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Why a competence model?

Within the European Union, there is a heteroge-
neous landscape of procedures and approaches
for the recognition or validation of informally and
non-formally acquired competences, often referred
to as validation of prior learning (VPL]. At the same
time, a CEDEFOP study shows that “Trust in vali-
dation largely depends on the work carried out by
‘front-line’ practitioners and professionals directly
involved with validation candidates” (CEDEFOP
2015, p. 32f.). But the process of professionalization
of validation is still very much at the beginning.
Currently there do not exist European or national
standards for validation practitioners.

Developing a competence model shall contribute to
the professionalization of validation practitioners by
providing a systematization and standardization with
regard to the competences necessary for the profes-
sional handling of tasks in a subject area is available.
The development of such competence models refers
to factual requirements for professional action by de-
fining the characteristics, variants and proportions of
competences and knowledge stocks as objectivations
of professionalism (Nittel, 2000, p. 73ff.). This makes
competence models connectable to the contents of
qualifications and training courses as well as stand-
ards for validation and certification procedures.

In what context did the competence model
emerge?

To contribute to the professionalization of validation
practitioners in the European Union, ten partner
organizations from six European countries worked
together in the transnational project PROVE (Pro-
fessionalization of Validation Experts), funded by

the Erasmus+ program of the European Union and
lasting from October 2019 until February 2022. Some
partner organizations are scientific institutions and
others have a wealth of experience in the field of
validation themselves.

Project consortium
e Eberhard Karls University of Tiibingen
e Catholic University of Eichstatt-Ingolstadt

e Aristotle University of Thessaloniki
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e Austrian Academy of Continuing Education (wbal)

e Austrian Institute for Vocational Education
Research (6ibf)

e (Citeforma - Centro de Formacao professional
e Erik Kaemingk CV

e Foundation European Centre Valuation Prior
Learning (EC-VPL)

e German Institute for Adult Education (DIE)

¢ |nstitut de Recherche et dInformation sur le
Volontariat (iriv)

Three products were developed during the collabora-
tion: a Competence Model that provides an overview
of key competences of validation personnel, followed
by a Self-Evaluation Tool that validation experts can
use to reflect on their own competence profile, and
finally a Learning Tool Kit, which is a collection of
learning materials, with which validation profession-
als can work independently on the further develop-
ment of their competences.

This paper focuses on the core product of the project,
the PROVE Competence Model and its components,
on which the other PROVE products are based.

How the competence model was
developed

The challenge in model development consisted
against the background of the heterogeneity of pro-
cedures, activities and fields of validation within the
European Union, which makes it difficult, to define
across fields and institutions, which competencies
should be taken into account, as well as to be both
practice-oriented and scientifically compatible.

In the development of the model, it was important
to analyze theoretical basics, to integrate existing
standards, and to gather practitioner and expert
opinions in order to ensure a continuous feedback
process between science and practice. For this
purpose, a Design-Based Research approach (Eu-
ler, 2014) has been followed, where the responsive
involvement of experienced practitioners (sci-
ence-practice communication) was taken serious in
all phases of the multi-step process.

The development process included a desk research

Professionalization
P R O E of Validation
Experts



and demand analysis, in which the demands, re-
quirements, scope and conceptual basics were
defined. In a next step a competence identification
inventory has been developed, that sums up the
activities of validation experts with the correspond-
ing knowledge, skills, and attitudes. By means of a
deductive and inductive content analyses (Mayring
2015) prototypes of the structure model have been
developed and evaluated. Finally, the competence
model has been designed and translated in the lan-
guages of the partner countries, so that it is available
in English, German, Portuguese, Greek, French and
Dutch. The model has been tested and evaluated
concerning completeness and usability with valida-
tion practitioners of all partner countries.

Competence understanding

The competency model is based on a holistic compe-
tence understanding. Competences are in this sense
the cognitive abilities and skills available to individ-
uals or learnable by them to solve certain problems,
as well as the associated motivational, volitional, and
social willingness and ability to use problem solu-
tions in variable situations successfully and respon-
sibly (Weinert, 2001, p. 27).

The key elements of this holistic competence con-
cept have been transferred into a concept of profes-
sional action competence of teachers (COACTIV] by
Baumert and Kunter (2006). They designed a mul-
tidimensional model of professional competence,
which is connectable to existing psychological and
pedagogical theories. Thereafter, professional com-
petence arises from the interplay of

e specific, experience-saturated declarative and
procedural knowledge (competencies in the
narrow sense: knowledge and skills),

* professional beliefs, subjective theories,
normative preferences, and goals,

e motivational orientations and

 skills of professional self-regulation (Baumert
& Kunter, 2006, p. 481).

This non-hierarchical model of professional com-
petence is a generic structural model that must be
specified for the actions of practitioners but remains
valid in its basic structure. In orientation to the
German GRETA project for the field of continuing
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education (see Strauch, Bosche, Lencer, 2021) the
mentioned components of professional competence
were formed in different competence aspects, subdi-
vided in areas of competence showing different fields
of competences, and competence facets as the most
detailed partial aspects of competences.

For further details please see: Bader et al. [submit-
ted), Recognizing Lifelong Learning: Developing a
Competence Model for Validation Experts in Close
Collaboration with Science and Practice. Journal of
Adult and Continuing Education; or: https://uni-tue-
bingen.de/en/174546.

How to understand the competence model

In accordance with the holistic competency model,
the present model comprises four so-called com-
petency aspects: (1) validation and field-specific
knowledge, (2) practical skills and knowledge, (3)
professional values and attitudes and (4) professional
self-management. These competence aspects are
subdivided in competence areas showing different
fields of competences. The competence facets as the
most detailed dimension of the competence model
displays partial aspects of competences. Thus, the
Competence Model gives a very detailed insight into
important competences in the field of validation, with
which the project tries to contribute to the strengthen-
ing of validation systems in Europe in the long run.

