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0ÒÅÆÁÃÅ 

The Measuring and Assessing Soft Skills Project (MASS, http://www.mass-project.org/ ) 

represents over two years of hard work from a team of dedicated professionals from across 

Europe.  All of our partners have a commitment to improving the quality of vocational 

education and training experiences for their learners and all were willing to try something 

new in order to achieve this. 

Most people recognise the acquisition and development of soft skills as important for 

progressing in life and work.  Those of us who work with disadvantaged young people 

recognise that these skills are often under developed.  Our project aimed to address that by 

piloting new learning materials that raised awareness of what soft skills are, helped learners 

to assess themselves, and identify where and how they could actively seek to improve these 

skills within the context of their learning programmes.  By doing so we all wanted to make 

an impact on our learners' life chances. 

We are very pleased with the results of our project and hope that teachers and learners 

have benefited from participating in this process.  As we move towards a new strategy for 

Europe 2020 we need to start to address how we can continue to develop and refine our 

methods to further contribute to the experiences of young people across Europe as they 

strive to find employment and actively participate in society. 

Our thanks go to Ecorys, the UK National Agency, for supporting this project. 

 

Iverene Bromfield 

Project Manager 
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%ØÅÃÕÔÉÖÅ 3ÕÍÍÁÒÙ ɉ%.Ɋ 

¢Ƙƛǎ ōƻƻƪ ǿŀǎ ǿǊƛǘǘŜƴ ŀǎ ǇŀǊǘ ƻŦ άaŜŀǎǳǊƛƴƎ !ƴŘ !ǎǎŜǎǎƛƴƎ {ƻŦǘ {ƪƛƭƭǎέ όa!{{, 

http://www.mass-project.org/) project, which ran for the period 2009-2011 and partially 

ŦǳƴŘŜŘ ǳƴŘŜǊ 9ǳǊƻǇŜŀƴ ¦ƴƛƻƴΩǎ [ƛŦŜƭƻƴƎ [ŜŀǊƴƛƴƎ tǊƻƎǊŀƳme, Leonardo da Vinci, as a 

Transfer of Innovation. It is the final report of the MASS work package dealt with the Needs 

Analysis of the participants and Piloting of the Learning Materials. 

The aim of the MASS was the transfer of the innovation developed at Angus College, 

{ŎƻǘƭŀƴŘΣ ǘƻ ǘƘŜ ǇǊƻƧŜŎǘ ǇŀǊǘƴŜǊǎΩ ƛƴǎǘƛǘǳǘƛƻƴǎΣ ƭƻŎŀǘŜŘ ŀǘ DǊŜŜŎŜΣ {ǿŜŘŜƴΣ wƻƳŀƴƛŀ ŀƴŘ 

Netherlands.  

The innovation developed at Angus College related to the teaching and development of Soft 

Skills to disadvantaged and disaffected from education young people, with the aim of 

facilitating their social inclusion and enhance their employment perspectives. The 

methodology resulted had shown very promising results, as both the dropout rate were 

minimal and the vast majority of the students proceeded with either further studies or 

employment. 

The present book was written as a practical guide to the practitioners who want to get 

involved to teaching of soft skills to disadvantaged groups of young peoples. It is divided in 

three parts.  

The aim of the first part is to give an overview of the MASS project and establish the need 

for Soft Skills development. It contains two papers. The first paper serves as an introduction 

to the MASS project, while the second one serves as an introduction to the area of Soft 

Skills, elaborating the socio political background, giving the necessary definitions and 

presenting several international frameworks. 

The second part deals with the teaching and development of Soft Skills. It contains two 

papers. The first one is an extensive presentation of selected literature on the subject of 

teaching soft skills. The second one gives a detailed description and elaboration of the 

methodology of MASS project. It presents the historical background, the structure of the 

teaching materials, the characteristics of the target groups and the educational efforts 

ǳƴŘŜǊǘŀƪŜƴ ōȅ ŜŀŎƘ ǇŀǊǘƴŜǊǎΩ ƛƴǎǘƛǘǳǘƛƻƴΦ 

The subject of the third part is Soft Skills assessment. It contains two papers, with the first 

one giving the background of Soft Skills assessment theory and proposed practices, while the 

second one elaborates on the methodology used and results obtained from the assessment 

efforts of the partners. 

¢ƘŜ ŀǇǇŜƴŘƛŎŜǎ ƻŦ ǘƘŜ ōƻƻƪ Ŏƻƴǘŀƛƴ ǘƘŜ [ŜŀǊƴƛƴƎ aŀǘŜǊƛŀƭǎΣ ǘǊŀƴǎƭŀǘŜŘ ƛƴ ŀƭƭ ǇŀǊǘƴŜǊǎΩ 

languages, and their original reports. 

K. Kechagias 
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%ØÅÃÕÔÉÖÅ 3ÕÍÍÁÒÙ ɉ'2Ɋ 

ʆˇ ˉʰˊ˗˄ ʲʽʲ˂ʾˇ ʶʾ˄ʰʽ ˃ʷˊˇˌ ˍˇˎ ˋ˔ʶʵʾˇˎ ʵˊʱˋʹˌ ζɾʶˍˊ˗˄ˍʰˌ ˁʰʽ ɮ˅ʽˇ˂ˇʴ˗˄ˍʰˌ  

ɼˇʽ˄˖˄ʽˁʷˌ ɲʶ˅ʽˈˍʹˍʶˌη ό a!{{ύΣ ˍˇ ˇˉˇʾˇ ˎ˂ˇˉˇʽʺʻʹˁʶ ˁʰˍʱ ˍʹ ˔ˊˇ˄ʽˁʺ ˉʶˊʾˇʵˇ нллф-2011 

ˁʰʽ ˔ˊʹ˃ʰˍˇʵˇˍʺʻʹˁʶ ʶ˄ ˃ʷˊʶʽ ʰˉˈ ˍʹ˄ ɳˎˊ˖ˉʰʿˁʺ ɴ˄˖ˋʹΣ ˉˊˈʴˊʰ˃˃ʰ ɲʽʰ ɰʾˇˎ ɾʱʻʹˋʹˌΣ 

Leonardo da ±ƛƴŎƛΣ ˖ˌ ˋ˔ʷʵʽˇ ʵˊʱˋʹˌ ˃ʶˍʰ˒ˇˊʱˌ ˁʰʽ˄ˇˍˇ˃ʾʰˌΦ ɮˉˇˍʶ˂ʶʾ ˍʹ ˍʶ˂ʽˁʺ ʷˁʻʶˋʹ 

ˍˇˎ ˉʰˁʷˍˇˎ ʶˊʴʰˋʾʰˌ ˉˇˎ ʰˋ˔ˇ˂ʺʻʹˁʶ ˃ʶ ˍʹ˄ ʰ˄ʱ˂ˎˋʹ ʰ˄ʰʴˁ˗˄ ˍ˖˄ ˋˎ˃˃ʶˍʶ˔ˈ˄ˍ˖˄ ˁʰʽ 

ˍʹ ˉʽ˂ˇˍʽˁʺ ʶ˒ʰˊ˃ˇʴʺ ˍˇˎ ʵʽʵʰˁˍʽˁˇˏ ˎ˂ʽˁˇˏΦ 

ʁ ˋˍˈ˔ˇˌ ˍˇˎ a!{{ ʺˍʰ˄ ʹ ˃ʶˍʰ˒ˇˊʱ ˍʶ˔˄ˇʴ˄˖ˋʾʰˌ ˉˇˎ ʰ˄ʰˉˍˏ˔ʻʹˁʶ ʰˉˈ ˍˇ !ƴƎǳǎ 

/ƻƭƭŜƎŜΣ ʅˁ˖ˍʾʰΣ ˉˊˇˌ ˋˎ˃˃ʶˍʷ˔ˇ˄ˍʶˌ  ʰˉˈ ˍʹ˄ ɳ˂˂ʱʵʰΣ ʅˇˎʹʵʾʰΣ ʄˇˎ˃ʰ˄ʾʰ ˁʰʽ ʁ˂˂ʰ˄ʵʾʰΦ 

ɶ ˁʰʽ˄ˇˍˇ˃ʾʰΣ ˉˇˎ ʰ˄ʰˉˍˏ˔ʻʹˁʶ ˋˍˇ !ƴƎǳǎ /ƻƭƭŜƎŜΣ ˋ˔ʶˍʾʸʶˍʰʽ ˃ʶ ˍʹ ʵʽʵʰˋˁʰ˂ʾʰ ˁʰʽ ˍʹ˄ 

