8 EQGC

•

•

•

•

9

2017/2/21 8 EQGC 10
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2017/2/21 8 EQGC

21-
22 2011

11

2017/2/21 8 EQGC

•

•

•

•

•

12
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2017/2/21 8 EQGC

•

•

•

•

•

13

2017/2/21 8 EQGC
9 25 1 31

14
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2017/2/21 8 EQGC

2
( 68

•

•

•

20

15

2017/2/21 8 EQGC 16
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2017/2/21 8 EQGC 17

29 2 8 30 33
2017/2/21 8 EQGC 18
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25 2
2017/2/21 8 EQGC 19

2017/2/21 8 EQGC 20

3 5 5-2 6 7

2 3
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2017/2/21 8 EQGC 21

•
•
•
•
•
•

•
•
•
•
•
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•
•

•
•

2017/2/21 8 EQGC 22
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2017/2/21 8 EQGC 23

•
•
•
•
•
•

•
•
•
•

•
•
•
•
•

2017/2/21 8 EQGC 24
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2017/2/21 8 EQGC 25
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３－３．

日本の調理教育の特徴と中村調理製菓専門学校の教育

中村 　哲
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３－４．

我が国の IT革新は、第四次産業革命とつながっているのか

新谷 康浩
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1. 2

2. 2
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<Level descriptor>

1

1
Level

3. Curriculum Flow & Level descriptor
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３－５．

専門学校における質の保証

平田 眞一
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•

76%(2009)

•

•

•

•

－170－



３－６．

「商業・ビジネス・経営分野」における能力の定義・把握の困難さ

⻲野　 淳
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第４部：海外の卓越した職業教育





４－１．

Workplace Innovation in Korea

Oh, Kye Taik





Workplace Innovation in 
Korea 

2017. 1. 

KyeTaik Oh(Korea Labor 
Institute)

www.kli.re.kr

Ⅰ

Ⅱ

Ⅲ

Ⅳ

Case and model by industry 

History of workplace innovation in Korea

Future direction 

Purpose
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26

Thank you!
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４－２．

Assurance of Learning in VET：Case of Taiwan (ROC)

Chung, Tsungting





Taiwan: Country Profile
• Population: 23.4 million (2017)
• GDP, per capita: $23,177 (#40) 

(2016)

• Literacy rate: 98.5% (2016)

• Urbanization: 75% (2016)
• Demographics:

98% Han Chinese
o 84% Benshengren ( )

o 15% Waishengren (

2% Indigenous

• Sources: IMF, Ministry of the 
Interior, Government Information 
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Economic 
Reconstruction

Consumer Goods 

Industry

Rapid Growth of 
Light Industry

Capital & 
Technology 
Intensive 
Industries

High-Tech 
Industries

Industrial Restructuring

1960s 1970s 1980s 1990s1950s1940s

Industrial Development of Taiwan
Past, Now and Future

Knowledge 
Industries

2000s 2010s
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Assurance of learning is a regular, 
systematic, and sustainable 
mechanism that assures that 
predetermined learning goals and 
learning experiences are occurring.
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Learning
Goals

Improvement
Learning

Objectives

Assessment
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...It’s Multiple Measures 
Over Time.
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...It’s Multiple Measures 
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NO!

－219－

NO!
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• Professor autonomy: Grades in one 
course or section may be recorded using 
a different standard than grades in 
another.

• General accountability: Much of the 
current public annoyance with higher 
education comes from a lack of skill and 
content mastery by students who have 
received good grades.

Verbal ability
Participation
Cooperation
Extra credit
Attendance

Effort
Criterion Performance vs. Value Added
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• Do we have a curriculum or a set of common courses? Which of 
these do our students experience?

• What do we want our students “to be” or “to have” when they 
have completed the program?  What are our curricular goals?

• What do our students “do” to demonstrate accomplishment of 
curricular goals (i.e. course objectives)?  How much and what 
kinds of writing? What kinds of math? Oral Presentations? 
Analysis and Reports? Are these relevant to our curricular 
goals?
How do we demonstrate to ourselves that students are 
achieving or have achieved curricular goals?

－221－
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４－３．

Competency, learning outcomes and approaches in 
emerging areas of training

Hugh Guthrie
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４－４．

Transforming TVET
―Game Changer, under the 11th.Malaysia Plan, 2016-2020.

Dato Baharudin Abdullah





Transforming TVET –
Game Changer, under 
the 11th. Malaysia Plan, 

2016-2020.

Dato Baharudin Abdullah
SG Academy

NZBA Consulting
Kuala Lumpur

MALAYSIA

EAS VET Provider Conference
25 to 28th Febuary 2017, Fukuoka, Japan.
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TVET is a key sector …with the Govt. playing dominant role

Source: EPU, Apr 2014.
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TVET faces governance, QA framework and articulation issues

Kolej 
Vokasional

Number of programs offered
Certificate : 148 
Diploma : 173
Adv. Diploma : 35

Source: EPU, Apr 2014.

TVET issues & challenges …an in-depth overview

－235－



ACCELERATING HUMAN CAPITAL 
DEVELOPMENT FOR AN 
ADVANCED NATION
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Why is TVET important for Malaysia?

