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The International Workshop on  
Non-University Higher Education and Qualifications Framework 

This workshop has been established as a brain-storming meeting for the first year of a 
four-year scientific research fund science project, "A Study on Non-University Higher 
Education and Qualifications Framework.” In this workshop, together with internationally 
distinguished guest academics, delegates from the centres of excellence on vocational 
education and training and our project members, we will discuss two themes of our project; 
‘non-university higher education’ and ‘qualifications framework’. These two themes are 
specific institutional issues for each country, while at the same time they are common 
functional issues that expanding higher education institutions are facing throughout the 
world. These research themes are linked with current policy debates on higher vocational 
education. It is proposed in a report of special committee on career education and 
vocational education of the Central Education Council in July 2009, that the process of 
restructuring of higher education will put a special priority on vocational education 
explicitly. 
So, we will set following research questions by investigating various types of HEIs at home 
and abroad and comparing and evaluating them based on international trends. 

Compared with university, what is a non-university type higher education currently 
and how should it be in the future?  
How does non-university sector excels at providing vocational education, compared 
with university, in regards of objectives, methods, and controls?  
How can the quality of vocational education of non-university sector be guaranteed? 
In terms of methodology, how is creating the qualifications framework helpful to the 
quality assurance of higher education system? 

In the next year of our project, we plan to investigate and clarify careers, cultivation of 
abilities, missions and activities of the faculty of non-university type higher education 
institutions. In the third year, we plan to investigate non-university type higher education 
graduates to clarify characteristics of the school-to-work transition and the relevance 
between required vocational capabilities and education programmes. For these research 
issues, we want to learn details about programme organization and control of 
non-university type higher education, characteristics of the faculty and staff, results of 
surveys on graduates, from each country and we want to form a research network in the 
Asia-Pacific region, together with colleagues and partner institutes of COE on VET. 

19 March, 2010 
Keiichi Yoshimoto, Kyushu University 
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The International Workshop of the EQ Project
19-20 March, 2010@Kyushu University
Session-1 “Non-University Higher Education”

Non-University Higher Education
and Qualifications Framework

Framework and Issues of the Workshop

Keiichi Yoshimoto
Kyushu University

Topics
1. Issues and Background
2. Programme Structure of This Workshop
3. How to Define Scope of "Higher Education" as Agenda
4. "Career Education, Vocational Education" Discussion by 

Central Education Council and Its Background
1. Expansion of Education: Putting Priority on General Education 

under the Japanese Mode of Transition
2. Doubt about Formal Education and Requirement for 

"Employability" from the Business World
5. Development of Non-University HEIs and Higher 

Vocational Education in Japan
6. Vocational Education and Vocational Education Functions
7. Development and Improvement of Vocational Education 

and the Qualifications Framework

2010/3/19 2

1-1. The Workshop and the EQ Project

• A Study on Non-University Higher Education and 
Qualifications Framework

– JSPS funded research project (2009-2012FY)
– Together With 30 research colleagues and many partner 

organisations (Junior colleges and Professional Training  
Colleges)

• 2009FY
– case studies of non-University HEIs by research visits

• By National licenses, Engineering, Commerce and  Others
– This International workshop
• 2010FY: Surveys of teaching staff
• 2011FY: Surveys of graduates
• 2012FY: International conference
2010/3/19 3

1-2. Questions of the 
workshop

1. Compared with university, what is a non-
university type higher education currently and 
how should it be in the future? 

2. How does non-university sector excels at 
providing vocational education, compared with 
university, in regards of objectives, methods, 
and controls? 

3. How can the quality of vocational education of 
non-university sector be guaranteed? In terms 
of methodology, how is creating the 
qualifications framework helpful to the quality 
assurance of higher education system?

2010/3/19 4

2. Programme of This Workshop
• S-1: Non-University HE

• Yoshimoto and Prof. Teichler, with a discussant, Dr. 
Tsukahara

• S-2: Qualifications Framework
• Dr. Werquin, Dr. Le Mouillour and Prof. Yoshikawa with a 

discussant, Prof. Numaguchi

20 Saturday, March

• S-3: Policies in Japan
• Mr. Goda, Prof. Sato, Mr. Hirata and colleagues with a 

discussant, Prof. Teichler

• S-4: Curriculum and Frameworks (Guests and Members only)

• Dr. Mazzachi and colleagues

• S-5:  Teaching staff (Guests and Members only)

• Prof. Roh and colleagues
2010/3/19 5

3-1. The Scope of “Higher Education” as Agenda

• Focus on learning programme
• UNESCO Tertiary Education ISCED5

– As the first stage of tertiary education not linking 
directly to a higher research qualification

– ISCED5A
• those programmes that are theoretically based or research 

preparatory programmes (history, philosophy, mathematics, 
etc.)

• programmes which "give access to professions with high skill 
requirements (e.g. medicine, dentistry, architecture, etc.)

– ISCED5B
• practical, technical, and/or occupationally specific

2010/3/19 6

－��－



3-2. Japanese post-secondary institutions

2010/3/19 7

4-0-1. “Career Education, Vocational Education”
Discussion by Central Education Council

• Interim report in July 2009
– The restructuring of higher education with a special 

priority on vocational education explicitly
• Differentiation of University
• New type of HEI  to be established

• Background
– General education based expansion of school system and 

‘trainability’ for Japanese mode of transition
– Changing Employment practices and new requirement for 

Economy
– Blurring of functions but clear division on legal framework

2010/3/19 8

4-0-2. From the interim 
report

• In Japanese unitary track education system after World War II, 
people expected that various functions, including comprehensive 
vocational education, would be provided in the university. As a result, 
the significance and positioning of vocational education has become 
ambiguous.

• Institutional design should be reviewed considering the significance 
of vocational education. Under the current system, only universities 
and junior colleges can provide high school graduates with vocational 
education as “school education”.

• Contents of vocational education, composition of faculty, and other 
issues are also required to be considered from an academic point of 
view, so vocational practicality is not given much priority, except in 
fields that have strong ties with vocation.

• To develop vocational education as a whole in school education, a 
new framework is required which puts priority on vocational 
practicality. 

2010/3/19 9

4-1. Expansion of General-based Education under 
the Japanese Mode of Transition

• Japanese practice of annual employment of new 
graduates all at once and the development of job 
skills within companies

• Selection is based on ‘trainability’, measured by 
the levels and ranking of graduating institutions 
(credentialism Gakurekishugi)

• in order to avoid stigma by the employers, 
students tend to select general education, which 
prepares them for the next level of schooling, 
instead of vocational education for particular 
knowledge and skills, thereby postponing a 
career as late as possible

2010/3/19 10

4.2. Doubt about Formal Education and 
Requirement for “Employability” from Industry

• three-layer model of employment proposed by 
Japan Federation of Employers' Associations 
(1995)
– Selecting more for long-term employees with 

accumulated ability
– Utilisation of more of ‘specialists with expertise’ and 

‘employees with flexible employment’

• Requests for “Employability” to school sectors 
variously, but not discussed how and when, and 
not considered the roles of industry formerly 
performed

2010/3/19 11

5-1. The Development of Non-University HE in  
1970s in developed countries

• Expansion of Higher education in 1970s and after 
associated with the development of new types of 
institutions in developed countries

• community college in the United States
• Fachhochschule in Germany
• TAFE in Australia
• Junior college in Korea
• HBO in the Netherlands
• further education college in UK
• Junior college and professional training college in Japan

– Short-cycle below bachelor level
– Non-traditional students
– Semi-profession level
– Vocational education focused

2010/3/19 12
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5-2. JapaneseHE and Vocational Education

• Objectives as prescribed by the School Education Act

• University: as the center of academic research, to 
provide knowledge broadly and to teach and research 
specialised study deeply, and to develop intellectual, 
moral and practical abilities (article 83)

• Junior college: notwithstanding the provisions of Article 
83, universities can set their main objectives to teach 
and research specialised study deeply, and to develop 
required abilities for vocation or actual life (article 108)

• College of technology: to teach specialised study deeply, 
and to develop required abilities for vocation (article 
115)

2010/3/19 13

5-3. Flexible objectives of 
professional training college

• professional training colleges (Senmon Gakkou) is a 
kind of specialised training college (Senshu Gakkou) 
providing post-secondary courses for high school 
graduates.

• Objectives: Educational institutes except ones 
stipulated in Article 1, which provide any systematic 
education which falls under any of the following 
items with objectives to develop required abilities for 
vocation or actual life, or culture.

• Methodology of pedagogy is not specified, but only 
the quantitative requirements of provision such as 
numbers of students and minimum lengths of study.

• Any objectives can be set by institution.

2010/3/19 14

6-1.Gap between Vocational 
Education and Vocational Education 

Functions
• some committee members (university people) of Central 

Education Council insisted as such after a long hours of 
discussion,
– ‘university education provides vocational education, just 

because most of the graduates get jobs’
– ‘University is producing a professor of philosophy or 

mathematics, so this is the vocational education’,,,???
• These are to be discussed as vocational relevance or 

function.

• Vocational Education needs
– Clear objectives (intentions) on vocation
– Systematic and pedagogical approaches identical for vocational 

education
– Coordination together with stakeholders including employers 

and employees
2010/3/19 15

6-2.Objectives, pedagogies and controls

2010/3/19 16

7-1. Development of Vocational Education 
and Qualifications Framework

• Vocational Education and Academic Education by J. 
Dewey
– Separation of liberal education from vocational or industrial 

education goes back to ancient Greece, and was formulated 
clearly based on the separation of classes—who had to work 
for a living and who was released from labour

– Aristotle was right forever in arguing that mere proficiency of 
skills or accumulation of external performance is inferior to, 
or dependent on understanding, appreciative sympathy, or 
free activities of conception. The only mistake he made was 
the assumption of inevitable deviations between them 
(Dewey 1916 “Democracy and Education”)

• How is understanding through proficiency of skills?
2010/3/19 17

7-2. Parity of Esteem and
Transparency for VET in Japan

• VET be so specialised that difficult for common 
understanding on pedagogy, among even insiders 
and so invisible from outsiders

• VET in Japan was historically less respected in 
post WW2

• So for those with less intention to continuing 
study, i.e., those less academically succeeded, 
and from less advantaged background

• In Japan, less accademicly succeeded, more to 
pay for learning, due to more private providers 
with less publicly supported

2010/3/19 18
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7-3. Qualifications Framework
• Qualifications framework

– For international validation of domestic qualifications
– Between HE and VET sectors

• Parity of Esteem
• Permeability
• partnership

– On the quality assurance for learning outcomes
• the level of vocation and vocational education and training 

will be decided by referring to degree and educational 
qualification

• vice versa, objectives of academic educational qualifications, 
which will be evaluated by "learning outcomes," will be 
decided by referring to vocations

2010/3/19 19

Thank you for your attention.

Keiichi Yoshimoto 

yosimoto@edu.kyushu-u.ac.jp

2010/3/19 20
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The International Workshop of the EQ Project
19-20 March, 2010@Kyushu University

Interim resume

Keiichi Yoshimoto
As cordinator

Programme of This Workshop
• S-1: Non-University HE

• Yoshimoto and Prof. Teichler, with a discussant, Dr. 
Tsukahara

• S-2: Qualifications Framework
• Dr. Werquin, Dr. Le Mouillour and Prof. Yoshikawa with a 

discussant, Prof. Numaguchi

20 Saturday, March

• S-3: Policies in Japan
• Mr. Goda, Prof. Sato, Mr. Hirata and colleagues with a 

discussant, Prof. Teichler

• S-4: Curriculum and Frameworks (Guests and Members only)

• Dr. Mazzachi and colleagues

• S-5:  Teaching staff (Guests and Members only)

• Prof. Roh and colleagues
2010/3/19 2

Questions revised during the workshop

1. HE System
– what is non-university type higher education, 

which dimensions are relevant for grasping 
actual diversification of higher education 
system?

• Formal, legal institutional differentiation
• Programme specific classification
• Actual institutional diversification 

2. Vocational Education in HE
– How does non-university sector excels at 

providing vocational education, compared with 
university, in regards of objectives, methods, and 
controls? – not yet revised-

2010/3/19 3

Japanese post-secondary institutions

2010/3/19 4

Objectives, pedagogies and controls

2010/3/19 5

Questions revised (cont.)
3. Quality

– How can the quality of vocational education, training 
vocationally relevant learning of non-university sector and 
other non-formal opportunities be encouraged, recognised
and guaranteed? How can we develop national qualification 
system including frameworks linked with credit recognition, 
compatible with approaches of quality assurance of higher 
education system?

• Competencies and learning outcomes
• Degree and certification,,,
• Regulation for stability vs. (and) flexiblity for initiatives 
• Transparency;  visibility and social recognition

4. Governance
– What kind of the dialog  not only among insiders, but with 

which stakeholders, not only central government for 
education can be, and should be for these agenda?

• Funding and support
• Community based sectors
• Providers approach – Consumers approach – Stakeholders approach2010/3/19 6
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The pathways of the EQ Project
• 2009FY

– case studies of non-University HEIs by research visits
• By National licenses, Engineering, Commerce and  Others

– This International workshop
• 2010FY: Surveys of teaching staff

• Conparative analysis with ‘Changing Academic 
Profession’

• 2011FY: Surveys of graduates
• Comparative analysis with international data from 

CHEERS and REFLEX 
• 2012FY: International conference

• ’Kyushu Academic Network of Asian-Pacific and 
European Network’ shortly KANPAI2012

2010/3/19 7

Thank you for your participation.

Keiichi Yoshimoto 

yosimoto@edu.kyushu-u.ac.jp

2010/3/19 8
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International Development of Universities
and Non-University Higher Education

Ulrich Teichler

International Centre for Higher Education Research (INCHER-Kassel)

University of Kassel (Germany)

1. Introduction

The key activities of higher education – teaching and learning, research and possibly service 

– are undertaken in diverse institutional settings. These settings vary according to the tasks and 

functions, the composition as well as the level and substance of activities, the stages of study 

programmes etc.

In referring to macro-levels of society, the term “higher education system” is employed as a 

rule for all higher education within a country. This term underscores that higher education, in 

spite of 

the universalistic nature of some disciplines, 

manifold activities of international cooperation and exchange and 

the cosmopolitan attitude of many scholars,

is strongly shaped nationally, i.e. with regard to supervision and funding, organizational rules and 

curricular practices, and, as a consequence, different between countries. This holds true though in 

some cases joint institutional settings might be established across borders and though in some 

countries individual “state”, “provinces”, etc. with a given country decide about the institutional 

setting.

The single most obvious element of diversity in higher education is that of disciplines. Theo-

ries, methods and areas of knowledge develop their specific territories of discourse, and institu-

tions of higher education, as a rule, are sub-divided into disciplinary units which might be called 

－��－
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faculties, schools, departments, institutes etc. There is a widespread agreement regarding the cat-

egories of classical major disciplinary groups, e.g. theology, humanities, social sciences, natural 

sciences and engineering, and many categories of individual disciplines are used worldwide, e.g. 

physics, medicine, history and law. But the classifications of disciplines actually employed vary 

according to the degree of specification, the epistemological basis and modes of inter-disciplinary 

arrangements.

The major debates on diversity of higher education address variations beyond those of “sys-

tems” and “disciplines”. Most analyses are interested in the variations between institutional seg-

ments of the system in which teaching, learning and research is undertaken: It might be called the 

“shape”, the “pattern” or the structure” of the higher education system, whereby attention is paid 

notably to 

the types of higher education institutions and programmes, 

the levels of study programmes or to 

the levels and profiles of the individual institutions of higher education or the individual 

departments.

2. Terms and Classifications

Descriptions of higher education systems employ a bewildering diversity of concepts, terms 

and dimensions addressed. This even holds true for the term “higher education”. Until about 1950, 

“university” was the term mostly used. In Europe, this term was reserved for institutions with 

three characteristics:

a close link between teaching and research,

doctoral degree-granting,

multi-disciplinary institutions.

Other institutions not matching the universities fully existed as well. For example, institu-

tions specialized on engineering which were also in charge of teaching and research and granted 

-2-
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doctoral-degrees, but were not multidisciplinary: they were called, for example, “Technische 

Hochschule” in Germany or “politecnica” in Spain. In most countries, teacher training colleges 

were not doctoral-granting institutions at that time. In spite of the variety of the institutions dif-

ferent from universities, one referred to university education as a single institutional type and 

only added that there were some other institutions not fully in tune with universities. In Japan and 

in various neighbour countries, however, the term “daigaku” (officially translated in Japan as 

“university”) covered since World War II a much wider range of institutions: it covers all institu-

tions offering at least bachelor programmes

Since about the 1950s, the term “higher education” became popular in various parts of the 

world. It aims to point out that other institutions, not characterized by a close link between teach-

ing and research as the universities, but rather by a predominant teaching function, have much in 

common with universities. Higher education systems are described concretely in most cases (see 

Teichler 2008a) according to 

types of higher education institutions or types of programmes,

levels of programmes, and

variations between individual institutions or study programmes in reputation and prestige 

and possibly according substantive profiles.

In characterizing the differences named, most actors and observers

sort differences between institutional settings to a varying extent as vertical (in terms of 

levels of quality, reputation, selectivity, etc.) and horizontal (in terms of substantive pro-

files, conceptual “schools” etc.),

refer to a varying extent to formal elements, which are used as descriptors of laws and 

other regulations and any formal descriptions (e.g. institutional types, levels of pro-

grammes, official functions of study programmes), and informal elements (e.g. “profiles” 

and “reputation”),
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make a distinction between diversity within higher education institutions (“internal”, “in-

tra-institutional” or “programme” diversity) or between higher education institutions 

(“external”, “inter-institutional” or “institutional” diversity).

Often, efforts were made not only to classify the dimensions according to which institutional 

settings are diverse, but also to establish terms describing the overall character of the higher edu-

cation system according to kinds and degrees of variety of the institutional setting. For example, a 

higher education system might be characterized as

“unitary”, if a single institutional type clearly dominates: In the past, Italy was often 

taken as an example of a system where more or less all institutions were universities and 

more or less all study programmes were long (four years or more);

“binary”, if two major types of higher education are seen as characteristic, such as uni-

versities and polytechnics in the United Kingdom from the early 1960s to the early 

1990s or Fachhochschulen since the 1970s in Germany and since the 1990s in Austria 

and Switzerland;

“multi-level”, if the variety of the system can be sorted better according to the levels of 

study programmes and according to the types of institutions of higher education than 

according to institutional types. For example, the French system was often classified ac-

cording to, first, programmes of the first two years of study (bac+2), such as vocational 

programmes at écoles, but also the first half of university programmes (DEUG) or pre-

paratory classes for grandes écoles, second, programmes leading eventually to the uni-

versity degrees, the licence (bac+3), the maîtrise (bac+4 or bac+5), various professional 

degrees and the degrees of the grandes écoles (as a rule bac+5), and third advanced pro-

grammes (bac+6 and more). Similarly, the U.S. system is often described as character-

ized by two-year programmes leading to an associate degree, mostly four-year pro-

grammes leading to a bachelor degree, advanced programmes subsequent to a bachelor 
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leading to a master or doctor degree (as a rule after altogether six years), and finally 

doctoral programmes;

“comprehensive” systems, if diversity is predominantly taken care through intra-

institutional rather than through differences between institutions: This was envisaged 

but eventually never fully realized through the establishment of a few “Gesamt-

hochschulen” (comprehensive universities) in Germany and through the incorporation 

of some higher education institutions with short study programmes into universities in 

Sweden in the 1970s.

Substantial efforts were made to popularize terms suitable to describe such types of higher 

education institutions and study programmes, for example by OECD, but never any term was 

generally accepted. 

“Non-university higher education” was correctly depicting the political and conceptual 

starting point, but was viewed as too prerogative to that sector. 

“Short-cycle higher education” (OECD 1973) was certainly pointing out a widespread 

dimension of distinction, but this was not applicable in all cases and did not underscore 

the programmatic distinction. 

“Alternatives to universities” (OECD 1991) correctly underscores that any characteristic 

of this second type of institutions was chosen as delineation to the universities, but, again, 

the new term did not name the specific characteristics. 

As will be pointed out later, terms such as “tertiary education”, “post-secondary education” 

or “third-level education” gained popularity since about the 1980s in debates initiated by interna-

tional organizations, such as the OECD, and in a select number of countries by underscoring that 

all education for students beyond the typical age of “secondary education” can be viewed as shar-

ing somewhat of a common function though the level of intellectual ambition and the link to sci-

entific knowledge might vary.
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In some countries, specific classifications are undertaken which are used to characterize 

one’s own higher education system without having any international comparison in mind. For 

example, the Carnegie classification in the U.S., named according to the foundation which had 

initiated this search for a widely accepted classification, classifies institutions of higher education 

notably  according to their involvement in research and doctoral training into categories such as 

research universities, comprehensive universities (with selective areas of high-quality research 

and doctoral programmes), four-year colleges, etc. 