The structure model takes also up the common
distinction between theoretical formal and practical
knowledge. This differentiation takes into account the
different characteristics of specialist knowledge on the
one hand and practical professional skills and ability
on the other hand, which also refers to different meth-
ods of verifiability and is therefore required, when the
competence model shall also serve as a basis for de-
veloping (self) evaluation tools for professionalization.

The competence aspects are explained in more detail
in this manual, along with the associated compe-
tence areas and facets.

What the competence model can be used
for

The PROVE Competence model is a structural mod-

el, showing, what validation practitioners need to
know and be able to do, in order to act professionally
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in typical validation situations. It aims to provide an
overview of key competences of validation profes-
sionals, to contribute to the state of knowledge about
professionalization and competence development in
the field of validation and to be applicable to different
contexts in the European Member States.

In principle, the model refers to all persons who
enable, accompany, carry out or manage validation of
informally and non-formally acquired competences
of adults through the planning, information, exe-
cution and evaluation processes, regardless of the
institutional context or form of employment.

However, the competence model does NOT show

mandatory standards of competence. This means
that not every validation practitioner or person
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involved in validation activities must necessarily have
to demonstrate ALL competencies in order to be
considered competent. Which competencies in which
areas are expected, which areas and facets of com-
petence are obligatory or facultative, may be subject
to subfield-specific conditions.

The PROVE competency model is intended as a
reference model and can be used in different ways
depending on the context. To give some examples,
the competence model may be used as a basis for
the development of (self) evaluation tools and learn-
ing toolkits for individual competence development,
as a reference for the development of (process-spe-
cific or general] trainings and seminars for validation
practitioners, or for recruitment or job application
purposes.
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In the context of social changes, the importance of
competence validation has been growing in mod-
ern societies during the last decades. The central
goal of validation is to support lifelong learning and
increase access for learners into workforce and
education through appropriate recognition of their
non-formal and informal learning (Travers & Harris,
2014, p. 250). The increase of attention on validation
and acknowledgement of competences acquired in
non-formal and informal settings has resulted in the
emergence of political governance instruments on
validation, the practical establishment and expansion
of validation systems, procedures, instruments, and
practices as well as research on the subject. Valida-
tion strategies have emerged both on an internation-
al, e.g., EU-European level (Council of the EU, 2012;
Cedefop, 2015), and on a national level to meet cur-

Competence facet Strategies and Policies

The competence facet “Strategies and Policies”
comprises knowledge about public strategies and
policies as well as policies, laws, and regulations on
validation. Validation practitioners are aware of val-
idation of non-formal and informal learning (VNFIL;
which is used synonymously with VPL in this manu-
al) as part of a national and international validation
strategy and know recent developments in the field
in order to relate their own validation activities to so-
cietal developments and political steering processes.

rent challenges in education and working environ-
ment. Diverse validation offerings for very specific
purposes have been developed. To enable, accompa-
ny, carry out or manage validation, an understanding
of the general conditions as well as the specifics

and goals of validation is required. This includes
knowledge about validation strategies and policies,
different validation systems and approaches as well
as actual developments both, on an international and
a national level. Furthermore, a profound knowledge
about the validation process and its elements as well
as the different validation procedures with the relat-
ed standards, concepts, instruments, methods, and
requirements is needed (Cedefop, 2015). An appro-
priate knowledge of the social and political dimen-
sions of validation is the basis for reflecting on one’s
own validation activities.

The knowledge about different validation systems,
approaches, and instruments as well as validation
models and typologies, enables the search for and
development of appropriate techniques, approach-
es, and strategies regarding the EU certification
approach and instruments. Validation practitioners
need to know how to apply this knowledge in a sit-
uation-specific way with the aim of stimulating and
promoting validation accordingly.

Competence facet Procedures and Validation Standards

Validation professionals need profound knowledge
about the validation process including the objectives,
purposes, and practice of validation. This also in-
cludes knowledge about validation standards, avail-
able procedures, concepts, methods, requirements
(e.g., temporal and financial expenditure, process,
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deadlines, available support], costs and funding
opportunities. Validation practitioners know how

to apply this knowledge in a situation-specific way
with the aim of stimulating and promoting validation
accordingly.
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The field of validation is characterized by a great
heterogeneity in its structure and framework condi-
tions, and it pursues very specific goals in different
areas. So, a diverse landscape of different validation
offerings has emerged. Validation is performed in
different contexts, such as the educational system,
vocational sectors and enterprises, labor market and
the voluntary sector (Cedefop, 2015, p. 26}, each with
specific institutional frameworks.

At its most general level, validation serves to make

visible and recognize competences for the individual
development, the labor market, or the education sys-
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tem. Often it serves to get access to specific profes-
sional fields and faculties. For this reason, a pro-
found knowledge and understanding of employment
and the labor market is essential, and of career and
educational pathways. That includes a knowledge of
the structure, standards, conditions, and develop-
ments of professional fields of activity. Furthermore,
a subject matter expertise and profound knowledge
of the related (competence) requirements in certain
professions is crucial for competence validation and
assessment (Gugitscher & Schmidtke, 2018).

Validation maximizes opportunities for individu-
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als and therefore puts the individual in the center
(Andersson et al., 2017). To enable and support
validation it is important to know about the life and
learning situations, the demands and requirements
of addressees or beneficiaries (e.g., concerning peo-
ple with low skills, see Ziegler & Miller-Riedlhuber,
2018). This includes knowledge about the subjective
motives, interests, expectations and barriers of vari-
ous target groups to taking advantage of validation.

To enable access to validation and develop validation
procedures for various target groups the coordina-
tion of the relevant field specific stakeholders and
their demands and requirements is essential. The
knowledge of existing national and regional contact
points for validation processes and knowing how to
mobilize external resources is crucial for stimulat-
ing and promoting target group adequate validation
(Cedefop, 2015, p. 21).

Competence facet Context and Institutional Framework

This facet considers the different contexts of valida-
tion. To support the best use of validation it contains
knowledge about validation frameworks and systems
as well as knowledge about the(inter-Jnational edu-
cational system, vocational sectors, (issues and op-
portunities in the) labor market, vocational education

and training, and educative policy. Validation practi-
tioners are aware of recent developments and needs
in the field and can search for actual and relevant
information. They know how to apply this knowledge
in a situation-specific way with the aim of stimulating
and promoting validation accordingly.