ʰ˄ʱˉˍˎ˅ʹ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄ ˋʶ ˃ʶʽˇ˄ʶˁˍˇˏˋʶˌ ˁʰʽ ʰˉˇ˃ʰˁˊˎˋ˃ʷ˄ʶˌ ʰˉˈ ˍʹ˄ 

ʶˁˉʰʾʵʶˎˋʹ ˇ˃ʱʵʶˌ ˄ʷ˖˄Σ ˃ʶ ˋˁˇˉˈ ˍʹ˄ ˉˊˇ˗ʻʹˋʹ ˍʹˌ ˁˇʽ˄˖˄ʽˁʺˌ ˍˇˎˌ ʷ˄ˍʰ˅ʹˌ ˁʰʽ ˍʹ˄ 

ʲʶ˂ˍʾ˖ˋʹ ˍ˖˄ ʶˉʰʴʴʶ˂˃ʰˍʽˁ˗˄ ˍˇˎˌ ˉˊˇˇˉˍʽˁ˗˄Φ ɶ ˃ʶʻˇʵˇ˂ˇʴʾʰΣ ˉˇˎ ʰ˄ʰˉˍˏ˔ʻʹˁʶΣ ʷʵ˖ˋʶ 

ˉˇ˂˂ʱ ˎˉˇˋ˔ˈ˃ʶ˄ʰ ʰˉˇˍʶ˂ʷˋ˃ʰˍʰΣ ʰ˒ˇˏ ˍˈˋˇ ʹ ˋ˔ˇ˂ʽˁʺ ʵʽʰˊˊˇʺ ʺˍʰ˄ ʶ˂ʱ˔ʽˋˍʹΣ ˈˋˇ ˁʰʽ ʹ 

˃ʶʴʱ˂ʹ ˉ˂ʶʽˇ˕ʹ˒ʾʰ ˍ˖˄ ˋˎ˃˃ʶˍʶ˔ˈ˄ˍ˖˄ ˋˎ˄ʷ˔ʽˋʰ˄ ʶʾˍʶ ˃ʶ ˉʶˊʰʽˍʷˊ˖ ˋˉˇˎʵʷˌ ʶʾˍʶ ˃ʶ 

ʶˊʴʰˋʾʰˌΦ 

ʆˇ ˉʰˊ˗˄ ʲʽʲ˂ʾˇ ʴˊʱ˒ʹˁʶ ˖ˌ ˉˊʰˁˍʽˁˈˌ ˇʵʹʴˈˌ ʴʽʰ ˍˇˎˌ ʵʽʵʱˋˁˇ˄ˍʶˌ ˉˇˎ ʶˉʽʻˎ˃ˇˏ˄ ˄ʰ 

ʰˋ˔ˇ˂ʹʻˇˏ˄ ˃ʶ ˍʹ ʵʽʵʰˋˁʰ˂ʾʰ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄ ˋʶ ˃ʶʽˇ˄ʶˁˍˇˏˋʶˌ ˇ˃ʱʵʶˌ ˄ʷ˖˄Φ 

ɮˉˇ̱ʁ ˂ʶʾˍʰʽ ʰˉˈ ˍˊʾʰ ˃ʷˊʹΦ 

ʁ ˋˍˈ˔ˇˌ ˍˇˎ ˉˊ˗ˍˇˎ ˃ʷˊˇˎˌ ʶʾ˄ʰʽ ˄ʰ ʵ˗ˋʶʽ ˃ʽʰ ʴʶ˄ʽˁʺ ʶˉʽˋˁˈˉʹˋʹ ˍˇˎ ˋ˔ʶʵʾˇˎ ʵˊʱˋʹˌ 

a!{{ ˁʰʽ ˄ʰ ˍʶˁ˃ʹˊʽ˗ˋʶʽ ˍʹ˄ ʰ˄ʱʴˁʹ ʰ˄ʱˉˍˎ˅ʹˌ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄Φ  ʃʶˊʽ˂ʰ˃ʲʱ˄ʶʽ 

ʵˏˇ ʱˊʻˊʰΦ  ʆˇ ˉˊ˗ˍˇ ʶʾ˄ʰʽ ʶʽˋʰʴ˖ʴʺ ˋˍˇ ˉˊˈʴˊʰ˃˃ʰ a!{{Σ ʶ˄˗ ˍˇ ʵʶˏˍʶˊˇ ʶʽˋʰʴ˖ʴʺ 

ˋˍˇ˄ ˍˇ˃ʷʰ ˍ˖˄ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄Σ ˃ʶ ʰ˄ʱ˂ˎˋʹ ˍˇˎ ˁˇʽ˄˖˄ʽˁˈ ˉˇ˂ʽˍʽˁˇˏ ˎˉˈʲʰʻˊˇˎΣ 

ʵʽʰˍˏˉ˖ˋʹ ˋ˔ʶˍʽˁ˗˄ ˇˊʽˋ˃˗˄ ˁʰʽ ˉʰˊˇˎˋʾʰˋʹ ˉˇ˂˂˗˄ ʵʽʶʻ˄˗˄ ˉ˂ʰʽˋʾ˖˄Φ 

ʆˇ ʵʶˏˍʶˊˇ ˃ʷˊˇˌ ʰˋ˔ˇ˂ʶʾˍʰʽ ˃ʶ ˍʹ ʵʽʵʰˋˁʰ˂ʾʰ ˁʰʽ ˍʹ˄ ʰ˄ʱˉˍˎ˅ʹ ˍ˖˄ ˁˇʽ˄˖˄ʽˁ˗˄ 

ʵʶ˅ʽˇˍʺˍ˖˄Φ ʃʶˊʽ˂ʰ˃ʲʱ˄ʶʽ ʵˏˇ ʱˊʻˊʰΦ ʆˇ ˉˊ˗ˍˇ ʶʾ˄ʰʽ ˃ʽʰ ʶˁˍʶ˄ʺˌ ˉʰˊˇˎˋʾʰˋʹ 

ʶˉʽ˂ʶʴ˃ʷ˄ʹˌ ʲʽʲ˂ʽˇʴˊʰ˒ʾʰˌΣ ˋˍˇ˄ ˍˇ˃ʷʰ ˍʹˌ ʵʽʵʰˋˁʰ˂ʾʰˌ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄Φ ʆˇ 

ʵʶˏˍʶˊˇ ˉʶˊʽʴˊʱ˒ʶʽ ʰ˄ʰ˂ˎˍʽˁʱ ˍʹ ˃ʶʻˇʵˇ˂ˇʴʾʰ ˍˇˎ ˉˊˇʴˊʱ˃˃ʰˍˇˌ a!{{Φ ʃʰˊˇˎˋʽʱʸʶʽ ˍˇ 

ʽˋˍˇˊʽˁˈ ˎˉˈʲʰʻˊˇΣ ˍʹ ʵˇ˃ʺ ˍˇˎ ʶˁˉʰʽʵʶˎˍʽˁˇˏ ˎ˂ʽˁˇˏ ˁʰʽ ˍʽˌ ʶˁˉʰʽʵʶˎˍʽˁʷˌ ˉˊˇˋʶʴʴʾˋʶʽˌ 

ˉˇˎ ˎʽˇʻʶˍʺʻʹˁʰ˄ ʰˉˈ ˍˇ˄ ˇˊʴʰ˄ʽˋ˃ˈ ˍˇˎ ˁʱʻʶ ʶˍʰʾˊˇˎΦ 

ʆˇ ʻʷ˃ʰ ˍˇˎ ˍˊʾˍˇˎ ˃ʷˊˇˎˌ ʶʾ˄ʰʽ ʹ ʰ˅ʽˇ˂ˈʴʹˋʹ ˍ˖˄ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄Φ ʃʶˊʽ˂ʰ˃ʲʱ˄ʶʽ 

ʵˏˇ ʱˊʻˊʰΣ ˃ʶ ˍˇ ˉˊ˗ˍˇ ˄ʰ ʰˋ˔ˇ˂ʶʾˍʰʽ ˃ʶ ˍʹ ʻʶ˖ˊʾʰ ˁʰʽ ˍʽˌ ˉˊˇˍʶʽ˄ˈ˃ʶ˄ʶˌ ˉˊʰˁˍʽˁʷˌ ˋˍʹ˄ 

ʰ˅ʽˇ˂ˈʴʹˋʹ ˍ˖˄ ˁˇʽ˄˖˄ʽˁ˗˄ ʵʶ˅ʽˇˍʺˍ˖˄Σ ʶ˄˗ ˍˇ ʵʶˏˍʶˊˇ ˉʰˊˇˎˋʽʱʸʶʽ ˍʹ ˃ʶʻˇʵˇ˂ˇʴʾʰ ˉˇˎ  