1.5 million jobsJOBS by 
skills category,
2015-2020 to be created
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Focus areas …accelerating human capital 
development for an advanced nation

Transforming TVET to meet 
industry demand

Accelerating human capital development
for an advanced nation

B

Strengthening the governance of TVET 
for better management

Enhancing quality & delivery of TVET 
programmes to improve graduate employability

Rebranding TVET to increase its 
attractiveness

1

3

211TH PLAN

FOCUS
AREA B
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C

Improving effectiveness of programmes 
to meet learning needs

Improving regulatory and funding support
to broaden access

1

2

11TH PLAN

FOCUS
AREA C

Accelerating human capital development
for an advanced nation

Strengthening lifelong learning for 
skills enhancement
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4

5

6

1

3

211TH PLAN

6 GAME
CHANGERS

Institutions
Specialization

and
optimization

Programme
Industry

compliance and 
high

employability

Instructor / 
Lecturers

Highly skilled 
and better 
delivery

Public
(Students)
Clear education 
pathways and 

employment with 
better income

Industry
Better

engagement
with

institutions

Expected Outcomes: TVET under 11th. Malaysia Plan
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Strategy canvas for TVET under 
the 11th. Malaysia Plan

Strengthening TVET governance 

－241－



A new comprehensive model…..
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: Challenges and Opportunities

Hrushikesh Senapaty





 

1 | P a g e            
 

Vocational Education and Training in India: Challenges and Opportunities  
 

Prof. Hrushikesh Senapaty 
Director, National Council of Educational Research and Training 

Sri Aurobindo Mag, New Delhi 110016 (India) 
 

Abstract 
 

India has adopted skill development as a national priority. One of the major 
challenges that India faces is to upscale the provisions for Vocational Education 
and Training, without compromising on quality and sustainability. With the 
current and expected economic growth, this challenge is going to only increase 
further, since more than 75% of new job opportunities are expected to be "skill-
based". The key obstacles in the VET landscape in India includes negative image 
and low aspirational value, mismatch between skill demand and supply, lack of 
industry engagement at all levels, lack of coordinated efforts for meeting quality 
standards and optimal utilisation of resources, proper operationalisation of a 
quality assurance framework and lack of focus on leveraging technology for 
promoting apprenticeship training to meet current and future skill demands of 
technology and automated industry. The paper reviews the challenges that the 
India is facing in implementation of VET for meeting the skill development needs 
of people. It discusses the recent initiatives and steps taken by the government 
through public-private partnership in making VET aspirational, integrating 
vocational education with general education, synergising efforts for coordinated 
action for reducing the skill mismatch and meeting quality standards. The paper 
also highlights the need for greater funding of VET and the reorientation of VET in 
meeting current and future skill demands of technology and automation.    
 

Introduction 
 

Countries with successful Vocational Education and Training (VET) systems have engaged 
stakeholders in a range of dimensions, including (i) setting VET priorities and policy imperatives 
(ii) determining current and future skill needs and priority skill areas, (iii)development of national 
skill standards, (iv) improving capacity and provisions for VET, including apprenticeship training, 
(v) placement of VET graduates and (vi) adequate financing of VET. There is an increasing need to 
shift the focus from quantity to quality and to promote innovative VET to cover more advanced 
skills. The quality is being mainly measured on the basis of what the employers wants in terms of 
skills and experiences that the trained people possess. The supply of skill training should therefore 
match with the skill demands of the labour market and recognition of qualification by the 
employers.  The paper reviews the challenges that the India is facing in implementation of VET for 
meeting the skill development needs of people.  It discusses the recent initiatives and steps taken by 
the government through public-private partnership in making VET aspirational, integrating 
vocational education with general education, synergising efforts for coordinated action for reducing 
the skill mismatch and meeting quality standards. The paper also highlights the need for greater 
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funding of VET and the reorientation of VET in meeting current and future skill demands of 
technology and automation.    

India has adopted skill development as a national priority. The major challenge that India is 
facing is to provide quality VET to a wide variety of around 300 million young population for 
current and emerging job opportunities by 2022 (Mehrotra et al., 2013; Ernest & Young and FICCI, 
2013). According to an estimate 104.62 million fresh entrants to the labour force between 2015 to 
2022 would be required to be skilled through VET (MSDE, 2015a).  It is estimated that only 2.3% 
of the workforce in India has undergone formal skill training as compared to 68% in the UK, 75% 
in Germany, 52% in USA, 80% in Japan and 96% in South Korea (MSDE, 2015b).  

The annual training capacity in the country is estimated to be around 7 million in 2014. 
Therefore, one of the major challenges that India faces is to upscale the provisions for skill training, 
without compromising on quality and sustainability. With the current and expected economic 
growth, this challenge is going to only increase further, since more than 75% of new job 
opportunities are expected to be "skill-based". Addressing these challenges require collaborative 
action among governments, international organizations, corporations, universities, NGOs, and 
individuals. 
              In India, skill acquisition takes place through two basic structural streams - a small formal 
one and a large informal one. The formal structure includes: (i) vocational education in schools at 
the secondary and higher secondary stage, (ii) vocational training in Industrial Training Institutes 
(ITIs) (these were earlier with the Ministry of Labour and Employment, but are now managed by 
the Ministry of Skill Development and Entrepreneurship), (iii) higher technical or vocational 
education imparted through professional colleges and Universities in courses that last one year 
(certificate/diploma course), two years (advanced diploma course) or three year (degree).VET is 
delivered through schools, Industrial Training Institutes, Advanced Training Institutes, Tool Rooms, 
Poytechnics, Community Colleges, Universities and private skill training providers. 