Competence facet Professional Fields and Subject Matter Expertise

A broad knowledge about policies, standards and
legal conditions, issues and opportunities in the
professional fields and about alternative career

or validation opportunities is essential to inform,

and support interested parties and candidates best
possible. Therefore, also a knowledge of structure
and classification of occupational areas is necessary.
Furthermore, validation practitioners need an under-
standing what labor processes entails with its shift
towards flexible labor, self-steered working, etc.

To support the identification, development and/or
assessment of competences a profound knowledge
about the subject matter and requirements in certain
professions is necessary, including the knowledge

Competence facet Addressees

Competence validation focuses on the person with
their unique abilities and potentials. This requires
knowledge about the demands and requirements of
addressees or beneficiaries; about their subjective
motives, interests, expectations, and barriers to tak-
ing advantage of validation. Validation professionals
are expected to be able to plan validation activities as
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about the underlying set of competences and their
assessment indicators.

Validation practitioners have strategic knowledge on
how to transfer the EU validation approach and in-
struments and the concept of evidencing competenc-
es with validation outcomes to other domains of life
and work and to blend them with other approaches.
They are aware of recent developments and needs
in the fields and can search for actual and relevant
information and to further develop knowledge. This
comprises the knowledge how to apply this in a sit-
uation-specific way with the aim of stimulating and
promoting validation accordingly.

close as possible to the experience and interests of
the addressees and to orient on their specific wishes,
needs and expectations. They need to know how to
apply the knowledge about the addressees in a sit-
uation-specific way with the aim of stimulating and
promoting validation accordingly.

Professionalization
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Competence facet Field Specific Stakeholder

Validation is usually carried out at the interface of
different fields and contexts. To support validation
the knowledge about the relevant field specific
stakeholders and their demands and requirements
is needed. This also comprises the knowledge about

validation processes as well as knowing how to
mobilize external resources. Validation practitioners
know how to apply this stakeholder related knowl-
edge in a situation-specific way with the aim of stim-
ulating and promoting validation accordingly.

contact points that are available in the country for
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geringqualifizierte%202018.pdf
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Validation practitioners are repeatedly called upon

to advise and accompany candidates or participants
during validation procedures. The role of the advis-
er or guide is vital for starting up the process and
keeping motivated and empowered during the pro-
cess. Travers and Harris (2014) collected a number
of aspects of the guide’s role that include clarifying
the roles and responsibilities of all persons involved
in the validation process; specifying tasks and steps
and providing the learners with guidance on how to
set goals; identifying appropriate career and educa-
tion pathways; assisting the learner to identify areas
of strength and how to use them to the best advan-
tage; identifying barriers for learners and ways to
use of overcoming them; supporting the learnerin
their reflection on and self-assessment of knowledge
and learning; assisting the learner to develop, docu-
ment and prepare evidence that can demonstrate the
individual's learning; reflecting on activities to identi-
fy further learning needs; helping learners to iden-
tify ways to reach their goals and encouraging their
confidence to do so; and providing feedback to the
learner throughout the process, including post-as-
sessment. In addition, advisers or guiders must
function within the context of standards, guidelines

Competence facet Motivation and Empowerment

This facet denotes the ability to develop, choose and
apply appropriate motivation methods and techniques
to empower people during access and throughout the

Competence facet Didactics and Methods

To enable effective learning processes during the
validation process according to the requirements and
previous knowledge of the participants the ability

to plan and design learning and reflection environ-
ments is essential. This requires knowledge of how
to integrate learning activities into validation offers
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and principles - and understand their impact on the
role (Travers & Harris, 2014, p. 236).

In addition, transparent guidance builds the link
between access management, the compilation of
competence portfolios or similar tools of collecting
proofs of competences, action plans and specific
development steps advised by the guide/counselor. In
any given model for validation of learning outcomes,
guidance has several functions that include: (1)
providing information about the purpose, aims and
advantages, principles, concept, and requirements
of the validation procedure, (2] raising levels of
achievement, (3] measuring this achievement reli-
ably and (4) organizing and guiding the assessment
effectively. For these purposes the guide/counselor
applies counselling techniques and gives advice on
expertise in instruments and methods of evidencing
competences in order to support adult learners in
preparing themselves for an assessment. The focus
of counselling is on issues such as support, motiva-
tion and empowerment, exploration, documentation,
personal development, making choices and other
related issues (Cedefop, 2015, pp. 21-23; Duvekot &
Schuur, 2017, pp. 64-70).

validation process. This requires knowledge about the
main principles and the concept of motivation as well
as its impact on validation processes.

and to design participant-oriented teaching/learning
processes as well as knowledge of how to use the
appropriate learning concepts, methods, and media
to achieve the desired learning outcomes (compe-
tence orientation).

Professionalization
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Competence facet Learning/ Vocational Guidance

In order to support the participants in their individual  participants should also be supported in the (further)

development validation practitioners have to be able development of their self-learning competence. This
to accompany the validation process in an advisory requires knowledge about theories and methods for
capacity. The individual professional situation and the  guidance and counselling and about methods that
competences of the participant as well as vocational stimulate self-control of the participants. It also
support and learning needs should be identified and requires knowledge of how guidance/counselling can
reflected upon together with the participant. The be appropriately integrated into validation services.
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Trust in the validation process is highly depend- Cedefop, 2015; Duvekot & Geerts, 2012; Grunnet

ent on the quality of work validation professionals & Dahler, 2013). Social and personal competences
are showing in the different parts of the validation such as communicative and conversational skills are
process, either when being direct or indirect in important not only for validation professionals pro-
contact with candidates (Cedefop, 2015). Therefore, viding guidance and counselling but also for those
people working in validation need a wide variety of who work as assessors. Especially since validation
competences that not only include hard skills such professional s communication and interaction com-
as validation and field-specific knowledge, but also petences have an impact on the ability to reach po-
well-developed social competences (BMBWF, 2018; tential candidates (e.qg., through target group orien-
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tation) as well as the validity, reliability, and fairness
of validation results (Cedefop, 2015; Andersson et al.
2017, p. 13).