ˁʰʽ ˍʰ ʰˉˇˍʶ˂ʷˋ˃ʰˍʰ ˍˇˎ ˉˊˇʴˊʱ˃˃ʰˍˇˌ a!{{Φ 

ʆʰ ˉʰˊʰˊˍʺ˃ʰˍʰ ˍˇˎ ʲʽʲ˂ʾˇˎ ˉʶˊʽ˂ʰ˃ʲʱ˄ˇˎ˄ ˍˇ ɳˁˉʰʽʵʶˎˍʽˁˈ ʇ˂ʽˁˈΣ ˃ʶˍʰ˒ˊʰˋ˃ʷ˄ˇ ˋˍʽˌ 

ʴ˂˗ˋˋʶˌ ˈ˂˖˄ ˍˇ˄ ʶˍʰʾˊ˖˄Σ ˁʰʻ˗ˌ ˁʰʽ ˍʽˌ ʶˁʻʷˋʶʽˌ ʰˉˇˍʶ˂ʶˋ˃ʱˍ˖˄ ˍˇˎˌΦ 

ɼΦ ɼʶ˔ʰʴʽʱˌ 
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5Ŝƴƴŀ ōƻƪ ŅǊ ǎƪǊƛǾŜƴ ǎƻƳ Ŝƴ ŘŜƭ ŀǾ ǇǊƻƧŜƪǘŜǘ a!{{ όaŜŀǎǳǊƛƴƎ ŀƴŘ !ǎǎŜǎǎƛƴƎ {ƻŦǘ {ƪƛƭƭǎύ ǎƻƳ 

ƘŀƴŘƭŀǊ ƻƳ ŀǘǘ ƳŅǘŀ ƻŎƘ ōŜŘǀƳŀ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊ όǎƻŎƛŀƭ ƪƻƳǇŜǘŜƴǎύΦ a!{{-projektet, som 

ƘŀǊ ǇňƎňǘǘ ǳƴŘŜǊ ǇŜǊƛƻŘŜƴ нллф-нлммΣ ƘŀǊ ŘŜƭŦƛƴŀƴǎƛŜǊŀǘǎ ŀǾ 9¦Υ ǎ ǇǊƻƎǊŀƳ ŦǀǊ ŘŜǘ ƭƛǾǎƭňƴƎŀ 

ƭŅǊŀƴŘŜǘΣ [ŜƻƴŀǊŘƻ Řŀ ±ƛƴŎƛΦ 5Ŝƴƴŀ ŘŜƭ ŀǾ [ŜƻƴŀǊŘƻǇǊƻƎǊŀƳƳŜǘ ƘŀƴŘƭŀǊ ƻƳ ǀǾŜǊŦǀǊƛƴƎ ŀǾ 

nyskapande metoder till andra EU-ƭŅƴŘŜǊΦ .ƻƪŜƴ ŅǊ ǎƭǳǘǊŀǇǇƻǊǘŜƴ ƎŅƭƭŀƴŘŜ ŘŜƴ ŘŜƭ ŀǾ ǇǊƻƧŜƪǘŜǘ 

ǎƻƳ ƘŀƴŘƭŀŘŜ ƻƳ ŘŜƭǘŀƎŀǊƴŀǎ ōŜƘƻǾǎŀƴŀƭȅǎ ƻŎƘ ǘŜǎǘƴƛƴƎ ŀǾ ŘŜ ƻƭƛƪŀ ƭŅǊƻƳŜŘŜƭκƭŅǊƳŜǘƻŘŜǊ ǎƻƳ 

ŀƴǾŅƴǘǎΦ 

Syftet med MASS-ǇǊƻƧŜƪǘŜǘ ǾŀǊ ŀǘǘ ǀǾŜǊŦǀǊŀ ŘŜ ƛƴƴƻǾŀǘƛǾŀ ƳŜǘƻŘŜǊ ǎƻƳ ǳǘǾŜŎƪƭŀǘǎ Ǉň !ƴƎǳǎ 

/ƻƭƭŜƎŜ ƛ {ƪƻǘǘƭŀƴŘΣ ǘƛƭƭ ǇǊƻƧŜƪǘŜǘǎ ǇŀǊǘƴŜǊƛƴǎǘƛǘǳǘƛƻƴŜǊΣ ƛ DǊŜƪƭŀƴŘΣ {ǾŜǊƛƎŜΣ wǳƳŅƴƛŜƴ ƻŎƘ 

bŜŘŜǊƭŅƴŘŜǊƴŀΦ 

5Ŝƴ ƛƴƴƻǾŀǘƛǾŀ ƳŜǘƻŘ ǎƻƳ ǳǘǾŜŎƪƭŀǘǎ Ǉň !ƴƎǳǎ /ƻƭƭŜƎŜ ƘŀƴŘƭŀǊ ƻƳ ǳƴŘŜǊǾƛǎƴƛƴƎ ƻŎƘ ǳǘǾŜŎƪƭƛƴƎ 

ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΣ ŦǀǊ όƭňƎǘ ƳƻǘƛǾŜǊŀŘŜύ ǳƴƎŘƻƳŀǊ ǎƻƳ ƘŀǊ ǎǾňǊƛƎƘŜǘŜǊ ŀǘǘ Ǝň ǾƛŘŀǊŜ ǘƛƭƭ 

ŀǊōŜǘŜ ŜƭƭŜǊ ǎǘǳŘƛŜǊΣ ƛ ǎȅŦǘŜ ŀǘǘ ǳƴŘŜǊƭŅǘǘŀ ŘŜǊŀǎ ǎƻŎƛŀƭŀ ƛƴǘŜƎǊŀǘƛƻƴ ƻŎƘ ŦǀǊōŅǘǘǊŀ ŘŜǊŀǎ 

ǎȅǎǎŜƭǎŅǘǘƴƛƴƎǎƳǀƧƭƛƎƘŜǘŜǊΦ 5Ŝƴ ƳŜǘƻŘƛƪ ǎƻƳ ƘŀǊ ŀƴǾŅƴǘǎ ƛ {ƪƻǘǘƭŀƴŘ ƘŀǊ Ǿƛǎŀǘ ƳȅŎƪŜǘ ƭƻǾŀƴŘŜ 

ǊŜǎǳƭǘŀǘΣ ŜŦǘŜǊǎƻƳ ōňŘŜ andelen avhopp var minimalt och de allra flesta av eleverna gick vidare, 

antingen till fortsatta studier, eller till arbete. 

5Ŝƴ ƘŅǊ ōƻƪŜƴ ŅǊ ǎƪǊƛǾŜƴ ǎƻƳ Ŝƴ ǇǊŀƪǘƛǎƪ ǾŅƎƭŜŘƴƛƴƎ ŦǀǊ ǳǘǀǾŀǊŜ ǎƻƳ Ǿƛƭƭ ŜƴƎŀƎŜǊŀ ǎƛƎ ƛ 

ǳƴŘŜǊǾƛǎƴƛƴƎκǘǊŅƴƛƴƎ ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊ ŦǀǊ ƻǾŀƴ ƴŅƳƴŘŀ ƎǊǳǇǇŜǊ ŀǾ ǳƴƎŀ ƳŅƴƴƛǎƪƻǊΦ .ƻƪŜƴ 

ŅǊ ƛƴŘŜƭŀŘ ƛ ǘǊŜ ŘŜƭŀǊΦ 

{ȅŦǘŜǘ ƳŜŘ ŘŜƴ ŦǀǊǎǘŀ ŘŜƭŜƴ ŅǊ ŀǘǘ ƎŜ Ŝƴ ǀǾŜǊǎƛƪǘ ŀǾ a!{{-projektet och att definiera behovet av 

ǳǘǾŜŎƪƭƛƴƎ ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΦ 5Ŝƴ ƛƴƴŜƘňƭƭŜǊ ǘǾň ŀǊǘƛƪƭŀǊΦ 5Ŝƴ ŦǀǊǎǘŀ ŦǳƴƎŜǊŀr som en 

introduktion till MASS-ǇǊƻƧŜƪǘŜǘΣ ƳŜŘŀƴ ŘŜƴ ŀƴŘǊŀ ƎŜǊ Ŝƴ ƛƴǘǊƻŘǳƪǘƛƻƴ ǘƛƭƭ ƻƳǊňŘŜǘ {ƻŦǘ {ƪƛƭƭǎ 

ό{ƻŎƛŀƭŀ CŅǊŘƛƎƘŜǘŜǊΣ ǎƻŎƛŀƭ ƪƻƳǇŜǘŜƴǎύΦ 5Ŝƴ ǎŜƴŀǊŜ ŀǊǘƛƪŜƭƴ ōŜƘŀƴŘƭŀǊ ŘŜƭǘŀƎŀǊƴŀǎ 

