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qualifications for the sector and to cooperate in the development and validation of 
standards (Plugărescu, 2009). At local level, social partners are involved in 
educational planning through partnerships with schools or by membership of 
local development councils (LDCs). The LDCs also include representatives of the 
county employment agencies of the county school inspectorates and members of 
the regional consortia. The local component of curriculum (up to 30% in arts and 
trade school and up to 25% in technical high schools) is developed by each 
school in partnership with the local stakeholders, taking into account the local 
context and being complementary to the national curriculum.  

Figure 8. Constitution and operation of a working group in Spain 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Ministry of Education, Culture and Sports of Spain, 2003, p. 18. 
 

In Spain, working groups include professionals and training experts 
designated by the institutions represented on the General Vocational Training 
Council, which is itself composed of social partners and public authorities of the 
central and regional governments. These groups are supported by INCUAL, 
which provides the methodological input. In the design of the Spanish logistics 
qualification Coordination of transportation and distribution of goods, the 
curriculum development group included members of the Confederación Española 
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del Transporte de Mercancías (CETM, – Spanish goods transport confederation) 
and of the Confederación Española de Formación del Transporte y la Logistica 
(CEFTRAL – Spanish confederacy of training in transport and the logistics). 
Figure 8 shows the actors involved in curriculum development and the 
information used to draft the curriculum. 

In France, consultative commissions (Commission professionnelle 
consultative) were created by the Ministry of Education for each sector of the 
economy in 1972. The seats in these commissions are distributed according to 
legislation to ensure a balanced representation of different stakeholders (see in 
Annex 1 an example of stakeholder involvement in the design of logistics 
curricula in France).  

A work group of about 10 persons is established for curriculum development, 
which includes professionals, inspectors, teachers and researchers. The work 
group reports regularly to the consultative commission about its progress; the 
commission discuss the drafts and passes an opinion to the Ministry of 
Education, which makes the final decision. According to the expert interviewed at 
the Ministry and CEREQ (Balas, 22 September 2009; Kirsch and Bouder, 10 April 
2009), an informal division of tasks can be observed between the professionals 
and experts, who are especially involved in defining occupational standards, and 
teachers and members of the Ministry of Education, who take charge of the 
didactic and pedagogic aspects of curriculum development. Companies 
participate in curriculum development locally, being involved in training provision 
in internships, apprenticeship or projects, but their influence on learning 
programmes is limited, as the autonomy of schools is small in comparison to 
countries such as the Ireland, the Netherlands or the UK-Scotland. 

In Ireland and the UK-Scotland, employers are also strongly involved in 
curriculum development, but the role of trade unions is weaker than in continental 
Europe. In further education, social partners participate in developing 
qualification standards or are consulted by the awarding bodies, the Scottish 
Qualifications Authority and the Further Education and Training Award Council 
(FETAC, Ireland). Training providers might also develop their own qualifications, 
which they often do in close partnership with employers. The Chartered Institute 
of Logistics and Transport offers courses and certificates in logistics in both 
countries. The focus of current reforms in Ireland is rationalisation of the 
qualification system, the objective being to centralise the development of new 
qualification standards under the leadership of FETAC. In the new system of 
curriculum development in further education, common awards will be developed 
following standardised processes, while learning programmes will continue to be 
developed by training providers but will be validated by FETAC. This will result in 
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new forms of stakeholder involvement at national level. Besides this, the 
involvement of local companies in development of learning programmes and in 
training delivery is still encouraged in both countries through specific 
programmes, such as Determined to succeed in the UK-Scotland.  

In Poland, the forms of stakeholder involvement are not yet consolidated. 
Vocational qualification standards have been developed with participation from 
social partners in the framework of the project Preparation and propagation of 
national vocational qualification standards within the project human resources 
development 2004-06. The long-term objective is to establish a link between 
these standards and IVET curricula, but the standards are not yet used in 
curriculum development in IVET. Representatives of employers and branch 
organisations are appointed by the Ministry of Education as member of the 
groups in charge of the development of core curricula, but there is no 
institutionalised form of stakeholder involvement at that level. In the case study, it 
appeared that the school curriculum in logistics had been developed by one 
teacher alone, with the support of the staff from the Ministry of Education. 
Locally, companies sometimes cooperate with vocational schools to adapt 
learning programmes to the needs of employers, as reported by an interviewee 
who cited an example of a learning programme in banking. However, there are 
no institutionalised processes of involvement (Szalewski, interviewed 27 May 
2009). 

Another group of stakeholders involved in curriculum development in some 
cases are learners and parents. Learner-centred approaches should as such 
imply the participation of learners in curriculum development, as learning 
programmes should be devised to suit their individual needs and preferences. 
The question whether this is also to be observed in practice is examined in 
Sections 3.4.1 and 3.4.2. Some countries also offer involvement at school level. 
Learners and their parents play an important role in Slovenian school councils for 
the development of the school curriculum. School councils are the administrative 
bodies of each school which, in secondary schools, comprise representatives of 
parents, teachers, learners, the founders, and local authorities. Among other 
responsibilities, they must approve the yearly school education plan. Further, the 
parents’ council, elected by the parents of each class, has the following tasks: 
suggesting and appointing additional programmes for the school; voicing their 
opinions about the yearly plan and the further development of the school; 
discussing parents’ complaints; and electing their representative to the school 
council (Mlakar, 2007). In Poland, the parents’ council in vocational schools had 
to approve the school curriculum when it was developed by an individual teacher, 
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but this is no longer the case following reforms to simplify the procedures for 
registering school curricula. 

To summarise, new forms of stakeholder involvement in VET curriculum 
development are being adopted in some of the countries examined in this study 
(the Netherlands, Poland, Romania, etc.). While it is difficult to establish whether 
an outcome-oriented approach actually implies per se stronger stakeholder 
involvement, in some countries outcome-oriented curricula are presented as a 
means for increasing and broadening stakeholder involvement in training delivery 
and curriculum development. The typical argument is that learning outcomes 
operate as a ‘common language’ for the worlds of education and work. Dutch and 
German teachers interviewed in the study visits have diverging views on the 
acceptance of the outcome-oriented VET curricula by companies.  

The acceptance of the new curricula by Dutch companies is perceived as 
very good. According to the Dutch teacher interviewed (Spoor, 10 July 2009), the 
reason for this is that competence-based learning is much more closely linked to 
the operational conditions and requirements in companies. Before the shift to 
competence-based curricula, the companies involved in apprenticeship did not 
apply the specifications contained in curricula because they were not realistic or 
because they appeared not to be feasible.  

The 12 German teachers interviewed during the study visit indicated that 
new curricula for the school-based part of IVET, structured around ‘learning 
areas’ which reflect the work process, are not well accepted by the companies. 
Whereas subject-based curricula provide clearly defined limits to the knowledge 
base, the new curricular structure is said to conceal the real performance level of 
the learners and make their achievements less transparent.  

 
3.3.3. Teachers in curriculum development: consequences for their 

training 
A high degree of autonomy of training providers and teachers in the development 
of learning programmes is consistent with the main idea of learner-centred 
approaches, which is to adapt the learning programme to the learners’ needs. In 
new public management and governance approaches, curricula based on 
learning outcomes may contribute to the new distribution of responsibilities within 
the education system which is required to make systems more learner-centred 
(see Section 2.3). Another context in understanding the role of VET providers 
and teachers in curriculum development is the goal of making VET systems more 
responsive to the labour market, including regional labour markets.  

In the countries examined in this study, the shift to outcome-oriented 
curricula has been accompanied in many cases by more autonomy and 
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responsibility granted to teachers and providers in curriculum development. 
However, this is not a general trend; some countries still stick to a centralised 
curriculum development process, while others have limited the autonomy granted 
to vocational schools after a period of decentralisation. This raises the issue of 
the pitfalls and success factors of such changes, especially in relation to teacher 
training. 

A direct link between the introduction of competence-based curricula and 
new processes in curriculum development can be best illustrated in the case of 
the Netherlands. The following figure highlights the key role of training providers 
in curriculum development. 

Figure 9. Process of curriculum development in senior secondary 
vocational education and training in the Netherlands  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Cedefop, 2005. 
 

Qualification standards based on learning outcomes are defined nationally 
and VET providers develop the programmes for learners to achieve these 
outcomes. In addition, about 20% of the curriculum is developed by the VET 
providers independently. This has implications for the capacities of both teachers 
and quality assurance systems.  
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The study visit to the ROC Rijn Ijssel near Arnhem revealed that VET 
providers cooperate closely to ensure synergy effects. Rijn Ijssel is a member of 
a consortium of five regional training centres who define a common learning 
programme in logistics. This consortium is responsible for training 80% of the 
students in that particular logistics qualification. To deliver this learning 
programme in a learner-centred way, teachers and trainers have to take part in 
regular training. Teachers who do not have practical experience in companies 
have to complete a work placement of several days.  

As a result of the increased autonomy since the adoption of the new 
curricula in 1996, quality assurance has been an increasingly important issue for 
training providers. In 1999 the Education Inspectorate made a start on integrated 
institutional supervision (Integraal Instellingstoezicht). This is geared towards 
analysing institutions with regard to a number of quality characteristics, such as 
the accessibility and efficiency of the primary process. An important item for 
attention is the quality of the examination process, of which, there is a great deal 
of criticism. The aim is to strengthen external legitimacy, which will be achieved 
by the Centre for quality of examinations (KCE). Considerable attention has also 
been devoted to quality with respect to practical vocational training (BPV). All the 
national bodies now have a scheme for accreditation of companies providing 
workplace training, in which the quality of the practical training is monitored on 
the basis of a number of criteria, such as the content of the work and the 
presence of a trained supervisor. The WEB also requires training providers to 
establish a quality assurance system and involve external experts in evaluations. 
The institutions have a large degree of freedom in establishing the system 
(Hövels, 2004). However, the system should be functional, and an institution 
must be able to demonstrate this fact to the outside world, at least in the four 
areas subject to statutory provisions by the government:  
(a) multiple goals: qualifications must be directed at the labour market, further 

learning and citizenship; 
(b) accessibility for vulnerable target groups; 
(c) efficient learning routes; 
(d) good advice, guidance and information provision. 

In these four areas, the institution must report on its objectives, the results 
achieved, the discrepancies between objectives set and results achieved, and 
actions undertaken to ensure improvement. Every two years, each college 
accounts for its activities by publishing a fully open quality assurance report, 
describing the structure and results of its quality assurance process. 

In Ireland and the UK-Scotland, further education can be considered as a 
market-led system and training providers have traditionally enjoyed a high degree 
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of autonomy. Recent reforms in that sector are focused on quality assurance. 
The shift to learning outcomes can thus be interpreted largely as a response to 
quality concerns, with measures to increase the accountability of training 
providers.  

In Ireland, the motivation behind the introduction of learning outcomes in 
apprenticeship in 1991 was to introduce a new form of regulation, as the existing 
autonomy and the award of qualifications on the sole basis of ‘time served’ was 
felt to be threatening the quality of VET. According to the new system, 
accreditation of training providers will no longer be sufficient for offering courses 
leading to qualifications awarded by the Further Education and Training Award 
Council (FETAC). Training providers will also be required to apply for the 
validation of their learning programmes and the programmes will be monitored 
and evaluated by FETAC. Criteria for the evaluation of learning programmes in 
the validation process are defined as follows (FETAC, 2008, p. 5): 
(a) consistency with the award being sought i.e. the structure of the proposed 

programme should meet the award requirements at the relevant level within 
the framework of qualifications. There should also be consistency between 
the programme and the providers’ quality assurance policies and procedures 
as agreed at the time of provider registration; 

(b) coherence in respect of its stated objectives, content, learner profile and 
assessment activities;  

(c) capacity of the provider to deliver the programme to the proposed level; 
(d) compliance with the Qualifications Act in relation to access, transfer and 

progression and protection for learners as appropriate and compliance with 
any special conditions attached to the certificate or component specification 
e.g. legislation, specialist resources; 

(e) the programme’s potential to enable the learner to meet the standards of 
knowledge, skill and competence for the awards based on the specified 
learner profile and the standards for the award. 
In the UK-Scotland, quality assurance systems ensure that providers are in a 

position to deliver learning programmes leading to the accredited qualifications. 
In the course of the reforms for ‘a curriculum for excellence’, efforts have been 
made to develop teacher and trainer training. According to expert interviews, 
there has been an increase in continuing professional development provision by 
the Scottish Qualifications Authority and by the Scottish Further Education Unit 
(SFEU) and all teachers and trainers in further education need to have a formal 
teaching qualification, which was not the case before. New professional 
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standards for lecturers in the UK-Scotland’s colleges (21) were published in June 
2006. They provide the basis for many qualifications, such as those approved by 
the Further Education Professional Development Forum (FE-PDF), a strategic 
and operational group made up of practitioners from both the further and higher 
education sectors and a range of associated partners (22). The standards address 
‘planning and preparing the learning experience’, devising the learning outcomes 
which should be achieved and the underpinning skills and knowledge. Standards 
on curriculum development and management of curriculum development teams 
are granted a high degree of importance.  

The Lernfeldkonzept (learning areas) introduced in 1996 also has an impact 
on school-based learning in VET in Germany in terms of curriculum development 
and the role of teachers and schools (Ertl and Sloane, 2003). Whereas curricula 
for vocational schools used to be strongly prescriptive in terms of contents, aims 
and time allocated to contents and aims, curricula based on the concept of 
learning areas are less constraining. Responsibilities for curriculum development 
are transferred from the state to the training providers. Using outcome-oriented 
descriptions of the learner achievements in each area, workable aims and 
operational contents for teaching are developed at vocational school level. 
Translating curricula into learning programmes and learning arrangements 
becomes part of the work of teachers, with some consequences for the internal 
organisation of schools. For instance, teachers have to cooperate as a team to 
develop schedules and lessons plans to meet the curricular guidelines. The 
responsibilities of teachers increase and the tasks they are asked to fulfil become 
more complex. To face these challenges, teachers can take part in in-service 
training, but this is not an obligation. The teachers interviewed in the study visit 
reported that they are responsible as a team for identifying their own training 
needs and applying for courses. In the case of that particular school, logistics 
teachers cooperate with two other vocational schools to coordinate in-service 
training provision and apply together for funds from the state. The teacher 
interviewed in Hamburg reported that, in his opinion, the most important factor in 
implementing curriculum change, and especially in changing teaching practices 
to more learner-centred approaches, is further education and training for 
teachers. In his view, a particularly effective setting is in-house training, with 
teacher training and coaching organised for all teachers at school. 

Spain, Poland, Romania and Slovenia offer examples of the efforts 
undertaken to grant more autonomy to teachers and schools by defining a school 

                                                                                                                                   
(21) http://www.fepdfscotland.co.uk/documents/Professional%20Standards% 

20for%20Lecturers.pdf [cited 9.10.2009]. 
(22) www.fepdfscotland.co.uk [cited 9.10.2009]. 
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curriculum supplementing the centrally defined one. In Spain, the central 
government is responsible for designing 65% of the curriculum (55% in those 
autonomous communities which have their own language); the additional 
curriculum at regional level differs between the Autonomous Communities. The 
training providers have then to adapt the curriculum of the national and regional 
level and to develop their annual programmes. The annual programmes are 
designed by the teachers’ assembly through stage projects and build the basis 
for teaching in study programmes. Schools have also been granted the potential 
to develop an additional curriculum, up to 10% or 20% depending on the region, 
but new restrictions in form of an authorisation and validation procedure are 
being prepared, after some schools were discovered to be misusing the allocated 
time for other purposes such as administration. The school curriculum enables 
the schools to adjust education to the characteristics of the students and to 
regional needs, but always within the limits defined by national and regional 
curriculum and other regulations issued by the educational authorities. The 
following information must be stated in a school curriculum: duration and time 
schedules of each module; organisational aspects of the workplace module; 
guidelines for teaching methods and assessment; and other aspects like 
vocational guidance. The last stage in curriculum development is the 
development of the didactical programme by the individual teachers. The 
didactical programme breaks down the school curriculum into separate work 
units of teaching, and specifies and adapts the school curriculum to a particular 
group of students (Jiménez Chinea, 2004). 