Any description of the diversity of institutional settings refers to a wider range of elements 

somewhat associated to institutional diversity; e.g. modes of access and admission, different 

types of students served, various types of academic and professional missions, emphasis placed 

on a link between teaching and research or predominantly on teaching. For instance, many ex-

perts describe universities in Japan as a system highly stratified by entry standards.

Finally, there are some classifications which do not characterize the homogeneity or diversi-

ty of institutional patterns, but rather the functions of institutional diversification. The most prom-

inent one of such functional classifications became better known worldwide than any effort to 

classify institutional settings. The American higher education researcher Martin Trow (1974) 

coined the words “elite higher education”, “mass higher education” and “universal higher edu-

cation”. Trow has argued that elite higher education is supplemented, when about 15% of the 

corresponding age group enroll, by mass higher education, and eventually, when about half of the 

age group enroll, by universal higher education. Mass higher education takes over the function of 

serving best those students additionally enrolling in higher education institutions and is not at all 

or at most only to a moderate extent linked with research, thereby “protecting” elite higher educa-

tion which continues to serve a select student population and is strongly involved in research. 

This functional diversification, according to Trow, does not necessarily correspond to an institu-

tional diversification.
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3. Types of Higher Education Institutions and Study Programmes

In the early 1950s, about 10% of the corresponding age group were enrolled at institutions of 

higher education in the United States of America, while the enrolment rate was about 3–5% in 

most other economically advanced countries. But a further growth was obvious, and the view 

became popular in the 1960s that educational expansion would serve both economic growth and 

the reduction of unequal opportunities in access to advanced levels of education. Moreover, edu-

cational systems had become more open in general, and rising percentage of population wanted to 

enroll.

In Europe, such an expansion was viewed as not being feasible in the relatively costly setting 

of the existing universities characterized by a close link between teaching and research and by 

relatively long study programmes. Also, the views dominating in the U.S. that the growing num-

ber of students was bound to be more diverse in terms of motivations, academic talents and future 

job prospects and would be served best by an increasing diversity of higher education were ac-

cepted in Europe. However, the institutional responses chosen in Europe were different from 

those in the U.S. Clear distinctions between types of higher education and possibly between the 

overall duration of study programmes became the most popular approach in Europe from the 

1960s onward for a considerable period (see Teichler 1988b). Three early national reforms are 

named most frequently in this context.

“Polytechnics” were established in the United Kingdom in the early 1960s. They re-

quired in principle the same entry qualifications as universities and had the same types of 

degree programmes, but their level of academic ambition was more moderate and many 

of the programmes had a stronger “vocational” emphasis. It is generally assumed that 

“polytechnics” soon have aimed to become similar to universities than to strengthen their 

specific profile, and they eventually were named universities in 1992 and thus became 

free to compete as individual institutions with individual traditional universities instead 
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of the prior competition between whole sectors of the higher education system (see Scott 

1996).

During the 1960s as well, Instituts Universitaires de Technologie (IUT) were established 

in France as specific units within universities offering two-year programmes which 

turned out to be more select and academically more ambitious than the existing pro-

grammes in post-secondary écoles, but clearly were more applied than university pro-

grammes. Subsequently, various of these IUT programmes eventually were extended to-

wards three years.

Since 1970, Fachhochschulen were established in the Federal Republic of Germany as a 

second institutional type. In contrast to universities, not 13 years of prior schooling, 

mostly in academic secondary education, was the required entry qualification, but rather 

12 years of schooling, possibly including vocational training and schooling. The study 

programmes at Fachhochschulen were shorter than at universities; they comprised initial-

ly three years plus additional periods of internships and eventually, since the early 1990s,

four years including those elements, and the degree awarded differed between these insti-

tutional types. The programmes at Fachhochschulen (which called themselves “universi-

ties of applied sciences” in the English language since the 1990s) were expected to be 

clearly more applied and less research-based than those at universities.

Immediately after WW II, the idea prevailed in Japan that a “unitary system” was preferable 

with universities as the single institutional type providing four-year bachelor, two-year master 

and three-year doctoral programmes. The move towards a two-type higher education system 

through the establishment of junior colleges (tanki daigaku) – with mostly two-year programmes 

of a general or a professional emphahis – was viewed as provisional; only in the 1960s a decision 

was made to make junior colleges a permanent institutional type. In 1962, Japan eventually 

－��－



-9-

moved towards a three-type higher education system with the establishment of colleges of tech-

nology (kôtô senmon gakkô).

Three elements of distinction were in forefront of discussions within Europe as far as distinct 

types within higher education are concerned (see de Moor 1979, Teichler 1988a).

The second type of higher education institutions was expected to concentrate on teach-

ing and learning. The teaching load of academics at those institutions was substantially 

higher than that of those at universities; their involvement in – applied – research was

optional.

The study programmes were in most cases shorter, but not consistently across all coun-

tries.

The study programmes had an applied curricular emphasis, but again, this distinction 

was more strongly accentuated in some countries than in others.

Views differed in Europe whether the sectors should be primarily differentiated according to 

types of higher education institutions or primarily differentiated according to types of study pro-

grammes whereby some institutions might offer both programmes with an “academic” or “theo-

retical” thrust and those with an applied emphasis. In some instances, varied types of programmes

under a single institutional “roof” were advocated as superior because they could offer students a

more open choice during the course of study and because one could expect a “cross-fertilization” 

of the various approaches.

There were different models of study programmes in the various European countries until 

the late 1990s:

a stage model of study programmes more or less across all fields of study: the bachelor-

master system in the United Kingdom as well as in Ireland,
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a stage model in selected fields of study (e.g. a “licence”-“maîtrise” system in France and 

the lower and upper “kandidat” in various Scandinavian countries in the humanities and 

natural sciences) along only long university programmes in other disciplines,

separate types of programmes in the different types of higher education institutions, e.g. 

shorter applied study programmes leading to a “Diplom” at Fachhochschulen along a 

somewhat longer and more theoretically oriented “Diplom”, “Magister” or “Staatsexa-

men” at universities in Germany”, and

a clear dominance of a single programme type in a single institutional type, e.g. the Ital-

ian university programmes leading to a “laurea”.

In summing up the combination of institutional types and programme types in Western Eu-

rope, a study conducted under the auspices of higher education in Western Europe in the late 

1980s (Teichler 1998) argued that a disctinction could be made between

university programmes comprising three to six years mostly provided by universities, and

other higher education programmes, comprising one to four years mostly provided by 

other higher education institutions.

This does not mean, though, that inter-institutional diversity became a stable system feature. 

Certainly, the “non-university” institutions often were praised publicly by politicians and em-

ployers. These advocates and the non-university institutions themselves claimed that this second 

sector should be accepted as “different, but equivalent” to universities. Often, these institutions 

placed their graduates more quickly on average on the labor market than the universities and in 

some cases with equal career changes as university graduates, but on average not on equal terms 

with university graduates of the same fields of study. Actually, the second type of higher educa-

tion institutions constantly tried to redefine its role through partially underscoring its specifics

and concurrently by an “academic drift”, i.e. by efforts to move closer to the universities in vari-

ous respects (teaching load, teachers’ salaries, research function, etc.) (cf. Taylor et al. 2008).
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4. Tertiary Education

Since about the 1980s, the UNESCO and the OECD gradually began to advocate a new um-

brella term: tertiary education. The term suggests that the educational stage subsequent to sec-

ondary education has something in common: The higher education programmes as well as “ter-

tiary education” programmes not being considered “higher education”.

The term “tertiary education” is employed in some instances for all post-secondary education. 

This holds true for example for OECD statistics reporting that the entry rates to tertiary education 

increased in economically advanced countries from less than 40% on average in the 1990s to 

more than 60% in the middle of the first decade of the 21st century. In other instances, the term 

“tertiary education” is employed for a third sector, i.e. tertiary education not being considered 

higher education.

As regards the latter, we note that tertiary education programmes are usually understood as 

programmes of 

a duration of at most three years,

requiring as a rule the completion of some kind of upper secondary education as entry 

qualification,

are vocational/applied in curricular emphasis, and are

theoretically less demanding as “higher education”.

The institutional basis of (non-higher) tertiary education programmes is quite varied:

In some countries, we note (non-higher) tertiary education programmes also at institu-

tions of higher education, e.g. two-year “foundation programmes” at British universities. 

In some countries, (non-higher) tertiary education programmes are provided at tertiary 

education institutions specifically in charge of these programmes. This holds true for

“écoles” in France offering two-year or three-year programmes.
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In some countries, there does not exist any visible, clearly delineated sector of tertiary 

education. Rather, some types of advanced vocational training are named in international 

statistics “tertiary education”; this is the case for German training of “technicians” or 

health professionals.

Japan belongs to the latter group. In 1978, the “miscellaneous schools” not fitting into the 

general educational system of stages of educational levels and certificates, were sub-divided into 

the specialized training colleges (senshû gakku) with 2-3 years vocational programmes as a rule 

requiring 12 years of prior schooling and the remaining miscellaneous schools (kakushu gakku) 

with 2-3 years vocational programmes not necessarily requiring twelve years of prior schooling.

Eventually, the international organizations began to use abstract terms such as “ISCED 5a” 

and “ISCED 5b” (UNESCO) or “tertiary type A” and “tertiary type B” (OECD):

“ISCED 5b” and “tertiary type B” programmes are 2-3 years post-secondary pro-

grammes with a strong vocational emphasis less theoretically demanding than higher ed-

ucation programmes.

“ISCED 5a” and “tertiary type A” programmes are all higher education programmes re-

quiring as a rule between three and six years (i.e. theoretically ambitious programmes ex-

cluding junior college programmes on the one hand and doctoral programmes on the oth-

er hand).

According to this classification by UNESCO and OECD (as well as by EUROSTAT, the sta-

tistical office of the European Union), the junior colleges (tanki daigaku) and the colleges of 

technology (kôtô senmon gakkô) are not viewed as “higher education” (as for example Fachhoch-

schulen in Germany, hogescholen in the Netherlands or ammattikorkeakoulu in Finland), but 

rather as “tertiary education” (ISCED 5b” and “tertiary type B” programmes), i.e. in the same 

category as the specialized training colleges (senshû gakku).
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The UNESCO Institute for Statistics (2009, p. 258) also calls this ISCED 5b sector as “first 

stage of tertiary education”. This is clearly misleading, because ISCED 5b programmes, in con-

trast to bachelor programmes of the ISCED 5a category, as a rule are not embedded in any stage 

system with a regulated system of progression, but rather typical “terminal” programmes.

It should be noted that UNESCO and OECD also have established the category of “post-

secondary non-tertiary education”. These are programmes typically with a duration between 6 

months and two years. The UNESCO Institute for Statistics (2009, p. 259) writes: “These pro-

grammes straddle the boundary between upper secondary and post-secondary from an interna-

tional point of view, even though they might clearly be considered as upper secondary or post-

secondary programmes in a national context.”

5. A Tentative Typology for the Mid-1990s

We never noted any world-wide agreement – neither among politicians nor among experts –

on any typology of higher education institutions and study programmes. Also the terms university 

education, higher education and tertiary education are used differently in different countries. 

Yet, the author of this contribution argues that the following typology was probably appro-

priate in the mid-1990s for analyzing tertiary education systems in comparative perspective:

Advanced study programmes (notably doctoral programmes),

University programmes (bachelor and master programmes in countries shaped by U.S. 

and British models, licence and maîtrise programmes shaped by the French model, or 

long university programmes such as those in Germany and Italy),

Non-university higher education programmes leading to a bachelor degree, or any degree 

or certificate not far away from a bachelor, offered by other institutions of higher educa-

tion (e.g. university colleges, hogescholen, Fachhochschulen, ammattikorkeakoulu, etc.).
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Tertiary education programmes (not being higher education programmes) with 2-3 pro-

grammes with a vocational emphasis, less theoretically ambitious than higher education, 

eventually leading to a certificate not considered equivalent to a Bachelor.

Short post-secondary courses.

6. On the Way Towards a Consistent System of Levels of Study Programmes and De-
grees?

The so-called “Bologna Process” is characterized by joint efforts in the various European 

countries to establish a “convergent” system of study programmes and degrees. All countries are 

expected to establish a first level of study programmes (bachelor), a second level of 1-2 years 

(master) and possibly doctoral programmes as the third stage. This requires universities in those 

countries, where only long university programmes had existed (e.g. in Germany, Italy and the 

Netherlands), to establish intra-institutional diversity according to teaching and learning.

In the late 1990s, ministers in charge of higher education – initially from four countries in 

the Sorbonne Declaration in 1998 and thereafter from 29 countries in the Bologna Declaration of 

1999 – called for the establishment of a convergent stage system of study programmes and de-

grees in Europe within about a decade. In fact, many institutions of higher education established 

Bachelor programmes in the subsequent years – often for a period of three years, but some up to 

four years – and subsequent master programmes – most often for a period of two years, but some 

for one or for one and a half year. This move towards a convergent structure was primarily advo-

cated in these declarations in order to make higher education in (continental) European countries 

more attractive for students from countries of other parts of the world (the majority of which had 

a stage system of study programmes and degrees), and in order to facilitate intra-European –

mostly temporary – student mobility. Universities were called to arrange the Bachelor pro-

grammes in a way that they turn out to be a meaningful entry qualification for employment rather 

than a de facto interim qualification for study up to a master. This was pointed out because suspi-
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cion was widespread initially that this new level of university qualification would be viewed as 

alien both by university professors and by employers.

As a consequence, stages of study programmes and degrees certainly became the single most 

important formal dimension of diversification more or less all over the world. It remained an open 

question, though, whether diversification by types of higher education institutions, previously 

playing a major role in many European countries, would persist thus underscoring horizontal 

differences by the substance of the study programmes and the competences strived for or even be 

strengthened, or whether diversity by type of higher education institutions would gradually erode 

as a consequence of the increased emphasis on levels. Since almost a decade after the signing of 

the Bologna Declaration, not a single European country with a two-type or multi-type structure

has discontinued the formal distinctions according to institutional types similar to the British 

policy of 1992 to rename “polytechnics” as “universities”.

It might be added here that the various official policy documents published in the so-called 

Bologna Process do not address explicitly the issue whether the establishment of a convergent 

system of stages of study programmes and degrees was expected to have any implication for hori-

zontal diversity according to profiles of study programmes. These documents only point out that 

the policy in favor of structural convergence should not exert pressure for curricular convergence 

among national higher education systems. The respective diversity within national higher educa-

tion, in contrast, is not addressed at all.

Similarly, the official Bologna policy documents do not address explicitly the issue whether 

a certain degree of informal vertical diversification could be viewed as supportive to the objec-

tives of the Bologna Process. Some experts, however, point out that the aim of facilitating intra-

European temporary mobility can be achieved best, if vertical stratification among higher educa-

tion institutions is kept within bounds and does not move towards a steeply stratified system, as 

the discussions about “ranking” and “world class universities seem to advocate. For the more 
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highly stratified national higher education system are, the smaller is the number of higher educa-

tion institutions in a single “zone of mutual trust” in which the universities are willing to consider 

the quality and substance of study programmes at partner institutions on equal terms as their own 

ones (see Teichler 2008b). In contrast, the “Lisbon Process” of increasing research expenditures 

in order to make the European economy “the most competitive in the world” seems to be in fa-

vour of an increased stratification of higher education and research institutions in the European 

Union (see van Vught, van der Wende and Westerheijden 2002).

7. Select Differences between University and Non-University/Tertiary Education Stu-
dents and Graduates

Within individual countries, we note a wealth of surveys and statistics suitable to show the 

extent of differences between students and graduates from the different types of tertiary/higher 

education programmes. There are very few international comparative data available, however, 

because often different classifications are employed in the individual countries. Therefore, only a 

few examples can be provided here for illustration.

Entry rates: According to OECD statistics, 46% of the corresponding age group in Japan en-

rolled in 2007 in tertiary type A and 30% in tertiary type B education. The corresponding ratios 

were 55% and 30% in the United Kingdom, 41% and 21% in Spain, and 34% and 13% in Germa-

ny (OECD 2009, p. 59).

Foreign and inbound mobile students: The proportion of foreign (2.7% vs. 2.9%) and inbound 

mobile students (2.7% vs. 2.6%) was almost equal in tertiary type B and tertiary type A education 

in Japan in 2007 (OECD 2009, p. 327). As Table 1 shows, there are more foreign and inbound 

mobile (former) students in tertiary type A education in most European countries than in tertiary 

type B education.
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Table 1
Inbound Mobile and Foreign Graduates as Percentage of All Graduates 2006/07
in Europe
_______________________________________________________________________________

Country 5a  Mobile Foreign 5b  Mobile Foreign

_______________________________________________________________________________
Austria 9.8 11.5 1.8 4.9 

Cyprus 2.7 4.5 24.6 34.2

Denmark 6.3 7.6 3.9 9.7

Norway 1.2 6.1 0.2 2.9

Romania 0.7 1.0 0.7 1.0

Sweden 4.7 9.5 1.2 4.2

Slovenia 1.0 1.3 0.5 0.7

_______________________________________________________________________________

Source: Unpublished data provided by EUROSTAT  

Completion rate: In Japan, students in tertiary type A education (university students) are more 

likely to complete their study (91%) than students in tertiary type B education (87%). We note a 

quite similar pattern in the various 12 European countries for which data are available. On aver-

age, however, as Table 2 shows, the completion rate of students in tertiary type A education is 

identical to the completion rate of students in tertiary type B education (69%).  
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Table2

Completion Rates of Students in Select European Countries (2005)

_______________________________________________________________________________

Tertiary Tertiary Tertiary Tertiary

Country Type B Type A Country Type B Type A
_______________________________________________________________________________

Belgium Fl. 88 76                       Norway 66 67

Denmark 88 81 Poland            71 63

Estonia                 59 67                      Portugal         59 73

France        78 64 Slovak Rep. 72 70

Germany 77 77 Slovenia 67 64

Hungary 57 44 UK 43 79
___________________________________________________________________________
Mean (12 countries) 69 69

_______________________________________________________________________________

Source: OECD 2009, p. 76

Unemployment rates: In Japan, the unemployment rate of 25-64 men with tertiary type B educa-

tion in 2007 was 3.4%. This was clearly higher than the corresponding rate for men with tertiary 

type A education (2.8%) and more or less the same as the rate for all men in the age group 25-64 

in Japan (3.5). On average of 10 European countries for which information is available (see Table 

3), the unemployment rate for men with tertiary type B education is only moderately higher than 

for men with tertiary type A education (3.5% as compared to 3.1%), but clearly lower than the 

unemployment rate for all men aged 25-64 (4.5%).
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Table 3
Unemployment Rates for Men Aged 25-64 in Select European Countries (2007)
_______________________________________________________________________________

Tertiary Tertiary

Country Type B Type A + Advanced All

_______________________________________________________________________________
Denmark 2.8 2.9 2.6

France 4.5 4.9 6.2

Germany 3.1 3.6 8.1

Italy 5.1       3.0 3.9

Netherlands 2.2       1.7 2.3

Slovenia 2.7       2.5 3.4

Spain 3.9       3.8      5.3

Sweden 4.3 3.6 4.2

UK 2.5 2.3 4.2

_______________________________________________________________________________
Mean (9 countries) 3.5 3.1 4.5

_______________________________________________________________________________

Source: OECD 2009, p. 132

The OECD did not publish any data for relative earnings of adults with tertiary type B edu-

cation and adults with tertiary type A education as compared to the earnings of upper secondary 

school leavers. Various publications, however, support the view that persons with tertiary A edu-

cation have twice as much additional income as persons with tertiary B education in comparison 

to secondary school leavers. Table 4 shows, that on average of 14 countries, European tertiary 

type A education trained persons (men and women) also have an income advantage compared to 

upper secondary school leavers (55%) which is twice as high as that of tertiary type B education 

trained men (28%). 
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Table 4
Relative Earnings of Tertiary Education Trained Men and Women Aged 25-65 (Upper sec-
ondary education trained persons = 100) (2007)

Tertiary Tertiary

Tertiary Type A Tertiary Type A 

Country Type B + Advanced Country Type B + Ad-

vanced

_______________________________________________________________________________
Austria 130 170 Ireland 110 175

Belgium 115 155 Netherlands 153 154

Czech Republic      122         187 Norway 149 123

Denmark 115 128       Portugal 155 182

Finland                   124 167        Spain 104 144

Germany               131        172 Sweden   105 134

Hungary 134 211 Switzerland 140 168

_______________________________________________________________________________
Mean (14 countries) 128 155

_______________________________________________________________________________

Source: OECD 2009, p. 144

8. Concluding Observations

National higher education systems cannot be completely uniform. They have to serve differ-

ent motives, talents and job perspectives of their students. Not all institutions of higher education 

and not all their sub-units can serve teaching and research equally. There are quality differences, 

and there has to be room for a diversity of aims and paradigms in teaching and research.