ǎƻŎƛƻŜƪƻƴƻƳƛǎƪŀ ōŀƪƎǊǳƴŘΣ ǾƛƭƪŜǘ ƎŜǊ ƭŅǎŀǊŜƴ Ŝǘǘ ŀƴǘŀƭ ƴǀŘǾŅƴŘƛƎŀ ŘŜŦinitioner samt presenterar 

Ŝǘǘ ŀƴǘŀƭ ƻƭƛƪŀ ƛƴǘŜǊƴŀǘƛƻƴŜƭƭŀ ǊŜŦŜǊŜƴǎŜǊ ƛƴƻƳ ŅƳƴŜǎƻƳǊňŘŜǘΦ 

5Ŝƴ ŀƴŘǊŀ ŘŜƭŜƴ ƘŀƴŘƭŀǊ ƻƳ ǳƴŘŜǊǾƛǎƴƛƴƎ ƻŎƘ ǳǘǾŜŎƪƭƛƴƎ ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΦ 5Ŝƴ ƛƴƴŜƘňƭƭŜǊ 

ǘǾň ŀǊǘƛƪƭŀǊΦ 5Ŝƴ ŦǀǊǎǘŀ ŅǊ Ŝƴ ǳǘŦǀǊƭƛƎ ǇǊŜǎŜƴǘŀǘƛƻƴ ŀǾ ǳǘǾŀƭŘ ƭƛǘǘŜǊŀǘǳǊ ƛ ŅƳƴŜǘ ŀǘǘ ǳƴŘŜǊǾƛǎŀ ƻƳκƛ 

ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΦ 5Ŝƴ ŀƴŘǊŀ ƎŜǊ Ŝƴ ŘŜǘŀƭƧŜǊŀŘ ōŜǎƪǊƛǾƴƛƴƎ ŀǾΣ ƻŎƘ ŦǀǊŘƧǳǇƴƛƴƎ ƛΣ ƳŜǘƻŘƛƪŜƴ ƛ 

MASS-projektet. Den presenterar den historiska bakgrunden, strukturen i 

ǳƴŘŜǊǾƛǎƴƛƴƎǎƳŀǘŜǊƛŀƭŜǘΣ ōŜǎƪǊƛǾƴƛƴƎ ŀǾ ƳňƭƎǊǳǇǇŜǊƴŀ ǎŀƳǘ ŘŜ ǇŜŘŀƎƻƎƛǎƪŀ ƛƴǎŀǘǎŜǊ ǎƻƳ ǳǘŦǀǊǘǎ 

av respektive partners organisation. 

5Ŝƴ ǘǊŜŘƧŜ ŘŜƭŜƴ ƛƴƴŜƘňƭƭŜǊ ōŜŘǀƳƴƛƴƎ ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΦ 5Ŝƴ ōŜǎǘňǊ ŀǾ ǘǾň ŀǊǘƛƪƭŀǊΤ ŘŜƴ 

ŦǀǊǎǘŀ ƎŜǊ ōŀƪƎǊǳƴŘŜƴ ǘƛƭƭ ōŜŘǀƳƴƛƴƎ ŀǾ ǎƻŎƛŀƭŀ ŦŅǊŘƛƎƘŜǘŜǊΣ ǘŜƻǊƛ ƻŎƘ ŦǀǊŜǎƭŀƎƴŀ ƳŜǘƻŘŜǊΣ 

ƳŜŘŀƴ ŘŜƴ ŀƴŘǊŀ ōŜƘŀƴŘƭŀǊ ŘŜƴ ƳŜǘƻŘƛƪ ǎƻƳ ŀƴǾŅƴǘǎ ƻŎƘ ǊŜǎǳƭǘŀǘŜƴ ŀǾ ǳǘǾŅǊŘŜǊƛƴƎŜƴ Ƙƻǎ 

respektive partner. 

.ƛƭŀƎƻǊ ǘƛƭƭ ōƻƪŜƴ ƛƴƴŜƘňƭƭŜǊ ǳƴŘŜǊǾƛǎƴƛƴƎǎƳŀǘŜǊƛŜƭκǳƴŘŜǊǾƛǎƴƛƴƎǎƳŜǘƻŘŜǊΣ ǀǾŜǊǎŀǘǘŀ ǘƛƭƭ ǎŀƳǘƭƛƎŀ 

ǇŀǊǘƴŜǊǎ ǎǇǊňƪ ǎŀƳǘ ǊŜǎǇŜƪǘƛǾŜ ƭŀƴŘǎ ƻǊƛƎƛƴŀƭǊŀǇǇƻǊǘΦ 

K. Kechagias  
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[ǳŎǊŀǊŜŀ ŀ Ŧƻǎǘ ŎƻƴŎŜǇǳǘŇ Ŏŀ ƻ ǇŀǊǘŜ ƛƴǘŜƎǊŀƴǘŇ ŀ ǇǊƻƛŜŎǘǳƭǳƛ [ŜƻƴŀǊŘƻ Řŀ ±ƛƴŎƛ  - Transfer de 

ƛƴƻǾŀסƛŜ όa!{{ύ άaŇǎǳǊŀǊŜŀ ǒƛ ŜǾŀƭǳŀǊŜŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀǘŇέΣ ŘŜǊǳƭŀǘ ƞƴ ǇŜǊƛƻŀŘŀ нллф-

нлммΣ ǇǊƻƛŜŎǘ Ŧƛƴŀƴסŀǘ ǇŀǊסƛŀƭ ŘŜ ŎŇǘǊŜ /ƻƳƛǎƛŀ 9ǳǊƻǇŜŀƴŇΣ ǇǊƛƴ tǊƻƎǊŀƳǳƭ ŘŜ ƞƴǾŇסŀǊŜ ǇŜ 

parcursul ƞƴǘǊŜƎƛƛ ǾƛŜסƛΦ [ǳŎǊŀǊŜŀ ǊŜǇǊŜȊƛƴǘŇ ǊŀǇƻǊǘǳƭ Ŧƛƴŀƭ ŀƭ ŎŀǇƛǘƻƭǳƭǳƛ ǊŜŦŜǊƛǘƻǊ ƭŀ !ƴŀƭƛȊŀ ŘŜ 

ƴŜǾƻƛ ǎƛ ǇƛƭƻǘŀǊŜŀ  ǇŀŎƘŜǘŜƭƻǊ ŘŜ ƞƴǾŇסŀǊŜΦ  

{ŎƻǇǳƭ ƎŜƴŜǊŀƭ ŀƭ ǇǊƻƛŜŎǘǳƭǳƛ όa!{{ύ άaŇǎǳǊŀǊŜŀ ǒƛ ŜǾŀƭǳŀǊŜŀ ŀōƛƭƛǘŇסƛƭƻr de viaǘŇέ ƛƭ 

constituie transferul programului ŜŘǳŎŀסƛƻƴŀƭ inovativ  ŎƻƴŎŜǇǳǘ ǒƛ ƛƳǇƭŜƳŜƴǘŀǘ ŘŜ ŎŇǘǊŜ 

Angus College, Scotland la nivelul celorlalte ƛƴǎǘƛǘǳסƛƛ Řƛƴ ŎŀŘǊǳƭ ǇŀǊǘŜƴŜǊƛŀǘǳƭǳƛΣ ƞƴ Υ DǊŜŎƛŀΣ 

Suedia, wƻƳŃƴƛŀ ǒƛ hƭŀƴŘŀΦ 

LƴƻǾŀסƛŀ  ǇǊƻpǳǎŇ ŘŜ !ƴƎǳǎ /ƻƭƭŜƎŜ ŎƻƴǎǘŇ ƞƴ ŎƻƴŎŜǇŜǊŜŀ ǒƛ ŀǇƭƛŎŀǊŜŀ ǳƴǳƛ ǇǊƻƎǊŀƳ ŘŜ 

ŘŜȊǾƻƭǘŀǊŜ ŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀǘŇ ƭŀ ŜƭŜǾƛƛ Řƛƴ ŎŀŘǊǳƭ ƞƴǾŇסŇƳŃƴǘǳƭǳƛ profeǎƛƻƴŀƭ ǒƛ tehnic  