In Romania, schools develop a local curriculum in partnership with local 
stakeholders to complement the national curriculum. This local part accounts for 
up to 30% of the curriculum in arts and trade school and up to 25% in technical 
high schools. To ensure the quality of the provision of IVET, the school curricula 
have to be approved by the County School Inspectorates (Cedefop and ReferNet, 
2009b). 

The case of Poland illustrates how difficult it is to find a balance between 
national and local curricula. A first reform in 2002 was meant to give teachers 
greater autonomy to develop their own curricula using a curriculum framework 
defining learning outcomes; however, the procedure for development and 
approval appeared so complicated and the process was felt to be so demanding, 
that few teachers engaged in curriculum development. New curricula and new 
procedures are now being developed and in 2011 will aid school and teacher 
involvement in curriculum development.  

France is an exception with regard to curricular autonomy. Except in higher 
education, public education curricula are developed nationally and leave little 
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room for initiatives at school level. Besides programmes determining the 
outcomes, the place, the content and the duration of training and education, 
recommendations are issued concerning learning arrangements; the autonomy of 
public training providers is comparatively small. In the wake of the reforms 
introducing learning outcomes in IVET curricula in the 1980s, expert interviews 
revealed that large efforts had been made to inform and train teachers to deal 
with the new curricula. The last important curriculum reform in terms of a shift to 
competence-based approaches was the adoption of the Common base of 
competence, a set of key competences which is progressively included in 
curricula in compulsory education as well as in upper-secondary IVET. This last 
reform has been accompanied by changes in the standards of teacher and 
trainer training. Learning outcomes are not explicitly mentioned in the standards 
for pre-service training and teaching (Référentiel de compétences des maîtres) 
but it is stated that teachers should be able to: 
• define learning objectives on the basis of official documents; 
• think in terms of competences, i.e. to identify the stages needed for the 

progressive acquisition of the required knowledge, abilities and attitudes in 
relation to prior learning and needs, and to plan and implement: 
(i) a learning plan for one year and for the complete education cycle; 
(ii) a learning plan adapted to the different needs of the learners. (23) 

Teaching practices and teacher training is an important issue in the political 
debate under the heading of ‘professionalisation’. Teacher training and 
recruitment has traditionally put the focus on qualifications in the discipline, even 
for VET teachers, with very little attention paid to didactical and pedagogical 
aspects. Despite some efforts to include pedagogical and practical training in the 
curriculum for teachers, the most recent reforms are still criticised for being too 
weak. Some teachers unions criticise the fact that recruitment examinations do 
not include a practical part in class (Café Pédagogique, 2009). Instead, 
candidates are asked to prepare and present a lesson to a jury. The practical part 
is also seen as being too small in learning programmes for master’s degrees 
exam preparation. According to the administrative memo from the Ministry of 
Higher Education and Research addressed to university rectors on 17 October 
2009, internships must be organised in teaching and training institutions and 
must be reflected in courses at university to establish a dialogue between 
practice and theory (Ministry of Education of France, 2009).  

                                                                                                                                   
(23) Cahier des charges de la formation des maîtres en institut universitaire de formation 

des maîtres, 2006.  



Learning outcomes approaches in VET curricula 
A comparative analysis of nine European countries 

95 

It seems that the most direct implication of outcome-oriented curricula with 
regard to making systems more learner-centred is the new autonomy and the role 
granted to teachers and training providers in curriculum issues. In most countries 
examined, the shift to an outcome-oriented approach and the increased 
importance of learning programmes to translate curricula into practice are directly 
linked. As demonstrated by countries which already have a long experience in 
granting autonomy to training providers, such as Ireland in their further education 
sector and the UK-Scotland, a major issue arising in that context is quality 
assurance. Some countries have had to readjust their system to take this into 
account, such as Spain. Another issue is the competence of teachers and 
trainers as well as school managers, who are required to develop complex 
learning programmes for their learners to achieve the intended learning 
outcomes defined nationally. A detailed analysis of the quality and efficiency of 
teacher training provision in the nine countries examined here goes beyond the 
scope of this study, but these preliminary findings certainly call for further 
research and attention from policy-makers (see Sections 5.3 and 5.4). 

 
 

3.4. New approaches to teaching, learning and 
assessment in VET curricula 

 
The use of learning outcomes in curricula, although generally a means for 
granting more autonomy and responsibility to training providers and teachers 
over training delivery, does not lead necessarily to less attention being paid to 
teaching, learning and assessment processes. On the contrary, debates about 
the implications of learning outcomes and competence-based approaches on 
assessment and on learning processes seem to generate renewed interest in 
pedagogy and didactic. As a result, recent curriculum reforms in almost all the 
countries examined in this study have been addressing these issues through 
different approaches, for instance by ‘enriching’ the curriculum (see Section 3.2) 
and/or making changes in the training provision of teachers and trainers.  
 
3.4.1. Curriculum reforms, teaching and learning methods 
Changes in teaching and learning methods relating to competence-based 
approaches can be found in pedagogic and didactic discourses both in written 
curricula and in teaching practice. Overall, these changes aim for the following: 
(a) combination of theoretical and practical learning, for instance in schools and 

at the workplace, as well as combination between theoretical knowledge and 
practical skills;  
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(b) greater involvement of learners in the learning process, implying growing 
importance of independent and self-regulated learning in school and work. 
The theoretical background to these changes was presented in Section 2.1. 

According to Dubs (1998), a change of paradigm can be observed in recent 
years, with the increasing popularity of constructivist teaching and learning forms. 
In this context, self-directed learning and complex learning situations are key 
concepts, with implications for teachers and trainers whose role is to prepare 
learning arrangements meeting the learner’s needs and become an advisor in the 
learning process. 

A first source of information to explore the effects of learning outcomes and 
competence-based approaches on teaching methods and learning arrangements 
are curricula and accompanying documents from official sources, such as 
Ministries and support agencies. From these sources, it is possible to identify an 
immediate relationship between learning outcomes and teaching approaches 
conveyed at policy level (Section 3.4.1.1). Implementation at school- and class-
level must be examined as a separate step, since there is no comparable 
empirical data available for all nine countries. Expert interviews and the study 
visits in Germany and the Netherlands provide some information to complement 
the findings of literature reviews (Section 3.4.2.2).  

 
3.4.1.1. Setting the framework: teaching approaches in written curricula 
Among the countries examined, Ireland (prevocational education), France and 
the UK-Scotland (Curriculum for excellence) offer most examples of curriculum 
provisions concerning teaching methods and learning arrangements. In the other 
countries, curricula do not specify teaching methods and learning arrangements, 
but support materials developed for teachers and trainers give us some hints 
about changing approaches to teaching. 

In France, the introduction of learning outcomes in IVET curricula also had 
the aim to reform teaching practices, especially in strengthening the link between 
school and work practices and making teaching more learner-centred. 

A reform launched in 2000 promoted project-based learning through the 
introduction of the PPCP (projet pluridisciplinaire à caractère professionnel) in 
IVET curricula at upper-secondary level. The objective of the PPCP – a 
multidisciplinary project with a professional character – is to provide a framework 
for developing competences in a situation as close as possible to ‘real work life’. 
Between 100 and 200 hours can be dedicated to the PPCP depending on the 
study programme. Teachers from various disciplines need to organise the PPCP 
together and in partnership with external actors such as companies. Examples of 
such projects in logistics programmes leading to the Baccalauréat professionnel 
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are the collection and transfer of textbooks and other teaching materials to a 
school in Morocco, the design of a logistics game, or the design of a system for 
collecting and transporting wastepaper to a recycling complex (24). Some projects 
simulate real work situations, while others aim to solve a ‘real’ problem. In 
general, an evaluation report by the Inspectorate on implementation of the PPCP 
reveals that the type of projects and the selection of learning outcomes 
addressed by the project are dependent on the initiative of individual teachers 
and the leadership qualities of headmasters (Aublin et al., 2001). Although this 
instrument was conceived to introduce the ‘industrial logic’ in teaching, some 
analysts point out existing contradictions when it comes to implementation. The 
industrial logic, which is based on the work process, is, in practice, often replaced 
by a ‘pedagogical logic’. The latter is based on the principle of progressive 
accumulation of knowledge and skills. Teachers tend to chose or conceive 
projects with regard to which competences and associated knowledge will be 
covered, without regard for the question of whether such projects are ‘realistic’ in 
a professional context (Eckert and Veneau, 2000). 

The creation of the Baccalauréat professionnel in 1985 introduced 
compulsory periods of work-based learning in the IVET curriculum for specific 
occupations; this was progressively extended to all IVET curricula during the 
1990s. In vocational school curricula (upper secondary level), periods of training 
in enterprises are now compulsory for a total of between five and 18 weeks over 
two years. Alternation between workplace and school-based learning is seen as 
an important means of developing competences. Workplace training allows 
students to contextualise their knowledge and skills and integrate them to be able 
to perform in a professional situation. According to Jonnaert et al. (2005), such 
competences developed in a concrete situation are, however, ‘incorporated’ in 
that situation. To enable the learner to be competent in another situation, it is 
necessary that he/she reflects on the experience and identifies ‘schemes’ or 
‘structures’ which will help to adapt knowledge and skills to new constraints and 
resources. Alternation thus raises the question of the links between workplace 
training and school-based teaching. An empirical study of interviews with 141 
teachers in vocational schools across France by Courtas and Castellan (2006) on 
the pedagogical practices linked with internships and work-based training 
produced the following results: 
(a) 27% of teachers claimed that internships are not the object of collective 

pedagogical reflection;  

                                                                                                                                   
(24) More examples to be found in the database of PPCP of the academy of Rennes: 

http://www2.ac-rennes.fr/ppcp/result.asp [cited 22.11.2009].  
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(b) the majority of the respondents stated that cooperation between teachers 
from different disciplines is limited to the organisational aspects of training, 
without real reflection on the objectives and challenges. Accordingly, 
activities in school mainly concern debriefing after the training period and 
writing an internship report. Activities such as individual accompaniment of 
the learner and reflection on experiences and knowledge gained in the work 
place are rarely performed. 
In brief, the authors identify two kinds of practice. The first is focused on 

teachers, with experiences during the training period used as a starting point for 
school-based teaching. The second, which is far less common, is focused on the 
learner and the development of his/her competences. Teachers were also asked 
to describe their own practice, and the following answers were given: 
(a) 50% of teachers organise school-based teaching contents related to 

workplace training ‘from time to time’, 35% ‘mostly’ (and in that case it is 
rather in the disciplines directly involved in the writing of the internship 
report); 

(b) 70% use and integrate experiences of work-based training in class 
‘whenever they have the opportunity to’; 

(c) 50% spontaneously modify the teaching session to integrate reports from the 
learners on their workplace experience ‘whenever the opportunity arises’, 
and 50% do so ‘exceptionally or never’; 

(d) 90% ‘exceptionally or never’ organise extra sessions, not initially planned, to 
work on experiences from the workplace.  
Beyond these learning arrangements, the curriculum in France does not 

include specifications concerning the choice of pedagogic methods. However, 
accompanying materials and publications from the inspectorate encourage the 
use of active learning methods and individualised approaches. A booklet 
developed by the regional education administration of Orléans-Tours for teachers 
in logistics (10th grade) provides a good example of materials supporting active 
learning for the written curriculum. In the introduction to the manual, which 
contains many examples of suggested activities, evaluation grids and hints on 
the organisation of classes, the author presents the key principles of learner-
centred teaching which should be implemented:  

 
‘This booklet is a guide to the education of students in the 10th grade of 
vocational studies. It is focused on a learning process structured by the 
development of a professional project and the progressive acquisition of 
competences during the study year. So as to reach these two objectives, it is 
necessary, in the framework of the teaching and training project, to organise 
courses, visits in companies, internships, meetings with professionals, meetings 
with former students, etc. The position of students will be determined through 
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individual interviews. According to the needs identified in the interview, the 
student will be proposed adequate activities through a contract with limited and 
measurable objectives, so as to help him progress thanks, among others, to 
individual assistance. Guiding each student must be the priority of the entire 
pedagogic team. This step is thus fundamental to avoid dropping out of the 
school system. The pedagogic team must identify the individual needs of each 
learner and develop adequate measures to help him make progress (project 
adapted to the student’s profile, individual assistance, innovative pedagogy, use 
of ICT …).’ (Boyeault, 2009, p. 4). 

 
Further sociological research has observed different teaching practices in 

vocational schools illustrating this shift of paradigm described by Dubs (Jellab, 
2005): 
(a) more individualised learning, small group works, attention paid to the needs 

of the individual learner, including social and psychological aspects; 
(b) taking ‘concrete’ examples to develop more theoretical aspects, starting with 

visualisation and manual exercises before coming to more cognitive 
activities;  

(c) selecting (sometimes through a negotiation process between teachers and 
learners) themes more ‘interesting’ for students, especially in general 
education subjects such as literature, arts and sports; 

(d) active involvement of learners in class, for instance through a collective, 
problem-based approach; 

(e) alternating practice and theory; 
(f) actively developing social competences; 
(g) using evaluation to motivate students, for instance by giving better grades at 

the beginning of the training programme. Some teachers make an informal 
distinction between ‘academic grades’ (a 10/20 is a ‘pass’) and ‘professional 
grades’ (only pass or fail). 
However, these practices, which point to a more learner-centred approach, 

are related by the teachers and trainers to the changing profile of learners rather 
than to the introduction of competence-based approaches in curricula. According 
to the interviewees, learners can no longer be motivated by ‘traditional’ 
instruction methods. Contributory reasons include that learners have experienced 
difficulties at school and need to be motivated and reconciled with school as an 
institution; their self-esteem needs to be restored; they are unable to concentrate 
for a long period of time; and they lack basic social skills which are essential to 
complete a training programme and find a job. In such cases, there is probably a 
multiplicity of factors accounting for the adoption of active learning practice, with 
changes in the curriculum being only one among many. 
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In the UK-Scotland, teachers and trainers have a large degree of autonomy 
when it comes to teaching methods (Gray, 2008, p. 21). Research and evaluation 
reports highlight the diversity of practices (25). ‘A curriculum for excellence’ sets a 
series of principles which should guide teachers and trainers, the main ones 
being (May Sweenay, interview 30 April 2009): 
(a) cooperative learning; 
(b) active learning; 
(c) student-centred approaches; 
(d) recognition of achievement rather than narrow attainment. 

Support materials for teachers and trainers made available by the 
government agency Learning and Teaching Scotland, especially a new website 
with an intranet accessible to all schools in the UK-Scotland (26), reflect these 
principles. In a section ‘learning about learning’, teachers are invited to reflect on 
theories about learning and their implications for teaching practice. Guidebooks 
present ideas and examples on how to implement new approaches and learning 
arrangements. 

In practice, according to a summary of reviews carried out by Her Majesty’s 
Inspectorate of Education in 2004-06 in further education colleges regarding 
‘Learning and teaching processes’, 43% of the colleges deserve the grade ‘very 
good’ and 56% ‘good’ (HMIE, 2007, p.5). Among the strengths, the inspectors 
mention that the staff identified appropriate learning goals for learners and 
planned activities to ensure they were able to achieve their learning objectives. 
Research into pedagogic practice in further education colleges in England 
(Young and Lucas, 1999) shows the diversity of learners attending these colleges 
(young adults, people with work experience, all with many cultural and ethnic 
diversities) as a factor contributing to increasing use of flexible learning 
approaches. Flexible learning basically consists of improving the access to 
learning and freeing learners from their dependence on teachers or fixed class 
hours (Young and Lucas, 1999, p. 106). It encompasses workshop learning and 
the use of ICT and e-learning. The authors point out that the methods adopted 
are mostly individualistic, failing to take into account some essential features of 
learning (Young and Lucas, 1999, p. 107):  
(a) learning is a social process involving learners participating in ‘communities 

of practice’; 

                                                                                                                                   
(25) The report by HM Inspectors for the Scottish Funding Council on Engineering in 

Scotland’s colleges (October 2007). Available online: 
http://www.hmie.gov.uk/documents/publication/eisc.html [cited 9.10.2009]. 