The key obstacles in the VET landscape in India includes negative image and low 
aspirational value, lack of integration with general education, mismatch between skill demand and 
supply, lack of industry engagement, lack of coordinated efforts for meeting quality standards and 
optimal utilisation of resources, proper operationalisation of a quality assurance framework and 
lack of focus on leveraging technology for promoting apprenticeship training to meet current and 
future skill demands of technology and automated industry. A National Policy for Skill 
Development and Entrepreneurship 2015 was unveiled on July 15, 2015 to meet the challenges of 
skilling people at scale with speed, standard (quality) and sustainability. The policy objective of 
increasing the opportunities for and participation in skills development is being met through greater 
public funding, articulated pathways, diversification of types of training, more private provision, 
and enhanced resource allocation mechanisms.  
 

Making VET Aspirational  

In spite of various efforts, the VET still has a negative image of being meant for school 
drop-outs, rather than a way of training people for jobs.  It has low aspiration value as it is not 
appealing to people who want to attain a higher social position or standard of living. In order to 
make VET aspirational for students, it is important to understand the skills that the students value 
the most. India is making efforts for making VET aspirational by mainstreaming VET, mobilising 
greater participation, encouraging rural participation through agriculture based courses, assessing 
skill needs, recognising prior learning, encouraging participation of workers to opt for skill 
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development courses and defining clear career pathways for a variety of skill training programmes 
offered through various institutions under the National Skill Qualifications Framework (NSQF). 

Integrating Skills with General Education 

In an increasingly globalized economy, technological progress has increased relative 
demand for non-routine tasks that requires problem-solving skills and creativity, with 
characteristics of professional, managerial, technical, and creative occupations while leading to 
displacement of manual and routine jobs (ILO 2015). It thus places a premium on workers’ ability 
to adapt to new challenges and master skills that complement, rather than compete with, computers 
and automation, such as idea generation, complex communication, and product diversification 
(Sungsup et al., 2015). India’s general education system is integrating academic education with 
vocational education to focus on 21st century skills needed in the workplace (Mehrotra, 2012).  A 
National Vocational Education Qualifications Framework (NVEQF) was launched by the Ministry 
of Human Resource Development (MHRD)1 in 2012 to integrate vocational education with general 
education and to provide seamless pathway to the learners for a smooth transition from school to 
work or further education (Mehrotra et al., 2012; MHRD, 2012).    

Shifting education from rote-based memorization of information towards mastery of 
applied competencies and reforming curriculum, pedagogy, and assessment is taking place. It will 
bring about improvement in quality and relevance needed for the modern economy and developing 
skills for innovation, creativity, and entrepreneurship. To achieve these objectives, the National 
Skill Qualifications Framework was introduced in 2013 to organize qualifications according to a 
series of levels of knowledge, skills and aptitude. These levels are defined in terms of learning 
outcomes which the learner must possess regardless of whether they were acquired through the 
formal, non-formal or informal learning. It is also a nationally integrated education and 
competency based skill framework that will provide multiple pathways (horizontal as well as 
vertical) among vocational education, vocational training, general education and technical 
education, thus linking one level of learning to another higher level. This will enable a person to 
acquire the desired competency levels transit to the job market and at an opportune time return for 
acquiring additional skills to further upgrade their competencies.  

The NSQF is organized as a series of levels of “learning outcomes”, arranged in ascending 
order from 1 to 10 levels (table 1). Levels depend on the complexity of learning; 1 is the least 
complex and 10 the most complex. It is a broad framework beginning from Class 9 (NSQF level 1) 
through to Diploma (NSQF level 5) Advanced Diploma and Degree, (NSQF levels 6-10) in 
Colleges and Universities.  

The National Policy for Skill Development and Entrepreneurship 2015 has set a target of 
integrating skilling with formal education from Class IX onwards in 25% schools over the next 5 
years and all formal and non-formal skill training programmes will have to align with the NSQF by 
December 2018. In order to realize the policy imperatives in school education, major interventions 
and strategies adopted in skill development at the secondary and higher secondary stage include (i) 
integration of academic and vocational education curricula,  (ii) offering courses to match the skill 
demands of the economic and social sectors, (iii) implementing flexible curriculum design for 
linking qualifications with competence and employability, (iv) preparing competent teachers and 
trainers, (v) assessment of competence based learning, and (vii) quality assurance. The intent is to 

                                                 
1  With the notification of National Skill Qualifications Framework in 2013, the NVEQF was subsumed in 

NSQF.  
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make vocational subjects available to the students, without streaming them into rigidly narrow 
programme of VET leading to a limited range of options in higher education or world of work. The 
modular curriculum is delineated into four major areas: (i) generic skills/life skills, (ii) domain 
specific knowledge, (iii) technical or vocational skills, and (iv) work integrated learning. Students 
can now exercise a much greater degree of choice about the combination of subjects in higher 
education. Continuous and Comprehensive Evaluation (CCE) with built in procedures for remedial 
measures is being implemented to ensure requisite competencies and learning outcomes. Although 
the vocational education programme in schools is government funded, but it is being also 
implemented in PPP mode through the Vocational Training Partners and the SSCs recognised by 
NSDC. The NSDC is working with around 5978 schools in 19 States in the implementation of the 
Centrally Sponsored Scheme of Vocationalisation of Secondary and Higher Secondary Education, 
which offers vocational subject from Std. IX to XII. Skill testing of the vocational students is being 
done by the experts from the Sector Skill Councils.  
 