(ǾƻŎŀסƛƻƴŀƭύΣ ŜƭŜǾƛ ŘŜȊŀǾaƴǘŀƧŀסƛΣ Ŏǳ ǎŎƻǇǳƭ ŦŀŎƛƭƛǘŇǊƛƛ  ƛƴǘŜƎǊŇǊƛƛ  ƭƻǊ ǎƻŎƛƻ- ǇǊƻŦŜǎƛƻƴŀƭŜ ǒƛ 

dezvoltŇǊƛƛ ǳƴŜƛ ǇŜǊǎƻƴŀƭƛǘŇסƛ ŀǊƳƻƴƛƻŀǎŜΦ 

aŜǘƻŘƻƭƻƎƛŀ ƛƳǇƭŜƳŜƴǘŀǘŇ  ƞƴ ŎŀŘǊǳƭ ǇǊƻƎǊŀƳǳƭǳƛ ǒƛ-ŀ ŘƻǾŜŘƛǘ ŜŦƛŎƛŜƴסŀ ǒƛ ŜŦƛŎŀŎƛǘŀǘŜŀΣ ǊŀǘŜƭŜ 

ŘŜ ŀōŀƴŘƻƴ ŀƭŜ ŜƭŜǾƛƭƻǊ ǇŀǊǘƛŎƛǇŀƴסƛ ƭŀ ǇǊƻƎǊŀƳ ŦƛƛƴŘ ƳƛƴƛƳŜΦ wŜȊǳƭǘŀǘŜƭŜ ŜƭŜǾƛƭƻǊ ŎŀǊŜ ŀǳ 

parcurs programul MASS s-ŀǳ ƞƳōǳƴŇǘŇסƛǘ ǎƛƳסƛǘƻǊΣ Ŝƛ ŘŜǾŜƴƛƴŘ Ƴŀƛ ƳƻǘƛǾŀסƛ ǇŜƴǘǊǳ 

ŎƻƴǘƛƴǳŀǊŜŀ ǎǘǳŘƛƛƭƻǊ ǒƛ Ƴŀƛ ƛƴǘŜǊŜǎŀסƛ ŘŜ ǇǊƻǇǊƛǳƭ ŘŜǎǘƛƴ ǎƻŎƛƻ-profesional. 

[ǳŎǊŀǊŜŀ ŘŜ ŦŀסŇ ŎƻƴǎǘƛǘǳƛŜ ǳƴ ŘŜƻǎŜōƛǘ ŘŜ ǇǊŜסƛƻǎ ƛƴǎǘǊǳƳŜƴǘ ŘŜ ƭǳŎǊǳ - ghid practic pentru 

ŎƻƴǎƛƭƛŜǊƛƛ ǒƛ ǇǊƻŦŜǎƻǊƛƛ ŘƛǊƛƎƛƴסƛ ŎŀǊŜ ǎŜ ƻŎǳǇŇ ŘŜ ŦƻǊƳŀǊŜŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇ ŀƭŜ ŜƭŜǾƛƭƻǊΣ ǎŀǳ 

ǘƛƴŜǊƛƭƻǊ Ŏǳ ŎŜǊƛƴסŜ ŜŘǳŎŀסƛƻƴŀƭŜ ǎǇŜŎƛŀƭŜΦ 

LucrŀǊŜŀ ŎǳǇǊƛƴŘŜ ǘǊŜƛ ǇŇǊסƛΥ 

I. tǊƛƳŀ ǇŀǊǘŜ ŎƻƴסƛƴŜ ƻ ǇǊƛǾƛǊŜ ŘŜ ŀƴǎŀmblu asupra ƞƴǘǊŜƎǳƭǳƛ ǇǊƻƛŜŎǘ a!{{Σ ǇǊŜŎǳƳ ǒƛ 

ǎǘǳŘƛǳƭ ŀǎǳǇǊŀ ƛƳǇƻǊǘŀƴסŜƛ ǒƛ ƴŜǾƻƛƛ ŘŜ ŦƻǊƳŀǊŜ ŀ ŀōƛƭƛǘŇסiƭƻǊ ŘŜ ǾƛŀסŇ ƭŀ ŀŘƻƭŜǎŎŜƴסƛ ǒƛ ǘƛƴŜǊƛΦ 

!ŎŜŀǎǘŇ ǇŀǊǘŜ ŜǎǘŜ ƞƳǇŇǊסƛǘŇ ƞƴ ŘƻǳŇ ǎǳō-capitole: 

a)  Introducere in cadrul proiectului MASS- prezentarea proiectului 

b)  LƴǘǊƻŘǳŎŜǊŜ ƞƴ ǎǘǳŘƛǳƭ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇ  όƛƴŎƭǳȊŃƴŘ ŎƻƴǘŜȄǘǳŀƭ ǎƻŎƛƻ-politic, 

ŎƛǊŎǳƳǎŎǊƛŜǊŜŀ ǘŜƳŀǘƛŎƛƛ ǒƛ ŘƻƳŜƴƛǳƭǳƛ ŘŜ ǎǘǳŘƛǳΣ ŎŀŘǊǳƭ ŜŘǳŎŀסƛƻƴŀƭ 9ǳǊƻǇŜŀƴ ƞƴ ŎŀǊŜ ǎǳƴǘ 

ŦƻǊƳŀǘŜ ŀōƛƭƛǘŇסƛƭŜ ŘŜ ǾƛŀסŇ ƭŀ ŀŘƻƭŜǎŎŜƴסƛ ǒƛ ǘƛƴŜǊƛύ 

II. Partea a doua  cuprinde programul de dezǾƻƭǘŀǊŜ ŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇ ƭŀ ŜƭŜǾƛΦ  ƛ ŀŎŜaǎǘŇ 

ǇŀǊǘŜ ŎǳǇǊƛƴŘŜ ŘƻǳŇ ǎǳō-capitole: 

a)  Prezentarea elementelor cheie din literatura de specialitate referitor la formarea 

ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀǘŇΦ /ŀŘǊǳƭ ŎƻƴŎŜǇǘǳŀƭ ǇǊƛǾƛƴŘ ŦƻǊƳŀǊŜŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇΦ 

b)  PrezentaǊŜŀ ŘŜǘŀƭƛŀǘŇ ŀ ƳŜǘƻŘƻƭƻƎƛŜƛ ŜŘǳŎŀסƛƻƴŀƭŜ  ǇǊƻǇǳǎŇ ǇǊƛƴ ǇǊƻƛŜŎǘǳƭ a!{{Φ 
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{ǳƴǘ ǎǳǊǇǊƛƴǎŜ ƞƴ ŘŜǘŀƭƛǳ ƛǎǘƻǊƛŎǳƭ ǒƛ ŜȄǇŜǊƛŜƴסŜƭŜ ŀŎǳƳǳƭŀǘŜ ƛƴ ŎŀŘǊǳƭ ƛƳǇƭŜƳŜƴǘŇǊƛƛ 

proƎǊŀƳǳƭǳƛΣ ǎǘǊǳŎǘǳǊŀ ƳŀǘŜǊƛŀƭŜƭƻǊ ŜŘǳŎŀסƛƻƴŀƭŜΣ caǊŀŎǘŜǊƛǎǘƛŎƛƭŜ ƎǊǳǇǳƭǳƛ סƛƴǘŇΣ ǇǊŜŎǳƳ ǒi 

ŘŜƳŜǊǎǳǊƛƭŜ ƞƴǘǊŜǇǊƛƴǎŜ ŘŜ ŎŇǘǊŜ ŦƛŜŎŀǊŜ ƻǊƎŀƴƛȊŀסƛŜ ǇŀǊǘŜƴŜǊŇΦ 

LLLΦ tŀǊǘŜŀ ŀ ǘǊŜƛŀ ǎŜ ǊŜŦŜǊŇ ƭŀ ŜǾŀƭǳŀǊŜŀ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇΦ 

a) /ŀŘǊǳƭ ǘŜƻǊŜǘƛŎ ŎƻƴŎŜǇǘǳŀƭ ŀƭ ŜǾŀƭǳŇǊƛƛ ŀōƛƭƛǘŇסƛƭƻǊ ŘŜ ǾƛŀסŇΣ ǇǊŜŎǳƳ ǒƛ ǇƻǎƛōƛƭŜ ŜȄŜƳǇƭŜ ŘŜ 

ōǳƴŇ ǇǊŀŎǘƛŎŇΦ 

b)  Metodologia utiƭƛȊŀǘŇ ǒƛ ǊŜȊǳƭǘŀǘŜƭŜ ƻōסƛƴǳǘŜ ǇǊƛƴ ŀǇƭƛŎŀǊŜŀ ƛƴǎǘǊǳƳŜƴǘŜƭƻǊ ǇǊƻǇǳǎŜΦ [ŀ 