(26) http://www.ltscotland.org.uk/glowscotland/index.asp [cited 26.11.2009]. 
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(b) learning is a situated not a generic process and always takes place in a 
context; 

(c) contexts must not be seen as bounded but themselves mediated by wider 
contexts from the organisational to the global level; 

(d) it is important to distinguish between different types of learning and their 
interdependence; 

(e) although a learner’s previous experience must be taken into account, 
learning also involves being immersed in ideas that can provide the basis for 
reflection on that experience. 
The weaknesses of flexible learning approaches highlighted by the authors 

focus on the mix of methods adapted to particular learners. It is the same 
problem mentioned by Dutch and German teachers in the study visit: 
‘fashionable’ teaching methods being too open and too demanding for certain 
groups of learners (see Section 3.4.1.2).  

In Ireland, the introduction in 1995 of the Leaving certificates applied 
programme was marked by efforts to develop learner-centred curriculum reforms. 
The curriculum, which is modularised and based on learning outcomes, was 
influenced by new approaches to learning. The courses and modules followed 
offer a broad, balanced curriculum leading to personal and social development 
and vocational orientation of participants. Perhaps the most distinguishing feature 
of the Leaving certificate applied is its emphasis on participants learning by 
doing, applying knowledge and skills to undertaking tasks and solving problems 
in an integrated way in the real world. In doing so, there are significant levels of 
interaction with the local community, particularly employers (Cedefop, Gleeson, 
2003, p. 102). In the programme statement for the Leaving certificate applied, the 
following teaching methods are defined (NCCA, 2001): 
(a) use of teaching styles which actively involve the participants in locating and 

using relevant information, and which promote personal responsibility, 
initiative, independence, reflection, self-evaluation, self-confidence and 
cooperation; 

(b) a variety of teaching and learning processes including group work, project 
work and the use of individualised learning assignments; 

(c) promotion of communication, literacy, numeracy and other generic skills 
across the curriculum using a range of media; 

(d) promotion of equity in all its aspects, including gender; 
(e) development of teacher skills in evaluating their own performance; 
(f) identification and use of teaching and learning resources in the local 

community and interaction with employers and enterprises; 
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(g) a teaching approach designed to address and meet the needs of the 
participants. 
Empirical studies among students presently or formerly enrolled in Leaving 

certificate applied programmes revealed some difficulties in conveying the cross-
curricular approach to students: the majority continued to think in terms of 
subjects. However, surveys also showed a perceived difference in learning 
compared to standard school experience. Respondents stressed such elements 
as team work, more self-directed learning, different relationship to teachers, 
work-based learning leading to the development of new competences such as 
computer skills and job-searching skills (Granville, 2008, p. 189). 

In Spain the VET curriculum does not provide guiding pedagogic principles 
for specific vocational training, as is the case for general education. The Real 
Decreto 1538/2006 only indicates that teaching methods should integrate 
relevant scientific, technological and organisational aspects to provide students 
with a global overview of productive processes in the specified professional 
activity (Real Decreto 1538/2006). Nevertheless, changes in teaching methods 
implied by curriculum reforms are widely acknowledged. Martínez Usarralde 
(2007, p. 730) states, for instance, that the most recent curricular reforms, which 
are based on the principles of ‘comprehensiveness’ and ‘diversity’, require  

 
‘[...] a change in the teaching methods. The reform of the methodology 
introduces the following changes: first, there is a change in the psychological 
approach to the curriculum (from an evolutionary approach focused on teaching 
to a constructivist approach more focused on learning), second, there is the 
provision of a greater amount of material and human resources in order to 
achieve real attention to diversity and individualised teaching. According to the 
author, competence-based education implies that teaching methods must 
encourage pupils to form a global and coordinated view of the productive 
processes in which they will participate. They should also foster pupils’ ability to 
learn individually and work in a team’ (Martínez Usarralde, 2007, p. 731).  

 
The educational departments of the Autonomous Communities have taken 

measures to encourage innovations regarding, among others, distance learning, 
open learning, e-learning, modular training structure and self-teaching 
professional training programmes. The national prizes for educational research 
and innovation reward the work of teachers in modernising pedagogy. Prizes for 
educational innovation are attributed for innovative practices improving 
educational work in relation to the development of basic competences, 
intercultural education, new information and communication technologies, equal 
opportunities for men and women and value-oriented education (e.g. road safety, 
health, environment, living together and peace education) (SPEE-INEM, 2008).  
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Even though Spanish teachers are free to choose their teaching methods, 
the importance of modern and creative methods seems to be widely 
acknowledged. Besides information and manuals on developing school curricula, 
the education administrations of the Autonomous Communities publish guides on 
teaching methods to give assistance to teachers and to encourage new teaching 
practice. The Basque institute of qualifications and professional education has 
published guidelines on developing the school curriculum which also provide the 
teachers with information on teaching methods and on how to apply them. New 
teaching methods are recommended, such as project learning, problem solving, 
group work methods (for instance jigsaw), student team learning, reciprocal 
teaching and cooperative learning (KEI-IVAC, 2008). 

In Slovenia, interviews with teachers in the case study on logistics indicated 
that the main teaching methods are the frontal method (lectures), demonstration 
(showing films and pictures), excursions and field trips, and discussion with 
students about the taught materials. Changes introduced following the new 
curricula enable the students to become more active during the learning process 
and to establish links with other fields of knowledge (Prasnikar and Sedmak, 
interview 4 November 2009). Other Slovenian teachers reported that teaching 
practices in their school have been changing following the introduction of new 
curricula. They expect better achievements by learners thanks to the increasing 
use of computers, to project-based learning and to e-materials, which are 
improving and becoming more attractive to students and teachers (Krajnc and 
Rebevšek, interview 22 September 2009).  

The cases of Germany and the Netherlands deserve to be further analysed, 
as the study visits conducted for the purposes of this study, provide new 
empirical data on teaching and learning practices in vocational schools, which 
can be compared to these described in the written curricula. 

In the Netherlands, the WEB does not include specifications regarding 
teaching methods. It is up to the training providers themselves to organise 
courses and teaching in such a way that students are able to obtain a diploma. 
There are many examples of modern, attractive programmes that link teaching 
closer to professional practice, for example so-called workstation structures and 
using modern equipment. Teaching subjects is restructured to be more focused 
on competences. According to evidence, self-directed, participatory and project-
based learning dominate in vocational schools, the transmission of a body of 
subject-based knowledge no longer being the primary concern. The focus lies on 
the way in which learners construct situated knowledge and learn to learn by 
doing so (Onstenk, 2008; Sanden, 2004). 
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In Germany, curricula do not impose the use of particular methods, but 
didactical principles and the action-oriented approach based on the concept of 
‘vocational competence’ are described in curriculum documents for vocational 
schools. The need to adapt learning programmes to the individual needs of the 
learners is stated. Curriculum documents stress the main implication of the 
competence-based approach: the link that must be established between the 
learning content and the professional situation. The learning process must  

 
‘focus on action-oriented competence and enable young people to 
autonomously plan, execute and assess professional tasks in the framework of 
their professional activity. Learning in vocational schools happens in relation 
with concrete professional acts as well as in numerous cognitive operations, 
including understanding other’s actions and behaviour. This learning is 
especially based on reflecting upon professional activities (the plan, the 
implementation and the results). It provides the basis for learning at work and 
from work’ (27).  

 
The curriculum further defines the principles for planning learning processes: 

(a) the didactical reference are situations, which are relevant for professional 
activities (learning for action); 

(b) the starting point for learning are activities which are executed by the learner 
or on which the learner reflects (learning through action); 

(c) as far as possible, the learner should plan, execute, check, correct and 
assess the activities autonomously; 

(d) activities should address multiple aspects of real work processes, for 
instance technical, safety-related, economic, legal, environmental and social 
aspects; 

(e) activities must integrate experiences of the learner and be reflected 
regarding their impact on society; 

(f) activities should also address social processes such as clarifying interests 
and conflict management. 
Besides these basic principles defining the competence-based approach in 

German VET curricula, self-directed learning is also encouraged. E-learning is 
leading to increasing flexibility regarding the place of learning and is explicitly 
mentioned as an important element of the national strategy for lifelong learning.  

In the work-based part of the dual system, the action theory conception of 
autonomous and cooperative working calls for integrated learning, which has 

                                                                                                                                   
(27) Excerpt from the introduction to the school-based curriculum in logistics 

(Rahmenlehrplan Fachkraft für Lagerlogistik, 2004). A similar introduction is found in 
all curricula for the dual system in VET since the reforms introduced in 1996. 
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implications for the training activities and the role of the trainer. The trainer is no 
longer primarily the superior and demonstrator but becomes an adviser and 
moderator. New training materials and media are provided, offering opportunities 
for independent learning and, at the same time, tutorial assistance in working 
through complex tasks.  

Put into practice, the new concept of action orientation in work-based 
learning could look like this. A certain item of the syllabus is addressed by a 
project; rather than using the traditional four-step way of preparation-
demonstration-imitation-exercise, the trainees take six steps in teamwork to carry 
out their tasks: 
(a) the trainees are given a task plus basic explanation, if necessary. They try 

on their own to find the information they need; 
(b) the trainees plan and organise necessary steps and resources; 
(c) the plan is discussed with the trainer who supports decision-making; 
(d) the trainees execute their plan in teamwork largely unaided or, in the case of 

complex tasks, in a team; 
(e) the trainees control, discuss and assess the final product. This check should 

be carried out first and foremost by the trainee himself, so that he learns to 
judge the quality of his own work; 

(f) after self-monitoring, the trainees present their results to the trainer. They 
discuss problems, difficulties, and draw conclusions for future activities. 

Figure 10. Concept of action-oriented learning in companies  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Rebmann et al., 2005, p.183. 
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Anyone who sets out to examine the conditions in training firms and part-time 

vocational schools is confronted with a variety of different learning circumstances 
(Achtenhagen, 1994). It is relatively uncontroversial to say that technical 
innovations and changes in the organisation of work lead to new requirements, 
increased cognitive demands, a greater degree of abstraction and a greater need 
for flexibility and mobility. Despite several research and pilot projects 
(Modellversuche) carried out to test different learning methods in work-based 
training, there are no representative studies on teaching and learning practices in 
companies in the dual system. An empirical study in vocational schools in the 
dual system (Pätzold et al., 2003b) came to the conclusion that more than 80% of 
the teaching and learning processes take place in classical learning 
environments, i.e. in the typical instructional way of teaching. 

 
3.4.1.2. Exploring the practice: teaching and learning approaches in Germany and 

the Netherlands 
The study visits conducted in vocational schools in Germany and the Netherlands 
do not provide representative data on teaching practices in those countries. 
However, they illustrate whether emphasis is given to active learning methods 
and a more learner-centred approach, while raising the question of what other 
factors, besides the curriculum, influence teaching practices in VET.  

The ROC (Regionaal Opleidingen-Centrum) Rijn Ijssel in Arnhem is one of 
the 44 regional VET centres in the Netherlands. It consists of 31 vocational 
schools in Arnhem and its surroundings and has 1 200 employees and 15 000 
students. Programmes are offered in 13 fields in school-based and in 
apprenticeship settings at upper-secondary level (Middelbaar Beroepsonderwijs 
– MBO). 

Teacher interviews and a student survey were conducted in the logistics 
programme leading to the level 3 qualification Logistiek teamleider, with most 
students taking the apprenticeship route. The ROC Rijn Ijssel works in a 
consortium with four other ROCs. Together, these ROCs manage apprenticeship 
programmes accounting for 80% of all students in Logistiek teamleider. There are 
50 students presently enrolled in Rijn Ijssel in this programme which is 
competence-based. 

During the study visit, 29 second-year logistics students were asked to 
complete a questionnaire on teaching and learning methods and one in-depth 
interview was conducted with their teacher in logistics. 

In Germany, two vocational schools were visited. One is part of the 
consortium of vocational schools Berufsbildende Schulen Oschersleben, 
Europaschule, offering programmes in 10 occupational fields, of which logistics is 
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the largest and accounts for one third of the students (534 in 2009/10). Around 
1 500 students attend courses at the four different school forms (full-time schools 
or dual system), which employ 63 teachers. The title Europaschule is awarded by 
the Ministry of Education to schools offering European education courses and 
setting a focus on language skills. The school cooperates closely on teacher and 
trainer training with other vocational schools in logistics in the cities of Bitterfeld 
and Halle.  

The second vocational school Staatliche Gewerbeschule Werft und Hafen 
visited in Hamburg has around 2 200 students, of which 1 000 are enrolled in 
logistics programme and 250 in the programme leading to the qualification 
Fachkraft für Lagerlogistik. 

Teacher interviews and student surveys were conducted in the logistics 
programme leading to the qualification Fachkraft für Lagerlogistik. This is a three-
year programme which all students at that school take in the system of 
apprenticeship, combining workplace training and school-based learning. The 
curriculum was revised in 2004 and includes subjects in general education and 
vocational subjects. Vocational subjects are taught in courses organised 
according to the principle of ‘learning areas’.  

During the study visit, 58 students in their second year of training at the 
Berufsbildende Schulen Oschersleben, Europaschule were asked to complete a 
questionnaire. Their 12 teachers of vocational subjects involved in the school’s 
logistics programme provided a written answer to a qualitative questionnaire. In 
the Staatliche Gewerbeschule Werft und Hafen, two logistics teachers were 
interviewed. 

The study visits in Germany and the Netherlands show that the paradigmatic 
change from teacher-centred to learner-centred approaches is taking place but 
quite slowly, only in some courses and with significant differences between the 
two countries.  

The most striking similarity between the German and the Dutch vocational 
school is the persistence of teaching styles typical for teacher-centred 
approaches. The students in both countries report that they often have only to sit 
and listen while the teacher talks (in Germany, 75.4%, the Netherlands 55.2%). 
Some 66.7% of German and 62.1% of Dutch students consider that they often 
have to answer questions which call for one specific answer. The leading role of 
the teacher is also visible when students are asked whether they are involved in 
deciding about what will be done in class: 100% of the German respondents and 
82.8% of the Dutch say that it is ‘always’ or ‘often’ the teacher who takes the 
decision. The Dutch students are, however, more often involved than the 
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Germans: 65.5% say that they ‘seldom’ decide what will be done in class, 
whereas most German students state that they ‘never’ take this decision. 

Figure 11. How often does the teacher decide what will be done during 
the session? 

 
 
 

 
 
 
 
 
 
 
 
 
 

 
Source: Cedefop. 

Figure 12. How often do the students decide what will be done during  
the session? 

 
 
 
 
 
 
 
 

 
 
 
 
Source: Cedefop. 

 
Generally, the students interviewed in both countries consider themselves to 

be well-informed of the content and expected learning outcomes of the training 
ordinance or curriculum (see Figure 13). In Germany, nearly 70% of the students 
report that their teachers explain the learning objectives of each training session 
‘always’ or ‘often’, compared to 37.9% of the Dutch respondents (Figure 14). 
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Figure 13. Do you know the contents and learning objectives written in 
the training ordinance? 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Cedefop. 

Figure 14. How often does the teacher explain the content and objectives 
of a session? 

 
 
 
 
 
 
 
 
 
 
 
Source: Cedefop. 

 
Another striking similarity is in the use of computers in coursework. Both 

groups of students indicated that they are using a computer in many courses 
(Germany 21.1%, the Netherlands 24.1%) or at least in some courses (Germany 
36.8%, the Netherlands 41.4%).  
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Figure 15. How often do lectures in vocational courses look like ‘we sit 
and listen, the teacher talks?’ 

 
 
 
 
 
 
 
 
 
 
 
 
Source: Cedefop. 