The increase of student enrolment and the growth of research activities seem to reinforce the

views that diversification, i.e. constant growth of variety both according to the level of quality 

and reputation and according to substantive profiles of research and study programmes was the 

best solution. Already in the 1960s and 1970s, many experts and actors considered a highly di-

verse higher education system, such as the U.S. higher education system, was the “modern” re-

sponse. However, deficits of such a model were pointed out as well, for example the “examina-
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tion hell” in Japan. Various options of diversification were chosen, and incremental trends did not 

necessarily move toward increased diversification. Actually, various European countries favored 

diversity primarily according to types of higher education institutions and established “polytech-

nics”, “IUTs”, “Fachhochschulen” or similar institutions often with shorter and more applied 

programmes than university programmes and with initially only a marginal research function.

National systems of higher education seem to keep certain characteristics for a long period, 

but are characterized as well by a constant “unrest” of those sectors or institutions which are not 

at the apex of the reputational hierarchy. In highly regulated systems, we note collective efforts 

upward mobility, while in less regulated systems, individual institutions try to upgrade their status.  

Obviously, growth of student numbers and research activities seems to call for increased ver-

tical and horizontal diversity. In contrast, internal competition within higher education tends to 

undermine horizontal diversity and to contribute to imitation behavior according to the success 

dimensions of the most highly reputed individual institutions or institutional types in order to 

increase the likelihood of upward mobility. In contrast to Martin Trow’s initial expectation that 

elite higher education needs protection in the process of higher education expansion, horizontal 

diversity and programmatic profiles other than those popular at top institutions need protection in 

order to secure diverse services of higher education to society.

In many European countries, the establishment of different types of higher education institu-

tions was seen for some decades as a means of fostering diversity of curricular profiles and pro-

tect vocational and applied approach against the pressure to imitate the top universities in order to 

raise their status and the employment opportunities of their graduates.

The Bologna process has made levels of study programmes the single most important formal 

dimension of diversification in Europe. In this way, the patterns of the higher education systems 

in continental European countries move towards the world-wide mainstream of diversification 
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strongly shaped by levels of study programmes. But, we do not yet know what it means for the 

patterns of the higher education systems. Three scenarios can be envisaged. 

According to Scenario A, types of higher education institutions keep an important role

though subordinated to that of levels of study programmes and degrees. The pattern of the higher 

education thus emerging could be described as follows:

advanced study programmes (notably doctoral programmes),

university master programmes,

university bachelor programmes,

non-university higher education programmes leading to bachelor degree or possibly other 

degrees,

tertiary education programmes (not being higher education programmes) with 2-3 pro-

grammes.

According to Scenario B, types of higher education institutions lose their relevance, and a stage 

system of study programmes and degrees is in the core. The pattern thus developing could be 

described as follows:

advanced study programmes (notably doctoral programmes),

master programmes,

bachelor programmes,

tertiary education programmes (not being higher education programmes) with 2-3 pro-

grammes.

Finally, Scenario C suggests that formal dimensions such as higher education institutions as well 

as levels of study programmes and degrees, could be completely overshadowed by the informal 

differences according to “quality” and “reputation”. Institutions and their programmes could be 

classified as follows:

world-class universities,
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would be world-class universities,

ordinary institutions of higher education,

the rest.

The future will tell us.
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Non-University Higher Education in Japan: A Comment 

Shuichi TSUKAHARA (National Institute for Education Policy Research) 

1. The situation 
Because the proportion of those going on to higher education in Japan continues to increase, 

one might expect to bring a diversification in the higher education system. In fact, since the 1990s 

the Ministry of Education has pursued a strategy relaxing regulations and encouraging specialization 

according to function and diversification among higher education institutes. One possibly expected 

trend would be the development of short-term higher education by non-university institutes, in 

particular the expansion of vocational education, but actually the reactions are mixed as we will see 

in what follows. 

    Of we look at the changes in the number of students at different categories of Higher Education 

Institutes (Table 1), we can see that under-graduate courses in universities have attracted around 70% 

of total student after 1980 and since 2000, post-graduate institutes have expanded, in 2009 

accounting for 7% of total number of student, compared with just 2% in 1960. The period of 

education in the university sector has become longer. 

    The non-university sector expanded form 12% in 1960 to 35% in 1990. But since then has 

gradually fallen to 21% in 2009. In other words, the non-university sector has recently been 

shrinking. Especially, junior colleges have been in decline since 1990, while Specialized Training 

Colleges (Senmon Gakko) have expanded and is now the major part in this sector. 

Table 1  Shares of Student in Higher Education Institutes 

Post-     Under-      Junior  College  Senmon  Non-Univ.   Number of Total 
Graduate Graduate    College  of Tech.  Gakko    Total       Student 

1960  2.2    86.0       11.8      -         -       11.8          710 thousand 
1970  2.4   79.7       15.4     2.6        -       17.9        1,714 
1980  2.1   68.8       14.3     1.8      13.0      29.2        2,591 
1990  2.8   62.3       14.6     1.6      18.7      34.9        3,277 
2000  5.5   67.4        8.7     1.5      16.9      27.2        3,762 
2009  6.7   72.6        4.1     1.5      15.0      20.6        3,918

Source: Survey of Basic School Statistics by MEXT. 
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Table 2  Numbers of Students in Professional Training School (Senmon Gakko) 

Student Total 
Engineering  
Agriculture     
Medical  
Hygiene  
Ed./Welfare*  
Business  
Cloth etc.**  
Culture 

One Year or less         
Two Year 
Three Year    
Four or more  

Share of Public Qualification Course 

*Ed./Welfare: Education and Social Welfare. 

**Cloth etc.: Clothing Design and Domestic Science. 

Source: Survey of Basic School Statistics by MEXT. 

    Turning to vocational or professional education in the university sector, the proportion of such 

courses for bachelor’s degrees (such as law, commerce, management, education, engineering, 

agriculture, health, commercial shopping, domestic science) has fallen from 62% in 1960 to 54% in 

2009, while liberal arts courses have expanded. 

    In post-graduate institutes, professional schools such as law and teacher training institutes have 

been systematized in Japan. However, in its 2005 report, the Central Education Council stated that 

post-graduate institutes should be aiming to foster not only researchers, professionals and university 

professors, but also human resources with high-level generic skills (intellectual foundations 

necessary to support a knowledge-based society in diverse ways). The expansion of post-graduate 

institutes again does not mean only turning towards more specialized education. 

2. Specialized Training Colleges 
As the 2009 OECD Reviews of Tertiary Education – Japan pointed out, Specialized Training 

Colleges are more autonomous than universities, and are consequently more diverse. The main 

reason for this is a) the foundation standards are less strict than for universities, and b) the 
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permission to found Special Colleges is granted by regional authorities of prefecture level. 

Specialized Training Colleges have used their autonomy to show flexibility in offering 

educational programs adapted to the changing demands for human resources (society’s demands of 

graduates) and for education (demands from would-be students and their parents). Comparing the 

numbers of students by course (Table 2) for 1993 and 2009, we see that during this period 

engineering, business practice, clothing design and domestic science declined by more than half, 

while medical support and hygiene rose sharply. This kind of wide-ranging change is the result of 

Specialized Training Colleges adapting to fluctuations in these demands. 

Looking at the different course lengths, we see that 2-year courses continue to be the noem, but 

shorter courses have dwindled while 3- and 4-year or longer courses have expanded. In 2009, 33% 

of students were enrolled in 3-year courses, and 9% in 4-year or longer courses. Thus the urend in 

Specialized Training Colleges is also towards longer courses at higher levels. 

3. Specialized Training Colleges and qualifications 
Almost all courses at Specialized Training Colleges lead to a qualification. Study aimed at 

getting a qualification is an educational means of motivating students. The qualification makes for a 

clear to study towards, as well as hopefully leading to improved job prospects. The link between 

education at Specialized Training Colleges and employment qualifications is strongest in the 

designated public examination educational institutes. 

In this kind of course, there is a strong legal position for getting the qualification, with 

graduating being dependent on qualifying, or with qualification being a necessary preli,inary to 

taking the relevant national examination. All medical support, hygiene, education, and social welfare 

courses, as well as some courses in engineering (surveying, civil engineering and architecture, 

electrical and electronic engineering, wireless and communications, vehicle maintenance) are 

examples of this. In 2009, these accounted for around 60% of student numbers. Many of these 

semi-professions and high technology specialists are recognized as monopolizing businesses, and in 

practice many of the graduates to take up jobs relating to their qualifications. 

On other courses at Specialized Training Colleges, qualification-oriented education is also 

provided, but they differ from the former category in that their focus is put not on the diploma-like 

official qualifications, but on official or semi-official qualifications for business skill, practical 

ability in daily life and culture that are also often issued by private sector. In such courses, they tend 

to encourage students first to take easier qualifications, and then, training gradually, to attack 

higher-level qualifications as far as they can during their student years. 

On such programs focused on graded qualifications, each obtained qualification represents a 
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stage of learning for a student. However, each student differs as to how far up the qualification 

ladder he can rise, and so the results do no serve as a quality assurance for the course as a whole. 

4. The future prospect 
When we say that the proportion of young people going on to higher education in Japan will 

continue to rise, it does not necessarily follow that 4-year universities will be the main targets, and 

indeed that does not seem to be the worldwide trend. This gives us reason to have expectations of 

our non-university sector, but in practice that is not way things are turning out. 

As Professor Teichler has been point out, Japan’s post-war education was not strong in terms of 

vocational relevance. This was consistent with the employment system at the time, but those 

conditions have already weakened, and nowadays it is often heard that we need education which is 

more strongly employment oriented. Professor Yoshimoto has also reviewed the discussion on 

employability in the Central Education Council. I agree with them in these points, and find it curious 

that vocational higher education is in fact shrinking. 

One possible explanation for the decline in short-term higher education courses is that, for male 

student, they are less profitable than 4-year universities financially in terms of the rate of return. To 

overcome this, either wage levels of graduates could be revised, or college fees could be reduced dor 

short-term higher education, but only the second of these options lies within the realm of education 

strategy. 

In addition, a part of non-university higher education falls within the scope of ISO29990 of 

International Organization for Standardization, focusing on Learning Services for Non-formal 

Education and Training. The draft of this standard was prepared in 2009, based on the discussions in 

Technical Committee 232 on ISO. Its main subject is continuing vocational education and language 

education, and the former category includes Polytechnic Institutes from 2-year to 4-year kevel that 

fall under the jurisdiction of Employment and Human Resources Development Organization, funded 

by the Ministry of Health, Labour and Welfare. The subject of ISO29990 is different from that of out 

project whose main focus is put on the non-university formal education. However, the international 

framework for vocational education developed by ISO possibly affects the Specialized Training 

Colleges in Japan. 
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Vocational Education and Training,  
Qualifications Frameworks and Recognition of Non-formal and 
Informal Learning in OECD Countries 

Dr. Patrick Werquin 

ABSTRACT
Non-formal and informal learning (NFIL) are probably the dominant forms of 

vocational education and training (VET), with the result that much vocational learning 

does not lead to formally recognised qualifications. However, formal recognition of 

learning through qualifications is a prevailing factor in shaping the VET system 

because qualifications are one of the most tangible outcomes of VET (for people and 

enterprises) and the financial and social returns to qualifications levels are widely 

appreciated. Therefore, the way qualifications are organised exerts a powerful influence 

on the VET system. This paper aims at presenting the potential advantages of using 

qualifications frameworks as a policy tool and presents the main features of what could 

be a system for recognising NFIL. It is based on published papers by Coles and/or 

Werquin (see reference). 

1. Qualifications Frameworks as a Policy Tool 
The existence of a qualifications framework influences several structural aspects of 

VET: management of supply and demand for skills, institutional arrangements, 

financing of VET, the way the VET system interfaces with other learning systems and 

VET in other countries. The supply and demand for knowledge, skills and competences 

will be addressed in particular here (see Coles and Werquin, 2009, for a more 

comprehensive review). 

1.1. Definitions  
Relating qualifications to one another has always existed in the higher education 

sector, for example, where universities set down common patterns of recognising 

progress within higher academic learning. The recent move toward qualifications 

frameworks corresponds to the interest of governments in developing overarching 

frameworks to incorporate qualifications that recognise learning outcomes from school, 

work and higher education. These new frameworks are often linked to lifelong learning 

policy and are intended to capture learning from experience that the learner wishes to 

have recognised. 
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A qualifications framework is a classification of qualifications according to a set 

of criteria for levels of learning achieved. This set of criteria may be an implicit 

characteristic of the qualifications themselves or made explicit in the form of a set of 

level descriptors. In the simplest form of classification the qualifications themselves 

are arranged in a hierarchy of demand or standard: a series of steps rising from the 

lowest level of qualifications through to the highest. The qualifications in these 

hierarchies are sometimes further classified into types of qualification (e.g. higher 

education qualifications, school qualifications, work-based qualifications). 

NQFs have various forms and functions but all have four generic aims: 

- to establish national standards for learning outcomes (competences); 

- to promote through regulation the quality of education and training provision; 

- to act as a way of relating qualifications to each other; and 

- to promote access to learning, transfer of learning and progression in learning. 

1.2. Managing the supply of knowledge, skills and competences 
VET arrangements in a country are always complex because: 

. many forms of learning are considered as VET 

. a wide range of institutions deliver VET and 

. there is considerable interaction and overlap between sectors, occupations and 

enterprises. 

The complexity of the system can make it difficult to adjust programmes so that 

the training leads to the competences required in the workplace, particularly when work 

practices and technology are leading to changes in these requirements. VET 

competences are generally defined, delivered and assessed by means of collaboration 

between stakeholder groups (usually governments, providers, enterprises and employee 

organisations). It can be argued that the better the means of collaboration between 

stakeholders, the better the modernisation process is likely to be. One way to support 

the collaboration process is to make sure that information about the labour market 

information and the qualification process (such as pedagogic methods) is freely 

available for analysis. Qualifications frameworks can make this information easier to 

use, for example by: 

- classifying the levels of qualifications in a commonly understood way; 

- requiring the expression of qualification in terms of learning outcomes; 

- showing how qualifications structures relate to the needs of sectors by defining 

categories of the content of qualifications; 

- assuring the quality of the qualification process through the use of regulation and 

accreditation criteria; and 
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- making transparent the way qualifications at one level can lead to the next level of 

qualification. 

Qualifications frameworks act as a classification device. This function is important 

but it is increasingly common for a framework of levels to be considered the basis of a 

classification of units of qualifications (partial qualification) as well as whole 

qualifications. By breaking down whole qualifications into units, it is relatively easy to 

modernise a qualification by developing a new unit to replace an out-of-date unit. 

While this can be achieved without a framework, a unitised system of qualification can 

become unwieldy and opaque if there is no classification system. Locating units of 

different content at different levels makes it easier for collaborators defining skills 

needs to identify the required competences and for providing institutions to deliver 

them to learners.  

These unitised approaches also offer the advantage of easier transfer of credit from 

one sector to another, particularly in the case of transversal skills such as 

communications, team management and health and safety. Modernisation of these 

transversal units of qualifications can improve the quality of training across many 

sectors. 

Qualifications frameworks generally classify qualifications obtained through 

dedicated training programmes. However because levels and content of qualifications 

are often defined more clearly within a framework (usually through learning outcomes), 

individuals are able to understand more easily that they may well have developed 

competences that meet the requirements of a formal qualification – either non-formally 

(e.g. through work) or informally (e.g. through managing a family). RNFIL can be 

facilitated and can help meet skills needs in a region or an enterprise. 

1.3. Articulating the demand for knowledge, skills and competences 
If VET is “education and training that aims to equip people with the knowledge, 

skills and competences that can be used in the labour market” (Cedefop web site), then 

qualifications frameworks will impact on the infrastructure of VET whenever they 

impact on the knowledge, skills and competences produced by VET that are or can be 

used in the labour market. There are many reasons to believe that this is going to be the 

case on the demand side of VET competences because qualifications frameworks: 

- can bring transparency; 

- can be durable and provide stability; 

- can provide consistency; 

- can bring confidence; 

- can allow for a coherent statistical monitoring by qualification level; and 

- are essentially based on learning outcomes. 
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In some countries such as Spain, Greece, the Czech Republic or Japan, 

qualifications frameworks are associated primarily with VET (OECD, 2005). As a 

classification device, a qualifications framework organises all the qualifications 

delivered in a particular country. Thanks to the concepts of levels and descriptors, 

qualifications frameworks provide a planning tool for employers who are constantly 

demanding new skills. This additional transparency available through qualifications 

frameworks helps employers to identify the skills needed for their enterprise to 

function better and achieve and stronger economic performance. What a framework 

does that did not exist so clearly before is to put a clear label on a qualification and to 

position it in the broader picture of qualifications; it makes qualifications comparable 

to one another in terms of level. That means that recruiters or others with skills 

demands are better informed about what they are looking for and what is available; can 

better compare existing qualifications; and thus can better organise their demand for 

skills. 

Beyond that, qualifications frameworks help articulate the demand of skills with 

the supply. This will happen because individuals (typically workers or applicants for a 

job) will eventually receive strong signals about the skills that are most in demand. 

This will be the case whatever the recruiting scenario chosen by the employer. 

Employers may look for the competences internally and transfer or promote insiders if 

adequate competences are available; or they may decide to recruit externally whether 

the competences are available internally or not. 

In both cases, whether using internal mobility or external recruitment, employers 

may realise that the skills they demand are either not available or not available at the 

expected level. As a consequence, they may organise their own training strategy to 

promote insiders or send a strong signal to the training authority for them to supply 

appropriate training. Individuals themselves will receive all these signals through more 

less formal circulation of information within the enterprise or, for outsiders, through 

using the public employment service for example, or any other usual channel including 

word of mouth. As a result, there is likely to be a better match between supply and 

demand of skills if qualifications framework exists to provide transparent information 

on qualifications and qualifications levels. In turn, this mechanism is likely to 

influence the infrastructure of VET to adjust to respond to better informed demand. 

A typical consequence one might anticipate is that VET will have to evolve more 

quickly than it has in the past to respond to increasingly rapid evolution of the labour 

market and demand for skills as well as to technological changes. Another possible 

consequence is that this will impact on curricula in the formal VET sector so that they 

actually describe what students should know or should be able to do at the end of their 

training. This would better match with the concept of learning outcomes widely 
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associated with qualifications frameworks. Qualifications frameworks will also help 

improve the confidence in the VET system among those who have demands for skills 

and will help them to appropriately plan that demand, whether they are using external 

recruitment or internal mobility and/or promotion,. 

By the same token, since qualifications frameworks can be heavily based on 

learning outcomes rather than input (duration of the course for example) and since 

many VET competences are not produced in the formal system, qualifications 

frameworks will help recruiters to appreciate the skills available and to plan their 

future utilisation of VET competences. 

1.4. A qualifications framework is a tool for reform 
Coles and Werquin (2009) also show that frameworks can influence institutions 

and therefore can be used to drive reforms to VET. Frameworks can be powerful 

coordinating tools that can change the VET landscape to allow specific reforms to 

flourish. They also show that frameworks help overcoming compartmentalisation of the 

education and training system and, in particular, facilitate the emergence of more 

flexible credit transfer systems. 

All in all, a qualifications framework is clearly a tool for reform. For VET in 

particular, it is possible to use qualifications frameworks as a policy tool and to review 

present and future policy on qualifications and qualifications systems, to test the 

robustness of the latter and see if the benefits they promised have been delivered. For 

instance, there are reasons to believe that qualifications frameworks can change the 

landscape because they impact on: 

- provision of VET; 

- curricula in the formal VET system; 

- barriers to the development of VET; 

- links between VET and the labour market; and 

- benefits for VET graduates and participation in, and access to, VET. 

For all these reasons, the existence of a qualifications framework may help by 

linking the VET system and the labour market more adequately and therefore more 

effectively. 

Qualifications frameworks make explicit the relationship between qualifications. 

They aim at increasing transparency and showing potential progression routes; they can 

become the basis of credit transfer systems. They are overarching tools that can be used 

to engage all stakeholders in developing and co-ordinating the qualifications system. 

Often they are used as tools for regulation, financing and quality assurance. 