ƴƛǾŜƭǳƭ ƎǊǳǇǳƭǳƛ סƛƴǘŇ ŀƭ ǇǊƻƛŜŎǘǳƭǳƛΣ ƛƴ ŦƛŜŎŀǊŜ ŘƛƴǘǊŜ ƛƴǎǘƛǘǳסƛƛƭŜ ǇŀǊǘŜƴŜǊŜΦ 

!ƴŜȄŜƭŜ ŎǳǇǊƛƴŘ ƞƴ ƞƴǘǊŜƎƛƳŜ ƳŀǘŜǊƛŀƭŜƭŜ ŜŘǳŎŀסƛƻƴŀƭŜΣ ǘǊŀŘǳǎŜ ƞƴ ǘƻŀǘŜ ƭƛƳōƛƭŜ Řƛƴ ŎŀŘǊǳƭ 

parteneriatǳƭǳƛΣ ǇǊŜŎǳƳ ǒƛ ǊŀǇƻŀǊǘŜƭŜ ǊŜŀƭƛȊŀǘŜ ŘŜ ŦƛŜŎŀǊŜΦ 

K. Kechagias 
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%ØÅÃÕÔÉÖÅ 3ÕÍÍÁÒÙ ɉ.,Ɋ 

Dit rapport is geschreven ŀƭǎ ƻƴŘŜǊŘŜŜƭ Ǿŀƴ ƘŜǘ ǇǊƻƧŜŎǘ άMeasuring and Assessing 

{ƻŦǘ {ƪƛƭƭǎέόa!{{ύΣ Řŀǘ ǿŜǊŘ ǳƛǘgevoerd in de periode 2009-2011. Het werd deels 

gesubsidieerd door de Europese Unie in het kader van het Leven Lang Leren 

Programma (Leonardo da Vinci), Transfer of Innovation. Het is het afsluitende 

rapport van het MASS werkpakket tezamen met de Needs Analysis van de 

deelnemers en de uitgevoerde pilots met de Learning Materials. 

Heǘ ŘƻŜƭ Ǿŀƴ a!{{ ǿŀǎ ΨǘǊŀƴǎŦŜǊ ƻŦ ƛƴƴƻǾŀǘƛƻƴΩΣ de overdracht van een innovatief 

programma ontwikkeld door Angus College, Schotland, naar partner instituten in 

DǊƛŜƪŜƴƭŀƴŘΣ ½ǿŜŘŜƴΣ wƻŜƳŜƴƛš Ŝƴ bŜŘŜǊƭŀƴŘΦ 

De innovatie hield verband met het onderwijzen en ontwikkelen van sociale 

vaardigheden bij jongeren in achterstandssituaties, met het doel hen beter toe te 

rusten voor maatschappelijke deelname en hen kansen op werk te doen groeien. De 

methode van Angus College liet veelbelovende resultaten zien, het aantal voortijdig 

schoolverlaters nam sterk af en het grootste deel  van de deelnemende studenten 

ging door in vervolgonderwijs of vond werk. 

Dit boek is geschreven als een praktische handleiding voor degenen die aan de slag 

willen met het werken aan sociale vaardigheden bij kansarme groepen jongeren. Het 

is opgedeeld in drie delen. 

In het eerste deel wordt zicht gegeven op het MASS-project en de noodzaak om te 

werken aan de ontwikkeling van sociale vaardigheden. Het bevat twee artikelen. Het 

eerste artikel dient als een introductie op het MASS-project, het tweede is een 

introductie op het gebied van sociale vaardigheden, met aandacht voor de sociaal-

politieke achtergronden, het geeft definities en toont enkele internationale 

ǎŎƘŜƳŀΩǎΦ 

Het tweede deel draait om het onderwijzen en ontwikkelen van sociale 

vaardigheden. Het omvat eveneens twee artikelen. Het eerste is een uitgebreide 

beschrijving en uitwerking van de methode van het MASS-project. Het bevat een 

historische achtergrond, de structuur van het lesmateriaal, de kenmerken van de 

doelgroepen en de onderwijswerkzaamheden die zijn ondernomen bij ieder partner-

instituut. 

Het onderwerp van het derde deel is het beoordelen van sociale vaardigheden. Het 

betreft twee artikelen (alweer!)  waarbij het eerste de achtergroƴŘ Ǿŀƴ ǘƘŜƻǊƛŜšƴ 

over het meten van sociale vaardigheden beschrijft  en wijze waarop we dat in de 

praktijk tegenkomen, terwijl in het tweede de gebruikte methodiek wordt behandeld 

en de resultaten van pogingen van projectpartners in deze. 
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De bijlagen van het boek bevatten de lesmaterialen, vertaald in de talen van de 

projectpartners, en de oorspronkelijke rapportages. 

K. Kechagias 
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PART 1: 

INTRODUCTION
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)ÎÔÒÏÄÕÃÔÉÏÎ ÔÏ -!33 ÐÒÏÊÅÃÔ 

Abstract  
Teaching professionals at Angus College, Scotland, have been working with a method, based 

on measurement and assessment of soft skills, within a classroom context for a number of 

ȅŜŀǊǎΦ ¢ƘŜ ƳƻŘŜƭ Ƙŀǎ ōŜŜƴ ǳǎŜŘ ǘƻ ƛƳǇǊƻǾŜ ŘƛǎŀŘǾŀƴǘŀƎŜŘ ȅƻǳƴƎ ǇŜǊǎƻƴǎΩ ŎƘŀƴŎŜǎ ǘƻ ƎŜǘ 

jobs or go on to further studies. The results have been very successful.  

The main aim of the MASS project is to transfer the model/pedagogy to other European 

partner organisations. By testing the method in different cultural environments and 

institutions, we enhanced the materials to encompass the needs of different groups of 

young unemployed persons, some of them in danger of social marginalisation. 

Main Goals 
The main goal of MASS was to find out whether the model, developed by Angus College, 

Scotland, is transferable to the other partnersΩ institutions and if it can be used for other 

target groups.  

The three project objectives were: 

¶ To develop the pedagogical and curriculum skills of a number of VET 

teachers/trainers/tutors in measuring and assessing soft skills. 

¶ To ensure that the didactic role of VET professionals takes into account a shift to 

learning outcomes and use of EQF (European Qualification Framework). 

¶ To establish and enhance links with Small and Medium sized Enterprises, to 

strengthen collaborative VET initiatives. 

Our consortium brought together 6 VET organisations from UK, GR, SW, RO and NL; 3 of 

which directly provide training and support for disadvantaged young learners, 1 which 

provides vocational training for VET professionals who work with young disadvantaged 

learners and 1 training provider with a speciality in working with SMEs. 

Products  
Training manuals and assessment tools for VET professionals and employers were produced, 

which may lead to a greater understanding of soft skills within each ǇŀǊǘƴŜǊΩǎ ƛƴǎǘƛǘǳǘƛƻƴǎ 

ŀƴŘ ƘƻǇŜŦǳƭƭȅ ƛƴ ǇŀǊǘƴŜǊΩǎ ŎƻǳƴǘǊƛŜǎ ŀƭǎƻΦ ¢ƘŜ ǇǊƻŘǳŎǘǎ ƛƴŎƭǳŘŜ ǘŜŀŎƘƛƴƎ ƳŀǘŜǊƛŀƭǎΣ ǘŜŀŎƘŜǊǎϥ 

ŀƴŘ ǎǘǳŘŜƴǘǎΩ ǇŀŎƪǎ, all ǘǊŀƴǎƭŀǘŜŘ ƛƴ ǘƘŜ ƭŀƴƎǳŀƎŜǎ ƻŦ ǘƘŜ ǇŀǊǘƴŜǊǎΩΦ 

Target Audiences  
The ultimate target group for the project is young disengaged learners, who have difficulties 

of inclusion in society and in entering the labour market. We addressed their needs through 

the development of skills and competences of VET teachers, trainers and tutors, concerning 

the teaching and assessment of soft skills. 
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Our dissemination strategy also targeted employers, with the aim to learn more about soft 

skills, EQF and skills focus. Employer consultation leads to results which can be used when 

recruiting new employees.  

Finance 
The MASS project is partly financed from the EU Life Long Learning Programme, Leonardo 

Da Vinci, Transfer of Innovation, under the contract UK/09/LLP-LdV/TOI/163_271. 