Competences in the area of communication and
interaction include, besides communicative skills,
also knowledge and skills about receiving and giving
(formative) feedback, managing diversity and target
group orientation. All these competence facets play
an important role in every part of the validation pro-

Competence facet Communicative Skills

Professional communication plays a crucial role in
many areas of the work as a validation expert. This
involves internal communication with supervisors
and colleagues as well as (inter]national interaction
with external agents such as field-experts, re-
searchers, employers, or relevant stakeholders. The
amount and importance of external communication
depends on the role a validation professional holds
within the validation process.

Especially in the process of guidance and counsel-
ling assessing communicative skills of the validation
professional are of high importance for the success

Competence facet (Formative) Feedback

An important part of the VNFIL process is to provide
individual and appropriate feedback for partici-
pants during as well as after validating them. This
feedback aims to help participants to make a bet-
ter assessment of their own abilities regarding the
necessary requirements/standards of the desired
activity. In addition, validation experts need skills to
provide feedback for colleagues and stakeholders,
which should aim to optimize cooperation and the
validation process in general.

Besides giving feedback, being capable of dealing
with received feedback in a professional way, is an
important quality of people working in validation.

Competence facet Diversity

Candidates who seek validation of their competences
differ regarding their educational background, age,
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cess and are not limited to the communication and
interaction of validation professionals with validation
candidates but also with colleagues, stakeholders
and potential target groups. For example, target
group orientation refers to the direct work with
candidates by adapting the process to the needs of a
candidate as well as promoting validation and provid-
ing information for potential candidates and stake-
holders through public relations activities (BMBWF,
2018).

of a validation process. In this interaction valida-
tion professionals need to be able to moderate and
control communication processes with the aim of
activating and using the performance potential of the
participant(s). This also includes creating a trusting
communication atmosphere, active listening, dealing
constructively with communication and interaction
dynamics, empathic understanding, warmth, respect
and positive regard, genuineness, and congruence.
Therefore, validation professionals require theoreti-
cal and practical knowledge of different communica-
tion styles, methods and techniques and how to use
them in a situation-specific way.

This involves feedback from other validation experts
and supervisors as well as external people (consult-
ants, stakeholders, etc.) and validation participants.

In general (formative) feedback involved in validation
of prior learning (VPL] is essential, due to its possi-
bility to identify new learning fields and to point out
development opportunities within participants, vali-
dation professionals or the validation process itself.
Therefore, validation professionals require theoret-
ical and practical knowledge of evaluation/feedback
methods or instruments and how to use themin a
situation-specific way.

gender, cultural background, religion and worldview,
possible disabilities or sexual orientation and iden-
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tity. This often goes hand in hand with differences
in the respective needs of a candidate and therefore
demands high sensitivity and open mindedness by
the validation professionals.

Validation professionals should be able to orient
their work not only towards content, but also towards
different social characteristics of the participants,
the respective life situations, individual learning ex-

Competence facet Target Group Orientation

In validation the participant should be in the center
of the process (Grunnet & Dahler, 2013). To achieve
that, a continuous alignment of all validation activi-
ties (planning and implementation) with the needs,
expectations, and requirements of (potential) can-
didates is needed. To design validation processes
together with the participant besides high sensitivity
and flexibility of validation professional is required.

Besides adopting the process to the needs of a
candidate, target group orientation also refers to
promoting validation and providing information for
potential candidates and stakeholders through public
relations activities (BMBWF, 2018).To create effective
target group orientation not only within the already

perience and interests of participants. This requires
theoretical and practical knowledge about connec-
tions between different backgrounds (e.qg., educa-
tional, religious, age, gender, cultural, validation
styles etc.) and related preferences, attitudes, and
behaviors in a group, about strategies for diversity
management and an openness to other communica-
tion styles, techniques, and perspectives.

existing validation process but also when opening

up validation for new addressees and creating target
group oriented promotion of validation, professionals
should have profound target group specific theoret-
ical and practical knowledge about their needs and
how to address them adequately.

Therefore, effective target group orientation requires
theoretical and practical knowledge about the target
group, about how to transfer methods and tech-
niques to new target groups or validation contexts,
and about how to provide information that is clear
and comprehensible for all involved people (candi-
dates, assessors, stakeholders).
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Diagnosis and Competence Assessment covers
identifying, classifying, evaluating, and documenting
skills using various qualitative and/or quantitative
methods (Strauch et al., 2008, p. 25). To optimize
pedagogical decision, it is relevant to fulfill diagnos-
tic issues appropriate and purposeful. For a success-
ful diagnosis and competence assessment numerous
factors play a crucial role. For example, the assess-
ment of skills is not completely unbiased and neutral
but is influenced by expectations and preferences of
the assessor (Weinert, 2002). Minimizing this is the
top priority for the most reliable, valid, and objective
validation results possible.
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For diagnosis and competence assessment it is
important, that validation experts can apply adequate
(participant-oriented, context and situation specific,
according to the respective purpose) methods and
tools; that they are able to translate the abilities of
participants into competence terminology and to
compare individual's validation outcomes against
specific reference points and/or standards. Validation
professionals need the ability to design, construct,
and evaluate documentation processes, tools, and
methods appropriately as well as the ability to certif-
icate the results of the assessment in the form of a
qualification, or credits leading to a qualification.
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Competence facet (Self-) Assessment Methods

The wide variety of existing instruments for VPL
raises the demand on validation professionals in
choosing and applying the appropriate methods and
tools for assessing competences acquired through
non-formal and informal learning. To achieve the
most reliable results, assessors have to act partic-
ipant-oriented, context- and situation-specific, and
according to the respective purpose while preparing
and performing assessments. The quality of assess-
ment methods is depended on the assessors, which
makes their abilities to a key element in quality
assurance of validation (Cedefop, 2015).