At the same time a qualifications framework can open opportunities to potential 

learners, because it makes progression routes clear and can offer the opportunity to 
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rationalise qualifications by reducing overlap between them. In all of these ways, 

frameworks create an environment where the whole qualifications system can be 

reviewed. This means that the management of the qualifications framework can be used 

as a tool to enhance many policy responses countries are adopting to respond to the 

lifelong learning agenda, of which VET is a very important component – an important 

consideration for global economic performance and coping with emerging issues. 

2. Recognition of non-formal and informal learning (RNFIL) 
As seen above, RNFIL is of particular importance in the area of VET since 

individuals are likely to learn a lot at the workplace. Exploiting such learning requires 

it to be visible and therefore recognised. The production of knowledge, skills and 

competences concerns all human activities, not only, nor obviously, in the context of 

formal learning situations. Learning that occurs on a daily basis could also represent 

knowledge, skills and competences that are more interesting and longer lasting because 

they take place in a practical setting, at work in particular, or in daily life. Whatever 

the case, knowledge, skills and competences representing NFIL outcomes are likely to 

be very valuable, to judge by the interest shown by public authorities aiming to catch 

the train of economic growth, global competitiveness and human development. There 

are many unresolved issues, and few people really understand what is involved; hence 

the format adopted by rest of this paper. 

2.1. Where does the idea of recognising NFIL come from? 
The recognition of non-formal and informal knowledge reflects the notion that all 

learning is valuable, whatever the learning settings. Accordingly, such learning needs 

to be recognised throughout society, particularly in the labour market; to become 

visible, usable and used. The idea of recognising what individuals learn by themselves, 

merely by existing and dealing with daily issues and problems, is based on arguments 

of cost, effectiveness and  equity. 

2.2. Why is RNFIL a major development? 
The recognition of non-formal and informal learning outcomes is a major 

development in the culture and practices of creating and using human capital. The 

system of formal education and initial training produces titles, diplomas and other 

forms of qualifications enabling individuals to enter the labour market and, for active 

and adult life more generally. The recognition of non-formal and informal learning 

outcomes works in the opposite direction. It takes account of people's experience of life 

and the labour market, to give them an opportunity to have their knowledge, skills and 

competences recognised and eventually obtain a title, diploma or qualification. The 
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crux of the process thus becomes assessment rather than learning; and the process of 

acquiring knowledge, skills and competences is no longer the centre of interest. For 

example, assessment is what quality assurance should focus on in this case. 

2.3. What is non-formal and informal learning? 
There is no consensus on the definition of formal, non-formal and informal 

learning; and recognition can also have several meanings due to the multiplicity of 

potential objectives. An interesting approach is to suggest that the terms formal and 

informal learning should be internationally standardized (Werquin, 2007). If a 

consensus can be reached on these two concepts, then the definition of non-formal 

learning, which is historically situated midway between the other two, could vary to 

allow countries and regions to reflect their specific requirements. The important point 

is that when one talks of NFIL, one needs to think of "outcomes". It is outcomes that 

are assessed; it is outcomes that are valuable; it is outcomes that make it possible to 

find or keep a job and/or resume studies at an appropriate level. 

2.4. What is the rationale? 
Shrinking populations in the countries studied, apart from a few exceptions. The 

structure of qualifications, which poorly reflects individuals' real knowledge, skills and 

competences, particularly those of economically active people. The need to reduce 

costs. Demands in the labour market that are often mismatched with the system of 

education and training, which is seen as unresponsive. The idea of motivating adults to 

return to the formal lifelong learning system, particularly within certain target groups; 

an argument often linked to self-esteem and self-confidence, as well as adults' inability 

to find time for training (opportunity costs, constraints of adult life ...). 

There are numerous reasons to make visible and exploit NFIL outcomes. 

Recognising them goes hand-in-hand with the most recent developments such as "real-

time learning", "learning on demand" and/or fashionable tools such as the qualifications 

framework, whether national or international (European Qualifications Framework) 

even though it depends on the notion of learning outcomes rather than the acquisition 

process.

2.5. How does RNFIL work? 
Analytical research has identified "good practices" in systems and procedures for 

recognising NFIL. What is needed is an information and guidance system, personalized 

support and the introduction of a tangible backup, such as a learning portfolio or 

competences passport for example, which could even be electronic. This corresponds to 

the documentation and identification phases. 
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Then there is an assessment stage. Depending on the level of formalisation in the 

recognition process, assessment could range from a simple raising of awareness of a 

candidate's capacities (the German ProfilPASS) through to full qualification (Ireland, 

France…), including the granting of credits and/or the waiver of certain academic pre-

requisites, or exemption from all or part of a programme when studies are resumed. 

This is used in many countries for access and study in the higher education system 

(Belgium, South Africa…). In the case of total or partial qualification, the use of 

benchmarks, either specific or shared with the formal system, is essential. Generally 

speaking, the assessment also establishes a level of knowledge, skills and competences. 

2.6. What does this give the candidate? 
One of the key advantages of the approach that recognises NFIL outcomes is that it 

provides a results continuum. The result of the process of recognising NFIL outcomes 

depends on the type of assessment employed and the objectives of the applicant: from 

self assessment to a highly formalised assessment process, the recognition may deliver 

all form of awards, including the full qualifications as in France for instance. 

At the other end of the scale, if the system allows it — and not all systems yet do 

— an individual seeking qualification would have to be assessed through a highly 

formalised recognition process. This might involve examinations, i.e. the same as 

passed by candidates in the formal system, an interview with an ad hoc jury, or else 

some totally different form of assessment: simulation, situational observation, dossier... 

The assessment continuum also produces a continuum in terms of results. These 

are often left to institutions' discretion, e.g. when universities can decide whether to 

waive course admission prerequisites, and/or grant exemption from part of the 

programme for recognition-candidates intending to return to studies. Employers can 

also emphasize certain results of the recognition process such as the competences 

portfolio, which specify what the candidate knows and can do. 

This is where the differences between countries are greatest. Many do not offer full 

qualification based on the RNFIL outcomes alone; some require complementary 

training, for example, often if only to make it possible to receive enrolment fees. 

Nonetheless, practices seem to be converging: today, few of the countries studied still 

rely on the diploma issued at the end of secondary education for entry to higher 

education, for example. 

2.7. What are the obstacles? 
The main obstacle is cultural. Recognising NFIL outcomes also means legitimizing 

them. This psychological barrier can be found even among employers who often only 
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recognise a single filter, the system of formal education and initial training, as the 

indicator of knowledge, skills and competences. 

Financial barriers are possibly still somewhat underestimated, but awareness seems 

to be increasing: the RNFIL outcomes is neither free nor always cheap. Convincing 

candidates that they have knowledge, skills and competences is sometimes a lengthy 

and costly exercise in terms of support staff, particularly for those with least 

qualifications. 

The evidence shows that there are still many difficulties, several of which relate to 

the nature and quality of the assessment. Other issues include the assessor profession 

and appropriate training, which is often poorly defined. All of these obstacles can be 

encapsulated in a single concern: how can countries and regions permanently establish 

the system for recognising NFIL outcomes? 

2.8. Does this give too much importance to the diploma? 
This is not an explicit goal, let alone an observed consequence. Only the mode of 

access to the diploma is expanded, for equity and effectiveness. It is about proposing 

new routes to qualifications, in addition to the formal learning ones. By expanding the 

sources of qualification, one may hope to move towards a situation where qualifications 

will be a faithful reflection of knowledge, skills and competences; rather than a tool 

that serves merely as a social filter, or for accessing the primary segment of the labour 

market. 

Moreover, if the knowledge, skills and competences of all individuals are visible 

through the diplomas that they can present, qualifications will move towards the heart 

of recruitment and give a raison d'être to tools such as the national qualifications 

framework. 

2.9. Will diplomas be issued to everyone? 
Assessment is just as important in the framework of recognising NFIL outcomes — 

if not more so, particularly because there is no control over the process by which 

knowledge, skills and competences are acquired. It is this lack of control over the 

learning process that literally scares the detractors of RNFIL outcomes. Therefore 

quality assurance must be at the heart of the assessment. 

2.10. Where do countries stand on this? 
Several countries have a quasi-system; others have a consistent set of practices; 

while others still have fragmented practices (Werquin, 2010). Lastly, some are in the 

initial phase. Even in the most advanced countries, the number of people participating 

is ridiculous; a sign of rigidities, particularly in terms of information and orientation. 
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Psychological barriers also clearly translate into real, physical barriers, even for the 

most motivated. 

2.11. What needs to be done?  
More and better communication is required. The recognition of non-formal and 

informal learning outcomes needs to become more transparent, without promising more 

than can be delivered. Communication needs to be taken closer to the stakeholders and 

reach everyone: small and medium-sized enterprises, professional training institutions, 

higher education institutions, the public employment service, families and individuals 

themselves. There is a need to demonstrate what works and under what conditions. This 

may entail clarifying vocabulary, along with information and guidance to put 

recognition at the heart of individuals' careers, ranging from information to 

complementary training for those seeking qualification, and a resumption of studies in 

the formal system where appropriate.  An individual's career needs to be viewed 

globally.

Innovative solutions are needed that stress the value of recognising non-formal and 

informal learning outcomes; e.g. for dealing with failure in secondary education, since 

a large fraction of each cohort of young people leaving school do so without a 

qualification of any value, even though they have obviously achieved some learning 

outcomes. Although these are clearly not sufficient they must be documented.  

Promoters of RNFIL must also accept that the recognition of non-formal and 

informal learning outcomes does not necessarily suit everyone in all situations. 

Countries therefore need to define the conditions under which recognition is a credible 

alternative to training; in terms of duration, typically, and hence cost. This may mean 

that eligibility criteria have to be strengthened and improved. Nonetheless, they are not 

likely to be more specific in terms of duration of experience, precisely because the 

essence of recognition is based on outcomes and not the duration of the acquisition 

process. Variants, such as interviews, preparatory dossiers, etc., are already being used 

in some countries. 

Doubtless, the recognition of non-formal and informal learning outcomes may not 

be applicable to everyone. Nonetheless, it is sometimes the only possible route, 

particularly for population groups that have dropped out of formal learning systems for 

personal reasons. In all other cases, apart from equity considerations, each country or 

region must make an effort to spell out the conditions under which the RNFIL outcomes 

can function and be really useful; and the degree of formalisation involved. Otherwise, 

the system will again be prone to criticism because the failure rate could be high. 

Lastly, all programmes and systems for recognising NFIL requirements in the 

countries covered by the study are based on faith. While this is a sign of strength 
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among the promoters of this approach and its quality, it is unlikely that the RNFIL 

outcomes can be implemented permanently without compiling data and assessment 

programmes to prove that the process is well founded. It is because there are many 

reasons for believing in the efficacy of the tool that it needs to be based on a scientific 

approach, rather than a mere belief that it works and that it is good for people. 
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Qualifications Systems as a Policy Tool

With Mike Coles (QCA) 

For a short summary see:

www.oecd.org/dataoecd/10/2
/38500491.pdf 

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010
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RNFIL and QF

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

-Non-formal and informal learning (NFIL) = dominant
forms of VET
-But much vocational learning does not lead to formally 
recognised qualifications
-However, formal recognition of learning through 
qualifications can help shaping the VET system…
because qualifications are among the most tangible 
outcomes of VET (for people and enterprises)
-RNFIL and QF are essentially based on learning 
outcomes

Adult Learning

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Adult Learning: Main Lessons

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

- General under provision 
- Motivation (of adults) is the main issue

Enrolment in Educational Institutions
by Age Group

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010
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Adult Literacy: IALS, ALL, (PIAAC)
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Adult Literacy: Main Lessons
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- Large proportion of individuals with a low 
level of literacy (Best=Sweden: 25% at level 1)

- Low level people deny the issue 

- The “mismatch”:

Among Adults Low Literacy High Literacy

Low 
educational 
attainment

High 
educational 
attainment

40%

40%10%

10%

Adult Literacy: the Mismatch
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There are self-learners 
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Idea: RNFIL
Recognising all learning, whatever the context

(whether formal, non-formal or informal)

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010
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Participating Countries

22 countries on the 5 continents

Australia, Austria, Belgium-Flanders, Canada, 
Chile, Czech Republic, Denmark, Germany, 

Greece, Hungary, Iceland, Ireland, Italy,
Korea, Mexico, the Netherlands, Norway, 
Slovenia, South Africa, Spain, Switzerland

and the United Kingdom

www.oecd.org/edu/recognition
Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Issues and Questions

• What is it?

• How do you measure it?

• How do you assess it?

• What is recognition?

• Who does it?

• Does it work?

• How much does it cost?

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Terms

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

• Many terms (in English):
– RPL (Australia, South-Africa, Ireland…), PLAR 
(Canada), APL or APEL (UK…)…

– RAS (Recognition of Acquired Skills )

– (Recognition of previous knowledge )

– Recognition of Learning Outcomes

Terms (cont’d)

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

• Other languages:
-Anerkennung von non-formalem und informellem lernen
(Austria, Germany)

- EVC (Flanders, Netherlands…)
- Validation (VAE, France)
- RANFI (Mexico), Acreditación (Spain)
- Japan (no name!!!)
- Italy (varies by Province)
- Nordic European countries (also varies)

Recognition of What: NFIL

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

•Many definitions of NFIL

•Not consensual 

•Formal learning: structured in terms of content, 
scheduling, organisation and financing

•Informal learning: not structured, never 
intentional

•Non-formal learning: varies a lot (no consensus): 
in between formal and informal, with variations to 
allow for national/regional/local or sectoral
specificities)

Recognition

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

•Recognition too has many meanings 

(corresponding to different objectives in fact) 

•Keyword: here it’s social recognition :

whether outcomes have value and are used in the 

society? (not specific to RNFIL)

•Key issue: recognition does not necessarily mean a 

high level of formalisation, but it needs some (see 

later continuum of outputs)
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Main Rationale
Creating new routes to qualifications! 

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

But why do we need more qualifications?

Rationale: A More Qualified Labour Force!

• Visibility of skills, knowledge and competences
• Skills shortages (availability or… visibility)
• Distribution of qualifications,

occupational mobility
• Regulated occupations,

and labour markets
• ISO processes (quality)
• Public contracts

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Rationale: A Policy Tool
• Time and Cost (untapped human capital)
• Motivation (not starting from scratch)
• Demography…
• Employers do it all the time (practical/informal)
• Consistent with qualifications frameworks (outcomes)

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Rationale: A Policy Tool

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

•It’s flexible: continuum of outputs, from self 
assessment (portfolio) to full certification

•Job matching

•Training has a cost (RNFIL is cheaper)

•Unqualified individuals/workers may have skills

•Motivator for resuming formal studies

•Crisis (assessment a good start before reskilling)

•Certificates awarded by vendors>Certification MOE
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Applications of RNFIL
Type of 

Application
Exemplar 
Countries

Typical Examples

Second chance 
school certificate

(Higher Education)

Canada,
Mexico,

Norway, Chile, 
Spain

GED, Bachillerato, adult 
education referenced to school 

system
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Entry to higher 
education

South Africa, 
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(Flanders)

Universities working together 
(CENEVAL), access to higher 

education courses
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(Higher

Education)

Hungary, Chile, 
UK, Belgium 

(Flanders)

Modular higher education 
programmes, with exemptions 

available, specific credits. 
University discretion over 

exemptions
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Applications of RNFIL
Type of 

Application
Exemplar Countries Typical Examples
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to allow those with 
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to gain existing formal 

qualification 
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Application
Exemplar Countries Typical Examples

Labour
competence 
certification

Netherlands, 
Germany, South 
Africa, Belgium 

(Flanders) 

Exceptional procedures 
to allow those with 

established competence 
to gain existing formal 

qualification 

VET system 
redesign

Spain, Mexico, 
Hungary, Australia, 

UK

Creation of RNFIL-
friendly qualifications

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

Applications of RNFIL
Type of 

Application
Exemplar Countries Typical Examples

Labour
competence 
certification

Netherlands, 
Germany, South 
Africa, Belgium 

(Flanders) 

Exceptional procedures 
to allow those with 

established competence 
to gain existing formal 

qualification 

VET system 
redesign

Spain, Mexico, 
Hungary, Australia, 

UK

Creation of RNFIL-
friendly qualifications

Discrete 
applications

Belgium (Flanders), 
Hungary, Canada, 
Greece, Germany

ECDL, language 
certificates, professional 

bodies
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Almost There

Fact - Issue (?)
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The take up (number of participants) is small

Critical Factors for Sustainability

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

• Work on barriers, some clearly psychological:
• Legitimacy of NFIL (culture shift)
• Credibility (“undeserved” award)
• Understanding what it is about (“you will give degrees 
to everybody”)
• Input process unknown (therefore not quality assured)
• Many actors and stakeholders are against RNFIL: 
universities (fear of competition), employers (upward 
pressure on wages), trade unions (reduced commitment to 
learning)
• Shift from learning to assessment
• Ownership of the standards

Critical Factors for Sustainability

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

• Clear rhetoric

• Clear definitions, clear (mutually exclusive) concepts

• Information, advice and counselling 

• Legal framework or social consensus

• Piloting/Evaluation (Data… )

• “Physical” support: [e-]portfolio and the like (ProfilPASS, 
Competence passport/card…), certification 

• Assessment methods: examinations, simulation, 
observation, interview (standards…)

Critical Factors for Sustainability

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010

• Financing and fees

• Quality assurance

• Dedicated assessment centre(s)

• Appropriate definition of objectives and expected 
outcomes: exemptions, credits, full qualification

• Qualification for RNFIL officers/staff/assessors

• Critical mass for opening a recognition process

• “Group” recognition of NFIL (even if fundamentally a 
concept for an approach by individual)
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Critical Factors for Sustainability
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• Do NOT oversell the concept:
• Recognition of NFIL may not be suitable for people 
without knowledge, skills and competences
• Recognition of NFIL will not directly create economic 
growth
• Recognition of NFIL does not create the skills, 
knowledge and competences it is meant to recognise…
even if … it is still a learning process
• Recognition of NFIL is not free (not even always cheap, 
but cheaper than formal learning)
• Recognition of NFIL is probably not a universal 
solution

Summary: Perspectives
• Lot of good practice (upper secondary attainment, higher 
education (access, credit, full certification), labour market…)
• Will create new routes to qualifications
• Many forms of learning can be recognised
• Some learning can be codified and the recognition process 
formalised (qualification)
• A wide range of opportunities (continuum)
• A suitable option in many cases, for many people

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010
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research in Europe: background report. Luxembourg: EUR-OP. (Cedefop
reference series).

• Coles Mike and Patrick Werquin (2009) “The Influence of Qualifications 
Frameworks on the Infrastructure of VET”, in R. Maclean and D. Wilson 
(eds.): International Handbook of Technical and Vocational Education 
and Training, Unesco-Unevoc Book Series, Spinger, The Netherlands.
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Read More on RNFIL?
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Recognition Programmes.” www.oecd.org/dataoecd/33/58/41834711.pdf 
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459–484. http://www.wiley.com/bw/journal.asp?ref=0141-8211
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• Werquin Patrick (2009): “Recognition of Non-formal and Informal Learning in 
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http://www.report-online.net/english/start/
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Merci
Questions and comments please to: 

patrick.werquin@gmail.com

Fuji-san, Top, 11:30, 29 April 2008

A wide range of opportunities for Japan

Dr. Patrick Werquin, Non-university Higher Education and Qualifications Framework, Fukuoka, 19 March 2010
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The role of the Australian Qualifications Framework in increasing 

 the overall quality of VET to HE pathways 

Ron Mazzachi 

(National Centre for Vocational Education Research, Adelaide, South Australia) 

Introduction

    The purpose of qualification frameworks is to help explain how various qualifications such as 

degrees, diplomas, certificates, and recognition of experiential-based learning relate to each other 

and combine to build pathways within and across occupations and education and training sectors. 

According to a recent ILO survey, about 70 countries are in the process of developing or 

implementing some kind of a qualifications framework. The first countries to introduce 

Qualifications Frameworks in the 1980’s included the UK with Scotland followed closely by NZ 

and Australia (Allais et al, 2009).  

    With 25 years of experience behind us, I would like to address the question: “How successful 

has the Australian framework been in increasing the overall quality of VET to HE pathways?” I 

hope to share some of the strengths and lessons we have learnt, with a focus on areas which may 

be particularly relevant to the Japanese situation. 

First any insightful discussion of our experiences needs to be informed by some basic facts about 

the Australian system, especially those areas exclusive to our approach. 

    Australia consists of 6 states and 2 territories originally settled by Europeans in 1788 with most 

states proclaimed in the mid 1800s. Australia did not become a federation until 1901. Even today 

the population is only 22 million people, spread geographically over a large land mass almost the 

size of the continental USA with about 85 % of the population living within 50 km of the coast. It 

is easy to see that prior to federation states would each need to develop their own systems and 

policies for VET. This legacy is still very much a key factor influencing our system of education 

today.  