Partners  
¶ Angus College, Arbroath, Scotland 

Angus was established as an FE College in 1956 and has a history of steady growth 

and currently supports 11,000 enrolments per year across 120 vocational 

programmes from introductory level to advanced HN courses. Nationally, the college 

is recognised as one of the most efficient and financially sound colleges within the 

further education ǎŜŎǘƻǊΣ ƳŀƴŀƎƛƴƎ ŀ ōǳŘƎŜǘ ƻŦ ŀǊƻǳƴŘ ϻмм Ƴƛƭƭƛƻƴ ǇŀΦ    Lƴ нллс 

Angus established the SkillZone, an experimental approach to dealing with the 

growing numbers of hard to place, disadvantaged young people.  The overall model 

has proven to be hugely successful, evidenced by better performance indicators 

than other college mainstream programmes and is also recognised as a model for 

leading innovative practice by HMIe.  Particular success has been attributed to 

innovation in approaching learner development for measuring and developing soft 

skills in a class environment, skills which are considered critical by employers. 

¶ Second Chance School of Neapolis, Thessaloniki, Greece 

Second Chance School of Neapolis Thessaloniki is a public adult education school 

which targets adults that have not completed compulsory education.  Created in 

2001 by the Secretary of Adult Education of Greece, the school supports 100 

students per year of all ages and social groups.  Attendance is for 2 years and leads 

to a high school diploma which covers maths, sciences, informatics, social education, 

arts and specialised vocational subjects.  Provision is very different from that of 

Greek secondary education in that content is flexible to meet the individual needs 

and perferences of students and favours active learning concepts.  The school has 

specific expertise in working with students who have disengaged from compulsory 

education, characteristically the group are at risk of social exclusion, are 

unemployed, have learning difficulties and disabilities. 

¶ Adult Learning and Employment (Larande och Arbete), Bollnas, Sweden 

Adult Learning and Employment (Larande och Arbete), Bollnas, Sweden is a public 

body which works at local, municipal level in the provision of adult education from 

basic to upper secondary level, labour market activities for the unemployed and the 

integration of immigrants.  The overall aim of the organisation is to undertake 

initiatives which upskill and motivate learners to engage in lifelong learning, training 

and encourage participation in the labour market. 
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¶ The Teacher Training Centre, Bucharest, Romania 

The Teacher Training Centre is a leading provider of in-service training and 

professional development for teaching professionals in Romania and is based in 

Bucharest.  The overall goal of the centre is to contribute to permanent 

improvement in teaching and learning and adapting teacher training methodologies 

to meet the needs of students within schools.  The centre supports all teaching 

professionals in the city and each year supports 6000 professionals through delivery 

of over 25 different training courses covering a wide range of subjects.  These 

include: didactics of different school subjects, character education, communication 

and negotiation, management and leadership.  Many of the educational 

programmes run involve teachers and their students in collaborative activities 

related to specific subjects.   

¶ ROC Aventus, Apeldoorn, the Netherlands 

ROC Aventus is a regional training centre providing vocational education & training 

and adult education across a broad range of courses.   ROC supports 17,000 learners 

per annum from Apeldoorn, Deventer and, Zutphen.  ROC have particular expertise 

in working with those who lack or have low basic skills and qualifications but 

currently have no recognised model for measuring and assessing soft skills through 

this work. 

¶ Bureau Zuidema, Utrecht, the Netherlands 

Bureau Zuidema offers consultancy and training for individuals and organisations. 

They provide training but also offers advice when it comes to changing, developing 

and learning, both on an individual and on a company level. Bureau Zuidema has 

unique expertise in the field of influence and development of interpersonal skills. 

They provide training on this subject on all levels. They focus on the development of 

behaviour, self-awareness, and skills. With their unique expertise in the field of 

influence and influencing they support people to build on their strengths instead of 

focusing on their weaknesses. They have a special expertise in (organising and 

stimulating) formal and informal learning and have participated in some Leonardo 

project. 
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)ÎÔÒÏÄÕÃÔÉÏÎ ÔÏ 3ÏÆÔ 3ËÉÌÌÓ ÁÎÄ 
'ÅÎÅÒÉÃ #ÏÍÐÅÔÅÎÃÉÅÓ 

Abstract  
This paper is a comprehensive, but also extensive introduction to soft skills and generic 

competences. It is written in the framework of the final report of MASS project. Its main 

intention is to highlight the importance of soft skills. It reviews the relevant International 

frameworks and the reasons that led to their development. It tries to define the relevant 

concepts and briefly discuss several approaches. It also tries to review the theoretical 

frameworks, upon which soft skills practices are based.1 

Introduction  
Few people would argue against the idea that there are skills and abilities necessary for 

success in life. Asking people to name them, however, would generate a wide variety of 

responses. This should not be surprising, since skills and abilities important to one person 

may not be as important to another. Differences may arise from occupation (e.g., corporate 

executive vs. assembly line worker), lifestyle (e.g., head of a large household vs. single 

person with no dependents), society and culture (e.g., industrialized vs. agrarian) or from 

differences in the dominant technologies of production and associated ways in which work is 

organized. Despite these differences, there has been a great deal of interest in trying to look 

across individual and cultural contexts to identify and measure a common, definable core of 

necessary skills and abilities.  

It is important to emphasize that life skills must be connected to success in life. There are 

many skills, talents, and abilities that do not meet this criterion, even though they may 

involve sophisticated intellectual processes. This means that not all academic abilities are 

necessarily life skills, nor are all life skills are likely to be taught in school. This criterion also 

means that one must recognize that these skills will not be the sameτor will not be valued 

equallyτin even a limited range of cultural settings. 

The definition of life skills should also address how they are used. The most common way τ

and the way that appears in conventional definitions of intelligenceτ is through adaptation 

to the environment. For example, people must adapt to workplace environments and to 

new responsibilities as their family lives change. Individuals can use life skills to shape their 

environments, such as when a worker modifies a piece of machinery or a production process 

to increase comfort or efficiency. When neither adaptation nor shaping leads to a successful 

interaction with the environment, individuals can use life skills to select a new environment, 

such as when a person decides to change workplaces, move to a new location, or become 

friends with a new group of people.  

                                                           
1
 This work is largely based on (Curtis, 2010; Talavera & Perez-Gonzalez, 2007). 
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There are many different definitions of life skills, depended of the main focus of interest, 

and the local conditions. For example, we use different definitions when we are interested in 

the integration of life skills in the workplace, and a different one when we are concerned 

with active citizenship. A broad definition of life skills is (Binkley et al., 2005, p. 51): 

Χǎƪƛƭƭǎ ƻǊ ŀōƛƭƛǘƛŜǎ ƛƴŘƛǾƛŘǳŀƭǎ ƴŜŜŘ ƛƴ ƻǊŘŜǊ ǘƻ ŀŎƘƛŜǾŜ ǎǳŎŎŜǎǎ ƛƴ ƭƛŦŜΣ ǿƛǘƘƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ 

their socio-cultural milieu, through adaptation to, shaping of, and selection of environments.  

There has been a proliferation of efforts in the fields of education and labour to develop lists 

of skills, knowledge, and competencies necessary for success in the workplace and society. 

This perspective has received increased attention through the release of several documents 

setting out lists of such skills. These studies and reports cite a need to identify generalizable 

skills and abilities necessary to better prepare people for success in a changing and 

globalized economy. In so doing, they call attention to the emerging belief that traditional 

ƴƻǘƛƻƴǎ ƻŦ άōŀǎƛŎ ǎƪƛƭƭǎέΣ ǎǳŎƘ ŀǎ ƭƛǘŜǊŀŎȅ ŀƴŘ ƴǳƳŜǊŀŎȅΣ ŀǊŜ ƴƻǘ ǎǳŦŦƛŎƛŜƴǘ ŦƻǊ ǎǳŎŎŜǎǎ ƛƴ ǘƘŜ 

workplace. A number of intra- and inter-personal skills (or socio-emotional competences) 

are required, such as communication, ability to work on multidisciplinary teams, flexibility 

ŜǘŎΦ ¢ƘŜǎŜ ǎƪƛƭƭǎ ǿŜ Ŏŀƭƭ άǎƻŦǘ ǎƪƛƭƭǎέΣ ƛƴ ƻǊŘŜǊ ǘƻ ŘƛǎǘƛƴƎǳƛǎƘ ŦǊƻƳ ǘŜŎƘƴƛŎŀƭΣ ƻǊ άƘŀǊŘ ǎƪƛƭƭǎέΦ 

There are many different terms, often used interchangeably or in a vague sense (Binkley et 

al., 2005, p. 52) ǘƻ ŘŜǎŎǊƛōŜ ǎƛƳƛƭŀǊ ŎƻƴŎŜǇǘǎΣ ƛƴŎƭǳŘƛƴƎ άŜƴŀōƭƛƴƎ ǎƪƛƭƭǎΣέ άƎŜƴŜǊƛŎ ǎƪƛƭƭǎΣέ 

άŎƻǊŜ ǎƪƛƭƭǎΣέ άƪŜȅ ŎƻƳǇŜǘŜƴŎƛŜǎΣέ άŜǎǎŜƴǘƛŀƭ ǎƪƛƭƭǎΣέ ŀƴŘ άƴŜŎŜǎǎŀǊȅ ǎƪƛƭƭǎΦέ ¢ƘŜǎŜ ŘƛŦŦŜǊŜƴǘ 

terms would seem to have slightly different implications, but they were often chosen to 

meet specific local circumstances and preferences, and, thus, are not related in any 

systematic way to differences in the way these skills were conceptualized.  