Validators need to be able to assess participants
needs, backgrounds and resources to design a vali-
dation process/offer accordingly as well as in order

to deliver meaningful results that enable a personal
assessment of current situation, an identification of
strengths and weaknesses and provide suggestions
for further development.

This requires knowledge about (self-Jassessment
theories and approaches as well as knowledge about
various approaches and methods of competence
recognition (e.g., interview techniques, observation
techniques, material analyses; self-/peer-/third-par-
ty-assessment) and its fields, potentials and limits
of application. To know that assessment can serve
different purposes: for learning, for selecting or for
profiling. Also, knowledge of guidelines and princi-
ples to guarantee objectivity in execution of identifi-
cation techniques.

Competence facet Diagnostic and Translation Competence

The ability to translate the abilities of participants
into competence terminology and to compare indi-
vidual's validation outcomes against specific refer-
ence points and/or standards is an important part in
a validation process. It includes relating the VNFIL
standards and assessment criteria to educational

Competence facet Competence Documentation

Part of the validation process is the documentation
and visualization of competences. To document hid-
den competences validators must be able to choose
the right methods and tools for this documentation
processes and apply them appropriately (partici-
pant-oriented, context and situation specific, accord-
ing to the respective purpose). The documentation of
competences should result in a written (internation-
al) accepted document that clearly states the candi-

Competence facet Certification

Validators need to be able to certify the results of the
assessment in the form of a qualification, or credits
leading to a qualification, or in another form, as ap-
propriate. This includes the ability to define and ap-
ply the right indicators for certification and to couple
or integrate the certification as closely as possible
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standards and real work life situations. This requires
strategic knowledge on how to transfer assessment
or the validation approach and the relevant instru-
ments to other domains of life and work, to new tar-
get groups or validation contexts and to blend them
with other approaches.

date’s competences and qualifications. This requires
knowledge about accepted documentation formats
for the presentation of validation experiences (e.g.,
EUROPASS), about how to build a portfolio including
a CV and a career history of the individual, with doc-
uments and/or work samples that attest validation
achievements, and knowledge about data protection
and security.

with the existing systems and/or the European Qual-
ification Framework (EQF]levels. It is important to
obtain accreditation or authorization for certification
from the competent authorities in case of legally reg-
ulated degrees and to ensure that the certification
(document) is recognized by relevant stakeholders.
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Validation professionals are also managers and organize a needs assessment or lead the develop-
coordinators in the sense that their duties entail a ment of a contingency plan, but also fewer tangible
predisposition (attitude) and joint activity (behavior) skills. These “soft” skills are essential to leadership,
-that is, bilateral communication (including nego- teambuilding, and the creation and maintenance of
tiation). Coordination and management therefore strong, effective professional relationships. Manage-
require not only “hard” skills like knowing how to ment in particular refers to the tasks and activities
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involved in directing an organization or one of its
units: planning, organizing, leading, and controlling.
According to Gabelica et al. (2016) management is
the process of guiding the development, mainte-
nance, and allocation of resources to realize the ob-
jectives of an organization. In short, it appeared that
most management theorists regard management as
a process. This implies that management can be re-
garded as the process of planning, organizing, lead-
ing, and controlling an organization’s human, finan-
cial, physical and informational resources in order
to realize predetermined organizational objectives in
the most efficient manner. Argyris and Schén (1978)
emphasize that management must focus on the
results and performance of the organization. Indeed,
the first task of the management is to define what
results and performance are in a given organization
(a VPL provider in our context) - and this, as anyone
who has worked on it can testify, is in itself one of
the most difficult, one of the most controversial, but
also one of the most important tasks. It is therefore
the specific function of management to organize the
resources of the organization for results outside the
organization.

To this end knowledge coordination is also of es-
sence as it involves the combination and synchro-
nization of disparate team-member knowledge

and expertise (Gibson, 2001) for a high degree of
common understanding of the interrelationships
between team members’ contributions and mutual
adjustments of team activities. Knowledge coordina-

Competence facet Networking & Cooperation

The ability to cooperate and network with stakehold-
ers, cooperation partners, field experts, teams, and
to support relevant networks in order to exchange
knowledge and experiences and to ensure the effec-
tive use of resources. This requires the ability to be a
connector/matchmaker: To attract participants and
relevant stakeholders/partners, to help other people
act successfully in different networking structures
and to integrate networking into training activities
and in the collaboration with colleagues and stake-
holders. This requires knowledge about require-
ments, purposes, and benefits of collaborating and
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tion among team members has also been recognized
as being important for performance improvement in
teams (e.g., Edmondson et al., 2007; Van Den Boss-
che et al., 2006; Espinosa et al., 2004).

Finally, management also refers to quality as a pro-
cess and as a set of techniques whose total appli-
cation results among other dimensions in validation
customer satisfaction (Gurtner et al., 2007, p. 151). It
focuses on customer satisfaction through managing
the total organization to deliver the required quality
of products and services to the customers.

Chase et al. (2001, p. 260) argued that the entire
organization must excel on all dimensions of prod-
ucts and services that are important to the customer.
Quality is therefore regarded as a critical aspect of
the management function and cannot entirely be left
to operators (Madu, 1998, pp. 3-5). Some significant
elements of quality management in our context are:

the focus of VPL customers,

the involvement of all employees,
e benchmarking, and
e continuous improvement.

According to Marks and Panzer (2004) quality man-
agement requires top management’s commitment
and includes the total quality of products as well as
the total commitment of all the business management
processes. Quality management in this sense must be
seen as a customer-driven approach to quality.

networking activities as well as different networking
techniques and practice for sharing, learning, advo-
cacy and building contacts. In addition to the above
building confidence and trust in network settings is
essential to establish integrity, communicate in an
assured, open manner, verbally and non-verbally,
use non-judgmental language, recognize issues of
discrimination, equality and diversity and any per-
ceived power imbalance, defuse unhelpful tension
and harnesses constructive tension, is sensitive to
team dynamics and manages internal team relation-
ships, and adapt to different individual cultures.
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Competence facet (Project) Management

The ability to manage projects, organizations, and
interfaces according to the respective objectives
requires knowledge about project management
approaches, instruments, tools and about project
controlling, monitoring and development, about
different ideation and prototyping approaches, tech-
niques related to spotting opportunities, creating
ideas, working towards a vision, valuing ideas, and
checking for sustainability and the ability to apply it
in a situation-specific way.