 
The most important differences between the two countries is in learning 

methods, with group work far more popular in the Dutch school than the German 
one. Only 5.8% German students indicated that they often work in groups (26.9% 
say it never happens), compared to 41.1% of the Dutch students. Activating and 
learner-centred methods seem to be used more in the Dutch classes where 
project work seems to be carried out on a regular basis. Dutch pupils mainly have 
projects in some (31.0%) or many courses (20.7%), while 37.0% of German 
pupils say that projects are never used.  

Figure 16. How often do you work in groups? 

 
 
 
 
 
 
 
 

 
 
 
 
Source: Cedefop. 
 

Similar discrepancies are observed concerning the use of group discussions 
as a teaching method. The students were asked how often group discussions are 
carried out with the teacher playing only the role of a moderator or advisor. This 
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is reported to be more frequent in the Netherlands than in Germany. The same 
tendency appears concerning the opportunity for students to answer open 
questions, inviting them to formulate their own ideas and opinions: 75.8% of the 
Dutch students experience this kind of questions always or often, compared to 
66.6% of the German students. 

Figure 17. How often do lectures in vocational courses look like ‘the 
students have a discussion, the teacher is the 
moderator/advisor’? 

 
 
 
 
 
 
 
 
 

 
 
 
Source: Cedefop. 

 
Even more striking is the difference in the use of role-playing games. In the 

German class this method seems to be widely ignored (78.6% never experienced 
such method) while in Dutch classes this method is used in some (34.5%) or few 
courses (41.4%).  

Figure 18. In how many courses do you have role-playing games? 

 
 
 
 
 
 
 
 
 
 

 
Source: Cedefop. 
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The survey indicates that the link established by teachers between work-
based and school-based learning is stronger in Germany; 57.2% report that 
experiences from the workplace are always or often discussed in class, 
compared to 37.9% in the Netherlands.In the latter, 27.6% of the students say 
that this never happens, compared to 1.8% in Germany. 

Figure 19. How often are your experiences from workplace training 
discussed in class? 

 
 
 
 
 
 
 
 
 
 
 
 

Source: Cedefop. 
 
When asked how helpful the different teaching methods were for their 

learning, the students rated lectures as the second most helpful (72.9% find that 
with lectures they learn very well or rather well), after computer-based learning 
(76.6%). Research assignments were third (63.6%) followed by projects (52.5%), 
case studies (51.9%) and role-playing games (46.4%). No direct correlation could 
be observed between these results and the question of how much the students 
enjoyed each of these methods: only 36.9% of the respondents enjoy lectures, 
compared to 86.7% who enjoy computer-based learning. Role-playing games, 
which are considered the least effective learning method by the students, are 
nevertheless considered by half of them as an activity which they enjoy 
(compared to 36.5% for the case studies and 38.7% for the projects). 

The student survey shows that active learning methods are used indeed in 
both countries, confirming the hypothesis of a shift from teacher-centred to 
learner-centred teaching, but changes are not as radical in the two countries. 
This is also confirmed by the teacher interviews: in Germany in particular they do 
not adapt learning programmes to individual needs to the same extent as their 
counterparts in the Netherlands.  
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In both countries, teachers say that a shift to active learning methods is 
taking place. In the German school, group work, pair work, brainstorming and 
mind mapping methods are mentioned besides the traditional frontal instruction. 
The Dutch teacher estimates the proportion of active learning methods at about 
80%, among which are discussions, brainstorming, group work, project work, 
work assignments and excursions. According to the Dutch teacher, the aim is to 
design lessons as interactive, varied and modern as possible:  

 
‘In former times, instruction dominated, today we are discussing individual 
learning achievements. The group receives learning tasks, must elect a group 
leader, the work-style is very much interactive, with Internet and Digiboard. We 
try to keep the classroom as diverse and as timely as possible. Today’s 
students learn differently and have such different expectations’ (Spoor, interview 
10 July 2009).  

 
In both countries, the national curriculum (Rahmenlehrplan in Germany and 

kwalificatiedossier in the Netherlands) is an essential basis for devising learning 
programmes. Dutch teachers also refer to the results of the entry assessment of 
each learner as an essential element for planning. At the ROC Rijn Ijssel, each 
learner undergoes a test identifying his or her competences when beginning a 
course. Theory and practices are no longer taught separately, but combined. The 
training starts with a nulmeting (also called QuickScan), a test to determine the 
level of knowledge and competence of the trainee. The results of this nulmeting 
form the basis for a personal development plan (Persoonlijk Ontwikkelingsplan; 
POP). This plan describes individual training objectives and the means to 
achieve them. The POP in turn forms the basis for the personal activity plan 
(Persoonlijk Activiteiten, PAP), which describes in detail the learning activities to 
achieve the training objective. Such a PAP may include different kinds of 
activities, such as work-based training periods or the implementation of practical 
project work (workplace learning becomes a ‘learning station’). Thus, 
competences already acquired by the learners in past experiences are 
recognised and taken into account for further training. Certified professional 
experience can be recognised as equivalent to a training module. The certificate, 
a so-called bewijsstuk (document), is attached to a portfolio, accompanying the 
learners throughout their training and which is also used by teachers to plan the 
learning process.  

The Dutch pupils are thus involved from the beginning in the planning of their 
training pathway. For the teaching practice, this means that we care as a lecturer 
for a group of trainees who are all busy with different things. The art of teaching 
is to get this all consolidated (interview with Dutch teacher). The challenges 
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implied by this learner-centred approach are further described by the teacher in 
relation to planning activities:  

 
‘It is difficult to make a solid content planning for the group with training 
beginners for the whole year, because everything starts with the POPs and the 
PAPs. The planning of lessons has changed. In former times you could prepare 
a teaching unit as an instructor and then reuse your plans each year. Now, with 
the competence-based education, you cannot do like that anymore, because of 
different demands in all lessons and for every single student. Today, when 
planning the contents, you have to combine many things together which were 
formerly taught separately’ (Spoor, interview 10 July 2009).  

 
The time and effort per student has increased greatly. Nevertheless, in the 

view of the teacher interviewed, competence-based education is ‘a very good 
development’. 

These two different approaches, the individual approach in the Dutch school 
and the collective approach in the German school, are associated to different 
perceptions of the teacher’s role and the challenges he has to meet. Whereas 
German teachers consider the different starting levels of the pupils as a 
challenge which hinders the (collective) learning and teaching process, the Dutch 
teacher takes these different levels into consideration and plans individual 
learning pathways for each student. It is relevant that the interview partners 
quoted that they have to teach in classes with sizes of about 30 students and 
more. All consider such class sizes too big to guide and teach each learner in the 
best way:  

 
‘Concretely, the teacher has to ask: how can you get the maximum out of the 
classroom for individual students? Or: how do I make the lessons so that 
someone does not learn the same thing twice? The problem is that we are 
dealing with trainee groups of 30 students or more who have all their individual 
output levels, and, based on this, their POP and PAP. One such group is really 
too big to guide each person individually and optimally’ (Spoor, interview 10 July 
2009). 

 
Teachers’ opinions also differ in the two countries concerning the overall 

influence of the new competence-based curricula on the learning process. 
German teachers believe that the new curricula do not have a positive influence 
on learning processes. In their opinion, the structuring of curricula following 
learning areas reflecting work processes is not acknowledged by the students, 
who still have difficulties in relating theoretical knowledge taught at school and 
work practice. In addition, there are organisational problems in schedules and the 
division of work between teachers, as well as in progression between courses. All 
the teachers at the German school stated that they would prefer to go back to the 
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‘old-fashioned curricula’, based on subjects as they were before the last reform. 
According to them, feedback from the trainers in companies concerning the new 
school-based curriculum is negative, teaching in learning areas being felt to 
convey too little theoretical knowledge and understanding. 

On the other side, one Dutch teacher indicates that the competence based 
curriculum is more attractive to students and also more interesting for teachers 
due to their new role: teachers don’t only teach but also look at how a person can 
develop and what he has to learn (Spoor, interview 10 July 2009). The learner is 
no longer a passive listener; he has become a ‘doer’ in the learning process. 
Thus the freedom to design the learning process according to own preferences 
has grown on both sides, for the teacher and for the learner: The match between 
the individual learning needs and the curriculum is better than in the old system. 
And finally, we have both as a lecturer and as an apprentice much more freedom 
to design the teaching and learning according to own wishes (Spoor, interview 10 
July 2009).  

These findings illustrate the progressive shift from teacher-centred to 
learner-centred approaches, but they also call for more research in curriculum 
delivery by revealing how practices and understandings might differ even when 
the conceptual bases of competence-based education underpinning curricula are 
quite similar in the countries examined (see 3.1.1). However, these results of the 
study visits must be used carefully as they are far from being representative in 
terms of sample. Further, the pedagogic freedom granted to teachers and the 
level of decision-making of training providers allow for a certain degree of 
diversity even within one country.  

 
3.4.2. Curriculum reforms and teaching materials 
Teaching materials, such as textbooks, are a key tool for introducing and 
reinforcing national core curricula and unified national standards and 
assessment. They continue to be the predominant learning resource in most 
European countries, despite the advent of instructional technology and 
substantial resources devoted to the provision of computers in schools. Recent 
research (Psifidou, 2007) has shown a correlation between the impact of 
curriculum reform and the learning materials used in learning environments. 
Therefore, the didactical approach underpinning textbooks and other teaching 
materials, their content and structure is highly relevant to measuring the effects of 
outcome-oriented curriculum reforms on teaching practices. 

It is only in Poland, Romania and Slovenia that textbooks have to be 
approved by the State. In the remaining study countries, publishers are free to 
develop new textbooks and teachers and schools can select these according to 
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their needs and those of their students. This open market creates favourable 
conditions for competition between different textbook publishers and ensures 
their immediate reaction in adapting textbooks to curriculum change. The new 
curricula for secondary schools in Poland will be put in place in 2012, but the 
publishers have already started to prepare new textbooks. It is worth noting that 
teachers are deeply involved in developing textbooks; in some countries this is 
even the most important channel for them to influence the implementation of 
curricula.  

In Romania, textbooks based on the new modular curricula have been 
developed and approved by the Ministry of Education and Research. In public 
schools at pre-university level, only approved textbooks are allowed, but the 
teachers have the right to select the textbook most appropriate to training needs. 
Approval is granted only if the authors of the textbook are qualified (they must 
have teaching experience and be assessed following national procedures) and if 
the textbook meets quality standards ensuring that it is adapted to the curriculum. 
The National Centre for Curriculum and Assessment in Pre-university Education 
(curriculum and textbooks department) organises, coordinates, and monitors the 
process of textbook project evaluation. Assessment of textbook projects is done 
by teachers after attending an instruction module for textbook evaluation. 
Evaluation is based on a set of national criteria, divided into those for eligibility 
and general criteria for quality. The following steps must be taken (Ciobanu, 
interview 18 May 2009):  
(a) needs analysis based on the feedback of the curriculum experts; 
(b) training in writing textbooks, if needed, following given methodologies; 
(c) developing peer evaluation and assessments sheets; 
(d) going through a process of evaluations (self-evaluation, evaluation 

conducted by coordinators, evaluation conducted by curriculum experts, 
evaluation conducted by teaching/learning expert). 
In Slovenia, the Council of Experts on Vocational and Technical Education 

(Strokovni svet Republike Slovenije za poklicno in strokovno izobraževanje) is 
responsible for examining proposals for new textbooks made by the authors or 
publishers. If approved by the council, textbooks get the status of recommended 
teaching material (Mlakar, 2007). The School Inspectorate ensure that accredited 
textbooks are used (Zgaga et al., 2006). In the framework of recent curriculum 
reforms, funds from the European Social Fund were used to help finance the 
development of VET learning material. The learning materials produced range 
from traditional textbooks, manuals (e.g. project work, understanding enterprises’ 
way of life), worksheets and e-material to educational films. The National Institute 
for Vocational Education and Training (CPI, 2007, p. 47) states: It could be 
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expected that the production of learning material will represent an important 
activity in further development of VET programmes, with desired broadly based 
material adapting to training needs in different circumstances. Traditional 
textbooks will increasingly be supplemented with more flexible learning material 
in electronic form (CPI, 2007).  

For the logistics curriculum logistični tehnik, textbooks and teaching 
materials are still being reviewed and adapted by working groups composed 
mainly of teachers. As the curriculum was only introduced in 2008, teachers 
sometimes also use textbooks originally intended for other, similar logistics 
programmes, but which are already approved by the Ministry. Although they have 
to choose from a list of recommended textbooks, teachers interviewed in the 
case study do not see this as a constraint. Teachers themselves participate in 
writing and updating of such textbooks. They are also encouraged to use 
information and communication technologies as well as other means to introduce 
new developments to their students and adapt the learning process (Prasnikar 
and Sedmak, interview 22 September 2009; Krajnc and Rebevšek, interview 4 
November 2009). 

While revising textbooks is not included in curriculum reform policies and 
initiatives, the introduction of competence-based approaches in curricula has, 
nevertheless, had an influence on the content and didactical approach of 
teaching materials, as seen in France. Although there is no comprehensive 
evaluation of textbooks available at the moment, academic debates and 
handbooks on writing textbooks allow us to identify the main elements of change 
(Gerard, 2003): 
(a) situations/problems are defined to help learners relate knowledge to familiar 

contexts; 
(b) a wide range of different materials and information types (texts, graphs, 

images etc.) are proposed to students to select the information needed to 
solve problems; 

(c) complex activities are proposed for learners to solve problems and tasks 
which are meaningful and produce useful results; 

(d) group activities are proposed to encourage social interaction; 
(e) textbooks invite learners to reflect their own learning and identify the 

resources and factors which were helpful in solving a problem; 
(f) information is synthesised and links are established between different 

themes, contexts or even disciplines to aid integration of different kinds of 
knowledge and transfer of knowledge and skills to new situations and 
contexts; 
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(g) textbooks aim at making knowledge and skills meaningful to learners by 
relating them to professional, social or personal contexts in which the learner 
might use these knowledge and skills. 
These elements are directly related to the understanding of competence 

underlying the reforms of curricula in France, and the four core features of 
competences: 
(a) transversality; 
(b) contextualisation/decontextualisation; 
(c) complexity; 
(d) integration. 

The new textbook structure follows inductive reasoning, starting from the 
learner’s experience and concrete problems, then progressing to more general 
and abstract knowledge, whereas textbooks used to follow a deductive logic 
starting with theoretical knowledge which was then broken down and applied to 
more concrete problems (Gérard and Roegiers, 2003, p.73): 

Table 9. Deductive vs. inductive textbook structure 
 
Deductive textbook structure focusing on 
instruction 

Inductive textbook structure focusing on active 
learning 

1. Presentation of theoretical knowledge 
2. Questions to evaluate the understanding of 

the theoretical knowledge 
3. Exercises to apply the theoretical 

knowledge 

1. A ‘remembering’ section on what the learner 
is already supposed to know on the subject 

2. Exploratory activity (the learner is asked to 
carry out limited research or to discover 
something new to him/her) 

3. Applying exercises: activities to apply the 
new knowledge 

4. Synthesis activity or summary 
 
Source: Gérard and Roegiers, 2003, p. 73. 
 

In Germany, the curriculum reform in IVET also had an impact on textbooks. 
In the new logistics textbooks for vocational schools, knowledge and 
understanding is linked to typical situations in the work context. These exercises, 
which simulate real occupational situations and problems, are supposed to help 
the learner apply his new knowledge to complex problems. However, according 
to Schalek (2007) and Engelhardt (2008), there are not yet enough such 
textbooks on the market which could help teachers with the competence-based-
approach based on learning areas. This is also confirmed for logistics by the 
teachers interviewed. This is of great concern, as Tramm and Goldbach (2005) 
demonstrated that textbooks are still the most important source of information 
used by teachers to plan learning processes in vocational schools, although the 
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Internet and special websites and web platforms for sharing materials and 
exchange of teaching practices are increasingly used as well.  

In the Netherlands, the teacher interviewed in the study visit mentioned 
textbooks as one of the most important tools for planning the learning process. 
Textbooks in logistics are published according to the core tasks (kerntaken) of 
the curriculum. Very often, these textbooks take the form of a collection of loose 
worksheets. This collection can be easily augmented to take into account new 
developments in logistics. The Internet is also increasingly used, especially in the 
context of self-directed learning processes. 