Table 1: Levels, qualification types and certifying bodies under National Skill Qualifications 
Framework 

 Qualification Type  
NSQF  
Level  

Case I  
 

Case II Certifying Body 

 
10 

Degree Doctorate University and SSC 

 
09 

PG Diploma  
Master’s Degree 

 
08 

PG Diploma  
Master’s Degree 

 
07 

 
Advanced Diploma 

 
Bachelor’s Degree 

Board of Technical 
Education and SSC 
Or  
University and SSC 

 
06 

 
Advanced Diploma 

 
Bachelor’s Degree 

 
05 

 
Diploma  

 
Bachelor’s Degree 

Board of Technical 
Education and SSC 
 
Or  
 
School Board and Sector 
Skill Council 
 

 
04 

 
Diploma  

 
Grade XII 

 
03 

 
Diploma  

 
Grade XI 

 
02 

 
Grade X 

 
Grade X 

School Board and Sector 
Skill Council 

 
01 

 
Grade IX  

 
Grade IX  

School Board and Sector 
Skill Council 

Recognition 
of Prior 
Learning  

Grade VIII Grade VIII NIOS/State Open Schools 
and Sector Skill Council Grade V Grade V 

Source: MHRD, 2012 

1. Joint certification entails assessment of knowledge by Boards and skills by Sector Skill 
Councils/Industry.  

2. For Polytechnic Diploma, entry requirement is Grade VIII.  
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3. Advanced Diploma corresponds to the third year of the present Polytechnic Diploma 

The existing vocational courses in Industrial Training Institutes (ITIs) and Polytechnics are 
being aligned to the emerging competencies in the market and the requirements of the NSQF. The 
qualifications obtained in schools, as well as in ITIs are now being linked to formal educational 
qualification at appropriate level through suitable bridge courses for providing academic 
equivalence and vertical mobility.  Curriculum is being reoriented on a continuing basis to meet the 
skill demands of employers/industry and the self-employment opportunities.  

Making higher education skill oriented is a critical key area for improving the 
employability of higher education graduates, therefore, skilling is being increasingly integrated in 
higher education with community colleges and degree colleges affiliated to universities offering 
NSQF-aligned vocational courses and Bachelor of Vocational Education (B.Voc.) degrees. These 
courses are being aligned to a credit framework i.e. Choice Based Credit System (CBCs) of the 
University Grant Commission (UGC) to provide horizontal and vertical mobility. The Choice 
Based Credit System (CBCS) provides choice for students to select from the prescribed courses 
(core, elective or minor or soft skill courses).  
 

Synergizing Efforts to Meet Quality Standards and Skill Demands 

There has been a lack of coordination and uniformity in skill development, as there are 21 
central ministries implementing the schemes and programmes through various institutions. To 
tackle this issue a National Skill Development Mission was launched by the Government of India 
in 2015 (MSDE, 2015a). Seven sub-missions have been proposed initially to act as building blocks 
for achieving overall objectives of the Mission. They are: (i) Institutional Training, (ii) 
Infrastructure, (iii) Convergence, (iv) Trainers, (v) Overseas Employment, (vi) Sustainable 
Livelihoods, and (vii) Leveraging Public Infrastructure. The National Skill Development Agency 
(NSDA), National Skill Development Corporation (NSDC), and Directorate General of Training 
(DGT) – all of which  have horizontal linkages with Mission Directorate are facilitating the smooth 
functioning of the national institutional mechanism (fig.1).  
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                    Fig.1: Organisational structure of National Skill Development Mission 

 
A national database on all major aspects of skill development is being created in 

partnership with Ministries of the Government of India and the State Governments. This would be 
a one-shop stop where all the relevant information is freely available to citizens. The government 
has created a National Steering Committee for setting up the Labour Market Information System 
(LMIS). The Skill Development and Management System (SDMS) launched in 2013 has more than 
5 million skilled people registered (NSDC, 2015). The SDMS would bring in operational 
efficiencies, transparency and would help reduce considerably the situation of one individual being 
benefitted under different schemes. 

The skill standards set out the training requirements for an organisation seeking to issue 
qualifications.  Skill standards are critical to the quality of VET. The recognition of qualifications 
awarded to learners by the industry or employers across the country depends on the skill standards 
and delivery of quality education and training. A Quality Assurance Framework (QAF) is being 
developed to improve the consistency of outcomes linked to certification and consequently to 
improve the status of skills training. The QAF for certification and assessment will set minimum 
standards and provide guidance for effective, valid, reliable, fair and transparent assessment within 
the context of the NSQF. Development of NOSs by the SSCs is examined and reviewed by the 
National Skills Qualification Committee (NSQC) and thereafter conferred the status of ‘National 
Standards'. The qualifications under the NSQF are being aligned to globally recognized 
qualifications framework for ensuring quality and international workforce mobility.  