It also includes the ability to implement public

Competence facet Quality Management

The management and assurance of quality covers
ensuring the organizational, assessment and pro-
cedural quality in validation (see Quality Model in
Nordic countries, Andersson et al., 2017, p. 14). This
requires knowledge about quality criteria and quality
control regarding the procedure of validation as well
as single processes in validation like information,
guidance, counselling, competence assessment,
documentation and certification, and the ability to
operate according to these standards. It also in-
cludes knowledge about the different expectations
and requirements for validation of different actors
as well as the knowledge about the different factors
that influence the quality of work in validation. Fur-
thermore, the ability to professionally deal with the
two sides of quality in validation - flexibility, individu-
alization and judgement on the one hand and stand-

relations and marketing activities as well as taking
responsibility for the process (the practicalities)

that involve adopting a pace which is responsive to
the needs of the members, seeking for feedback on
processes, facilitating decision-making processes
about the order of events consistent with progress,
encouraging productive conversation in meetings,
keeping stakeholders informed regarding to the work
progress, and anticipating and flagging up possible
process changes, helping members to use the time
productively, managing time well and managing own
pace, energy level and emotions.

ardization, reliability and measurement on the other
hand (Andersson, 2017, p. 10) - is needed. This in-
cludes knowledge how to apply quality management
by following the quality circle of planning, design-
ing, implementation, evaluation and improving. The
ability to identify development areas in the strategic
policies and practices and to use the internal man-
agement system to improve and further develop the
validation process is also part of this competence
facet. Furthermore, it includes the (application)
knowledge of scientific tools and methods for evalu-
ation and statistical follow-up as well as knowledge
about data protection and the ability to apply data
protection directives.
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Validation practitioners work closely with diverse
people. In the everyday work of adult education,
moral action is omnipresent and manifests itself,
among other things, in moral behavior, the trans-
fer of knowledge and the contribution to the moral
development of participants (Erpenbeck, 2010).

In addition to the ideas about professional quality

Competence facet Educational and Social Values

Pedagogical action is determined by educational

and social values, which shape and influence social
and pedagogical interaction. The values of individual
actors working in education play just as important a
role as the differentiated values of organizations or
disciplines. Values shape, for example, the profile of
associations and institutions, the profile of an educa-
tional program and the actions of course leaders and
participants (Brandt, 2016). During validation activi-
ties, it is important to treat participants with respect

Competence facet Person Centricity

People have an inherent potential for personal devel-
opment and constructive shaping of their lives, which
can unfold and be realized in person-to-person en-
counters (Kunze-Pletat, 2019; Tausch, 2018). This re-
quires a holistic orientation towards the participants,
the recognition of them as individuals, the appreci-
ation of their resources and learning paths as well
as an interest in their individual development by the

Competence facet Lifelong Learning Orientation

The competence facet “Lifelong Learning Orienta-
tion” is based on the attitude that the whole life is
characterized by unconscious and conscious learn-
ing (Meueler, 1998, p. 9). Thus, people are constant-
ly learning and developing. The task of validation

standards, the focus is also on personal integrity,
which is expressed in the conformity of actions with
the personal value system. The professional actions
of validation practitioners are therefore based on a
normative claim, in the sense that they are, oriented
towards pedagogical values and norms, obliged to
support individuals on their path through life.

and appreciation, to understand their feelings and
concerns and to empathize with them. It is necessary
to be open to new perspectives and ideas, and to act in
a trustworthy and reliable way. This requires a holistic
view of people, the perception of the importance of
personal responsibility as well as the appreciation of
the diversity of individuals (Arnold & Pachner, 2013).
Furthermore, it is essential that validation practition-
ers reflect on their role and professional actions and
have an appropriate professional ethical stance.

validation practitioners. Person centricity as a ped-
agogical concept focuses on the self-determination
of the subjects as well as on self-appropriation and
self-discovering learning. In this way, the self-devel-
opment of the individuals should be promoted and a
mistrust in one’s own person avoided (Kunze-Pletat,
2019; Tausch, 2018).

practitioners is to continuously support this process
of learning and to encourage and enable participants
to develop their knowledge, values and skills in a
self-directed way and to realize themselves.

Arnold, R., & Pachner, A. (2013). Emotion - Konstruktion - Bildung: Auf dem Weg zu emotionaler Kompetenz.
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In the context of the professional competence of val-
idation practitioners, professional values and beliefs
play a crucial role, as they have an important influ-
ence on the performance of the validation activity.
These are subjective ideas and theories (Groeben et
al., 1988] that are more or less consciously incor-
porated into the performance of the professional
activity and shape the actions of the practitioner.