    In Australia, VET is defined broadly, as post-compulsory learning programs intended to 

develop skills required in the workplace. VET includes preparatory programs, but excludes 

general education in upper secondary schooling and degree and higher level programs in HE (i.e. 

universities) (Knight et al 2009).  

While this definition of VET is broadly similar to that used in other countries there are some 

important differences in scope and the institutions that deliver training in Australia such as: 
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Training skills are specified by industry  

Emphasis on a competency based approach  

VET is a single entity under the AQF. All learners are part of the same system whether 
they are beginning VET programs, continuing training, retraining or undertaking 

programs developed by very large individual employers in specific industries, for 

example mining or national retailers.  

Such integration is easier in practice as many VET programs are publicly-funded or subsidised. 

Furthermore there are incentives for industry to take on apprentices or to subsidise the training of 

their employees when this training is nationally recognised. 

Recognised VET programs are delivered by public institutions (government schools and TAFE 

institutes) and by other private providers. Much of this training is now competitively tendered and 

as long as the providers are registered to deliver specific nationally recognised training they are 

able to compete for this funding. 

The basics of the Australian Qualifications Framework 

The current AQF (in Table 1) was developed in 1995 to address the needs of the three 

education sectors. It is now under review, with the aim of moving towards a more integrated 

model while still valuing the distinct contributions of each sector. 

Table 1. The Australian Qualifications Framework by education sector  

School sector 
accreditation 

VET sector 
accreditation 

University sector 
accreditation 

International 
standard
classification of 
education
(ISCED) 
equivalent 

Senior Secondary 
Certificate of Education 

Vocational graduate 
diploma

Vocational graduate 
certificate 

Advanced diploma 

Diploma

Certificate IV 

Certificate III 

Certificate II 

Certificate I 

Doctoral degree 

Masters degree 

Graduate diploma 

Graduate certificate 

Bachelor degree 

Associate degree, Advanced 
diploma

Diploma

6

5A

5A

5A

5A

5B

5B

4B

3C

2C
2C

Source: Australian Qualifications Framework http://www.aqf.edu.au/aqfqual.htm
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The AQF is a large document but Table 2 gives an example of just one key feature - that of 

Learning Outcomes for 3 of the 15 qualifications from a low, medium and higher educational 

level.

Table 2: An example of the key features of Learning Outcomes for 3 AQF Qualification levels 

Certificate 1 Certificate IV Vocational Graduate Diploma

Do the Competencies enable an 
individual with this qualification 
to:

demonstrate knowledge by recall in 
a narrow range of areas 

demonstrate basic practical skills 
such as the use of relevant tools 

perform a sequence of routine tasks 
given clear direction 

receive and pass on 
messages/information 

.

Do the Competencies enable an 
individual with this qualification 
to:

demonstrate understanding of a 
broad knowledge base incorporating 
some theoretical concepts 

apply solutions to a defined range of 
unpredictable problems 

identify and apply skill and 
knowledge areas to a wide variety 
of contexts with depth in some areas

identify, analyse and evaluate 
information from a variety of 
sources 

take responsibility for own outputs 
in relation to specified quality 
standards 

take limited responsibility for the 
quantity and quality of the output of 
others 

Do the Competencies or Learning 
Outcomes enable an individual 
with this qualification to: 

demonstrate the self-directed 
development and achievement of 
broad and/or highly specialised 
areas of knowledge and skills 
building on prior knowledge and 
skills 

initiate, analyse, design, plan, 
execute and evaluate major 
functions either broad and/or highly 
specialised within highly varied 
and/or highly specialised contexts 

generate and evaluate complex ideas 
through the analysis of information 
and concepts at an abstract level 

demonstrate an expert command of 
wide-ranging, highly specialised 
technical, creative or conceptual 
skills in complex and/or highly 
specialised or varied contexts 

demonstrate full responsibility and 
accountability for personal outputs 

demonstrate full responsibility and 
accountability for all aspects of 
work of others and functions 
including planning, budgeting and 
strategy 

The AQF as part of the VET National Skills Framework 

An important distinction about the VET sector in the AQF model in Table 1 is that VET is 

part of a National Skills Framework. The AQF is only one component of what is sometimes 
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called ‘the three pillars’ of the National Skills Framework and these are the AQF, training 

packages, and the Australian Quality Training Framework. 

Training Packages 

Training packages are a key resource for registered training organisations, employers and 

students. They are an essential part of Australia’s system of competency-based training and 

comprise a set of competency standards and qualifications developed by industry.  

There are about 80 training packages covering almost the entire VET sector; collectively 

they cover several thousand VET qualifications and tens of thousands of units of competency 

(groups of units of competency make up a qualification). A training package sets out the 

competencies but does not say how the training should be delivered, or the time necessary to 

deliver it. It is the responsibility of the registered training organisations to develop teaching 

strategies and assessment methods to meet the needs, abilities and circumstances of the students 

and industry.  

Unlike many other countries there is no centralised examination of VET students. It is clear 

from the training packages what skills are needed; it is the role of the training provider to ensure 

they have the skills to assess the requirements. Assessment may be mediated by industry although 

this is not an essential component. Curriculum can be purchased from third parties or developed 

and customised by teachers according to local industry needs. 

The Australian Quality Training Framework  

The Australian Quality Training Framework (AQTF) is a set of nationally agreed quality 

assurance arrangements for training and assessment services delivered by training organisations. 

It assures the quality and consistency of training outcomes. There are three main standards in the 

AQTF requiring RTOs: 

To offer quality training and assessment across all of its operations,  

to apply principles of access and equity and maximises outcomes for its clients,  

to have Management systems that are responsive to the needs of clients, staff and 
stakeholders, and the environment in which the Registered Training Organisation 

operates.

Each state and territory has an agency (called a ‘Registering Body’), and there is also a 

national agency (NARA), that undertake the audits of the 4,000 registered training organisations 

(RTOs) including public (TAFE) and private providers. The role of the Registering Bodies under 

the AQTF is to affirm that the RTOs are achieving the requirements of training packages.  

Providers who do not meet the requirements may be required to undertake further 

improvements, sanctioned or even deregistered.  

The Australian Quality Training Framework (AQTF) is a set of nationally agreed quality 
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However for HE providers quality assurance is based on a peer review process where the 

provider’s performance is verified against its objectives,external reference points and to assess 

performance and outcomes in relation to national and international academic standards. 

There are now moves to join all VET and HE quality assurance services under a common 

national body called TEQSA. 

Pathways between the VET and HE 

There are some significant differences in the nature of training and assessment between the two 

sectors including: 

Emphasis on a competency based approach in VET which is different to the knowledge 
based approach of HE and 

Fixed duration of training in HE versus variable duration of training in VET 
If we now reconsider the question I initially asked – “How successful has the Australian 

framework been in increasing the overall quality of VET to HE transitions?” We could answer 

this by looking at how and how many VET qualifications are accepted as part credit to HE 

qualifications. In a best case scenario we might expect to see credit gained by students as they 

move between VET and HE from similar and even different fields of education. If this is true, 

part of the reason should be due to the AQF promoting consistency by helping to underpin the 

way qualifications are developed. 

HE providers have, as a prime concern, the maintenance of their own high standards. So the 

HE sector will give its appraisal of the rigour and quality of VET qualifications in the way it 

recognises the capabilities and in the offer of credit to students from the VET sector. To test this 

proposition we are fortunate that in 2009 for the first time the HE statistical collection of all 

Australian Universities included the amount of credit gained by students in their courses. Here I 

present what is possibly the first evaluation of this information. 

Table 3: The number of students in HE providers across each state and territory who gained any 

credit in 2009 

Jurisdiction No
Credit  

<5%
Credit

6% - 10% 
Credit

11% - 
50% 

Credit

51% - 
100% 

Credit
>100%
Credit Total % Enrolments 

with any credit

Northern 
Territory 1194 95 39 488 47 1 1864 35.9%

New South 
Wales 49121 1750 1072 9120 1426 346 62835 21.8%

Australian
Capital Territory 3711 75 136 656 121 2 4701 21.1%

Queensland 30466 1210 1105 4870 557 53 38261 20.4%

Western 15308 488 437 2494 353 0 19080 19.8%

There are some significant differences in the nature of training and assessment between the 

two sectors including: 
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In Table 3 you can see that across the states and territories about 1 in 5 students gain some 

credit for prior learning. On average students in the Northern Territory gained the largest amount 

of credit. There is one main provider in the territory: Charles Darwin University. It is called a 

dual sector provider because it also offers a considerable number of VET courses, having been 

merged about 5 years ago from the public VET and university providers in the NT. Many students 

who have completed a VET course then undertake a HE course gain credit because the courses 

are run on the same campus, making it very easy for lecturers to work together to design mutually 

complementary study between VET and HE. The process is called ‘articulation’ and describes a 

qualification that leads into a higher course with advanced standing. For example, a VET diploma 

of accounting may articulate into the second year of an accounting bachelor degree. 

In Table 4 we can see a further breakdown of individual providers within the jurisdictions 

where >25% of students gained some credit and there again is an interesting pattern. The highest 

percentages of credit for prior VET are from TAFEs who develop HE courses or providers who 

are part of the technological universities group or providers who include Bachelor programs, in 

conjunction with feeder providers. A number of other universities in this table are located in the 

more sparsely populated areas of Australia.  

Table 4: HE providers where more than 25% of students gained Credit in the 2009 year

Current Education Provider Credit/
RPL

for 
both

HE
and
VET

study

Credit/
RPL

for 
VET

study
only

Credit/
RPL
was

offered 
for 

prior
HE

study
only

Credit/
RPL

for 
study

outsid
e

Austral
ia

Credit/
RPL

for 
work

experi
ence

inside
or

outside
Austral

ia

No
credit/

RPL
was

offere
d

Oth
er

Tota
l

Total 
Credit

offered 
as % of 

total 
enrolm

ents

%
VE

T
cre
dit
of

Tot
al

Cre
dit

% VET 
credit

of total 
enrolm

ents

Holmesglen Institute of TAFE 0 37 <5 0 <5 64 0 103 38% 95
% 36%

William Angliss Institute of 
TAFE 0 21 <5 <5 <5 29 <5 59 51% 70

% 36%

Northern Melbourne Institute 
of TAFE 5 21 <5 <5 0 45 0 76 41% 68

% 28%

Holmes Institute 0 7 7 <5 0 11 <5 28 61% 41
% 25%

Swinburne University of 
Technology 5 587 250 16 <5 1910 36 2808 32% 65

% 21%

Charles Darwin University 23 291 301 6 8 1011 0 1640 38% 46
% 18%

International College of 
Management, Sydney <5 14 <5 0 0 100 0 118 15% 78

% 12%

Christian Heritage College 5 23 39 0 0 129 <5 197 35% 34
% 12%

Australia 

Victoria 33009 771 1026 5559 547 67 40979 19.4%

Multi-State 3085 55 119 454 39 1 3753 17.8%

Tasmania 4126 120 165 432 63 0 4906 15.9%

South Australia 11443 204 246 1146 111 12 13162 13.1%

Total 151463  4768 4345 25219 3264 482 189541 
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Current Education Provider Credit/
RPL

for 
both

HE
and
VET

study

Credit/
RPL

for 
VET

study
only

Credit/
RPL
was

offered 
for 

prior
HE

study
only

Credit/
RPL

for 
study

outsid
e

Austral
ia

Credit/
RPL

for 
work

experi
ence

inside
or

outside
Austral

ia

No
credit/

RPL
was

offere
d

Oth
er

Tota
l

Total 
Credit

offered 
as % of 

total 
enrolm

ents

%
VE

T
cre
dit
of

Tot
al

Cre
dit

% VET 
credit

of total 
enrolm

ents

University of Western Sydney 11 1027 885 13 <5 7304 31 9275 21% 52
% 11%

University of Ballarat 0 161 132 <5 <5 1237 7 1539 20% 53
% 10%

University of Technology, 
Sydney 37 501 850 6 18 3653 20 5085 28% 35

% 10%

Australian Academy of Design 0 7 <5 0 0 68 0 76 11% 88
% 9%

RMIT University 25 527 489 38 43 4612 5 5739 20% 47
% 9%

Victoria University 0 378 213 7 13 3295 228 4134 20% 45
% 9%

Charles Sturt University 15 606 154 <5 9 3933 193
7 6658 41% 22

% 9%

Billy Blue College <5 20 <5 0 <5 181 12 220 18% 51
% 9%

Raffles KVB Institute <5 10 7 <5 0 102 0 122 16% 50
% 8%

Australian Catholic 
University <5 271 279 7 39 2657 60 331

4 20% 41
% 8%

On the other hand the number of students gaining the credit from the ‘ivy league’ or the 

Group of Eight research-intensive universities in Australia is quite low. This is partly a result of 

the number of students entering straight from school, that basic research may not always be a 

natural feeder area from VET and it is also a consequence of the lack of articulation agreements 

between these HE and VET providers.  

If we then follow the fields of education where the most credit is obtained, from Table 5 we 

can see teaching, nursing and business are clearly the areas of greatest credit activity. 
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Table 5. The Field of Education where the most credit was gained by HE students in the Year 2009 

Narrow field 
of education 

Males  Females 

Bachelor's  Associate 
Degree 

Advanced 
Diploma 

(AQF)

Diploma 
(AQF)

Other 
Award 

Courses

Total Bachelor's Associate 
Degree 

Advanced 
Diploma 

(AQF)

Diploma 
(AQF)

Other 
Awards 

Total Grand 
Total

0701 Teacher 
Education 

487 5 0 0 <5 493 2032 <5 0 0 71 2107 2600

0603 Nursing 299 0 0 0 0 299 2269 0 0 0 <5 2271 2570

0803 Business 
and
Management 

1075 7 5 9 5 1101 1288 18 5 5 <5 1319 2420

0905 Human 
Welfare 
Studies and 
Services

127 <5 0 <5 0 129 663 <5 0 7 5 677 806

0911 Justice 
and Law 
Enforcement 

87 377 0 0 <5 465 145 105 0 0 0 250 715

0801
Accounting 

263 <5 0 5 0 269 326 0 0 <5 0 327 596

0800
Management 
and Commerce 

250 0 0 5 0 255 232 0 0 <5 0 236 491

0903 Studies in 
Human Society 

126 <5 <5 0 0 130 333 9 5 0 <5 348 478

0699 Other 
Health 

210 0 0 <5 0 211 251 0 0 <5 0 253 464

1007
Communication 
and Media 
Studies 

200 <5 0 <5 0 204 246 <5 0 <5 0 249 453

0805 Sales 
and Marketing 

157 0 0 0 0 157 251 0 0 <5 0 252 409

In my remaining time I want to focus on a particularly innovative relationship between VET 

and HE because it addresses a number of topical issues in Australia. Like most other health 

programs in Australia entry to the Bachelor of Nursing Programme at Murdoch University is 

normally through the student obtaining a sufficiently high tertiary entrance score. This is 

regardless of the age of the student. One Murdoch campus is located in the economically deprived 

Peel region south of Perth in Western Australia. An alternative route was developed in 2005 in 

collaboration with Challenger TAFE with the introduction of a ‘Nursing Combo’ programme.  

This provides students normally denied a place at University, the opportunity for enrolment 

in a Challenger TAFE Certificate IV in Aged Care. In addition students can undertake two units 

in the Bachelor of Nursing (Introduction to Nursing NUR100 and a Foundation unit) at Murdoch 

University. Upon successful completion of this one year program students choose to enter the 

undergraduate nursing program or exit and work in the Aged Care service sector. This alternative 

entry opportunity saw 13 of the initial cohort of 20 students continuing with the Bachelor of 

Nursing. The success of this program has stimulated increased demand for university entry via 

this pathway in a community where previously aspiration to enter HE was previously low. In 

response to the demand, places for 60 applicants were made available in 2007 with about 50% of 

students eventually articulating to the Bachelor of Nursing. In addition, this approach addressed 

the chronic shortage of aged care workers and nurses and created a pathway that crosses fields of 

education in different areas of health where articulation is less commonly seen. 
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Conclusion

I think we can say that the AQF is at least partially achieving the objectives of facilitating 

pathways between VET and HE. However we are seeing the best examples occurring when there 

are specific arrangements or agreements for training designed between a VET and a HE provider 

for a particular course combination. There is still a way to go to achieve greater recognition 

across sectors. We find HE providers are less open to giving general credit from some private 

RTOs of VET. It seems that it is often because of unfamiliarity with the RTO and not accepting, 

at face value, a Certificate from any VET provider.  

This is the big challenge for the Council that oversees the AQF and it is now seeking to 

address the quality and consistency of the qualifications themselves. There is some question 

whether training packages always have the capacity to deliver at the higher end of the 

qualifications framework. The Council hopes a stronger AQF will build confidence in 

qualification outcomes, improve student pathways both within and between the education sectors 

and the workplace, enhance the mobility of graduates through increased recognition of the value 

of Australian qualifications and enable Australian qualifications to be mapped against those of 

other countries. 

Perhaps one of the most powerful arguments for adopting Qualification Frameworks are the 

changes in the nature of work and training over the last few decades. It is now generally agreed 

that most young Australians will have on average 5 significant career changes in their lifetimes. It 

makes great sense if training can be expedited through these career changes by a greater 

acceptance of previous qualifications or work experience. This should increasingly happen 

through more efficient credit transfer arrangements into study for subsequent qualifications.  

Resources

Allais, S., Raffe, D., Strathdee, R., Wheelahan, L., and Young, M (2009) Learning from the first qualifications 

frameworks http://www.ilo.org/skills/what/pubs/lang--en/docName--WCM_041902/index.htm 

Australian Qualifications Framework http://www.aqf.edu.au/aqfqual.htm 

Hoeckel, K., Field, S., Justesen, T., and Kim, M (November 2008) ‘Learning for Jobs - OECD Reviews of 

Vocational Education and Training – Australia’ http://www.oecd.org/dataoecd/27/11/41631383.pdf 

Cully, M., Knight, B., Loveder, P., Mazzachi, R., Priest, S. and Halliday-Wynes,S (January 2009)- ‘Governance 

and architecture of Australia’s VET sector: Country Comparisons - Report prepared for Skills Australia’ 

www.skillsaustralia.gov.au/PDFs_RTFs/NCVER72182REPORTfinal.pdf
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The role of the Australian Qualifications 
Framework in increasing the overall 
quality of Vocational Education and 

Training to Higher Education pathways

Ron Mazzachi

The purpose of qualification frameworks 

... “is to help explain how various 
qualifications such as degrees, diplomas, 
certificates, and recognition of experiential-
based learning relate to each other and 
combine to build pathways for people within 
and across both occupations and education 
and training sectors”...(Allais et al, 2009)

Qualifications Frameworks can help 
address historical realities

Australia consists of 6 states and 2 territories 
originally settled by Europeans in 1788. Only 
federated in 1901.
Population of 22 million people, similar land 
mass to continental USA with most living 
near the coast and in our major capital cities. 
Prior to federation states would each need to 
develop their own systems and policies for 
VET. This legacy still influences our system 
of education today. 

VET and Higher Education differences
In VET Training skills are specified by 
industry
Input into HE by ‘industry’ is often through 
Professional Bodies
Emphasis on a competency based 
approach in VET; Knowledge in HE
VET is a single entity under the Australian 
Qualifications Framework (AQF). All 
learners are part of the same system.

AQF qualifications by education sector
Table 1. The Australian Qualifications Framework by education sector

School sector 
accreditation 

VET sector accreditation University sector 
accreditation 

International standard 
classification of 
education (ISCED) 
equivalent 

Senior Secondary Certificate 
of Education 

Vocational graduate diploma 

Vocational graduate certificate 

Advanced diploma 

Diploma 

Certificate IV 

Certificate III 

Certificate II 

Certificate I 

Doctoral degree 

Masters degree 

Graduate diploma 

Graduate certificate 

Bachelor degree 

Associate degree, Advanced 
diploma 

Diploma 

6

5A 

5A 

5A 

5A 

5B 

5B 

4B 

3C 

2C 
2C 

Source: Australian Qualifications Framework http://www.aqf.edu.au/aqfqual.htm
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AQF qualifications by delivery sector
School sector 
accreditation 

VET sector accreditation University sector 
accreditation 

International standard 
classification of 
education (ISCED) 
equivalent 

Certificate III (part) 

Senior Secondary Certificate 
of Education 

Certificate II 

Certificate I 

Vocational graduate diploma 

Vocational graduate certificate 

Bachelor degree (part) 

Associate degree, Advanced 
diploma (HE) 

Diploma (HE) 

Advanced diploma 

Diploma 

Certificate IV 

Certificate III 

Certificate II 

Certificate I 

Doctoral degree 

Masters degree 

Graduate diploma 

Graduate certificate 

Vocational graduate diploma 

Vocational graduate certificate 

Bachelor degree 

Associate degree, Advanced 
diploma 

Diploma 

6

5A 

5A 

5A 

5A 

5A 

5A 

5B 

5B 

5B 

5B 

4B 

3C

2C

2C
2C

Table 2: An example of the key features of Learning Outcomes for 3 AQF Qualification levels

Certificate 1 Certificate IV Vocational Graduate Diploma

Do the Competencies enable an 
individual with this qualification 
to:

demonstrate knowledge by recall in a 
narrow range of areas 

demonstrate basic practical skills 
such as the use of relevant tools 

perform a sequence of routine tasks 
given clear direction 

receive and pass on 
messages/information 

.