Summarising the findings of the country studies, it seems that competence-
based approaches have also had an impact on textbook content and organisation 
and other teaching materials. The textbooks examined in the logistics case study 
are written to establish a closer link between practical skills and theoretical 
knowledge on the one hand, and to encourage active learning processes on the 
other, reflecting the same tendencies observed in teaching practices. The 
Internet, as an increasingly important source of information, is introducing a new 
degree of flexibility and responsiveness in the system. However, the evidence 
collected in this study is not sufficient to provide any definitive answer to the 
question of whether teaching materials are fully adapted to support learner-
centred teaching in all parts of the VET system. Further analytical work in this 
respect, which falls out the scope of this study, is needed.  

 
3.4.3. Curriculum reforms and assessment methods 
Curriculum reform demands the alignment of learner assessment systems and 
mechanisms. Assessment practices can exert powerful influence on teaching, on 
the taught curriculum and on education and training institutions ethos and 
organisation. There is an inevitable tendency to devalue any learning aims (or 
learning outcomes) which are difficult to assess by the means currently available. 
As the way curriculum is being taught interacts with assessment practices, 
curriculum reforms should not be seen in isolation from assessment policies.  

The shift to learning outcomes in VET has several implications for learner 
assessment methods. Validation of non-formal and informal learning has raised 
the question of the validity of assessment methods, which is also high on the 
agenda in formal education, given the new focus on integrating skills and 
knowledge and the transferability of competence from the educational to a 
professional context. However, active learning methods and learner-centred 
approaches highlight the importance of formative assessment. These two 
aspects – validity and the formative character of assessment methods – were 
found to attract increasing attention in the wake of the curriculum reforms in the 



Learning outcomes approaches in VET curricula 
A comparative analysis of nine European countries 

120 

study countries. Although there is sometimes a long way from theory to practice, 
a range of developments can be seen in the VET segments of the case studies. 

An important goal of the introduction of learning outcomes in curricula and of 
new methods of teaching and learning is to develop the ability of the learner to 
transfer knowledge and skills acquired in an educational context to an 
occupational context. This requires changes in assessment forms, for instance by 
increasing the weight of practical examinations and assessment at the 
workplace. As well as reliability and objectivity, assessment methods have to be 
valid in the sense that they indeed describe and evaluate the professional skills, 
competence, etc. which are intended to be tested (Reetz and Hewlett, 2008, 
p. 57). 

The nine countries under examination reveal a tendency to adopt new 
assessment methods as close as possible to professional contexts. Evaluation in 
the course of the study programme (évaluation en cours de formation) in France 
is particularly interesting in relation to outcome-based approaches. It was 
introduced in VET in 1990/92; a decree defined the main principles of use in 
1997 and several evaluations have been carried out since then to improve the 
regulatory framework and the training of teachers and trainers (Billet, Cahuzac 
and Perrin, 2002). This form of assessment aims at validating learning outcomes 
(units of competences) in the course of training, when learners are felt to be 
ready for it, and is part of the certification process leading to the award of a 
qualification. Assessment situations are chosen to be as close as possible to 
‘real’ work situations to ensure that competences observed are transferable to 
the professional context. They are conceived using qualification standards, and 
structured around professional tasks identified in occupational standards. The 
case study on logistics revealed that the regional educational services 
(académies) suggest a large amount of support material for teachers and tutors 
in companies, as well as specific training, to organise this form of assessment. 
Descriptions of real or simulated work situations (e.g. role playing games) are 
proposed along with evaluation grids on the website of the Académie Orléans-
Tours dedicated to VET in logistics (28). For final assessment, which is organised 
once a year at national level (the same assessment tasks for the whole country) 
for learners enrolled in apprenticeship and school programmes, learning 
outcomes are assessed through a written examination of four and a half hours. 
The examination takes the form of case studies. A work situation is described 
and the learner is provided with documents to answer to a set of open questions. 
In the course of the year, teachers are free to use numerous assessment 

                                                                                                                                   
(28) http://logistique-et-transport.tice.ac-orleans-tours.fr/php5/?lang=fr [cited 26.11.2009]. 
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methods for formative assessment, such as multiple choice questionnaires, case 
studies and others (see in Annex 1 an extract from a final assessment task of the 
unit ‘organising and managing logistics activities’, Baccalauréat professionnel 
Logistique from the year 2006). 

In Dutch VET, competences are seen as an integration of knowledge, skills 
and attitudes (see Section 3.1). One is only competent under the condition of an 
integrated performance based on (acquired) knowledge, skills and attitudes. The 
impact of this definition is that knowledge, skills and attitudes are never assessed 
separately, as it is only the ability to integrate these three elements which turns 
somebody into a competent person:  

 
‘Competences will only get a significant meaning within concrete operational 
contexts and will only be clear in visual behaviour in terms of the working 
processes and results in an occupational context. [...] Competences are the 
ability to successfully meet complex demands in a particular context trough the 
mobilisation of psychosocial prerequisites (including both cognitive and non-
cognitive aspects). This definition supposes that a person is competent only 
under the condition of being able to integrate relevant knowledge, skills and 
behaviour (from a wider repertoire of knowledge, skills and behaviour) the 
situation calls for. Competence is not defined by the mere possession of certain 
knowledge, skills and behaviour as such, but by the ability to make an 
appropriate choice from ones repertoire and the ability to amalgamate 
knowledge, skills and behaviour in a specific situation’ (Westerhuis, 2007, 
p. 11). 

 
Written examinations are used to assess theoretical knowledge. They are 

developed by the centres of expertise on VET and the labour market 
(Kenniscentrum Beroepsonderwijs Bedrijfsleven, KBB). Different methods of work 
simulation and work-based assessment are used for the proeven van 
bekwaamheid (aptitude test). Feedback discussions with teachers following a 
semi-structured questionnaire are mentioned as an important assessment 
method by the Dutch teacher interviewed in the study visit. Feedback discussions 
are used for summative as well as for formative purposes. 

In Germany, the assessment methods in VET have been criticised for 
several years by researchers for not meeting validity criteria. Therefore, new 
methods have been developed and tested in pilot projects in relation to the 
concept of vocational competence (Breuer, 2005; Ebbinghaus, 2005). They 
mainly focus on the simulation of typical work situations, with a particular 
emphasis on integrated assessment (integrierte Prüfung), complex tasks 
(komplexe Aufgabe) and complex problem (Komplexes Problem). To consider 
the real work situation, assessments methods called planning discussion 
(Planungsgespräch), counselling the client (Kundenberatungsgespräch), practical 
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task (praktische Aufgabe) and work-based project (betriebliche Projektarbeit) 
were developed and implemented (Ebbinghaus, 2005).  

As a general principle, assessment tasks based on the concept of vocational 
competence should address all three aspects of the work process: planning, 
execution and evaluation. But this principle is not yet fully acknowledged in 
practice, partly because the examination system is very much decentralised. 
Final examinations based on the standards laid down in the training ordinance 
are developed and implemented by the local chambers of trade and industry).  

Difficulties in changing assessment practices are illustrated in logistics by the 
results of a research project undertaken in 2008 at the University of Magdeburg 
by the Department of Vocational Education and Human Resource Development 
(Schmidt, 2008). The project examined logistics final assessment practices at the 
Chamber of Trade and Industry in Magdeburg. Assessment is conducted by an 
audit committee, which consists of VET teachers, representatives of employers 
and employees. Interviews with members from this committee and a comparative 
analysis of examination tasks, before and after the adoption of the new 
curriculum, revealed that traditional types of tasks have been retained for most of 
the examination. The aspects of planning and performing have been increasingly 
addressed by the different assessment tasks, but the evaluation aspect was 
found to be still very much neglected, and few tasks addressed all three aspects 
together. In some subjects (e.g. economics), no real changes were noted: 
multiple choice tests were found to play an important role, while the questions 
were not related to real work situations. This was mainly due to the difficulty in 
finding direct links between the contents of that subject in the school-based 
curriculum and the working situation, according to interviewees. Overall, the 
research led to the conclusion that assessment practices were increasingly 
meeting the validity criterion, but that there was room for improvement.  

In the further education sector in Ireland, assessment reforms have focused 
on quality assurance of the assessment and validation process rather than 
methods. This relates to a general policy of granting more autonomy to training 
providers, including for the choice of appropriate assessment methods. The 
Further Education and Training Award Council (FETAC) recognises six 
categories of assessment methods: assignments, projects, portfolios, skills 
demonstration, examinations and learner record.  

In compulsory education, the introduction of the Leaving certificate applied 
(LCA) gave way to a new form of assessment aiming at better capturing learning 
outcomes while displaying a formative character, the ‘student tasks’. The student 
task is  
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‘a practical activity and/or process of reflection through which the student 
integrates and applies learning experiences gained from undertaking the 
Leaving certificate applied programme to some or all of the following: 
● the development of a product, 
● the investigation of an issue, 
● the performance of an action, 
● the provision of a service, 
● the staging of an event, 
● personal reflection’ (NCCA, 2001, p. 27). 

 
These tasks must be performed during the two-year programme of the LCA 

and represent 35% of the credits for the qualification award. The aim of student 
tasks is to help the learner integrate skills, knowledge and experiences acquired 
in different courses, and to develop certain key competences such as group 
working, initiative, etc. They have a cross-disciplinary character.  

In Slovenia, assessment tasks and tests are prepared by teachers based on 
minimum standards defined in the curriculum. Different methods of individual and 
collective assessment are used, such as oral tests, assignment, practical 
assessment in form of products or services, performance, defence, project work. 
In case of education and training in companies, the tutor at the workplace has to 
observe the learning process and inform the school about the learner’s 
performance (Eurydice, 2008a). In the curriculum for logistični tehnik it is 
prescribed that each vocational module has to be evaluated by practical 
assessment, which can be a product or a service. Finally, the learner has to pass 
the vocational Matura which includes a mandatory written and oral exam in 
Slovene and a written and oral examination in logistics; there is also an elective 
part consisting of a written and oral examination in a foreign language or 
mathematics and a practical vocational exam (product or service). The teachers 
interviewed in the case study reported that assessment methods have changed 
to measure learning outcomes better (Prasnikar and Sedmak, interview 22 
September 2009).  

In Romanian vocational educational programmes each competence unit has 
to be assessed by a practical test, through which the student has to prove that he 
is able to prepare, to process and finally to check his work (e.g. a task, a product 
or a service). Successful completion of these assessments is a prerequisite for 
admission to the final exam for the award of the qualification (Stroie, 2009). The 
composition of the final exams differs according to the qualification level and the 
complexity of the target competence. Romania has an eight-level qualification 
framework where levels one to five are dedicated to vocational qualifications. 
Qualifications at level one (technical high school lower cycle) are assessed by a 
series of practical tasks. For level two qualifications (technical high school upper 
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cycle, one year) the final exam includes an oral presentation of a project and a 
practical demonstration. The student has to develop the project during the year, 
with monitoring and support from teachers. The same assessment methods are 
used at level three (technical high school upper cycle, two years) but the projects 
have to be more complex (Cedefop and ReferNet, 2009b). 

Finally, in the UK-Scotland the shift to competence-based education 
introduced by the Curriculum for excellence has especially led to changes 
concerning the formative character of assessment. Assessment is for learning 
(AifL) provides a framework for assessment in compulsory education closely 
linked to Curriculum for excellence and clearly related to outcome-based 
approaches. AifL is based on the work of Paul Black and Dylan Wiliam (Inside 
the black box, London: King’s College, 1998) on formative assessment. It 
focuses on sharing learning outcomes with pupils, using dialogue within the 
classroom promoting thinking, ensuring constructive feedback on pupils to 
improve future learning, and equipping learners with the skills and understanding 
to engage in peer- and self-assessment (Bryce and Humes, 2008, p. 432). Within 
this programme, tools, advice and case studies are provided to teachers and 
schools to use assessment in three main directions: 
(a) assessment for learning: using assessment to support classroom learning 

and teaching; 
(b) assessment as learning: using assessment to promote autonomy in learning; 
(c) assessment of learning: using assessment evidence to make sound 

judgements about learning and school effectiveness. 
In compulsory and further education, assessment methods are a 

combination of written assignments, verbal or oral responses, demonstrations, 
presentations and portfolios (May Sweeney, interview 29 April 2009). 

Assessment methods have been attracting considerable attention in some 
countries in direct relation to debates on competence-based and outcome-
oriented curricula (e.g. in Germany, France and the UK-Scotland). Reforms 
prioritise making assessment methods more valid for judging the ability of 
learners to be competent in a work situation. Germany and Romania have 
adopted the same distinction of three aspects (planning, performing, 
checking/evaluating) to develop assessment tasks addressing all the dimensions 
of vocational competence. In other countries, this trend is primarily expressed by 
the increasing use of practical tests (e.g. in France and Slovenia). A second trend 
in recent reforms is the increasing attention paid to formative assessment in the 
context of learner-centred approaches and active learning, as in the Netherlands, 
Romania, Slovenia and the UK-Scotland (see Section 3.4.2). A third trend is the 
tendency to organise assessment in a progressive and more flexible way rather 



Learning outcomes approaches in VET curricula 
A comparative analysis of nine European countries 

125 

than at once, as shown by the analysis of VET laws in a range of countries (e.g. 
in Germany in those cases where stretched-out examinations are implemented).  

While these findings could demonstrate that the shift to outcome-based 
approaches has had some effects on assessment methods and policies, the 
evidence for changes in practices is still scarce. The example of the logistics 
examinations in Germany shows that only a very detailed analysis of assessment 
tasks in relation with the understanding of competence underpinning the 
curriculum can lead to a real understanding of the implications and 
consequences of the shift to learning outcomes in VET curricula. In addition, the 
validity of assessment methods should be examined also in the context of other 
criteria such as reliability and ‘social legitimacy’ (Bjørnåvold, 1997, p. 86) of 
assessment, i.e. the questions of costs and acceptance (Frommberger and 
Milolaza, 2010).  
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4. Outcome-orientation in curricula: 
comparing VET, general and higher 
education 

 
 
 
Although focusing on VET, the study also aimed at identifying similarities and 
differences between VET and general and higher education in the relationship 
between learning outcomes and curricula. This issue is not meant to be 
addressed exhaustively but to provide some preliminary findings based on the 
country studies which take into account some aspects of general and higher 
education. 
 
 

4.1.  VET as an avant-garde of outcome-oriented 
curricula  

 
In most countries VET seems to play an avant-garde role with respect to the 
introduction of learning outcomes in curricula. This is so in France, where the 
concept of competence had been originally developed in human resource 
management and in continuing education before being introduced in initial VET in 
the 1980s and serving as a basis for the creation of the Baccalauréat 
professionnel. It was only in the 1990s that curriculum reforms based on 
competence-approaches were initiated in general education as well, resulting in 
the adoption of the common base of competences and the revision of curricula 
which is still underway. Other examples of such a time lag can also be found in 
Ireland – where the introduction of the outcome-oriented Leaving certificate 
applied preceded the reform of the curricula for the established Leaving 
certificate – in Germany or in the UK.  

Following Cedefop (2009b, p. 67),  
 

‘a shift is occurring across national education and training systems. Until 
recently, the predominant focus on learning outcomes was VET driven; now the 
learning outcomes approach is increasingly being introduced into general 
education systems, particularly in basic or compulsory schooling. The only 
subsector of education systems which appears to remain largely input-driven is 
upper secondary general education leading to the diploma that completes 
secondary general education.’  
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This diagnosis, which seems to be true when comparing the calendar of 
curricular reforms in the countries examined in this study, must be nuanced with 
regard to the debates on competence-based teaching and learning practices 
which have been preparing the grounds for reforms in some countries such as 
Germany, Ireland and France (see Section 3.5.2). 