 
Reducing the mismatch between skill supply and demand 

Misalignment of formal education and training, especially the mismatches between the 
supply and demand for various hard and soft skills has contributed to the skills mismatch in most 
countries. Skills mismatch in India is evidenced by the fact that (i) on the one hand, India has 
consistently ranked among the top three countries in the region in terms of firms’ difficulty in 
filling vacancies since 2011, with 58% of the employers surveyed reporting difficulty in finding 
people with the requisite skills in 2015; and (ii) at the same time, India has pervasive 
unemployment and underemployment among youth, even among university graduates, with one in 
three graduates up to the age of 29 being unemployed (Sungsup et al. 2015) This is consistent with 
the findings by the World Bank enterprise surveys that suggest many young people, even those 
with university degrees, are unemployable because of a lack of technical and vocational skills 
needed by employers (World Bank 2012; 2013). Lack of access to quality and relevant VET has 
also contributed to the skill gap because a number of students are unable to pursue VET. Relative 
low wage implies that the skills supplied are not economically valued, and/or employers’ 
preference to shift to more capital-intensive production models. To some extent these may result 
from skills mismatch, that is, skills supplied may not meet the level or type needed by the 
employers.  

Skill development in India is experiencing a transition from a supply-led to a demand-led 
system. High priority is being accorded to building closer relationships between training supply 
and market demands. The NSDC conducted human resource requirement studies across 24 sectors, 
covering both the organised and unorganised sectors and made a detailed report of the skill demand 
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projections for 2013-17 and 2017-22 for each sector. The report of the studies also covers the job 
roles and the skill gaps (NSDC, 2015).  

Engaging the private sector in identification of skills demands to provision of training, 
advice, and financing for VET is crucial for the success of the VET programmes. However, in 
many countries, employer engagement in VET has remained limited to employers’ participation in 
dialogue(ranging from ad hoc meetings to established industry councils) to examine employment 
trends, and in many cases, private sector entities serve mostly as observers with little or no 
decision-making role (UNESCO 2013). The private sector over the last decade in India has played 
an instrumental role in driving the demand-led skill development system under the NSQF. To 
foster public-private partnerships, the government of India has set up institutional capacity in the 
form of the National Skill Development Corporation (NSDC)2 and Sector Skill Councils (SSCs)3.  

The curriculums are being designed as to develop skills of the levels and quality acceptable 
to the employing agencies. Skill training programmes include basic modules of computer literacy, 
finance, language and generic skills, like etiquette, appreciating gender diversity in workplace, 
building positive health attitudes and social and life skills to enable youth to be employable and 
market ready. Curriculum development partnerships to improve quality and relevance to industry 
are being promoted at the National level. The traditional supply driven curriculum is being 
increasingly made flexible through modularization of the units and granting leaner's more choice. 
A shift from input oriented curriculum to outcome oriented curriculum is taking place to conform 
to the requirements of the NSQF, where learning outcomes to be achieved by the learner are the 
key elements of qualifications. Learning outcomes are perceived as an instrument to enhance link 
between VET provision and the labour market.  Standardisation of learning outcomes based on 
National Occupation Standards4 (NOSs) is being done.  

 
Meeting current and future skill demands of technology and automated industry 
 

Key shifts affecting skills demand include greater access to education, evolving 
occupational structure of employment driven by globalization, demographic shifts and 
technological advancement. Globalization has reshaped the global economic dynamics of world 
trade by mobilizing labour, capital, and services. Workers mobility is being largely governed by the 
skill demands. Within the service sector, particularly rapid growth in employment is forecasted in 
private sector services, which are expected to employ more than a third of the global workforce in 
the coming five years (ILO 2015). In India, the primary sector although constitutes 50 % of 
working population, but its contribution to GDP is mere 17%. Similarly manufacturing share in 
GDP is 24 % while it constitutes 23 % of population. Although the service sector constitutes much 
                                                 
2 National Skill Development Corporation (NSDC), a Public-Private Partnership was set up in 2009 for 

funding quality skill development programmes through scalable for-profit VET initiatives under the 
NSQF across various sectors and to reduce the gap between the demand and supply of skilled 
manpower.   

3 Sector Skill Councils are autonomy bodies approved by NSDC to bring together all stakeholders-
industry, academia and labour organisations to conduct research to identify skill gaps, develop 
and review national occupation standards, develop labour market information system, train 
trainers, and collaborate with institutions for training, assessment and certification to ensure 
acceptability and consistency in standards. 38 Sector Skill Councils approved in services, 
manufacturing, agriculture and allied services and informal sector.  

 

4       1727 Qualifications Pack with 9581 National Occupational Standards have been developed by 
the various Sector Skill Councils 
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smaller working population but its contribution to GDP is more than 50%. The agriculture sector 
loses its primacy as the lead contributor to GDP and employment, giving way to rise in 
employment in the industry and service sectors, with the service sector eventually predominating.  

The aging of the global society has led to shifts in the demand for skilled workers in health 
care and elderly care. This rise in the demand for health care and other social services suggests that 
these sectors will expand rapidly and would serve as major employers.  

Technological advancement has had more micro-level effects on employment and types of 
occupations within specific industries and companies. It has driven the development of new 
products and services that did not exist and thus has given rise to new occupations. Workers will 
have to adapt to new challenges and master skills on the applications of computers and automation 
and product diversification. Companies are combining advanced connectivity and advanced 
automation, cloud computing, sensors and 3D printing, connected capability, computer powered 
processes, intelligent algorithms and Internet of things services to transform their businesses. 
Industry 4.0 is the current trend of automation and data exchange in manufacturing technologies. It 
includes cyber-physical systems, the Internet of things and cloud computing. The skills imparted by 
the Industrial Training Institutes and private skill training providers will have to be in line with the 
automated industry requirements.  