According to Pajares (1992), beliefs are subjective

Competence facet Professional Identification

The terms professionalism and professionalization
have become concepts in pedagogy that stand for
competence in individual action (Gieseke, 2018).
Professionalism is understood as the ability to
design, conceptualize, and evaluate complex teach-
ing and learning requirements at a high theoretical
and scientific level and to research them against

R Co-funded by the
L Erasmus+ Programme
Xkx of the European Union

explanatory systems that contain subjective evalua-
tions and opinions. They range from attitudes to-
wards oneself, to subjective theories towards others,
to attitudes towards one’s own discipline (Kunter &
Pohlmann, 2009). In relation to validation practition-
ers, the professional attitude underlying the activity
regarding strategies and principles of validation, the
image of one’s own role and the image of the individ-
ual are particularly shaped by these subjective ideas
and theories.

the background of the respective structural educa-
tion requirements (Gieseke, 2018J. In doing so, it is
important to focus on the individual learners and to
know the needs and the competences they bring to
the table. Professional action is influenced to a large
extent by professional identification and commitment
with and for one’s own activity (Gieseke, 2018).
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In the course of developing professional identity, re-
flection on individual practice experiences and com-
petences plays an important role, as identification
with the profession, especially with the professional
role, is shaped by subjective ideas and theories that
determine the professional actions of individuals
(Groeben et al., 1988; Morth et al., 2018). These

are, for example, subjective learning theories and

Competence facet Ambiguity Tolerance

Professional action is often accompanied by contra-
dictory demands. According to Helsper (2004}, pro-
fessional pedagogical action is characterized by the
contradictory shape of the demands in pedagogical
situations, which permanently oppose and change
each other. Since validation staff is similar to peda-
gogical practitioners this is also true for validation
practitioner (Gugitscher & Schmidtke, 2018). Each
situation is different and requires a professional ap-
proach that is adapted to it. This requires the ability
and willingness to tolerate ambiguous situations and
contradictory behavior and to deal with them profes-
sionally, i.e. reflexively, instead of hastily resolving
them to one side. This is an important prerequisite
for situation-specific action, since validation practi-

convictions regarding one’s own discipline, which
determine identification with the individual role and
shape professional self-image. During the valida-
tion process, this includes, among other things, the
appreciation of the validation areas of activity as well
as the awareness of their holistic significance, which
extends beyond the mere consideration of formal
educational areas.

tioners cannot escape the contradictions that arise,
for example, due to different specifications of the
institutions and expectations of the participants,

but can only meet them reflexively (Watzlawik et al.,
2017; Helsper, 1996). In this context, tolerance of
ambiguity, understood as a cross-cutting personality
trait, enables a differentiated approach to diverse
and often uncertain situations (Friedel & Dalbert,
2003). Since validation practice in the broadest sense
can also be understood as a pedagogical activity
aimed at learning and further development, toler-
ance of ambiguity can contribute decisively to its
success.
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The competence area of self-regulation focuses on
the examination of the individual resources of the
validation practitioner. The examination of cogni-
tive, motivational, or emotional resources aims at a
responsible handling of these and represents an im-
portant component of the professional competence
of validation practitioners.

Competence facet Role and Context Awareness

Validation practitioners need to develop an aware-
ness of the differentiated expectations and demands
that are placed on them from different sides and

in different contexts. To do this, it is necessary to
critically examine the respective roles to be taken on

Competence facet Commitment and Distance

For the appropriate and balanced use of individual
resources, the right level of commitment and dis-
tance is important in the daily activities of the valida-
tion practitioner. The competence facet includes the
ability to find a balanced measure of commitment
and detachment in relation to one’s own activity to

Self-regulation is seen as a competence characteris-
tic of psychological functioning that makes it possible
to further develop the individual competence profile
and to overcome difficulties and barriers through a
continuous willingness to make efforts and to reflect
(Bandura, 1991; Baumert & Kunter, 2006; Baumert &
Kunter, 2011).

and the expectations and demands associated with
them, as this is the only way to clearly define, fulfil,
and productively respond to the boundaries of each
role. It is also important to be open to new things and
ready for change (Strauch et al., 2019).

be able to deal responsibly with individual resourc-
es and to clearly define individual boundaries. This
enables effective professional action in the long run,
which supports the professional well-being of the
validation practitioner as well as the quality of the
validation process.

Bandura, A. (1991). Social Cognitive Theory of Self-Regulation. Organizational Behavior and Human Decision

Processes, 50(2), 248-287.

Baumert, J., & Kunter, M. (2006). Stichwort: Professionelle Kompetenz von Lehrkréften. Zeitschrift fiir

Erziehungswissenschaft, 9, 469-520.

Baumert, J., & Kunter, M. (2011). Das Kompetenzmodell von COACTIV. In M. Kunter, J. Baumert, W. Blum,
U. Klusmann, S. Krauss, & M. Neubrand (Eds.), Professionelle Kompetenz von Lehrkréften: Ergebnisse des

Forschungsprogramms COACTIV (pp. 29-54). Waxmann.

Kunter, M., & Klusmann, U. (2010). Die Suche nach dem kompetenten Lehrer-ein personenzentrierter Ansatz.
In Bos, W., Klieme, E., & Kéller, 0. (Eds.), Schulische Lerngelegenheiten und Kompetenzentwicklung: Festschrift

fur Jirgen Baumert (pp. 207-230). Waxmann.

Strauch, A., Lencer, S., Bosche, B., Gladkova, V., Schneider, M., & Trevino-Eberhard, D. (2019). GRETA -
kompetent handeln in Training, Kurs & Seminar. Das GRETA Kompetenzmodell. https://www.greta-die.
de/_Resources/Persistent/5ab9313b28ed7c0dab0e62131201068929b0a3ed/Handreichung%20zum%20GRETA-

Kompetenzmodell.pdf
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Professional action is not to be regarded as a fixed,
unchangeable measure. Competences cannot be
understood as static, but they can be acquired, per-
manently developed, and changed through different
learning paths and ways of acquisition. Validation
practitioners must continuously develop their com-
petences in order to be and remain professionally
capable. On the one hand, it is necessary to reflect

Competence facet Self-Reflection

Self-reflection is a conscious process in which a
person thinks through and explains their ideas or
actions in a way that relates to their real and ideal
self-concept. Self-reflection is outcome-oriented
when the person develops conclusions for future
action or self-reflection (Greif, 2008). This is an
important prerequisite for further developing one’s
own professional behavior and adapting to changing
situations. The aim of self-reflection is to evalu-

Competence facet Continuous Learning

The competence facet continuous learning is char-
acterized by the attitude that people learn and
develop throughout their lives, that they learn what
they want to learn, and that support can be offered
in their self-directed learning. The task of valida-
tion practitioners is on the one hand to continuously

develop themselves and on the other hand to encour-

age participants to develop and realize themselves

on individual knowledge resources and competenc-
es in relation to individual learning goals in order to
be able to determine the starting point of necessary
development efforts. On the other hand, it is neces-
sary to deal with relevant pedagogical concepts and
professional topics, as well as to reflect on structural
conditions in the course of individual professional
development (Wyss, 2008).