Several factors influence the different changing paths of education 
subsystems. The two most commonly mentioned rationales for introducing 
learning outcomes in curricula, namely the closer link between employment 
requirements and training provision and the need to implement EU tools such as 
the EQF, are less powerful in the case of general education. First, the goal of 
preparing learners for an immediate transition to the labour market is ascribed to 
VET, more than to general education programmes which tend to lead to further 
studies. Second, EU policies emphasising learning outcomes have focused more 
on VET and higher education than on general education. However, important 
European policy developments endorsed with the Recommendation of the 
European Parliament and of the Council on key competences for lifelong learning 
(2006) (29) – defining eight key competences that all young people should 
develop at the end of their initial education to a level that equips them for further 
learning and working throughout their life – have also become important drivers 
for curriculum reforms in compulsory schooling (Leney et al., 2009).  

The 2010 joint progress report of the Council on the implementation of the 
Education and training 2010 work programme (Council of the EU, 2010) 
recognises that many European countries are reforming curricula based explicitly 
on the key competences framework. The conclusions, however, point out that 
there is still much to be done to update assessment methods, to support teacher 
competence development, and to introduce new ways of organising learning in 
an innovative school environment. 

 
 

4.2. Learning outcomes in general education curricula 
 
In its communication Improving competences for the 21st century: an agenda for 
European cooperation on schools, the European Commission stresses the need 

                                                                                                                                   
(29) The eight key competences as defined in the European framework are: (1) 

Communication in the mother tongue; (2) Communication in foreign languages; (3) 
Mathematical competence and basic competences in science and technology; (4) 
Digital competence; (5) Learning to learn; (6) Social and civic competences; (7) 
Sense of initiative and entrepreneurship; (8) Cultural awareness and expression 
(European Commission, 2006). 
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to focus general education on developing key competences; this follows the 
European framework for key competences for lifelong learning, released at the 
end of 2006. It states that Curricular reform to improve competences needs a 
holistic approach, organising learning within and across subjects, teaching 
competences explicitly, new teacher training and didactic approaches and, vitally, 
involving teachers, learners and other actors fully (European Commission, 2008, 
p. 5). In this context, the use of learning outcomes is recommended as a means 
of making assessment more learner-centred: Improving competences implies a 
more extensive use of formative assessment to identify and address problems 
early, and the development of more sophisticated techniques of summative 
assessment based on agreed standards for learning outcomes (European 
Commission, 2008, p. 7).  

The UK-Scotland offers a good example of curriculum reforms addressing 
the first challenge mentioned in the Communication by referring to a holistic 
understanding of competence in its Curriculum for excellence, which addresses 
learning from age 3 to 18 including vocational and general education. The 
Curriculum defines ‘experiences and outcomes’ for the different learning stages 
and curriculum areas in line with the values and overarching goals of education. 
An outcome represents ‘what is to be achieved’, whereas ‘experience’ 
acknowledges ‘the importance of the quality and nature of the learning 
experience in developing attributes and capabilities and in achieving active 
engagement, motivation and depth of learning’. Taken as a whole, the 
experiences and outcomes embody the attributes and capabilities of the four 
capacities (30). The four capacities are those associated with the roles of 
responsible citizen, successful learners, effective contributors and confident 
individuals.  

The outcomes in the Curriculum for excellence apply to the totality of 
experiences planned for children and young people, including the ethos and life 
of the school and interdisciplinary studies, as well as learning within curriculum 
areas and subjects. They are formulated in a holistic way, not as performance 
criteria but rather as guiding principles in defining learning programmes. The 
curriculum highlights the connections between experiences and outcomes, 
teaching and assessment methods, and organisational aspects of learning 
programmes (a progression adapted to the needs of learners, cooperation 
between different learning places, etc.). 

                                                                                                                                   
(30) http://www.ltscotland.org.uk/curriculumforexcellence/experiencesandoutcomes/ 

gettingstarted/introduction.asp 
[cited 29.11.2009]. 
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In France, the introduction of a competence-based approach in general 
education can be traced back to the adoption of the Charte des Programmes 
(1992). This strategic document sets the basis for a new approach focusing on 
competences, on evaluation and on the idea of a ‘contract’ between different 
stakeholders involved in the teaching/learning process (Ropé and Tanguy, 1995):  

 
‘The program [syllabus] should not be a stock of knowledge incompatible, 
because of its volume, with the faculties of the learner. It must, for each level, 
identify a list of competences implying the acquisition of corresponding 
knowledge and know-how, taking into account the assimilation capacities of 
learners and feasibility criteria. […] The program defines explicitly the final 
competences expected at the end of the year, of the study cycle or of the 
training, as well as associated evaluation modalities’ (Charte des programmes, 
p. 2). 

 
 Since 2005, the definition of a common base of competences (key 

competences) has led to the introduction of learning outcomes for all subjects, 
although they operate differently from one subject to the other: some subjects 
use categorisation in knowledge, skills and attitudes, whereas others distinguish 
between competences and associated knowledge.  

Curriculum reforms in Ireland, France or UK-Scotland have focused primarily 
on a new way of teaching and learning implied by competence-based 
approaches. In contrast, debates in Germany focus on standards of learning 
outcomes for summative assessment and performance benchmarking of 
learners, teachers and schools in a quality assurance perspective (Klieme, 2003). 
Standards (Bildungsstandards) have been developed based on the main 
disciplines taught at school (language, maths, science, etc.).  

The simultaneous calls for a holistic approach to competence-based 
curricula and the use of learning outcomes in the context of quality assurance 
and benchmarking raise a conceptual issue: referencing learning outcomes to 
situations or contexts against academic knowledge and disciplinary traditions. 
How can competences be standardised and assessed? This crucial question is 
further complicated by the aim of recognising informal and non-formal learning in 
general education as well. Whereas learning outcomes in VET clearly refer to 
competences in professional contexts, key competences refer to a multitude of 
contexts (academic, social, cultural, professional, etc.). This leads to a tension 
between the contextualisation of competences (i.e. the differentiation of curricula 
according to the needs and experiences of learners) and the need to find a 
commonly agreed reference for the development of standards (which implies 
uniform curricula) (Roegiers, 2008, p. 73). 
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In the most frequent definitions, learning outcomes refer to competences, 
which are themselves manifested in situations (31). The situated dimension of 
competence is clearly stated in the definition of the Qualifications Authority in 
Ireland: Competence is the effective and creative demonstration and deployment 
of knowledge and skill in human situations. Such situations could comprise 
general social and civic ones, as well as specific occupational ones […]. 
Competence outcomes can thus be stated in the form, ‘In a specified range of 
circumstances, a learner will be able to … (32). In Slovenia, the definition of 
competence mentions situations as a determinant factor: in the national 
classification system of education and training, competence means the ability of 
a person to activate, use and link the knowledge gained in complex, 
heterogeneous and unpredictable situations (Klasius, 2006, p. 5). In terms of 
curriculum design, this should imply taking situations into account in defining 
learning outcomes and content specifications: this is a demanding approach 
which has been tested in Nigeria and in Quebec (Jonnaert et al., 2005). In those 
two countries, a bank of situations was based on regional focus groups (Nigeria) 
or a survey among the population (Quebec) to check in which ways traditionally 
taught disciplinary knowledge was related to real situations and to implicit 
knowledge used in those situations. Situations were grouped into classes and 
analysed to find out how a competent person would act in them. The resources 
required – knowledge, skills and attitudes – were then identified. 

This approach to curriculum development is an exception not found in the 
study countries. However, the debates and consultations organised in relation 
with the definition of key competences or in anticipation of major curricular 
reforms (such as in France before the adoption of the Charte des Programmes, in 
Ireland and the UK-Scotland before the recent curriculum review) also reveal a 
tendency to open up the discussion about what should be learned at school to 
stakeholders outside the education system. This trend can be compared to the 
increasing involvement of social partners and industry representatives in 
curriculum development in VET (see Section 3.4.2). The reference to disciplinary 
knowledge for the definition of curricula (for instance in the German 
Bildungsstandards) is nevertheless still stronger than in VET and raises 

                                                                                                                                   
(31) A systematic analysis carried out across several disciplinary fields including 

didactics, sociology and ergonomics, cited in Jonnaert et al., 2006, p. 15, comes to 
the conclusion that ‘The analysis of these results shows that activity in situation is 
considered to be of fundamental importance in a logic of competencies’. (See: 
http://www.ibe.unesco.org/fileadmin/user_upload/COPs/Pages_documents/Compete
ncies/ORE_English.pdf) [cited 6.7.2010]. 

(32) NQAI Glossary http://www.nqai.ie/framework_glossary.html [cited 27.11.2009]. 
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challenges for the definition of learning outcomes which can be compared to 
those identified in higher education regarding the balance between generic and 
disciplinary skills and knowledge. This leads to the hypothesis that, whereas we 
observe in VET a tendency to adopt learning outcomes to reflect the 
requirements of the labour market, the tendency in general education is to use 
learning outcomes primarily to make traditional contents more attractive and 
more relevant to learners. 

 
 

4.3. Learning outcomes in higher education curricula 
 
4.3.1. Current use of learning outcomes in higher education 
In the framework of the Bologna process and the Lisbon strategy, new demands 
are being made of higher education institutions, including transparency of 
qualifications, quality of provision, flexible pathways and closer links with the 
labour market (Davies, 2007). Learning outcomes are an essential element of the 
alignment of qualifications and competences of VET and higher education, the 
accreditation of informal and non-formal learning, qualification frameworks and 
credit transfer systems. Nevertheless, despite the popularity of the concept, 
understanding and using learning outcomes in higher education in Europe is still 
in its infancy: Learning outcomes have achieved an exalted status bolstered by 
the ubiquitous number of references to them in conferences, official documents 
and communiqués. This is in stark contrast to the poor level of understanding 
associated with them and their relatively rare practical implementation across 
Europe. Detailed experience of learning outcomes is in fact limited to just a few 
countries at both the institutional and national levels. This gap presents a 
significant challenge to the Bologna process and even calls into doubt the full 
realisation of the European Higher Education Area by 2010. This makes the need 
for their better understanding a priority (Adam, 2004, p. 3).  

In an overview of learning outcomes in 31 European countries, Adam’s 
conclusions are supported: Information on the exact state of implementation of 
learning outcomes across the 46 Bologna countries is patchy and unreliable, as 
national reports on the subject vary in precision and quality. The systems which 
have developed the most mechanisms associated with this approach are found in 
Scotland and Ireland. These are the first two countries to have undertaken 
successfully the Bologna self-certification process through which their national 
qualifications frameworks were articulated against the overarching framework of 
the qualifications of the EHEA. […] In addition to Scotland and Ireland, also 
England, Wales and Northern Ireland have extensively and for many years 
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pioneered the higher education use of learning outcomes. Belgium, Croatia, 
Denmark, Estonia, Hungary, Italy, Moldova, Portugal, Romania, Spain and 
Sweden are moving at various speeds towards more comprehensive 
implementation of learning outcomes (Cedefop, 2009b, p. 81-82).  

A survey carried out on behalf of the European Commission in five areas of 
study in higher education institutions in 32 European countries reveals, however, 
that the use of learning outcomes in curricula is progressing: 38% of the 
respondents indicate that curricula in their fields of study are fully defined in 
terms of competences and/or learning outcomes, 59% indicate that this is the 
case for part of the programmes in their fields of study, only 3% indicate that this 
is not at all the case. Of those not answering “fully”, 49% think that change will 
occur in the coming 18 months. A smaller percentage (12%) indicates that 
change is not expected. Overall, 7% of the respondents answered that curricula 
are not defined in terms of competences and/or learning outcomes and do not 
think that change will occur at all (Enders and File, 2008, p. 19). These results 
must however be taken cautiously, as the authors of the report note that 
situations vary hugely between universities and even between different 
disciplines and programmes within the countries and within same universities. In 
addition, in some contexts competencies are understood as key skills or 
transferable and generic competencies which have to be added to the curriculum, 
yet in others the entire curricula are redefined in terms of competencies (Enders 
and File, 2008, p. 6). 

Three main issues can be identified in the debates on the implementation of 
learning outcomes in higher education curricula:  
(a) the balance between generic and subject-related competences; 
(b) the use and operation of learning outcomes in curricula and programmes; 
(c) the consequences of learning outcomes for the adoption of new approaches 

to student-centred teaching. 
 
4.3.2. The balance between generic and subject-related competences 
The process of describing outcomes in higher education curricula almost 
inevitably raises the questions of the purpose of higher education (Otter, 1995). 
This in turn leads to the question of who is entitled to decide on what is to be 
taught (Perrenoud, 1993).  

Wildt (2003, p. 15) distinguishes between three possible functions of higher 
education with regard to its relationship with the labour market and society: 
‘adaptive’, enabling students to adapt their competences to changing conditions 
on the labour market and society; ‘adaptable’, enabling students to adapt their 
work conditions to their competences; and ‘transformative’, enabling students to 
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participate in social and organisational change. The definition of learning 
outcomes depends on the function of the course of study. Schimank (2009) 
analyses the debate between the ‘reformers’ (supporters of the Bologna process, 
and hence of outcome approaches in higher education) and their opponents, 
‘Humboldtian’, as a conflict of two logics reflecting also a conflict of interest. On 
one side, the proponents of the Bologna reforms put forward arguments such as 
employability and the need to raise participation in higher education, referring to 
a logic of economic development and social justice to define learning outcomes 
including a wide range of generic skills based on work requirements. On the 
other side, recalling the ideas of Humboldt on the inseparability of research and 
teaching, opponents emphasise academic freedom and personal development 
and consider learning outcomes to undermine the pre-eminence of subject-based 
knowledge. 

The UDACE project Learning outcomes and credits in higher education 
(1991) and the Tuning process both adopted a pragmatic way to solve conflict 
between diverging ideas on the purpose of higher education. Learning outcomes 
were defined based on the views of three groups of stakeholders: academic staff 
teaching courses at university, students, and employers of graduates. In the 
Tuning process, subject-specific learning outcomes were developed by academic 
experts, while generic skills were developed from extensive consultation of the 
three stakeholder groups. The Tuning philosophy can be summarised as follows:  

 
‘The use of learning outcomes and competences is necessary in order to make 
study programmes and their course units or modules student centred/output 
oriented. This approach requires that the key knowledge and skills that a 
student needs to achieve during the learning process determine the content of 
the study programme. Learning outcomes and competences focus on the 
requirements both of the discipline and of society in terms of preparing for 
citizenship and employability’ (Gonzalez, 2008, p. 19). 

 
This debate is largely specific to higher education, as the question of relating 

training provision to work requirements nowadays is not as controversial in VET. 
It could be assumed that it is particularly relevant at the border between VET and 
higher education, in vocationally-oriented higher education.  

 
4.3.3. The use of learning outcomes in curricula 
A recent controversy over the use and operation of learning outcomes in curricula 
featured in The Times Higher Education (14 February 2008). Quoting Trevor 
Hussey from Bucks New University, the paper warns against a misuse of learning 
outcomes in a bureaucratic manner, favoured more by managers than by 
teachers and academic. In Hussey and Smith (2003), the authors point to the 
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need to have a broad and flexible understanding of learning outcomes to avoid 
formulating outcomes which would constrain teaching and learning. Active 
learning, encouraging students to contribute and to interact, is not compatible 
with a tight focus on prescribed learning outcomes. Therefore, referring to 
Megginson (1994), the authors distinguish between intended and emergent 
learning outcomes, which can be categorised as follows (Hussey and Smith, 
2003, p. 36): 
 

‘• contiguous learning outcomes are those which are sufficiently close to the 
intended learning outcomes to be considered by the teacher as making a 
positive contribution towards their achievement; 

 • related learning outcomes are those which are considered to contribute to 
the subject matter in terms of its consolidation or extension within the area, 
they broaden, elaborate and increase sophistication; 

 • incidental learning outcomes are those which, whilst not contributing 
significantly to the specific subject matter, are considered by the teacher to 
contribute towards knowledge and experience within the field in general.’ 

 
This debate on the operation of learning outcomes can be related to their 

function in curricula and learning programmes. The different functions attributed 
to learning outcomes might be conflicting, requiring different types of operation as 
suggested by Hussey and Smith (precise and measurable quality standards used 
by the Quality Assurance Agency for Auditing, against guiding principles for 
teaching and learning). This is a challenge relevant to both VET and general 
education but it is not always explicitly addressed in guidelines and handbooks 
on the use of learning outcomes (Lublin, 2003; Kennedy, 2006). 