The development of Information and Communication Technology (ICT) is occurring at an 
unprecedented speed requiring workers to have more and more complex cognitive skills than ever 
(Okada, 2012). ICT tools are being leveraged to help teachers shift from transferring information to 
facilitate learners to create knowledge and help them to shift from an acquisition mode of learning 
to one that engages in higher order thinking, innovation, creativity and collaboration. The National 
Mission on Education through ICT (NMEICT) leverages the potential of ICT in teaching and 
learning process for the benefit of all the learners in Higher Education Institutions in any time 
anywhere mode.  Innovative pedagogical practices like flipped learning, MOOCs, game based 
learning, and mobile application are being promoted through various schemes and programmes 
(table 2). Under the Digital India programme, the Indian Government is ensuring universal access 
to mobile connectivity by providing mobile coverage to around 55,619 villages in the country that 
do not have mobile coverage.   
  

Table 2: ICT based learning resources in India 
 
National E-Library An online portal that will democratize access to knowledge by 

ensuring that quality content from central universities and premier 
educational institutions are available in a digital format that can be 
easily accessed by students, working professionals and researchers 
across the country through laptops, smart phones, tablets and PC’s.  

National Repository of 
Open Educational 
Resources (NROER) 

Offers digital and digitisable resources (audio, video, interactive 
images and documents) in different languages along with online 
activities. NROER is developing web-based resources to meet the 
increasing demand of ICT-enriched teaching and learning 
environments 

Study Webs of Active-
Learning for Young 
Aspiring Minds 

It provides an integrated MOOC platform and portal for online 
courses, using ICT and covering High School till all higher education 
subjects and skill sector courses to ensure that every student benefits 
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(SWAYAM) from learning material through ICT.  
e-pathshala Offers digital text book in flip and e-pub format. 

 
Currently India has about 300,000 apprentices, across 254 trades (126 subject fields for 

graduate and technician apprentices and 128 subject field/trades for technician (vocational) 
apprentices) (MoL & E. 2015). Reforms have been made to promote apprenticeship training under 
the Apprentices Act 1961 for increasing the participation of companies and apprentices. The 
Apprentice (Amendment) Act, 2014 (Act no. 29 of 2014) has amended the provisions of original 
Act i.e. The Apprentice Act, 1961 (Act no. 52 of 1961) to include apprentices who have undergone 
training in a school or institution affiliated or recognised by a state council, but other courses 
approved by the Central government.   Apprentices are being trained on skill sets to deal with IT 
security issues, machine-to-machine communication, maintaining integrity of production processes 
by avoiding IT snags, as the boundary between the real and the virtual world is increasingly 
blurring giving birth to what are known as cyber-physical production systems.  
 

Greater Funding for VET 

VET systems need to reorient from academic toward competency-based approaches driven 
by labour market demands. This will also require increased investment in VET provision to support 
workshop facilities. Funding for VET may include government financed scholarships for students 
through state-financed skill development funds (e.g. in India, under the Pradhan Mantri Kaushal 
Vikas Yojana (PMKVY) which was started in 2015 with an outlay of INR 1,500 crore ($ 225 
million) provides monetary reward of INR 8,000 to trainees on successful completion and 
certification of skill training course), outsourcing of VET programmes and public–private 
partnerships. Through the Innovation Fund, the NSDC is fostering innovative solutions and models 
by supporting entities that address existing skill gaps through financial and non-financial 
partnerships.  Some countries (e.g., the Republic of Korea) have imposed skill levy funds, wherein 
employers (at least the larger ones) are required to contribute a fixed share of their revenue or wage 
bill to support skills development in a range of public and private providers (including enterprises 
themselves). In India, under the new Companies Act, companies need to spend at least 2 per cent 
on CSR and it can be used for skill development also. 

Promoting Regional Qualification Framework for Labour Mobility  

With most of the countries now having the National Qualifications Framework or National 
Vocational Qualifications Framework, there is a need for classification of vocational/skills 
qualifications and currency of qualifications based on a common design of the curriculum. This 
will foster greater comparability of qualifications and mobility of skilled people. Regional 
Qualifications Frameworks (RQFs) 5  and Sectoral Qualifications Frameworks (SQFs) can be 
developed for aligning with international norms and providing an important tool for constructing a 
system that supports the definition of clear competency objectives for specific VET programmes. 

                                                 
5  According to the International Labour Organisation a regional framework is a meta-framework 

that consists of a set of agreed principles, practices, procedures and standardised terminology 
intended to ensure effective comparability of qualifications and credits across countries in a 
region. 
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The Regional Framework should also promote adoption of best practices on standards and 
qualifications and provide opportunities for capacity building and training of trainers.  

Countries need to improve the quality and effectiveness of qualifications systems, register 
of national qualifications, recognition processes for informal or prior learning, credit arrangements, 
promotes nationally and regionally consistent standards and the recognition of education outcomes. 
The Association of Southeast Asian Nations (ASEAN) Regional Qualifications Framework6, for 
example requires substantial referencing in qualifications structure, register of national 
qualifications and overall system. Most ASEAN countries lack comprehensive NQFs, although 
some countries have developed full or partial frameworks. This reduces the effectiveness of the 
engagements and does not make best use of resources.  