Do the Competencies enable an 
individual with this qualification 
to:

demonstrate understanding of a broad 
knowledge base incorporating some 
theoretical concepts 

apply solutions to a defined range of 
unpredictable problems 

identify and apply skill and 
knowledge areas to a wide variety of 
contexts with depth in some areas 

identify, analyse and evaluate 
information from a variety of sources 

take responsibility for own outputs in 
relation to specified quality standards 

take limited responsibility for the 
quantity and quality of the output of 
others 

Do the Competencies or Learning 
Outcomes enable an individual 
with this qualification to: 

demonstrate the self-directed 
development and achievement of 
broad and/or highly specialised areas 
of knowledge and skills building on 
prior knowledge and skills 

initiate, analyse, design, plan, execute 
and evaluate major functions either 
broad and/or highly specialised 
within highly varied and/or highly 
specialised contexts 

generate and evaluate complex ideas 
through the analysis of information 
and concepts at an abstract level 

demonstrate an expert command of 
wide-ranging, highly specialised 
technical, creative or conceptual 
skills in complex and/or highly 
specialised or varied contexts 

demonstrate full responsibility and 
accountability for personal outputs 

demonstrate full responsibility and 
accountability for all aspects of work 
of others and functions including 
planning, budgeting and strategy 

The Australian VET system is underpinned by the 
three pillars of the National Skills Framework:

The Australian Qualifications Framework – cross sectorial
(http://www.aqf.edu.au/)

Training Packages have the VET training outcomes
(http://www.tpatwork.com/back2basics/default_home.
htm)

The Australian Quality Training Framework regulates VET 
delivery
(www.nqc.tvetaustralia.com.au/aqtf_2010 )

A unit of Competency - HLTIN504B Manage the control of infection
Descriptor This unit describes the skills required to oversee the 
adherence to established infection control guidelines and duty of 
care throughout a particular work environment
ELEMENT PERFORMANCE CRITERIA
Elements define the essential outcomes of a  unit of competency.
1. Ensure potential infectious material is removed from the workplace

1.1 Ensure information and resources are provided to support the 
correct handling and disposal of waste according to established 
guidelines and procedures
1.2 Maintain procedures for use of personal protective equipment 
when sorting and separating waste
1.3 Ensure waste transport procedures support workplace safety

2. Ensure equipment and surfaces are clean and sanitised
3. Ensure personal hygiene is maintained in the workplace
4. Establish and monitor guidelines for hazard identification and control

Pathways between the VET and HE
There are some significant differences in the 
nature of training and assessment between 
the two sectors including:

Emphasis on a competency based approach 
in VET which is different to the knowledge 
based approach of HE and
Fixed duration of training in HE versus 
variable duration of training in VET

HE Providers providing substantial credit
Current Education Provider Credit/R

PL for 
both HE 

and VET 
study 

Credit/R
PL for 

VET 
study 

only 

Credit/R
PL was 
offered 

for prior 
HE 

study 
only 

Credit/R
PL for 
study  

outside 
Australia 

Credit/R
PL for 

work 
experien
ce inside 

or 
outside 

Australia 

No 
credit/R
PL was 
offered 

Oth
er 

Total Total 
Credit 

offered 
as %  of 

total 
enrolmen

ts

%
VET 
credi

t of 
Total 
Cred

it

% VET 
credit of 

total 
enrolmen

ts

Holmesglen Institute of TAFE 0 37 <5 0 <5 64 0 103 38% 95% 36% 

William Angliss Institute of TAFE 0 21 <5 <5 <5 29 <5 59 51% 70% 36% 

Northern Melbourne Institute of TAFE 5 21 <5 <5 0 45 0 76 41% 68% 28% 

Holmes Institute 0 7 7 <5 0 11 <5 28 61% 41% 25% 

Swinburne University of Technology 5 587 250 16 <5 1910 36 2808 32% 65% 21% 

Charles Darwin University 23 291 301 6 8 1011 0 1640 38% 46% 18% 
International College of 
Management, Sydney <5 14 <5 0 0 100 0 118 15% 78% 12% 

Christian Heritage College 5 23 39 0 0 129 <5 197 35% 34% 12% 

University of Western Sydney 11 1027 885 13 <5 7304 31 9275 21% 52% 11% 

University of Ballarat 0 161 132 <5 <5 1237 7 1539 20% 53% 10% 

University of Technology, Sydney 37 501 850 6 18 3653 20 5085 28% 35% 10% 

Australian Academy of Design 0 7 <5 0 0 68 0 76 11% 88% 9% 

RMIT University 25 527 489 38 43 4612 5 5739 20% 47% 9% 

Victoria University 0 378 213 7 13 3295 228 4134 20% 45% 9% 

Charles Sturt University 15 606 154 <5 9 3933 1937 6658 41% 22% 9% 

Billy Blue College <5 20 <5 0 <5 181 12 220 18% 51% 9% 

Raffles KVB Institute <5 10 7 <5 0 102 0 122 16% 50% 8% 

Australian Catholic University <5 271 279 7 39 2657 60 3314 20% 41% 8% 
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Field of Education where most credit is 
gained

Narrow field 
of education 

Males  Females 

Grand 
Total

Bachelor's  Associate 
Degree 

Advanced 
Diploma 

(AQF) 

Diploma 
(AQF) 

Other 
Award 

Courses 

Total Bachelor's  Associate 
Degree 

Advanced 
Diploma 

(AQF) 

Diploma 
(AQF) 

Other 
Awards  

Total 

0701 Teacher 
Education 

487 5 0 0 <5 493 2032 <5 0 0 71 2107 2600 

0603 Nursing 299 0 0 0 0 299 2269 0 0 0 <5 2271 2570 

0803 Business 
and Management 

1075 7 5 9 5 1101 1288 18 5 5 <5 1319 2420

0905 Human 
Welfare Studies 
and Services 

127 <5 0 <5 0 129 663 <5 0 7 5 677 806 

0911 Justice and 
Law Enforcement 

87 377 0 0 <5 465 145 105 0 0 0 250 715

0801 Accounting 263 <5 0 5 0 269 326 0 0 <5 0 327 596 

0800 
Management and 
Commerce 

250 0 0 5 0 255 232 0 0 <5 0 236 491

0903 Studies in 
Human Society

126 <5 <5 0 0 130 333 9 5 0 <5 348 478 

0699 Other 
Health 

210 0 0 <5 0 211 251 0 0 <5 0 253 464

1007 
Communication 
and Media 
Studies 

200 <5 0 <5 0 204 246 <5 0 <5 0 249 453

0805 Sales and 
Marketing

157 0 0 0 0 157 251 0 0 <5 0 252 409

Conclusions - Pathways between the VET and HE

1. The AQF is at least partially achieving the objectives of 
facilitating pathways between VET and HE

2. The best examples are where there are specific 
arrangements between a VET and a HE provider for a 
particular course combination

3. There is still a way to go to achieve greater recognition 
across sectors

4. The AQF Council is now seeking to address the quality 
and consistency of the qualifications themselves

5. The most powerful argument for adopting Qualification 
Frameworks are the changes in the nature of work
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The European tools for Education and Training 

Between design and implementation 

Isabelle Le Mouillour 

 (Cedefop – European Centre for Vocational Education and Training)  

On the agenda of the Bologna and Copenhagen processes, qualifications frameworks (QF) 

and credit systems (CS) demonstrate the new perspective taken on qualifications, education and 

training (E&T) programmes and learning outcomes. Embedded in different governance structures, 

they are part of education and training modernisation. More specifically, they provide for a new 

conception – at least on the long run - of the relationships between vocational education and 

training (VET) and higher education (HE), placing vocationally-oriented qualifications at the core 

of the debate. This contribution focuses on qualifications frameworks and credit systems as they 

develop in the European Education and Training Area, in VET and HE. It discusses the 

challenging issue of vocationally-oriented education and training at higher levels of qualification1.

Both Bologna2 and Copenhagen processes lead to agreeing among meanwhile respectively 

46 and 32 countries on key features that would sustain European cooperation in education and 

training. Both processes have a set of objectives, the most important ones being lifelong learning, 

competitiveness3 but also transparency of qualifications/programmes and mobility (understood as 

geographical and professional mobility). Lifelong learning is embedded in the European social 

model and its complementarities to the labour market and management at companies level 

(European Council, 2000); the strategy for 2020 is for a ‘smart, sustainable and inclusive 

economy delivering high levels of employment, productivity and social cohesion’ (European 

Commission, 2010). In terms of benchmarks (which concern VET and HE), it sets that at least 

40% of the younger generation should have a tertiary degree. 77 million Europeans aged 25-64 

(close to 30%) still have at most lower secondary educations (European Council, 2009). Currently, 

around 10% of adults have participated in lifelong learning within a four weeks period 

(benchmark of 15% by 2020). In Europe, the policy debate is currently dominated by questions of 

skills mismatch on the labour market, the development of key competences by graduates (of all 

education levels) and the adequacy between E&T and labour market. The occupational structure 

of Europe is moving towards knowledge and skill-intensive jobs: The share of jobs requiring 

high-level qualifications will rise from 29% in 2010 to about 35% in 2020, while the number of 

jobs employing those with low qualifications will fall from 20% to 15% (Cedefop 2010). If 

participation rates in education and training do not change, the number of younger people in VET 
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at upper, post-secondary and tertiary levels (ISCED 3 to 5) will decrease by more than two 

million between 2005 and 2030 (Cedefop, 2007). The labour markets will become increasingly 

dependent on older workers, women re-entering the labour market, migrants. Both trends increase 

the attention paid to the right skills mix for European competitiveness and to tertiary level 

qualifications. This is one of the perspectives which underline the development of QF and CS. 

The strategic framework for European cooperation in education and training (ET 2020, European 

Commission, 2008) sets QF and CS in its first strategic objective, thus emphasising validation, 

guidance, qualifications frameworks and the wider use of the learning outcomes approach (in 

standards, qualifications, assessment, validation, credit transfer, curricula and quality assurance).  

The European Qualifications Framework for Lifelong Learning (EQF-LLL) and the 

European Credit system for Vocational Education and Training (ECVET) have been initiated with 

the Copenhagen Declaration (2002); both have been confirmed in the following European 

Communiqués, the latest Bordeaux Communiqué (2009) calls for their testing and implementing 

as tools for lifelong learning. The corresponding European Recommendations on EQF (20084)

and ECVET (20095) define their characteristics, deadlines for their evaluation, and a list of 

proposals for further developing the tools at national and regional levels. Further to its 

internationally expanding and consolidating, the current priorities within the Bologna Process are 

set in the European Universities’ Charter on Lifelong learning (EUA, 2008). This charter focuses 

on ‘Inclusive and Responsive universities’, it includes widening access, providing education and 

learning to a diversified student population, adapting study programmes to enhance participation 

and recognising prior learning (among 10 commitments). The EHEA Framework (Qualifications 

Framework for the European Higher Education Area, set up in 2005) is the cornerstone of the 

EHEA: It is based on three cycles that correspond to major qualifications awarded by HE 

institutions, the levels are described using learning outcomes (Dublin) descriptors (knowledge 

and understanding, applying knowledge and understanding, making judgements, communications 

skills, learning skills), credit ranges are used for the first two cycles description. The cycles 

represent a progressive sequence. Countries are not expected to use the EHEA framework in their 

national contexts but they are required to develop a national qualifications framework by a 

process of self-certification. The resulting degree structure at national levels is characterised by 

variations in terms of disciplines, fields of study, and to some extent a continuation of 

differentiation between academic and professional qualifications (EACEA, 2009). The EQF-LLL 

provides a structure of eight levels based upon learning outcomes descriptors in terms of 

knowledge, skills and competence. It does not include any credit ranges, it refers to qualifications 

and underpinning standards for assessment and validation, and it relies upon the assumption that 

qualifications can be achieved through different learning pathways (incl. on the basis of 

validation of informal and non-formal learning). The European Member States are invited in the 
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2008 Recommendation to reference the levels of their qualifications systems to the EQF levels 

until 2010. Since 2008, many have started developing their own national qualifications 

frameworks (NQF), more or less adapting and adopting the EQF model, also as a way to process 

with the referencing. A majority of States expect to have established NQFs by 2012 at latest 

(Cedefop, 2009a).  

As for 2010 the European Education and Training Area seems to be well populated with 

tools to support its further development. It might also occur that those partly overlap in seeking to 

accommodate a diverse population of learners and stakeholders 6 . The issue of vocationally 

oriented qualifications finds its way in this QF/CS context via: 

The diversity of existing degrees. The convergence implied by the EHEA framework is 

not leading to uniformity in European HE systems, even in terms of degree structures. 

Diverging approaches to ISCED 5B can be seen as “countries where vocational education 

at ISCED 5B is organised as a separate system outside the university sector have tended 

to ignore the Bologna approach. Only 10 countries have consciously adapted the Bologna 

structures (particularly the bachelor concept) to include this level of education. Other 

countries have either taken steps to ensure links between the ISCED 5B level and the 

newly organised Bologna bachelor programmes, or have pursued vocational and higher 

education developments in parallel” (EACEA, 2009, p. 9). 

The debate on equivalence and best-fit. At national level, projects are initiated to assess 

the labour market value of vocationally-oriented qualifications (awarded by VET 

organisations) in comparison to Bachelor as awarded at the same qualifications level by 

HE institutions, or on equivalence between VET and HE qualifications (German 

ANKOM initiative). 

The definition of NQF descriptors. It follows much the respective understanding of 

qualifications at national level (and the respective stakeholders involved). E. g. the 

German NQF is conceived around ‘competence’ as an overarching concept (instead of 

learning outcomes) which is linked to the Berufskonzept tradition and the understanding 

of Fachkompetenz und Personale Kompetenz7.

A stronger immediate link to the labour market. E. g. the French NQF is based upon a 

wider understanding of qualifications (and education) following its Act on Social 

Modernisation (17.01.20028); registering qualifications into the NQF implies bringing the 

proof of its relevance to the labour market; furthermore the NQF registers in one set of 

specifications, qualifications, programmes and degrees existing at all qualifications levels. 
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The involvement of a wider range of stakeholders. Following the Open Method of 

Coordination, and the extensive nature in terms of relevant qualifications (from general 

education to HE), NQF requires new institutional arrangements which bring together all 

education and training stakeholders.  

At European level, the four QF and CS tools are based upon qualifications described in 

learning outcomes (of which the definitions are diverging but not incompatible). The learning 

outcomes approach brings prominently the issue of labour market relevance of qualifications: 

learning outcomes are defined broadly as “statements of what a learner knows, understands and is 

able to do on completion of a learning process” (EQF Recommendation). In the context of 

ECVET testing, this leads to developing ECVET as a unit-based credit system on the basis of 

occupational standards in cooperation with labour market stakeholders and professional 

associations (Cedefop, 2009b).  

Credit systems concern learning paths by enabling accumulation of credits and their 

validation towards qualifications. ECTS and ECVET have been respectively introduced in 1989 

and 2009, the former within the Erasmus Mobility Programme, the latter as a European 

Recommendation within the Copenhagen Process. Despite its denomination, ECVET is meant to 

apply to all qualifications levels of the EQF for “the development of individualised career path, 

better recognition of informal and non-formal learning” (Bordeaux Communiqué). ECTS is 

linked to the EHEA framework levels and applies to related programmes. As for qualifications 

frameworks, credit systems might have passive role (describing of qualifications and/or 

programmes) or active role (supporting transfer and accumulation by requiring the definition of 

units of qualifications or modules of programmes). As mechanisms, credit systems set rules for 

accumulation and recognition of learning outcomes or credits: It hereby puts unexpected 

questions to education and training institutions about the nature of qualifications, the value of 

learning outcomes for qualifications awarding or any other forms of recognition, the linkages 

between qualifications across qualifications levels and the coherence of the level structure. Quite 

automatically one identifies here an issue for vocationally oriented qualifications at higher levels. 

Including/excluding qualifications (for accumulation), setting requirements for qualifications 

(size, design) or, defining relationships between qualifications (i.e. linkages as in Scotland) hint 

at the labour market–fit of qualifications and at the increased importance of validation and 

recognition within E&T. Validation mechanisms imply looking at occupational, educational, 

qualification or validation standards. Choosing educational standards for vocationally oriented 

qualifications at higher qualifications level, would lead to get trapped into the everlasting debate 

on vocational vs. academic drift. Occupational or validation standards would open up to 

analysing the learning outcomes (in relation to the labour market expectations). 
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Following a traditional approach - distinguishing at EQF levels 6 to 8 between vocationally-

oriented and more academic programmes (ISCED 5a / 5B) - is a common feature in some 

European countries, as done on the basis of the programmes (B type preparing for direct entry 

into the labour market), of the qualifications profiles (preparing for direct entry and restricted 

possibilities to reach the Master level) or the type of institutions delivering the programmes 

(EACEA, 2009, 21ff.). Besides QF and CS, and the learning outcomes approach, education and 

training systems as well as qualifications systems are evolving under commodification, 

globalisation or competitiveness pressures. E&T institutions (at all levels) are undergoing 

changes in terms of financing rules, attainment groups or responsiveness and embeddings in 

national or regional socio-economic networks. Things are changing: vocationally-oriented 

education and training needs to be understood broadly in the context of institutional tectonic 

movement (Dunkel et al. 2009). The diversification of national HE systems occurs in terms of 

content (new fields of qualification, ‘professional/vocational’ status of degree programmes), of 

professional relevance of E&T, of competence or learning outcomes orientation (new forms of 

qualifications) and of institutional form (i.e. corporate universities). In Ireland or Finland, two 

countries with qualifications frameworks, the institutional anchorage of providers is less relevant 

than the qualifications levels or types, qualifications are no longer seen in terms of academic and 

vocational ones. The new bachelor’s degrees emphasis on graduates’ employability and labour 

market relevance, the Bologna reforms stress on the professional orientation of HE have led to 

strengthening the position of professionally-oriented institutions (Reichert, 2010). By making 

vocational degrees – at least formally – comparable or parallel to university degrees, VET 

becomes a real alternative to HE. The boundaries between the different sectors of provision in HE, 

VET and continuous education are blurring. Students may be tempted to enrol in non-university 

HE, if the programmes are perceived as more student-centred. At the same time, new providers 

are entering the HE market, often selling their services in a customised way. The criteria for 

defining institutional types became less clear-cut, the institutions became more alike, and the 

status hierarchy also flattened (Dunkel et al. 2009).  

Qualifications frameworks and credit systems are prompting a new relationship between HE 

and VET. Those are emerging from the structure of the tools (level definition, transfer and 

accumulation, access, learning outcomes approach), from reviewed governance mechanisms 

(agreements, coalition building, soft law) or their objectives (transparency of qualifications, 

mobility, lifelong learning). Much more still to be said about QF and CS at national, regional or 

sector level when one considers vocationally-oriented qualifications at higher levels, hopefully 

some of which will emerge from the coming Cedefop study. Behind this ‘machinery’, the 

opportunity for progressing to higher qualifications levels, to be awarded a qualification is an 

impetus for individual choice for education and training, and the availability of access via the 
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validation route might be an impetus for resuming with learning by adult learners or drop-outs. 