 
4.3.4. Learning outcomes and new approaches to learner-centred teaching 
The concern with specified learning outcomes, which could lead to instrumental 
reasoning and surface learning (Biggs, 2004; Rust et al., 2003), increases in 
proportion to the expectations associated with outcome approaches to the quality 
of learning. A quotation from Adam (2004) illustrates these expectations:  
 

‘In terms of curriculum design and development, learning outcomes are at the 
forefront of educational change. They represent a change in emphasis from 
teaching to learning typified by what is known as the adoption of a student-
centred approach in contrast to traditional teacher-centred viewpoint. Student-
centred learning produces a focus on the teaching-learning-assessment 
relationship and the fundamental links between the design, delivery and 
measurement of learning’ (Adam, 2004, p. 3).  

 
The move from a traditional ‘instructional paradigm’ with a focus on teaching and 
instruction to a ‘learning paradigm’ where students are empowered to take 
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responsibility for their learning was advocated in an influential paper published by 
Barr and Tagg in 1995, From teaching to learning: a new paradigm for 
undergraduate education.  

Systematically comparing the two paradigms, the authors admit that it will 
take decades to work out many of the learning paradigm’s implications (Barr and 
Tagg, 1995, p. 2). They notice the gap between the ‘espoused theory’ (Argyris et 
al., 2006), which include what we know about learning processes and effective 
learning arrangements, and the ‘theory in use’, which consists of the principles 
guiding the action of people and organisations. In other words, the knowledge 
and the support for new approaches to learning in higher education are there, but 
practices are changing rather slowly. 

To meet these challenges, Maher (2004) points to the need to enhance the 
professionalism of teachers and to encourage creativity.  

 
‘Not all learning outcomes can (or should be) assessed and it needs to be 
accepted that a degree of academic judgement is inherent in both teaching and 
assessment. Once this is realised, academics may feel more empowered to 
introduce different/innovative teaching and assessment activities in a climate of 
mutual trust’ (Maher, 2004, p. 53).  
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5. Further analysis and conclusions  
 
 
 
This study was designed to explore how the shift to learning outcomes induced 
by European developments met with other reform drivers, such as concerns over 
the quality, relevance and access to national education and training, to shape 
curriculum reforms in nine European countries. Based on literature reviews and 
nine country studies, the study examined to what extent learning outcomes are 
used in curricula and learning programmes, how the introduction of learning 
outcomes affected the definition, design, organisation, planning and 
implementation of learning activities. From this information, the study ultimately 
tried to identify whether the use of learning outcomes in curricula and learning 
programmes can be considered as making VET systems more learner-centred.  

It is possible to identify broad common trends in the nine countries examined 
in detail, which suggest that learning outcomes have been used to make curricula 
and learning programmes more learner-centred (5.1). A next step is to examine 
how the new outcome-based curricula have influenced teaching and learning 
practices, raising the question of policy implementation (5.2). From there, it is 
possible to address some considerations to policy-makers and practitioners (5.3) 
and to identify further research needs (5.4). 

 
 

5.1. Outcome-oriented curricular’s contribution to 
learner-centred systems 

 
In all countries examined in this study, curricula are a key instrument in adapting 
education and training to changing requirements. Important reform activities have 
been taking place in recent years, characterised by the introduction of learning 
outcomes into curricula. However, huge differences exist in the form and function 
ascribed to statements of ‘what learners know, understand and are able to do 
upon completion of a learning process’ and the understanding of competence 
which underpins the use and operation of learning outcomes in curricula. 

At first glance, two main functions are ascribed to curricula: regulatory and a 
didactic. In a regulatory function, curricula are instruments to ensure the same 
high standard of quality in training provision across a territory; learning outcomes, 
in this case, have to provide a sound basis for assessment and must be 
measurable. In a didactic function, curricula offer a framework for steering the 



Learning outcomes approaches in VET curricula 
A comparative analysis of nine European countries 

137 

teaching and learning process. In this case, learning outcomes can be formulated 
in a broad way, including competences which are not measurable; they reflect 
the values and the roles to which learners are prepared through education and 
training.  

In the countries examined in this study, the curriculum fulfils both functions, 
but one function can dominate in some countries. In Germany, the didactic 
function dominates in the dual system curriculum. The concept of vocational 
competence defined as an overarching goal of VET is based on the 
understanding of competence as a personal attribute of the subject, which has to 
be developed through active learning methods and a combination of work-based 
(practical) and school-based (theoretical) learning. In the further education sector 
in Ireland, the regulatory function dominates. Learning outcomes take the form of 
standards and the National Qualification Authority of Ireland acknowledges that 
only those intended learning outcomes which are measurable are regarded, 
whereas other learning outcomes are left out of the scope of the normative 
specifications constituting the curriculum. UK-Scotland is particularly interesting 
for deciding to develop a new curriculum in IVET with a clear focus on didactic 
aspects of the learning and teaching process to complement the regulatory 
function fulfilled by qualification standards. Standards based on narrowly defined 
learning outcomes are thus embedded in the framework of a curriculum which 
Braslavsky (2001) would probably have described as ‘rich’ and ‘flexible’: rich and 
flexible curricula help schools to make their own decisions on a broad range of 
issues, by providing minimum standards, criteria, guiding principles and 
examples. Learning outcomes in the Scottish Curriculum for excellence are 
broad, address different roles of the individual in society (the role as responsible 
citizen, successful learners, effective contributors and confident individuals), and 
explicitly refer to a set of values deemed fundamental for Scottish society. 

The relative importance of the regulative and the didactic functions of 
learning outcomes in VET curricula link to the motives leading to the adoption of 
outcome-based approaches. Four kinds of motives can be identified: 
(a) didactic-pedagogic motives, to assist learning processes; 
(b) socioeconomic motives, aimed at establishing a better link between VET and 

work; 
(c) efficiency motives, in the context of new trends in public management; 
(d)  the will to adapt the VET system to European tools, such as the EQF and 

ECVET, to assist mobility between countries and between levels or sectors 
of education and training.  
These motives are found to have influenced curriculum policies and led to 

reforms in the countries examined here. The need to adapt curricula to European 
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VET tools has been especially a factor in the newer Member States – Poland, 
Romania and Slovenia – but also in Spain. These countries have tended directly 
to adopt the definition of learning outcomes proposed in the EQF. In Germany, 
Ireland, France, the Netherlands and the UK, the shift to learning outcomes and 
competences can be traced back to the 1980s and to internal requirements and 
specific weaknesses of national VET systems rather than to EU developments. In 
all countries, the need to strengthen the link between education and work 
requirements is a very strong goal associated with learning outcomes and has a 
major impact on curriculum development processes.  

Against this background, several elements of the curriculum reform 
potentially contribute to making VET systems more learner-centred.  

First, new decision processes in curriculum development contribute to 
enhanced autonomy for teachers and training providers which can be used to 
define learning programmes fitting the individual needs of learners. Learning 
outcomes can be used in curricula as regulatory instruments to give training 
providers more autonomy while ensuring a high standard of quality across the 
country. Used in a didactic approach, learning outcomes can serve as guiding 
principles to orient teaching and assessment practices. In both cases, the role of 
teachers in curriculum development, particularly in defining a learning 
programme which will meet the needs of the learner, is enhanced and 
responsibility highlighted. The introduction of learning outcomes in national 
curricula has been accompanied in a range of countries by the decision to let 
schools develop parts of the curriculum in their own responsibility, as in Spain, 
the Netherlands, Poland and Slovenia). Although this has been proved a 
successful strategy in the Netherlands, there are associated risks and limits, such 
as the use of the time allocated to school curricula for other purposes, not directly 
linked to the learner’s needs. This has led to restrictions in school curricula in 
Spain. Further, granting more autonomy to teachers and schools in curriculum 
development requires a strategy of empowerment, to provide teachers and VET 
providers with the necessary resources for engaging in a high quality process of 
curriculum development and delivery meeting the needs of the learners. 

Modularisation is a second trend which can be interpreted as a contribution 
to demand-driven, learner-centred VET systems, as it grants more flexibility to 
training providers and to learners when defining a programme of study. Most 
countries have introduced modularised curricula in VET, but modularisation takes 
very different forms depending on the country and the education sector: 
differences can be noted particularly between IVET and CVET. These differences 
are essentially in the degree of freedom regarding the combination of modules 
(very large in the UK-Scotland for instance, non-existent in IVET qualifications in 
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France), and to the value on the labour market of partial qualifications (full value 
in Ireland, no recognised value in Germany). 

Finally, learning outcomes introduced in curricula with a pedagogic-didactic 
purpose also have a high potential for making systems more learner-centred. The 
theories on learning and teaching do not offer a simple link between the use of 
learning outcomes in curricula and a specific approach to learning and teaching. 
However, in the countries examined in this study, learning outcomes are 
increasingly related to a constructivist approach to learning, emphasising 
methods and settings in which the subject is actively involved in the learning 
process. In those countries where curricula explicitly address the question of 
teaching and learning methods (for instance in the Scottish Curriculum for 
excellence, in IVET in France, or in prevocational education in Ireland), active 
learning is promoted through project-based learning, work-based learning, and 
formative assessment. This approach also affects teaching materials and is 
reflected in support materials for teachers. Empirical research has demonstrated, 
however, that there might be some divergence between provisions in written 
curricula promoting and allowing for innovative pedagogies and the actual way 
that these curricula are being taught. Some of the case studies show that 
teacher-centred instruction is dominant in lessons (Poland) or that one of the 
main teaching method is the frontal method (Slovenia). The study visits 
confirmed that changes in teaching and assessment methods happen gradually, 
lectures continuing to be one of the most common methods, although active 
learning is increasing. The question of whether learning outcomes in curricula do 
realise their potential of contributing positively to making systems more learner-
centred highly depends on the influence of curricula on teaching and learning 
processes and the factors which determine such influence. 

 
 

5.2. From the written to the taught curriculum: success 
factors 

 
The question of the impact that curriculum reforms can have on the teaching and 
learning processes can be considered from two points of view: that of 
implementation and that of curriculum reception (Sloane, 2003).  

From the point of view of implementation, the relevant question is whether 
teachers and training providers develop ‘good’ learning programmes, translating 
the principles and norms of national curricula into practice without distorting 
them. In that perspective, curricula should be clear and precise, to ensure the 
same standards of quality and achievement across the country. Considering 
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curriculum development as a communication process, the reception perspective 
asks how curricula are interpreted and used by training providers and teachers to 
develop learning programmes meeting the needs of their students. Both 
perspectives are legitimate, while the reception perspective certainly becomes 
more interesting in the context of learner-centred approaches, which emphasise 
the role of teachers in curriculum development. 

Empirical research conducted in France by Lantheaume (2008) concerning 
the implementation of new learning arrangements in vocational schools in the 
wake of the last curriculum reform in IVET (continuing assessment, work-based 
learning, interdisciplinary projects) showed the effects of interpretation processes 
on teaching practices. In ‘translating’ curriculum instructions into practice, actors 
tend for instance to refer to past reforms, to their own personal experiences, or to 
the advice of colleagues to understand curriculum changes; the curriculum 
documents, official information and guidance were found to influence this process 
of interpretation only marginally. This highlights the strong influence of local 
contexts and networks between teachers and other actors in the education 
system on curriculum implementation. 

The findings from teacher interviews in the study visits also confirm the 
hypothesis that written curricula are only one of several sources of information 
used to plan learning, alongside textbooks, discussions with colleagues, tests, 
etc. Taking the implementation perspective, this can also be interpreted as a 
consequence of inadequate curricula, either in curriculum overload or, on the 
contrary, to lack of details. Eckert and Veneau (2000) have analysed the 
difference between formal curricula and pedagogical practices based on 
interviews with teachers in technical and vocational education in three technical-
industrial study programmes in France. They found that occupational and 
competence standards (référentiels d’activité professionnelle, référentiels de 
certification), although originally introduced in curricula to harmonise teaching 
throughout the country, finally did not play an important role in planning teaching. 
On the contrary, according to their findings, teachers tend to rely foremost on 
past assessment documents to determine what is really relevant to the learner. 
These documents help them to select teaching contents and to concretise 
standards and activities which are too vaguely described in the standards.  

Looking to further factors influencing the effect of curriculum reforms on 
teaching, the teachers interviewed in Germany, the Netherlands and Poland 
pointed to organisational aspects and resource constraints. In Germany, teachers 
mentioned structural factors hindering the implementation of an outcome-based 
approach focusing on learning areas instead of disciplines, confirming more 
representative studies on the impact of German curricular reforms (Kremer, 2003; 
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Huisinga, Lisop and Speier, 1999). rooms are not equipped adequately, 
progression between the courses focusing on learning areas is not clear, it is 
difficult to dispatch the learning areas between the existing team of teachers. 
Teachers also pointed out that the number of learners per class (between 30 and 
33) makes it difficult to involve each individual learner. This last point was also 
mentioned during the study visit in the Netherlands as a huge challenge for 
learner-centred approaches. Interviews conducted in Poland pointed to the 
difficulties of schools in combining modular courses in vocational subjects with 
traditional general education courses, which are also part of the study 
programme in IVET, because of different timescales. Stenvall and Väyrynen 
(2004), as well as Lantheaume (2008) highlight the fact that organisational 
learning processes are slow: the introduction of cross-disciplinary courses and 
the development of school curricula imply new patterns of cooperation among 
teachers, trainers and headmasters and innovative solutions to such basic 
problems as timetable coordination and room distribution.  

A critical factor for the success of curricular reforms is teacher and trainer 
training, as well as the adhesion of teachers and trainers to the principles of the 
reform, which demands a sense of ownership and commitment. Even where 
teachers and trainers are convinced of the benefits of new approaches, they 
might lack the capacities to act accordingly. This is pointed out by an OECD 
survey conducted in lower secondary education (OECD, 2009), which notes that 
there is a difference between teachers’ beliefs concerning effective teaching and 
learning methods, and their practices. Although teachers are increasingly inclined 
to regard students as active participants in acquiring knowledge, rather than to 
see the teacher’s main role as the transmission of information and demonstration 
of ‘correct solutions’ (especially in northern Europe, less in eastern and southern 
Europe), in the classroom, they put greater emphasis on ensuring that learning is 
well structured than on student-oriented activities which give them more 
autonomy. This could be due to the lack of training: the results show that 
teachers who undertake professional development, undertake a wider array of 
teaching practices and are more likely to cooperate with other teachers. This 
pattern is true in every country (OECD, 2009, p. 88).  

Further research could clarify whether the same phenomenon exists in VET. 
In Poland, deficits in teacher and trainer training are suggested by interviewees 
as the reason why teacher-centred instruction practices, especially lectures, are 
the dominant mode of teaching despite the reforms aiming at learner-centred 
teaching and better linking between theory and practice in VET programmes (33). 

                                                                                                                                   
(33) Interview: Jerzy Kropka 8 April 2009. 
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Janusz Zmijscy, the author of a school curriculum for logistics, indicates the lack 
of preparation of teachers and trainers as the major problem for curriculum 
implementation, although Poland has invested in new modes of information for 
teachers, especially through the use of the Internet. 

In the study visits, teachers expressed their satisfaction with in-service 
training provision. The student survey confirmed that active learning methods are 
used in both Germany and the Netherlands, but the paradigmatic change ‘from 
teaching to learning’ is not always seen as positive by students and teachers who 
sometimes perceive new learning methods as ‘too open’ and not ‘structured’ 
enough. This could indicate that the introduction of learning outcomes, insofar as 
it sought change in learning and teaching practice, might partly miss its target 
because of opposition among teachers and trainers. The results of the study 
visits and interviews must be used carefully, as they are far from being 
representative in terms of sample. The pedagogic freedom granted to teachers 
and the level of decision-making of training providers allow for a certain degree of 
diversity even within one country. 