Conclusion 

In order to harness the demographic dividend, the policy makers will have to develop 
comprehensive national and regional strategies and planning for skills development. Priority to 
reforms of VET, aimed at improving the relevance and the quality of VET at national and 
international levels need to be given so that the skills development can drive inclusive education 
and economic growth. Skilled people can drive innovative capabilities and creativity of Indian 
Industries, therefore, private sector participation in VET is crucial for the intensifying the efforts of 
skill development activities, including awareness generation, increasing participation, quality 
promotion and finally making VET aspirational.  
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Challenges for VET in India
2

Making VET Aspirational: VET is being made aspirational by mainstreaming VET,
mobilising greater participation, encouraging rural participation through agriculture
based courses, assessing skill needs, recognising prior learning, encouraging
participation of workers to opt for skill development courses and defining clear
career pathways.

Providing greater Access to Quality VET: The major challenge that India is facing
is to provide quality VET to a wide variety of around 300 million young population
for current and emerging job opportunities by 2022.

Harnessing demographic dividend: Prepare young population (54% of total
population is below 25 years of age) for current and emerging job opportunities.
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3

Skilling Youth for Employment: Skill youth for National and Global
employment opportunities. By 2022, train around 300 million
people for the existing and emerging opportunities at national and
international level. According to an estimate 104.62 million fresh
entrants to the labour force between 2015 to 2022 would be
required to be skilled through VET (MSDE, 2015).

Training People for Use of ICT: Prepare people for ICT applications
in education, skill development and financial transactions.

Challenges for VET in India

Meeting the Challenges 
4

Integrate general education with vocational education to
improve achievements and performance of students
Meet the demand for employability skills to enhance
employability of youth
Promote Application-Based Learning (ABL) through
demand driven modular competency based courses and
education and training
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5

Facilitate paradigm shift from teacher-centred to student-centred
teaching-learning for promoting self-directed and life-long learning

Implement comprehensive standards and clear guidelines for curriculum,
teachers/trainers, equipment, on-the-job training, apprenticeship training,
etc.

Implement skill development programmes under National Skill
Qualifications Framework for quality assurance and a clear
understanding of career progression and pathways for further education
and training.

Meeting the Challenges 

National Skill Development Mission
State Skill Development Missions
National Policy for Skill Development and
Entrepreneurship 2015
National Vocational Education Qualifications
Framework (NVEQF) of Ministry of Human Resource
Development (MHRD) introduced in 2012, subsumed
in National Skill Qualifications Framework (NSQF) in
2013

Government Initiatives in Skill Development
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Organisational Structure of National Skill 
Development Mission

Public-private Partnerships (PPP)
in skill development – NSDA,
NSDC, SSCs, VTPs, SKPs, etc.
Prime Minister’s Kaushal Vikas
Yojana (PMKVY)
Deen Dayal Upadhyaya Grameen
Kaushalya Yojana (DDU Rural
Skill Development Scheme)

Government Initiatives in Skill Development
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Ministry of Skill Development & Entrepreneurship (MSDE)
was established in November, 2014 to drive the skill
development agenda through the National Skill
Development Mission
Mission statement: “To rapidly scale up skill development
efforts in India by creating an end to end outcome focused
implementation framework, which aligns demands of
employers for a well-trained workforce with aspirations of
Indian citizens for sustainable livelihoods”.

Ministry of Skill Development and Entrepreneurship

National Policy for Skill Development and 
Entrepreneurship 2015

10

Policy framework for skill and entrepreneurship development

Rationalisation and convergence of schemes and programmes

Establishment of a robust Labour Market Information System (LMIS)

Common standards and norms for skill development programmes for
quality assurance – One Nation One Standard

Massive Open Online Courses (MOOCs) for enhancing outreach
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25% of schools will integrate skilling with formal education
from Class 9 onwards over next five years to make skill
development aspirational
Alignment of qualifications and courses with National Skill
Qualifications Framework (NSQF) by 2018
Credit Framework for horizontal and vertical mobility
Quality training of teachers/trainers and learners

National Policy for Skill Development and 
Entrepreneurship 2015

12

The National Skill Development Agency (NSDA), an autonomous body,
(registered as a Society under the Society's Registration Act 1860)
was created with the mandate to co-ordinate and harmonise the skill
development activities in the country. It is part of the MSDE.

NSDA is working with the concerned ministries and stakeholders to
achieve convergence of norms across the various central schemes for
skill development

National Skill Development Agency (NSDA)

－261－



National Skill Development Corporation (NSDC)
13

National Skill Development Corporation
(NSDC), a Public-Private Partnership was set
up in 2009 for funding quality skill
development programmes through scalable
for-profit VET initiatives under the NSQF
across various sectors and to reduce the gap
between the demand and supply of skilled
manpower.

14

Sector Skill Councils are autonomous bodies
approved by NSDC to bring together all
stakeholders-industry, academia and labour
organisations to conduct research to identify skill
gaps, develop and review national occupation
standards, develop labour market information
system, train trainers, and collaborate with
institutions for training, assessment and
certification to ensure acceptability and
consistency in standards.