Education and training is much path-dependent, and the discrepancy between policy and practice 

or European and national policy level perceptible9. Allowing for progression and transfer is also a 

matter of modes of financing, level of bureaucracy, stakeholders’ motivation to cooperate, or the 

capacity of the competent authorities to enforce requirements of the QF/CS.  
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6 If one considers the whole education and training area, stakeholders include (regional or national) ministries, 

qualifications authorities, higher education institutions, VET providers, enterprises, social partners, employers’ 

association, teachers and trainers associations, chambers of commerce/industry, sector councils, standard-

owner/vendor organisations etc. For instance, the International Maritime Organisation, the European Foundation 

Certificate in Banking are supra-national organisations involved in the QF discussion. 
7 http://www.deutscherqualifikationsrahmen.de/ [cited 05.03.2010] 
8 http://admi.net/jo/20020118/MESX0000077L.html [cited 08.03.2010] 
9 Not the least influenced by the characteristics of the Bologna and Copenhagen processes and the subsidiarity 

principle in VET
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... by acronyms

ECVET EQF

Credit 
systems

Qualifications
frameworks

ECTS

NQF

SQF

Qualifications
systems

ECVET
European 
Credit
system for VET

ECTS
European Credit 
Transfer System 
(HE)

EQF
European Qualifications 
Framework

NQF
National 
Qualifications
Framework

SQF
Sectoral 
Qualifications 
Framework

Validation

The whole picture at European level
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The Framework of Qualifications for the European Higher Education Area

• 3 cycles / levels
major qualifications awarded by HE institutions (BA, MA, Doctorate)

• Levels are described using two dimensions:
• Learning outcomes descriptors / Dublin descriptors:

General statements of graduates’ learning outcomes concerning: knowledge and 
understanding; applying knowledge and understanding; making judgements; 
communications skills; learning skills;

• Range of ECTS credits: 
First cycle 180-240 ECTS, second 90-120 ECTS

• Main features:
• Field of study or profile;
• Progressive character  “cycle qualification gives access to” ;
• ‘‘end of cycle’’ descriptors: ‘They [the descriptors] offer generic statements of 
typical expectations of achievements  and abilities associated with awards that 
represent the end of each of a Bologna cycle’

Cedefop (2010). Linking credit systems and qualifications frameworks
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• “to create a common reference framework which should serve as a 
translation device between different qualifications systems and their levels”

• Learning outcomes: statements of what a learner knows, understands and 
is able to do on completion of a learning process;

• better matching between education and training provisions and labour 
market needs, validation of non-formal and informal learning.

National
Qualifications
Frameworks
- NQF -

Levels Knowledge Skills Competences

1

2

3

4

5

6

7

8

EQF
Sectoral
Qualifications
Frameworks
- SQF -

QQ NQF
NQS

The European Qualifications Framework for Lifelong Learning

Cedefop (2010). Linking credit systems and qualifications frameworks
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Credit systems for Education and Training

Cedefop (2010). Linking credit systems and qualifications frameworks
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How are qualifications frameworks and credit systems linked?

It depends upon:

• The way they are conceived
– Mechanisms or processes

• The way they are considered
– Mechanisms or processes

Qualifications 
frameworks

Credit
Systems

As mechanism

Levels
Procedures for 
referencing
Catalogue(s) of 
qualifications offered

Units
Credit points
Rules for accumulation
and transfer

As process

Inclusion/exclusion of 
qualifications
Stakeholders involvement

Remits of stakeholders 
concerned
To practice transfer and 
open-up qualifications 
and programmes

The distinction 
mechanism/ process 
highlights the importance 
of how stakeholders use 
these instruments in their 
implementation

Cedefop (2010). Linking credit systems and qualifications framework
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How are qualifications frameworks and credit systems linked?

Qualifications Frameworks Credit systems

Active role

Regulating or influencing the way 
qualifications are designed and awarded 
(using level descriptors)

Ensuring quality of qualifications

Qualifications:
• Measure of volume (CP)
• Use units/modules
• Refer to rules to accumulate credits
• Empower certain actors to recognise credits

Passive role

Describe relationship between qualifications 
through a structure of levels

Communicate the range of recognised 
qualifications offered

Describe size of qualifications (or components)

Describe relationship between components
Provide information on content of components

Cedefop (2010). Linking credit systems and qualifications framework 7

Features
• Developed by all countries; 
• 8-level structures prevailing (EWNI 9, FR 5; IRL 10; HR, SI, HU sublevels);
• Comprehensive / overarching: covering the full range of qualifications awarded;
• The EQF (and the Bologna process) has acted as a catalyst for NQF developments; 
• NQFs are dynamic tools – complex interaction with education and training systems, 

stakeholders, learners and with socio-economic and political environment.

On-going discussions
• EQF level descriptors = starting point for NQF

• National descriptors more detailed and contextualised;
• Reflect national contexts: e.g. Key competences (learning competence, 

languages, communication and social skills, entrepreneurship, judgment skills) 
(MT, SI, FI); Handlungskomptenz (DE)

• Descriptors for levels 5/6- 8: role of Dublin descriptors vs. EQF descriptors; 

National Qualifications Frameworks in Europe

Cedefop (2010). Linking credit systems and qualifications framework
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Developments of national frameworks (selected examples)

DE

Work started in 
2007

Outline Feb 2009

Now tested
(IT,
metal, health, 
trade sectors)

Overarching NQF for 
LLL
(all Q from all 
subsystems, 
validation)

Functions: 
Communication, 
Guidance
NQF for HE (2005)

Initiating: 
Federal Ministry of Education and 
Research and Standing Conference of 
the Ministers of Education and Cultural 
Affairs of Länder

Involvement: 
HE, school education, VET, social 
partners, public institutions from 
education and labour market, 
researchers and practitioners

8 levels are proposed
2 categories of competence: professional competence, personal 
competence

Source: Cedefop (2009). The development of national qualifications frameworks in Europe.
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Ex. Ireland: 
National Framework of Qualifications  – award-types and awarding bodies

Presentation title- to be changed/deleted in master slide. Other 
footer info, venue, date, slide Num to be changed from View->Header 
footer

Author to be 
changed/deleted 
in master slide. 

19 March 2010 10

Developments of national frameworks (selected examples)

CZ
Work started in 
2005
Act on 
Recognition
2006 (incl. NQF)
Now design

Overarching NQF: various Q types
Basis: Register of approved full 
and partial qualifications and 
assessment standards
Functions: Communication, 
Guidance

Competent authority: Ministry of Education, 
Youth and Sport
Authorising bodies: Other ministries, E&T 
providers, universities . Involvement of social 
partners, National qualification Council (advisory 
body), National VET Institute (NQF 
management)

8 levels (proposal), Levels 1-4 (Aug. 2009), Levels descriptors (5 8) end 2009
Levels of competence: Each competence has a knowledge and skills component. 
Each competence is classified according to activity dimension (considered primary) 
and knowledge dimension (field or discipline)
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Developments of national frameworks (selected examples)

DK
Work started in 
2006
Outline June 
2009
Now 
implementing

Overarching NQF:  officially 
recognised public Q, all subsystems 
of E&T, QF for HE (2006/07) a part 
of the overarching framework
Functions: Communication,  
Guidance, Regulatory (HE)
Different principles of referring 
national Q used: best fit in levels 1-5, 
full fit in level 6 8

Ministry of Education (coordination)
Implementation: broad involvement of other 
ministries, social; partners, representatives of 
education and training sub sectors, etc.

8 levels proposed
Level descriptors: Knowledge (different types of knowledge, complexity and 
understanding), skills (different types of skills, complexity of tasks, communication) and 
competence (context, cooperation and responsibility, learning to learn). 
Levels 6-8 have clear reference to Dublin descriptors
Level descriptors are based on: EQF descriptors, Dublin descriptors, existing descriptors 
of learning outcomes of curricula and programmes, research related outcomes in HE
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EQF
levels

EHEA Framework 
(Bologna)

NFQ
Levels

NFQ  Major Award-types
(Ireland)

1 1 Level 1 Certificate

2 Level 2 Certificate

2 3 Level 3 Certificate, Junior Certificate

3 4 Level 4 Certificate, Leaving 
Certificate

4 5 Level 5 Certificate, Leaving 
Certificate

5 Short Cycle within 
First Cycle

6 Advanced Certificate (FET award); 
Higher Certificate (HET award)

6 First Cycle 7 Ordinary Bachelors Degree

8 Honours Bachelor Degree, Higher 
Diploma

7 Second Cycle 9 Masters Degree, Post-Graduate 
Diploma

8 Third cycle 10 Doctoral Degree, Higher Doctorate

The compatibility between the Irish NQF and the EHEA framework has been 
demonstrated not through the level descriptors but through the Irish HE awards 
descriptors. 

The ‘double’ referencing process - EQF (2009), FQ-EHEA (2010)
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• Difficulties by EQF implementation process

– the use of learning outcomes in qualifications systems across Europe varies greatly 
though many countries are in the process of developing learning outcomes-based 
approaches (GE; HE; VET) => use of learning outcomes is a condition for credible and 
valid referencing to the EQF;

– Organisation of a single national coordination point (NCP), responsible for the 
referencing process (credible, legitimate with all the sectors of education and training 
concerned) => identification or creation of a suitable structure;

– EQF also requires that the qualifications referenced to the NQF/NQS which is in term 
referenced to the EQF are quality assured => quality assurance of different education 
and training and qualifications systems is a complex set of arrangements

– EQF levels and level descriptors vs national levels and level descriptors => The EQF 
was designed as a ‘translation’ tool, not meant to fit the diversity of qualifications 
at national level and the number of levels used that best describe the national system 
may be smaller or bigger than the EQF levels. 

The ‘double’ referencing process - EQF (2009) 

Cedefop (2010). Linking credit systems and qualifications framework
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Progression depends upon (for instance)
• decisions on access criteria
• articulation of the content of qualifications and programmes

Articulation around the active role
– For design of progressive learning pathways (units for articulation of 

qualifications across levels, possibility for units transfer to higher levels)
– However this requires (some level of) centralised governance of these 

articulation possibilities – it is more common at the level of a sub-system or of a 
awarding body;

– Based upon: Units common to several qualifications, decisions about 
equivalence of units that are comparable, or optional units

The differences:
1. The governance of the qualifications system 
2. The guarantee individuals have that their credit will be recognised

Cedefop (2010). Linking credit systems and qualifications framework

Pathways across education and training sectors
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Impact of the European tools on national developments
Many countries take the EU definitions
The developments of NQF show the impact of EQF 
ECTS is formally implemented in most EU countries

Changes in education and training systems
Developments in higher vocational education and training
New demography of learners
Strengthening of the international dimension of education and training

Some commonalities already
EQF compatible with the EHEA QF (higher levels)
ECVET/ECTS: same credit points convention, learning outcomes approach
ECVET/EQF share a number of definitions

The governance
EQF/ECVET: Open Method of Coordination, technical working groups (Member States, social 
partners), supporting and steering role by the European Commission
EHEA QF: inter-ministerial agreements, exchange among HE institutions
ECTS: European LLL programme, network of ECTS counsellors 

As for today, drivers and enablers for change

Cedefop (2010). Linking credit systems and qualifications framework
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Cedefop current research „VET at EQF levels 6 to 8“

Understanding of vocationally oriented education and training models.
– Qualifications approach;
– Vocationally oriented education and training programmes at higher 

qualifications levels:
– Impact of ‘learning outcomes’ and ‘competence based qualifications’
– Impact on ‘parity of esteem’ between VET and HE in terms of vocational 

enhancement, mutual enrichment, linkages and unification
– Sept. 2009 – Sept 2010

Related research (2009-2012):
– Credits and permeability 
– Europass, ECVET and EQF 

for documentation, validation and certification of learning outcomes
– Validation and enterprises

17
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Education &                    
training

Individual level

System

Labour market

ISCEDInternational 
standard for classification 
of education

Individual knowledge, 
skills and competences
for employability and 
lifelong learning

• European Qualifications 
Framework

• National Qualifications 
Frameworks

Standards and classifications 
of tasks, functions, jobs, 
occupations and sectors

ISCO88/ISCO08
International standard for 
classification of occupations

Individual 
Qualifications 
(certificates 
and diploma)

Learning 
outcomes O-net

DISCO ‘Eures’
taxonomy

Eur-
Occupations

Rome

ISCEDInternational 
standard for classification 
of education

A further concern emerging from QF and CS development
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Thanks for your attention
and your invitation

Isabelle Le Mouillour

(ECVET, qualifications & learning outcomes)
Area Enhanced Cooperation in VET and Lifelong Learning
Postal address: PO Box 22427 | GR-551 02 | Thessaloniki (Finikas)
Tel. 0030 23 1049 01 30 
Mail: Isabelle.Le-Mouillour@cedefop.europa.eu
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Degrees and Qualifications in Japan and some comments on the EQF

YOSHIKAWA Yumiko 

(National Institution for Academic Degrees and University Evaluation) 

ABSTRACT 
The border between universities and non-university institutions as well as tertiary education 

institutions has been diminishing as higher education expanded. In this context, more people posed 

concerns what students learn in common at universities.

The EQF, emphasizing the results of learning, acts as a translation device to make national 

qualifications more readable across Europe. But are the learning outcomes really effective 

references to assure comparability and compatibility of qualifications? It is highly interesting how 

and where the EQF higher education level can be provided outside universities and higher 

education institutions. 

1. The higher education institutions and degree/qualifications in Japan 
Japanese higher education institutions include universities (daigaku), junior colleges (tanki 

daigaku) and colleges of technology (koto senmon gakko). In addition, there are specialized 

training colleges which are not included in the article 1 of the Basic Law of School Educationi.

They can conduct more flexible as non-regular schools, while they are not granted the degree 

awarding power. 

The purpose of universities, as the centers of advanced learning, is to provide students with 

wide-ranging knowledge and to conduct in-depth teaching and research in specialized academic 

disciplines. The period of study is normally four years. Graduates are awarded a bachelor's degree. 

A university may also establish a graduate school offering master courses and doctoral courses 

or professional degree courses. Those who have completed the graduate course are awarded either a 

master's, a doctorate or a professional degree.

Junior colleges conduct in-depth learning and research in specialized disciplines and to 

develop abilities necessary for employment and daily life. The period of study is two or three years 

and the graduates are awarded an associate degree. 

The purpose of colleges of technology is to conduct in-depth learning in specialized 

disciplines and to a develop student's abilities necessary for employment. 

Colleges of technology, unlike universities or junior colleges, admit graduates of lower 

secondary schools and offer practical and creative education throughout a five-year period. 

Graduates are awarded the title of associate. 

Specialized training colleges with specialized courses (senmon gakko) are alternative 

provisions after the upper secondary education. They offer organized education to develop abilities 

necessary for employment and daily life, or to develop skills for advanced education.  

Yumiko YOSHIKAWA 
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Table 1: Academic degrees and qualifications awarded by HE institutions  

HE institutions Degrees/Titles Standard period of study 

University Bachelor’s degree 4 years (18 to 22 years old) 

Master’s degree 2 years (22 years old - ) 

Doctor’s degree 3 years (24 years old - ) Graduate school 

Professional degree 2 years (22 years old - ) 

Junior college Associate’s degree 2 or 3 years (18 years old - ) 

College of technology Associate (title) 5 years (15 to 20 years old) 

Specialist (title) 2 or 3 years (18 years old - ) Specialized training college 

(Specialized courses) 
High-level specialist 

 (title) 

4 years (18 years old - ) 

Note: 1) Of undergraduate courses, the standard period of those of medicine, dental surgery, pharmacy to 

nurture pharmacists, and veterinary science is six years, while the standard period of doctoral 

courses based on such undergraduate courses is four years. 

2) Degrees of specialist and high-level specialist shall be given to graduates of specialized training 

colleges that can meet certain standards designated by the Minister of Education, Culture, Sports, 

Science and Technology. 

2. The competencies to be acquired through undergraduate study 
In Japan, the percentage of 18-year-olds who enroll in universities and junior colleges has 

steadily increased since the World War II, and is exceeds now 50%. If the percentages of students 

enrolling in colleges of technology and specialized schools are added, the total percentage exceeds 

70%. In this way, Japan has already entered the stage of universal access to higher education. 

As higher education became more diversified, reflecting the rise in enrollment rates and the 

maturity of society, more people posed concerns what students learn in common at universities. 

What are important commonalities to the experiences and outcomes of university study despite of 

increasing diversity of universities as well as students? 

As an answer from the policy maker, the Central Council for Education submitted a report 

titled “Towards the enhancement of undergraduate education.” in December 2008. It aims to create 

internationally competitive undergraduate education, with which, while fully demonstrating its 

independence and autonomy, university can improve the quality of its educational content to meet 

society’s expectations. 

This report includes the following recommendations, such as that, in order to improve the 

quality of education, the basic policy such as “Policy for awarding academic degrees,” “Policy for 

curriculum” and “Policy for acceptance of admitted students” should be clarified in order to 

improve its educational abilities.
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Table 2: Policies to be clarified in every university 

Policy for awarding academic 

degrees 

Policy for curriculum Policy for acceptance of 

admitted students 

- To clarify the policy for 

awarding academic degrees 

and education and research 

purposes 

- To work out systematic 

educational content and 

instruction 

- To secure students’ learning 

activity and appropriately 

evaluate their performances 

- To clarify the criteria for 

selecting students 

- To conduct admission 

process properly, especially in 

the case of recommendation 

The above report describes the competencies to be acquired through bachelor’s degree 

programs (“Reference guideline for learning results common among bachelor courses”). It is 

recommended that university clarify its policy for awarding academic degrees based on each item 

in such reference guidelines. 

Knowledge/Understanding 

 In addition to systematic understanding of the basic knowledge of a specific field of major, 

understanding of many and different cultures and understanding of human culture, society 

and nature. 

General-purpose skills 

 Skills required for intellectual activities as well as professional and social life 

Communication skills, numerical competence, information-technology literacy,  

logical thinking and problem solving skills 

Comprehensive learning and its application 

 The ability, with which a person can comprehensively utilize the knowledge, skills, 

behaviors and other experience acquired to date to successfully apply such experience to 

solving new issues 

You can see that the contents of this list are similar to generic descriptors of the framework of 

qualifications for the European Higher Education Area which are adopted by the European Minister 

at the Bergen Conference in 2005.  

3. Comment on the EQF 
The border between universities and non-university institutions has been diminishing as higher 

education expanded. In the same way, the boundary between universities/HEI and tertiary 

education institutions seems to be increasingly blurring. But universities, as centers of science with 

long history and tradition, shall cultivate advanced teaching and learning, and academic degrees 
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should be basically awarded by universities (and their equivalent institutions). 

In Japan, to assure the quality that can meet global demands and protect students’ benefit, the 

approval by the Ministry of Education (MEXT) is required in order to establish university. Upon 

approval, the Council for University Establishment and School Corporation comprising experts 

shall conduct an inspection under the minimal standards for university establishment of the 

University Establishment Standards. Higher education institutions which satisfy the standards shall 

be conferred the degree awarding power.  

The European Qualifications Framework (EQF) acts as a translation device to make national 

qualifications more readable across Europe, promoting workers’ and learners’ mobility between 

countries and facilitating their lifelong learning.  

The core of the EQF are eight reference levels describing what a learner knows, understands 

and is able to do – ‘learning outcomes’. Levels of national qualifications will be placed at one of 

the central reference levels, ranging from basic (Level 1) to advanced (Level 8, for example 

Doctorate). The EQF level 5 to 8 will correspond to the learning outcomes for the framework of 

qualifications for the European Higher Education Area. Are the learning outcomes, however, really 

effective references to assure comparability and compatibility of qualifications? 

The EQF emphasizes the results of learning rather than focusing on inputs. But the inputs, 

namely personnel and materiel as well as course programs, are prerequisites to guarantee the 

Bachelor’s, Master’s and Doctorate level of study. I am highly interested in how and where the 

EQF higher education level (level 6 to 8) can be provided outside universities and/or higher 

education institutions. 

References 
European Commission, Education and Culture (2008) The European Qualifications Framework for 

Lifelong Learning (EQF).
Higher Education Bureau, Ministry of Education, Culture, Sports, Science and Technology(2009) 

Quality Assurance Framework in Japan.

National Institution for Academic Degrees and University Evaluation (2009) Overview. Quality 
Assurance System in Higher Education. Japan.

Taylor, J S., et al. (2008) Non-University Higher Education in Europe. Springer. 

The SOMUL Project: “What is learned at university: the social and organizational mediation of 

university learning” at the Centre for Higher Education Research and information. 

                                                 
i Article 1: In this law, “schools” refer to elementary schools (sho gakko), lower secondary 
schools (chu gakko), upper secondary schools (koto gakko), secondary schools (chuto kyoiku 
gakko), universities (daigaku), colleges of technology (koto senmon gakko), schools for 
special needs education (tokubetsu shien gakko) and kindergartens (Yochien).
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A Note for International 
Comparison on Education Program 

Naoyuki Ogata

Hiroshima University, Japan

March 20, 2010International workshop on 
non-university higher 
education and 
qualifications framework

Purpose and outline

• Purpose

Proposing a theoretical framework for

comparing education programs from 

international point of view
• Outline

Showing triangular model for understanding 

education programs and giving an overview of 

each approach

Perspective required to understand 
education programs

Triangular 
model of  
education 
program

Who regulates the 
program?