 
 

5.3. Policy considerations 
 
Education systems in the European Union are diverse, a fact which raises many 
issues with regard to international mobility of learners and workers, but which is 
also regarded as an asset and the expression of the cultural diversity of the 
continent. Although the Member States face common economic and social 
challenges, and are developing common European instruments on recognition 
and transparency of qualifications, VET curricula are very different from country 
to country. Not only their content, but also their shape and forms, reflect different 
institutional and cultural traditions. Formulating meaningful policy 
recommendations for all of them is a challenge which can be met only to a 
certain degree by staying either at a very general level or by going down to the 
micro-level, where learning practices become similar on the ground that the 
human brain works the same in all countries.  

This study demonstrates that opting for outcome-oriented approaches in 
curricula is perceived as a powerful means of making VET systems more learner-
centred in many countries. There are, however, conditions to successful 
implementation of outcome-oriented curricula (34). 

                                                                                                                                   
(34) See also conclusions and recommendations drawn from Cedefop international 

workshop on Curriculum innovation and reform: policies and practices, organised to 
debate the findings of the present research study. The outcomes are available at the 
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First, too narrowly defined learning outcomes can be expected to hinder rather 
than to encourage a learner-centred approach. This is highlighted by constructivist 
learning theories, according to which the learner must play an active role in the 
construction of meaningful relationships between cognitive, functional, emotional 
and social skills to be competent in a particular situation. Too detailed and narrowly 
defined learning outcomes, oriented solely on functional performance, risk 
imposing constraints on the learning process and producing such effects as 
‘teaching to the test’. In practice, a shift can be observed in many countries from 
behaviouristic approaches to learning outcomes to more holistic understanding of 
competence. Germany, Ireland and the UK-Scotland provide good examples of 
how to formulate and use holistic outcomes in curricula to encourage changes in 
teaching and learning practices. At the same time, to fulfil their role as standards for 
ensuring identical achievement across the country, learning outcomes for each 
training unit must be clear and precise. Otherwise, curricula are not perceived as 
relevant in practice for the definition of learning programmes. A balance between 
the didactic and the regulative role of learning outcomes must be found. This could 
be based on a careful combination of the two approaches and the distinction in 
curricula between a holistic concept of competence, or a vision of the broad 
outcomes aimed at, and more detailed sets of knowledge, skills and attitudes to be 
achieved and demonstrated through assessment. 

Second, learner-centred approaches require a real autonomy for teachers 
and training providers in defining learning programmes. This means that 
empowerment and accountability, as in quality assurance, are two essential 
aspects of learner-centred systems. 

Although holistic, broadly defined learning outcomes may have significant 
potential for making systems more learner-centred, there is obviously a need for 
accompanying measures at all levels of the VET system. Empowerment is the 
key word which seems to summarise the success factors identified in the country 
studies. It is by taking the teacher’s and trainer’s perspective, that the needs for 
policy measures can best be assessed: 
(a) need for involvement, consultation and information on curriculum reforms at 

an early stage;  
(b) need for information and training in initial teacher education as well as in 

continuing training and education; a high degree of professionalisation is 
requested not only from teachers but, in apprenticeship systems, also from 
trainers in companies; 

                                                                                                                                   
following website: http://www.cedefop.europa.eu/EN/news/15108.aspx [cited 
19.3.2010]. 
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(c) need for material and financial support at school level, required to develop 
learning environments and teaching materials adapted to the expected 
learning outcomes and learner’s needs; 

(d) need for support to school managers, including training in management skills 
and leadership, for them to cope with the new responsibilities granted to 
training providers in curriculum development matters, which often entail 
closer cooperation within the pedagogic team and with external partners; 

(e) need for guiding principles and inclusion of good practice examples in 
national curricula, to orient the definition of learning programmes at school or 
classroom level and ensure a basic level of coherence across the country; 

(f) need to develop and share guiding materials and tools for teachers and 
trainers on formative assessment of learners. 
Accountability and quality assurance are central to avoiding potential pitfalls 

in decentralisation and to ensuring a high level of quality of training provision. In a 
learner-centred system, it is necessary to rethink the indicators to evaluate 
teaching practices, as compliance with predetermined rules becomes less 
important than innovative and flexible responses to the learner’s individual needs. 
This also requires evaluating assessment practices to identify possible needs for 
better instruments and training of juries to assess learner achievements. 

At the micro-level, the case study on logistics curricula revealed that the 
content of curricula and the teaching practices differ from country to country. 
However, no comparative study of learner achievements exists in that field to 
determine which approaches are most successful. 

 
 

5.4. Issues for further research  
 

The results of this study highlight issues requiring attention and actions from 
policy-makers and VET practitioners. However, they also reveal the limits of our 
knowledge and understanding of current developments in VET and of the effects 
and implications of European developments in education and training. Building 
on new EU and international studies of learning and teaching processes (35), 
there are still many issues in need of further research.  

First, making VET systems more learner-centred implies the need to relate 
different variables of the system in a coherent way, for instance curricula, 
guidance systems, financing systems, teacher and trainer qualifications. Although 

                                                                                                                                   
(35) See OECD research on innovative learning environment (Centre for Educational 

Research and Innovation). 
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the use of learning outcomes in curricula might contribute as one of several 
elements to this objective, as shown by this study, it might not be sufficient. What 
does the learner-centred paradigm imply for the different parts of the VET 
system? 

Second, little is known about learning and teaching processes in VET in 
class and in companies 36). International comparisons are lacking. Although 
active learning is promoted in curricula, the study visits and interviews seem to 
indicate that teaching practices are not changing as fast and radically as 
expected to match what is written. 

Third, this study was limited to analysis of intended learning outcomes. The 
question of achieved learning outcomes in VET is still open. For general 
education, the PISA project has shown how different achievements are opening 
up debate and research on success factors. To date, a similar empirical basis is 
still lacking in VET.  

Fourth, a limitation of this study was its focus on initial VET. In the context of 
lifelong learning, many questions arise concerning the permeability between 
different education and training subsystems: higher education and VET on the 
one hand, initial VET and continuous VET on the other hand. What are the 
obstacles, what are the mechanisms and policies to aid mobility between those 
sectors? In most countries, continuous VET is much less centralised than initial 
VET and it is more subject to the regulating rules of the market than initial VET, 
which is still controlled by the state. Because of the resulting diversity and 
fragmentation, cross-country comparisons are more difficult to carry out. 
Nonetheless, the quality and innovative potential of continuous VET is of high 
relevance to a knowledge society and deserves to be examined more closely, 
especially in relation to the new requirements of EU policy on the recognition and 
transfer of learning outcomes. 

Learning outcomes are commonly presented as a powerful mechanism to 
improve permeability between different education and training subsystems and 
levels. To date, empirical evidence is scarce. Could research of individual 
learning careers confirm this view? How should learning outcomes be defined 
and used to fulfil a permeability function? These are a few of the many questions 
remaining to be answered on this shift to learning outcomes approaches in 
curriculum development and teaching practice. 

  

                                                                                                                                   
(36) Projects of that kind have been carried out for lower secondary education by the 

OECD (2009). 
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ANNEX 1 
Curriculum examples  
 
 
 
Scottish Vocational Qualification ‘Logistics Operations Management’ 
level 3 
 
Candidates have to complete 8 units comprising 3 mandatory units and 5 optional units. Candidates must take a minimum 
of 1 unit from Group A and Group B, 3 other units to be taken from Groups A, B and C. A maximum of 3 units from each 
group can be taken. 

Compulsory units: 
• Identify the logistics requirements of a supply chain 
• Promote and maintain health, safety, and security in logistics operations 
• Promote compliance of logistics operations with legislation, regulations and organisational procedures 

Group A: 
• Schedule logistics operations to meet customer requirements 
• Optimise the use of logistics resources 
• Develop contingency plans for logistics operations 
• Utilise transport modes in logistics operations 
• Apply technology in logistics operations 

Group B: 
• Develop relationships with logistics customers 
• Improve the quality of logistics operations 
• Respond to contingencies during logistics operations 
• Monitor the environmental impact of logistics operations 

Group C: 
• Manage the receipt, storage, or dispatch of goods 
• Audit stock levels and stock records 
• Provide leadership for your team 
• Allocate and check work in your team 
• Arrange the transportation of goods using multiple transport modes 
• Organise the preparation of documentation for the transportation of goods 

 
Source: Scottish Qualifications Authority, Information sheet G8WC 23, 2008. Available 

from Internet:  http://www.sqa.org.uk/sqa/enduserpdfview.htm?id=2159 [cited 
19.4.2010]. 
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Stakeholders involved in the development of the curriculum Fachkraft für 
Lagerlogistik, Germany 
 
Employer organisations: 

• Kuratorium der Deutschen Wirtschaft für Berufsbildung, Bonn 
• Deutscher Industrie- und Handelskammertag, Berlin 
• Deutscher Speditions- und Logistikverband e.V., Bonn 
• Hauptverband des Deutschen Einzelhandels, Berlin 
 

Employee organisations: 
• Industriegewerkschaft Metall 
• Deutscher Gewerkschaftsbund 
 

Public authorities: 
• Federal Ministry of Economy and Labour 
• Federal Ministry of Education and Research 
• Federal States 
• Standing Conference of the Ministers of Education and Cultural Affairs of the Länder in the Federal Republic of 

Germany (KMK) 
• VET teacher 
 

Others: 
• ProVadis, private school in VET 
• VW-coaching, private school in VET 

 
Source: Bundesinstitut für Berufsbildug (BIBB) (2006). Available from Internet: 

 http://www.bibb.de/de/11873.htm [cited 19.4.2010]. 
 
Stakeholder involvement in the design of logistics curricula in France 
 

- Employers: 
o MEDEF (4 seats): union of employers 
o CGPME (1 seat): union of employers from small and medium businesses 

- Employees: 
o CGT, CFDT, CGT-FO, CFTC, CFE-CGT (1 seat each): trade unions 

- Public bodies: 
o Ministry of Education (2 seats) 
o ANPE (1 seat): national employment agency 
o CEREQ (1 seat): research centre dependent from the Ministry of Education 
o Ministry of Transport (1 seat) 

- Experts: 
o UNSA-Fed Transport (1 seat): union of employees from the transport sector 
o ACFCI (1 seat): association of chambers of trade and industry 
o AFPA (1 seat): National association for adult education (public CVET provider) 
o FAGERH (1 seat): organisation representing the interests of disabled persons regarding work and 

education 
o APCM (1 seat): association of chambers of crafts and trades  

 
Source: Available from Internet: http://www.di.afpa.fr/deat/esp-

services/CPC/membres.htm#TRANSPORT [cited 23.11.2009]. 
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Excerpt of a final assessment task of the unit ‘organising and managing 
logistics activities’, Baccalauréat professionnel Logistique from the year 
2006 
 
Competences to be evaluated:  

 Participate to human resource management;  
 Manage resources  

- Ensuring a monitoring of the human resources 
- React to gaps, disruptions and problems 

 
Your boss asks you to make a study on the productivity of the employees in the service preparing orders, and to suggest 
ways of improvement. You are provided with a table summarising the attribution of the productivity bonus and the 
calculation sheet for the collectivity bonus in 2005. 
 
Tasks: 

1. In order to identify the yearly productivity bonus granted to each employee, complete the calculation sheet for 
productivity bonuses in 2005 (Annex B2). 

2. Which are the employees causing problems in this division? Suggest at least three measures to improve the 
situation. 

3. Calculate the average failure quota of the division. 
In a few lines, comment your results from questions 1 and 4 and propose at least three ideas how to motivate the whole 
team of this division so as to improve the quality of their productivity. 
 
Source: Baccalauréat professionnel Logistique. Ministère de l’enseignement, de la recherche et de 

la technologie: Arrêté portant création du baccalauréat professionnel spécialité logistique, 
et fixant ses modalités de préparation et de délivrance, 30.1.2002. 
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ANNEX 2 
List of experts contacted 
 
 
 
The study benefited from the information provided by national experts: written, 
through interviews and access given to official work documents related to 
curriculum development. 

 
Country Name Institution 
France Stéphane Balas Ministère de l’Education Nationale 
 Annie Bouder CEREQ 
 Jean-Louis Kirsch CEREQ 
Germany Ingo Bargfrede  Staatliche Gewerbeschule Werft und Hafen, Hamburg 
 Gerd Busse  DNL-Projekt, Dortmund 
 Franz-Xaver Daller Logistikzentrum Bildungswesen AUDI AG, Ingolstadt 
 Philipp Grollmann Federal Institute for Vocational Education and Training 
 Jens Klusmeyer  Institut für Berufsbildung Universität Kassel 
 Bernd Peppinghaus Federal Institute for Vocational Education and Training 
 Kai Sanmann Staatliche Gewerbeschule Werft und Hafen, Hamburg 
Ireland Mary Kett Department of Education and Science 
 Siobhan Magee Further Education Support Service, Cavan 
Netherlands Ben Hövels Kenniscentrum Beropesonderwijs Arbeidsmarkt (KBA),  

Nijmegen 
 Jan F. Spoor ROC Rijs Ijssel, Arnhem 
 Rob van Wezel Kenniscentrum Handel (KC Handel), Ede 
Poland Jerzy Kropka  Regional centre of education and training ‘WOM’, Katowice 
 Ryszard Świekatowski Poznań School of Logistics, Poznań 
 Michał Szalewski Jakuba Stefana Cezaka school, Zgierz 
 Janusz Zmijscy Grammar school, Łódż 
Romania Gabriela Ciobanu  National Centre for TVET Development 
Slovenia Roman Krajnc Secondary School for Service Activities and Logistics, Celje 
 Andrej Prasnikar Secondary Vocational and Technical School Bežigrad-Ljubljana 
 Darja Rebevšek Secondary School for Service Activities and Logistics, Celje 
 Maja Sedmak Secondary Vocational and Technical School Bežigrad-Ljubljana 
Spain Maria Inés Sancha 

Gonzalo  
Fundación Tripartita para la Formación en el Empleo 

 José Luis Garcia Molina Instituto Nacional de las Cualificaciones 
United Kingdom May Sweeney Learning and Teaching Scotland 
 John Mc Cann Scotland’s Colleges, Stirling 

 
Also interviewed during study visits were:  
(a) the logistics teachers of the Berufsbildende Schulen Oschersleben – 

Europaschule and their students who participated in the survey 
(Oschersleben, Germany), 

(b) the logistics students of the ROC Rijn Ijssel who participated in the survey 
(Arnhem, the Netherlands). 
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The study further benefited greatly from the active participation of the 
following experts in the workshop ‘Curriculum innovation and reform: policies and 
practices’ organised by Irene Psifidou, Cedefop project manager, in Thessaloniki, 
on 9-10 November 2009. 
 
Country Name  Institution 

Denmark Lene Jensby Lange Consultant, Glostrup 

Finland Hannele Niemi University of Helsinki 

France Vanessa Shadoian OECD 

Greece Stefanos Michelakakis IEK Politistikou Thessalonikis 

 Nikos Papadakis  University of Crete 

 Vassilis Valmas  Training consultant 

Ireland Elizabeth McSkeane Consultant to European Commission 

 Siobhan Magee Further Education Support Service, Cavan 

Lithuania Vincentas Dienys Methodological Centre for VET 

Netherlands Anneke Westerhuis CINOP 

 Jan Spoor  ROC Rijs Ijssel, Arnhem 

Poland Anton Radu-Constantin Frontex 

Romania Zoica Vladut National Centre for Technical and 
Vocational Education Development 

Slovenia Boris Klančnik Vocational school, Velenje 

Spain Caterina Casado Latorre  Departament d’Educació Generalitat de 
Catalunya 

Switzerland Renato Opertti Unesco – International Bureau of Education, 
Geneva 

United Kingdom Tom Leney Qualifications and Curriculum Authority 

 John McCann Scotland’s Colleges, Stirling 

United States Aaron Benavot Albany State University of New York 

 Juan Manuel Moreno World Bank 
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as an effective way of bringing education and training closer to the needs of 
learners and the labour market in many European countries. 
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