Sector Skill Councils 
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Sectors and Job Roles are identified based on the reports of
the studies for human resource requirement and skill gap in
various sectors.
NSDC and SSCs are supporting States Government in
identification of trades/occupations, recruitment and training
of Vocational Teachers/Trainers and student assessment and
certification

15

Role of NSDC and SSCs

The National Skills Qualifications Framework (NSQF) is a competency-
based framework that organizes all qualifications according to a
series of levels of knowledge, skills and aptitude. It is a competency-
based framework that organizes all qualifications according to a
series of levels of knowledge, skills and aptitude.

10 levels – level descriptors 
Each level is described by learning outcomes i.e. learning outcome 
based approach
Learning outcomes are set out sequentially on a gradation of 
increasing complexity that students are expected to master
A person can transit between job market and skill acquisition any 
number of times

National Skill Qualifications Framework
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Polytechnic Program

Year1

NSQF
Diploma

Class 12
Pass

Year2

NSQF
Adv. Dip.

Year3

Secondary & Higher
Secondary Program

IX | X | XI | XII

Industry
Employment

L2 L3 L4

School Program Community College
Program

L1
NSQF
B.Voc.

National
Skill
Qualification
Framework

College/University Program

Further Education and Training
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19

Skill development in India is experiencing a transition from a supply-led to
a demand-led system.

High priority is being accorded to building closer relationships between
training supply and labour market demands.

The NSDC conducted human resource requirement studies across 24 sectors,
covering both the organised and unorganised sectors and made a detailed
report of the skill demand projections for 2013-17 and 2017-22 for each
sector. The report of the studies also covers the job roles and the skill gaps
(Source: NSDC, 2015).

Matching Demand and Supply of Skills

Curriculum and Courseware 
20

Competency based modular curriculum, with explicit learning outcomes
Curriculum aligned to the National Occupation Standards, set by the Sector Skill
Councils
Learning outcomes are perceived as an instrument to enhance link between VET
provision and the labour market.
Standardisation of learning outcomes based on National Occupation Standards
(NOSs) is being done.
1727 Qualifications Pack with 9581 National Occupational Standards have
been developed by various Sector Skill Councils
E-learning materials, especially on soft/generic skills are being developed to
facilitate teaching-learning.
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Use of ICT Tools

ICT tools are being leveraged to help teachers shift from transferring
information to facilitate learners to create knowledge and help them to shift
from an acquisition mode of learning to one that engages in higher order
thinking, innovation, creativity and collaboration.
The National Mission on Education through ICT (NMEICT) leverages the
potential of ICT in teaching and learning process for the benefit of all the
learners in Higher Education Institutions in anytime and anywhere mode.
Innovative pedagogical practices like flipped learning, MOOCs, game
based learning, and mobile application are being promoted through
various schemes and programmes.

21

LMIS and SDMS
22

High priority has been accorded to building closer relationships between training
supply and labour market demands.
A National Steering Committee for setting up the Labour Market Information System
(LMIS)
A national database on all major aspects of skill development is being created by
NSDA in partnership with Ministries of the Government of India and the State
Governments.
The Skill Development and Management System (SDMS) launched in 2013 has more
than 5 million skilled people registered (NSDC, 2015).
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Quality Assurance Framework
23

A Quality Assurance Framework (QAF) is being developed to improve the consistency
of outcomes linked to certification and consequently to improve the status of skills
training.
The QAF for certification and assessment will set minimum standards and provide
guidance for effective, valid, reliable, fair and transparent assessment within the
context of the NSQF.
Development of NOSs by the SSCs is examined and reviewed by the National Skills
Qualification Committee (NSQC) and thereafter conferred the status of “National
Standards’’
The qualifications under the NSQF are being aligned to globally recognized
qualifications framework for ensuring quality and international workforce mobility.

Apprentices Act was enacted in 1961 and implemented w.e.f. 1.3.1962. Further amended in
1986 to include 10+2 vocational stream as "Technician (Vocational)" Apprentices. Amended in
1997 & 2008 and recently in 2014.

Apprentices are being trained on skill sets to deal with IT security issues, machine-to-machine
communication, maintaining integrity of production processes by avoiding IT snags, as the
boundary between the real and the virtual world is increasingly blurring giving birth to what
are known as cyber-physical production systems.

28,500 establishments covered throughout the country for trade apprentices under the
Apprentices Act, 1961.

Currently India has only about 300,000 apprentices, across 254 trades (126 subject fields for
graduate and technician apprentices and 128 subject field/trades for technician (vocational)
apprentices)

24

Apprenticeship Training
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Funding for VET
Funding for VET may include government financed scholarships for students
through state-financed skill development funds (e.g. under the Pradhan Mantri
Kaushal Vikas Yojana (PMKVY), started in 2015 with an outlay of INR 1,500
crore ($ 225 million) provides monetary reward of INR 8,000 to trainees on
successful completion and certification of skill training course), outsourcing of
VET programmes and public–private partnerships.
Through the Innovation Fund, the NSDC is fostering innovative solutions and
models by supporting entities that address existing skill gaps through
financial and non-financial partnerships.
Under the new Companies Act, companies need to spend at least 2 per cent
on CSR and it can be used for skill development also.

25

“Give a man a fish and you feed him for a day; 
teach a man how to fish and you feed him for 
lifetime.”

Maimonides

26
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