ate one’s own cognitive, emotional and behavioral
processes and thinking. It includes a critical reflec-
tion about structural conditions such as institutional
circumstances as well as the behavior of participants
against the background of one’s own professional
identity. In this way, reflection on the self becomes
the guiding criterion for competence development
and is considered a prerequisite for situationally
appropriate action and reflective ability to act.

against the background of their individual compe-
tence profile. Validation practitioners are therefore
continuously and lifelong confronted with individual
and participants’ learning requirements, that de-
mand alternate action competences, behaviors, and
orientations on their behalf (Arnold & Rohs, 2014, p.
21; Stissmuth, 2014, p. 11).
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Lebenslanges Lernen. Wissen und Kénnen als Wohlstandsfaktoren (pp. 21-28). Springer VS.

Gillen, J. (2006). Kompetenzanalysen als berufliche Entwicklungschance: Eine Konzeption zur Férderung

beruflicher Handlungskompetenz. Bertelsmann.

Greif, S. (2008). Coaching und ergebnisorientierte Selbstreflexion. Hogrefe.

Pachner, A. (2018). Reflexive Kompetenzen-Bedeutung und Anerkennung im Kontext
erwachsenenpadagogischer Professionalisierung und Professionalitat. Zeitschrift fiir Weiterbildungsforschung,

41(2-3), 141-157.

Schrader, J. (2014). Ethik erwachsenenpadagogischen Handelns-alltdglich gefordert, selten bedacht. REPORT-

Zeitschrift fir Weiterbildungsforschung, (1), 17-28.
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Sussmuth, R. (2014). Lebenslanges Lernen - Relevanz und Stellenwert. In K. W. Schonherr & V. Tiberius (Eds.),
Lebenslanges Lernen. Wissen und Kénnen als Wohlstandsfaktoren (pp. 11-17). Springer VS.

Wyss, C. (2008). Zur Reflexionsfahigkeit und -praxis der Lehrperson. Bildungsforschung, 5(2). Reflexives Lernen.

According to Baumert and Kunter (2011), profes-
sional action is largely determined by motivational
factors (e.qg., self-efficacy beliefs and positive ex-
periences during the performance of an activity).
Motivational orientations of validation practition-
ers are expressed on the one hand in the personal
commitment and enthusiasm for their work. On the
other hand, self-efficacy beliefs represent an impor-

Competence facet Enthusiasm

Enthusiasm as a facet of motivational orientation is
shown in the personal commitment and enthusiasm
of validation practitioners for their work. Baumert
and Kunter see enthusiasm as a personal char-
acteristic and define it as a component of intrinsic
motivation (Baumert & Kunter, 2006). Enthusiasm
describes the degree of positive emotional experi-

Competence facet Self-Efficacy Beliefs

Self-efficacy beliefs are seen as significant for the

competence of validation practitioners, as they influ-
ence the choice of actions that are carried out in the
respective context (Hecht, 2013). Self-efficacy beliefs
are expressed in the belief or conviction that one has

tant aspect of motivational orientations. They make
it possible to use the necessary competences and
means to achieve the goals set in each situation.
Both facets of motivational orientation correlate with
each other. Thus, experiencing a strong sense of
self-efficacy can directly condition personal com-
mitment and enthusiasm for the validation activity
(Baumert & Kunter, 2011).

ence while performing the validation activity. This
includes the enjoyment of the activity and the fact
that validation practitioners should act as objectively
as possible (free from external pressure or control).
It also includes engagement in social developments,
openness to digital media and curiosity and enthusi-
asm for new topics.

the necessary skills and resources to carry out actions
successfully, even if this involves overcoming challeng-
es (Bandura, 1997; Baumert & Kunter, 2006). Thus,
high self-efficacy beliefs stand out as the basis for
goal-oriented action even under difficult conditions.

Bandura, A. (1997). Self-efficacy. The exercise of control. W.H. Freeman.

Baumert, J., & Kunter, M. (2006). Stichwort: Professionelle Kompetenz von Lehrkréften. Zeitschrift fiir
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U. Klusmann, S. Krauss, & M. Neubrand (Eds.), Professionelle Kompetenz von Lehrkréften: Ergebnisse des

Forschungsprogramms COACTIV (pp. 29-54). Waxmann.

Hecht, P. (2013). Selbstwirksamkeitsiiberzeugungen im Berufseinstieg von Lehrpersonen.

Unterrichtswissenschaft, 41(2), 108-124.

Keller, M. M., Hoy, A. W., Goetz, T., & Frenzel, A. C. (2016). Teacher enthusiasm: Reviewing and redefining a
complex construct. Educational Psychology Review, 28(4), 743-769.

StrauB, S., Kénig, J., & Nold, G. (2019). Fachdidaktisches Wissen, Uberzeugungen, Enthusiasmus und
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The EU-project PROVE “PRofessionalization Of Validation Experts” contributes to the professionalization of staff
involved in the validation of non-formal and informal learning (VNFIL) by developing a generic competence model
for validation professionals. The model is a starting point for further project materials (e.g. self-evaluation tool)
and provides a structure for competence standards every country or organization can choose from or prioritize
depending on their requirements and needs.

This manual provides detailed descriptions and definitions of each competence facet of the PROVE competence
model to provide basic insight into the associated knowledge, skills, and attitudes of validation personnel.

The project is being coordinated by the Eberhard Karls University of Tibingen as the coordinating institution, in
cooperation with partner organizations in Austria, France, Germany, Greece, Portugal and The Netherlands. The
project consortium represents a broad spectrum of validation providers, promoters of VPL and research institutes
focusing on VPL, professionalization and competence development. The products developed as part of the project
and further information are available for free on the PROVE home page: https://uni-tuebingen.de/en/174546
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