Who instructs the 
program?

Who are the 
program’s students?

Who regulates the program?

Governmental 
Regulation

Non-
governmental 

Regulation
Free Market 
Regulation

Degree of 
Standardization Large

Stipulated by 
process and/or 

outcome
Small

Variation in 
Quality Small

Uniform within
approved

institutions
Large

Who
Determines the 

Quality
Program
Provider

Cooperation
between
program 

providers and 
demanders

Program
Demander

Who instructs the program?

Academic Combination Practical

Aim of education Academic
training

Cross of both 
types

Vocational 
training

Content and 
method of 
education

Academic/ 
Classroom

focused
Depends on the 

subject
Vocational/ 

Practice focused

Qualification 
and employment 

of instructors

Require 
academic 
degree/

Full-time basis

Depends on the 
instructor

Require work 
experience/

Part-time basis

Who are the program’s students?

Young Learners Mixed-age 
Learners Adult Learners

Academic/Work 
experience None Mixed Yes

Significance of 
learning

Socialization for 
career and 
character 
formation

Depends on the 
student

Reflecting on 
one’s career or 

changing career

Learning level 
and process

Basic/
Simulated 
experience

Depends on the 
student

Application/
Relativised 
experience
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Image of mapping

Field of study … & Higher-ed type …

Country A Country B Country C Country D

Regulator … … … …

Instructor … … … …

Student … … … …

Institutional 
and social 

characteristics 
of program

… … … …

Conclusion

• Degree or qualification framework is 
important because it regulates fundamental 
structure of programs

• However taking into account actors other than 
regulators such as instructors or students is 
also indispensable for understanding 
programs comprehensively

• International comparison is a meaningful tool 
to monitor the validity of triangular model
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Teaching Staff in Non-University 
Higher Education

INENAGA, Yuki
Assistant Professor 

Research Center for University Studies, University of Tsukuba

The International Workshop on Non-University HE and Qualification,

at 19-20 March, 2010 in Fukuoka (Nishijin Plaza in Kyushu University)

A Preliminary Study Based on the Situation in Japan

Today’s Agenda

• Explaining of characteristics of teaching staff 
in non-university higher education
– Use formal statistics and some case studies for 

preparing  our next research activities ( = a rough 
sketch for correcting information from other 
countries’ case! )

– Consideration; VET is one of the main concepts in 
non-university higher education, but, in Japan, it is 
ambiguous in law

Today’s Agenda (cont.)

• 5 aspects for explaining;
– requirements in law

– background

– working style 

– the role of teaching: full-timer and part-timer

– The way of professional development

Requirements in Law
• Requirements in law: Standards of Establishment (SE)

– Junior College;
• ‘excellence in practical skills in the fields where the acquisition of 

such skills is the main objective’ (article 23-4 in SE)

– College of Technology;
• ‘….those who work in a factory or other business establishment 

and have achievements in business related to technology’ (article 
120-4 in SE)

– Professional Training College;
• ‘expert knowledge, expertise, and technical skills in their 

respective fields’ (it does not mean ‘educational competencies’ ) 

• No requirements related to degrees

• having an academic record or practical experience totaling six 
years or longer after finishing high school

Background

• Academic Expertise: educational level

Background

• Business/Practical Expertise: (Yoshimoto 2009)
– 4% of the teaching staffs in specialized training 

college have both academic expertise and 
business/practical expertise

– 38%: only  business/practical expertise

– 47%: neither academic expertise nor 
business/practical expertise 

Academic expertise: having a degree which is higher 
than master level
Business/practical expertise: having 5 years or more of 
related business and/or practical experience-
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Working Styles: hours for classes, 
working years at a particular school

• The number of classes per a teaching staff (actual 
hours per week)
– 8.8 hours in junior colleges

– 14.2 hours in colleges of technology

– 12.4 hours in specialized training colleges

• The average number of years at a particular school 
– 15.2 years in junior colleges

– 16.3 years in colleges of technology

– 9.6 years in specialized training colleges

Working Styles: composition of the age 
of teaching staffs

0.0 

5.0 

10.0 

15.0 

20.0 

25.0 

30.0 

'-25 25-29 30-34 35-39 40-44 45-49 50-54 55-59 60-

Junior College (N=10,874)

College of Technology (N=4,484)

Speciallized Training College (N=42,096)

Ref.: University   N=167,971

Age of teaching staff in JP HEIs

Working Styles: Salary

• The average monthly salary
– 411,000 yen (3,303 Euro) in junior colleges

– 430,000 yen (3,453 Euro) in colleges of technology

– 297,000 yen (2,385 Euro) in specialized training colleges

Ref. 
• 461,000 yen (3,705 Euro) in universities 

• teaching staff  in specialized training colleges
– 376,000 yen (3,109 Euro)  in the case of 55-59 years old  

• In the case of professor ,
– 479,000 yen (3,846 Euro)  in Junior colleges

– 506,000 yen (4,063 Euro)  in colleges of  technology

The division of work in Teaching Group: 
the role of full-timer and part-timer

• the ratio of part-time teachers to one full-time teacher
– 1.0 in universities

– 0.5 in colleges of technology

– 2.0 in junior colleges

– 2.5 in specialized training colleges

• the part-time teachers are….
– Half of those in junior colleges and colleges of technology are “no full-

time work”

– half of those in specialized training colleges have “other occupations,” 
which means they are neither teachers at other educational 
institutions nor researchers at a research institution

The division of work in Teaching Group: the 
role of full-timer and part-timer (cont.)

Type 1: part-timers for 
substitutes for full-time 
teaching staffs

Type 2 : part-timers  in order 
to strengthen the relevance  
with outside (the relevant 
world of work)

Quality Assurance and Professional 
Development for Teaching Staff

• 1st step for keeping the quality: faculty council (kyo-ju
kai) in University and Junior College
– Review by future colleagues

– Not sure in the case of other HEIs
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Quality Assurance and Professional 
Development for Teaching Staff (cont.)

• Obligation in law : Institutions have to ‘carry out 
organizational trainings for improvements in teaching 
methods’ by Standards for Establishment
– At 2003 in professional graduate school

– At 2007 in graduate school

– At 2009 in university, junior college and college of 
technology 

• No data on the contents of the training and 
the degree of involvement of teaching staff…
– Mainly in-house training related to (individual) teaching 

instruction

Quality Assurance and Professional 
Development for Teaching Staff (cont.)

• In the case of specialized training college, 
– no regulations regarding quality improvement

– 90% of the institutions implement trainings, and half of 
them carry out it for all of the teaching staff

– half of the institutions: sending their teaching staff to a 
training session organized by other institutions or 
associations of them or professional groups at least once. 

– less than 10 percent: to companies at least once for 
training sessions

Findings and Future Issues
• Summaries precisely;

– Requirements: business/practical experties in related fields 
or markets (apart from academic background)

– Diversity of the academic and career backgrounds
• Mainly to play a role of a bridge to an academic track or bachelor’s 

degree courses

• mainly to teach practical subjects

• mainly to ‘discipline’ students   ……

– Two (at least) types of roles filled by full-time teaching 
staffs and part-time teaching staffs

– a system for improving of their skills and knowledge while 
keeping connected to related fields and markets is not 
adequately in place

Findings and Future Issues

• But, we need MORE information both for 
academic research and for policy debate !!
– Ethos

– Findings by fields 

– Vocational ? Professional?

– Higher level?  Middle level?  (cf: massification and 
universalization of  HE  by Trow)

etc.

Thank you

iney@sakura.cc.tsukuba.ac.jp
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84.5 95.7 99.6 99.7 99.8 99.6 99.7

27.2 33.2 68.0 82.1 82.1 82.8 83.8

: Korea Education Development Institute(2008). “2008 Brief statistics on Korean 

education”. P.10.

9356 2009 1 30
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(Univ. of education) 10 149 22,879

10 149 22,879

(University) 177 10,745 1,984,043
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- 1 38
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1 12 1,127
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(Distance college & University) 6 89 24,757

4 73 19,826

2 16 4,931

(College in company) 2 2 166
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12 134 69743

: Korea Education Development Institute(2008).”2008 Brief statistics on Korean educatio

n”.

－���－



-3-

407

87

35.9 21.2 43.5 55.3

‘QS World University Rankings 2009’

100

(http://www.topuniversities.com/)

2005 61.8

(The Korea Economic Daily, 2006. 5. 21)

7.6 3.5

(Korean Statistical In

formation Service, http://kosis.kr/)

.

1987 ‘

’

1996 ‘

’

‘ ’

‘ ’

-3-

1987

1996

－���－



-4-

1999 ‘ ’

2005 ‘ ’

LG Philips Doowon

Daeduk Yeungjin

.

technician

Professional

.

2005

technician

Professional

.

－���－



-5-

KEIS, 2008

.

2000 2005

39.3 1985 20

05 25

( : )

1980 1985 1990 1995 2000 2005 2006 2007 2008 2009

31.9 37.7 39 49 51.2 44.1 44.5 44.5 41.6 39.3

29.7 35.7 30.7 26.5 27.6 25.7 24.9 25 24.5 24.9

Source: The Korean Ministry of Education, Science, and Technology & Korean Educa

tional Development Institute(pertinent year). Statistical yearbook of education. P.151.

Note: 1) The number of students per full-time faculty member=Number of students

/Total number of faculty(president & dean + full-time faculty).

      2) Figures for university include the number of full-time faculty and students

in graduate schools attached to university.

12.9 Korean Educational Development Institute, 

http://cesi.kedi.re.kr/index.jsp

KSCI 0.58 SCI 0.24

KSCI 0.11
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The Trends and Policies of 
the Korean Higher Education 
and Higher Education 
Institutions

Dae-Bong KWON(President, KRIVET)
Kyung-Ran ROH(Assistant Professor, Sungshin
Women’s Univ.

Contents

Introduction

The context of higher education in Korea

The trends and policies of Korean higher education

Teaching staffs of junior colleges

Discussions and conclusion

Introduction

• Objectives: To suggest the desirable orientation and 
roles of junior colleges

• Approaches
– Literature review
– Comparative approach 

The Context of HE in Korea

• Rapid expansion of HE in Korea

0

20

40

60

80

100

120

1 2 3 4 5 6 7

Elementary school to Middle
school

Middle school to High school

High school to Higher education

1980    1990    2000   2005   2006   2007    2008

[Figure1] Advancement rate of higher education institution

• The Korean higher education institutions= 7 types 
based on the Act of HE

• 7 types institutions
– University
– Industrial university
– Univ. of Education
– Junior college
– Distance university(Air and Corr. Univ., Cyber Univ.)
– Polytechnic
– Miscellaneous schools

The Context of HE in Korea

• The private sector has played an important role
- The percentage of private schools(students): 87%(74.7%)

• Junior colleges & Universities are representative 
institutions
– The percentage of junior colleges(students):

35.9%(21.2%)
– The percentage of universities(students): 43.5%(55.3%)

The Context of HE in Korea
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• The low quality of the Korean HE
- Its inability to develop global competencies Only two 
Korean universities ranked in the top 100
- A mismatch between the educational outcome and industry 
needs High youth unemployment rate(7.6%), New 
employees’ dissatisfactory performance(61.8% of employers)

The Context of HE in Korea

In the 1980s

In the mid-1990s

In the late 1990s

In the 2000

•The role of junior colleges were enlarged(middle-grade professional 
training + intermediate stage of HE)
•To strengthen the vertical linkage among vocational education institutions

•Focus on strengthening the vocational education function of junior colleges
•The advent of ‘2+2 system’ aimed at improving the linkage between high 
schools and junior colleges
•Facilitation of specialization

•The Korean government provided selective support based on evaluation
•Facilitation of inter-institutional  merge or inter-departmental merge

•Work with local industries
•Act lifelong vocational education centers

The Trends and Policies of the Korean HE 
(Focused on Junior College)

• Functional ambiguity between junior colleges and 
universities
- The vocational pursuit of junior colleges Social
change(from an industrialized society to a knowledge-based 
society) Increase the demands of professionals rather than 
technicians Revise the qualification requirements of TS
- The academic pursuit of universities the change Social 
demand(students’ employability) A vocational emphasis

Teaching Staffs of Junior College

• Responsibilities of teaching staffs are similar
- The legal responsibilities of teaching staffs in HE Institutions: 
Teaching, researching and serving the community
- The job description on the Korean Occupational Dictionary

Teaching Staffs of Junior College

• Two groups perform their tasks in different way
- Full-time faculty members of junior colleges have to spend 
more time on caring or supervising their students than those 
of universities

Teaching Staffs of Junior College
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[Figure 2] The number of enrolled students per full-time member

• Two groups perform their tasks in different way
- Junior college faculty members have a heavier teaching 
load than those at universities 
* Total class hours per week: Junior college(12.9hrs) vs. 

University(9hrs)
- Junior college faculty members place greater emphasis on 
teaching than researching

* Academic journals per full-time faculty: Junior 
college(KSCI: 0.11, SCI: None) vs. University(KSCI: 0.58, SCI: 
0.24)

Teaching Staffs of Junior College
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• There is no clear difference of qualification between two
groups
- Doctorial degrees are predominant
- Career experience?
- Research career?

Teaching Staffs of Junior College

• Customized curriculum is being offered by junior colleges 
as a specialized curriculum
- In order to facilitate effective transition from school to work
- To receive in advance requests from certain companies
To develop tailored-curriculum To offer it to students
Students are hired  by companies

Teaching Staffs of Junior College

• To raise HE’s competency by shifting the orientation of 
growth from quantitative approach to qualitative one

• Junior colleges and universities are inevitably 
experiencing functional ambiguity in their role

• Specialization is one of strategies of junior colleges (i.e. 
strategic linkages with governments or corporations, 
implementation of unique curriculum)

• Hard to distinguish the differences in teaching staffs

Discussions and Conclusion

Thank You!
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Comparison of Japan and Korea in 
Non-University Higher Education

Tatsuo Watanabe (Kanazawa University)

EQworkshop 20 Mar.2010)

Contents

1.Circumstances of non-university higher 
education in Japan and Korea

2. Requirements for teaching staffs
3. Background of teaching staffs
4. The Work of teaching staffs

1.Circumstances of non-university higher 
education in Japan and Korea

Korea 2007 Japan 2007

• the number of schools    148       2995
• the number of students (thousands) 508       627 

decreased

• the number of teaching staffs 11    42
(thousands) 

Qualification requirements

• Official requirements for the establishment 
of college in Japan

1)academic degree required, or 2)practical 
technical skills related with specialized 
field, or 3)excellent knowledge and 
experiences related with major

no concrete career years

• Official requirements for the establishment 
of Professional Training College

1)requires expert knowledge, expertise and 
technical skills in respective fields, 2) 
studied in that college  or worked for a 
school, research center, or company for a 
total of six years or longer…
concrete career years according to the 

each case

The standard of teaching staffs requirement
(Source: Executive order No. 20797)

Academic 
background 

University-educated or 
equivalent to those 

Junior college-educated or 

equivalent to those

Research 
career 

Teaching 
career 

sum Research 
career 

Teaching 
career 

sum

Prof. of 
Junior 
C./Univ. 

4 6 10 5 8 13

Associate 
Prof. of 
Junior 
C./Univ. 

3 4 7 4 6 10

Assistant of 
Junior 
C./Univ. 

2 2 4 3 4 7

Lecturer of 
Junior 
C./Univ.

2 1 3 2 3 5
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• the variety of range of background of 
teaching staffs in Japan

• there is no concrete provision on practical 
experience as teaching and research 
career in Korea conflict between 
institution’s orientation toward to 
occupational education and those of 
teaching staffs

Background of the teaching staffs

Academic background
• Over 50 % teaching staffs of junior college has 

doctoral degree in 2002
• One thirds of them has bachelor degree and 

about half graduated from professional Training 
College in Japan (2004)
Importance of the research careers

• Difficulty to distinguish between junior college 
and university

career experience
• no career experience (less 1 years in the 
company or other places related to majors)   46% 

(2002) to 38% (2006)
• 3 years career experience increase 37% to 44

• junior college has oriented into experience 
(practical) centered education and has taken 
root

• proportion of no career experience is less 10%, 40 or 
50% with more 10 years career experience in Japan (by 
MEXT survey)

• the type of teaching staff by measure practical 
excellence and academic excellence shows that 38% of 
whole have only practical excellence(Yoshimoto 2009)

The work of teaching staffs
• Teaching staffs of Junior college spend the time on four 

main work, that is teaching, research, service and 
administration 23.4hrs 39% , 15.2hrs 25% , 5.5hrs
9% and 9.2hrs 15% in1995

• the weight of each work 40%, 19 %, 12% and 29% in 
2002

• The load of service and administration make great 
influence to research activity
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APPENDIX: Tables of Selected Statistics of Japanese Tertiary Education 

In Japan, 97.9 percent of students go to high schools after compulsory education in 2009. 

Most students leave high schools at 18 years old. After graduating high schools, 47.2 percent go to 

universities (773 institutions), 6.2 percent to junior colleges (406 institutions), 14.7 percent to 

professional training colleges (3,350 institutions), and the rest 18.1 percent into labor market. Thus, 

about a quarter of the Japanese youth (around18-22) go to non-university higher education 

institutions.
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Higher education sector in Japan consists of mainly four types of institutions; (1) universities, 

(2)junior colleges, (3)colleges of technology and (4)professional training colleges(specialized 

training colleges with postsecondary courses). The latter “non-university” 3 institutions are 

equivalent to ISCED 5B or OECD Tertiary-type B level. University is ISCED 5A/6 or OECD 

Tertiary-type A (graduate schools to which we don’t refer here). 
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Table3 Trends in entry rates at tertiary level (1995-2007)

Tertiary-type 5A1

N
ot

es 1995 2000 2005 2006 2007

Japan    31  40  44  45  46  
Korea    41  45  51  59  61  
Australia    m  59  82  84  86  
Germany  2  26  30  36  35  34  
United Kingdom    m  47  51  57  55  
United States    m  43  64  64  65  

OECD average 37  47  55  56  56  
EU19 average 35  46  53  55  55  

Tertiary-type 5B

N
ot

es 1995 2000 2005 2006 2007

Japan    33  32  32  32  30  
Korea    27  51  48  50  50  
Australia    m  m  m  m  m  
Germany  2  15  15  14  13  13  
United Kingdom    m  29  28  29  30  
United States    m  14  x(7)  x(8)  x(9)  

OECD average 18  15  15  16  15  
EU19 average 12  11  11  13  12  

Needed more technical informations, please refer to
http://w w w .oecd.org/dataoecd/44/27/35333193.pdf

Tertiary-type 5A1

1. The entry rates for tertiary-type A programmes include advanced research
programmes for 1995, 2000.
2. The entry rates for tertiary-type B programmes are calculated on a gross
basis.

Tertiary-type 5B

Source:  OECD. See Annex 3 for notes (www.oecd.org/edu/eag2009 ).
Please refer to the Reader’s Guide for information concerning the symbols
replacing missing data.

Table4 Percentage of tertiary graduates, by field of education (2007)

N
ot

es

ISCED level 5A/6 5B 5A/6 5B 5A/6 5B 5A/6 5B 5A/6 5B 5A/6 5B

Japan  7.1    23.1    7.8    0.6    x(3)    x(4)    23.3    20.4    37.6    34.4    19.4    15.1    

Korea  8.8    16.2    7.2    1.3    5.4    3.3    26.4    26.6    27.2    24.8    25.0    27.9    

Australia  1 13.6    13.9    6.2    2.7    7.4    5.8    22.3    11.1    43.4    54.9    7.0    11.3    

France  9.4    22.9    8.8    3.2    6.0    4.3    17.7    3.7    44.7    45.8    13.4    20.1    

Germany  9.6    51.0    9.2    2.8    8.0    0.5    29.9    10.3    30.8    17.5    12.4    16.2    

United Kingdom  13.0    39.5    8.6    5.1    6.2    5.9    27.8    23.5    34.5    17.3    8.8    6.8    

United States  10.3    35.3    6.4    2.2    3.6    6.5    28.2    3.2    45.4    40.8    6.1    12.0    
OECD average 13.5  15.8  7.1  3.0  5.2  3.9  25.0  23.9  36.9  35.9  12.1  12.9  
EU19 average 14.6  16.7  7.2  3.5  5.1  2.7  24.5  24.9  35.6  33.9  12.8  11.3  

1. Year of reference 2006.
2. Advanced research programme graduates refer to 2006.
3. Includes only 5A programmes.
Source:  OECD. See Annex 3 for notes (www.oecd.org/edu/eag2009).
Please refer to the Reader’s Guide for information concerning the symbols replacing missing data.
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