Historical framework  
The beginning of interest on skills, which can be useful in various professions, began during 

1970s. The report Learning to Be (Faure et al., 1972) was a response to social and labour 

market dislocation in Europe, especially France, set the basis for lifelong education. It 

recognized that a once-only experience of education could not prepare citizens with the 

knowledge and skills they would need throughout their lives. The changing context included 

Ǝƭƻōŀƭƛǎŀǘƛƻƴ ŀƴŘ ǘŜŎƘƴƻƭƻƎƛŎŀƭ ƛƴƴƻǾŀǘƛƻƴΣ ŀƴŘ ƻƴŜ ƻŦ ǘƘŜ CŀǳǊŜ wŜǇƻǊǘΩǎ ǇǊŜǎŎǊƛǇǘƛƻƴǎ ǿŀǎ 

for learning throughout life. Instead of preparing adults for a lifetime vocation, it suggested 

the preparation for mobility among professions. The Faure report also identified that 

ŜŘǳŎŀǘƛƻƴ άΧǇǊŜǇŀǊŜǎ ǇŜƻǇƭŜ ŦƻǊ ŀ ǘȅǇŜ ƻŦ ǎƻŎƛŜǘȅ ǿƘƛŎƘ ŘƻŜǎ ƴƻǘ ȅŜǘ ŜȄƛǎǘέ (p. 13). 

 Mertens (Mertens, 1974) argued that the traditional separation of vocational education 

from academic secondary education in lower secondary, had led to a skills divide. The 

gymnasium had provided a broad general education but vocational education had become 

too narrowly focused and was not providing a broad preparation for the changing context of 

work. His solution was to provide four categories of skills. These included basic skills, 

'horizontal' skills (information seeking and learning), broadening elements (that were 

applicable across a range of vocations) and knowledge of general subject matter and 

conceptual systems.  
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This focus has received significant attention in the last decades (Boyatzis, 1982; Fletcher, 

1994; Wolf, 1995), finally being applied by European education and vocational training 

policies. 

In the US, the Report of The Secretary's Commission on Achieving Necessary Skills (The 

{ŜŎǊŜǘŀǊȅΩǎ /ƻƳƳƛǎǎƛƻƴ ƻƴ !ŎƘƛŜǾƛƴƎ bŜŎŜǎǎŀǊȅ {ƪƛƭƭǎΣ мффмύ, known as SCANS report, was 

released in June 1991. The CommisǎƛƻƴΩǎ ǊŜƳƛǘ ǿŀǎ ǘƻ ƛŘŜƴǘƛŦȅ ǘƘŜ ǎƪƛƭƭǎ ǊŜǉǳƛǊŜŘ ŦƻǊ 

employment, to propose levels of proficiency in them, to suggest effective ways to assess 

them, and to disseminate its findings. On the basis of analyses of the skills required in a 

range of jobs and in-depth interviews with workers from five major industry groups, the 

ǊŜǇƻǊǘ ŘŜŦƛƴŜŘ ǿƘŀǘ ƛǘ ŎŀƭƭŜŘ άǿƻǊƪǇƭŀŎŜ ƪƴƻǿ-Ƙƻǿέ ǿƘƛŎƘ ŎƻƳǇǊƛǎŜŘ ŀ ǎŜǘ ƻŦ ŦƛǾŜ 

workplace competencies and three foundation elements. The workplace competencies were 

an ability to productively use: resources, interpersonal skills, information, systems and 

technology. The foundation comprised three elements: basis skills, thinking skills and 

personal qualities. 

In 1992, Mayer Committee in Australia (Australian Education Council. Mayer Committee, 

1992) ǿŜƴǘ ƻƴ ǘƻ ƻǳǘƭƛƴŜ ǘƘŜ ƴŜŜŘ ŦƻǊ ŀ άƳǳƭǘƛ-ǎƪƛƭƭŜŘΣ ŦƭŜȄƛōƭŜ ŀƴŘ ŀŘŀǇǘŀōƭŜ ǿƻǊƪŦƻǊŎŜέ ŀƴŘ 

ƛƴ ƻǊŘŜǊ ǘƻ ŀŎƘƛŜǾŜ ǘƘƛǎΣ ƛƴŘƛǾƛŘǳŀƭǎ ǿƻǳƭŘ ƴŜŜŘ άŀ ǎǘǊƻƴƎ ŦƻǳƴŘŀǘƛƻƴ ƻŦ ƪƴƻǿƭŜŘƎŜΣ ǎƪƛƭƭǎ ŀƴŘ 

ǳƴŘŜǊǎǘŀƴŘƛƴƎέ όǇΦ оύΦ Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ŀ ƎŜƴŜǊŀƭ ŜŘǳŎŀǘƛƻƴ ŀƴŘ specific vocational skills, 

employees would require a set of broad skills that would enable them to apply their general 

education to the world of work. The Committee articulated a set of seven key competencies 

intended to achieve this objective. 

The case for changes in the skills requirements of work and changing work organisation in a 

globalized economy, is made in a comprehensive analysis by Friedman (Friedman, 2006). He 

identified 10 major influences on changing patterns of work. Many of these changes have 

been enabled by the integration of information and communication technologies. He 

identified outsourcing, supply-chaining and off-shoring as being among these influences and 

he illustrated them with examples. In various ways, work is subdivided into components that 

require different skill levels. An enterprise can then allocate these work components in ways 

that ensure the work is completed at the lowest net cost, some of it in-house and some of it 

by suppliers who may be located in another country. The challenge to governments in more 

advanced economies is to ensure that the workforce (or at least a substantial proportion of 

it) is equipped with the high-level skills that will enable them to undertake the highest value-

added components of the work. The demand for individuals with knowledge and skills 

required a greater focus on generic skills in education. 

The analyses cited above reflect a relatively common theme that economic competition is 

growing and becoming global. This movement has been developing for some time and is 

driven by economic policies that include reduced trade and capital barriers embraced by 

many developed countries; increased ease of transportation of people, goods and services; 

and the deployment of new technologies. Increased global competition through reduced 

trade barriers has led to low-skill work being relocated to countries with low wage costs. 

This has led to reduced demand for low-skill workers in advanced economies and pressure 

to develop high-skill employment opportunities. Workforces must respond to this reality by 
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developing higher skill levels and by becoming more adaptable. A key solution espoused in 

many countries is the development of broadly applicable skills. The nature of some of the 

proposed skills sets is discussed below. However, before discussing the particular sets of 

skills that have been proposed, the terms used to describe them warrant consideration. 

Advanced Western societies need more and more professionals endowed with a wide range 

of skills, and in particular with those skills that are not restricted to the technical content of 

their jobs, but which are also related to the way of working, to attitudes towards work and 

others, to the quality of relationships, and to flexibility and the capacity to adapt. It is not 

simply a question of knowing how to do something (know-how), but also of wanting to do it 

and knowing how to be. Education must meet this demand, and guidance in particular may 

be seen as an appropriate educational tool for addressing the demand. 

The importance of skills training has been highlighted by various leading international 

institutions such as the Organisation for Economic Cooperation and Development (OECD), 

the International Labour Organisation (ILO), and the European Union itself. In short, an 

ƛƴǘŜǊŜǎǘ Ƙŀǎ ōŜŜƴ ŎƭŜŀǊƭȅ ŜȄǇǊŜǎǎŜŘ ƛƴ ǿƘŀǘ Ƙŀǎ ōŜŜƴ ŎŀƭƭŜŘ ǘƘŜ Ψǎƪƛƭƭǎ ŦƻŎǳǎΩ ŀǘ ŀƴ 

international level. 

Defin itions  
The definitions of skills that are regarded as generally applicable to many occupational and 

ǾƻŎŀǘƛƻƴŀƭ ǊƻƭŜǎ ŀƴŘ ǘƻ ƻǘƘŜǊ ŘƛƳŜƴǎƛƻƴǎ ƻŦ ǇŜƻǇƭŜΩǎ ƭƛǾŜǎ ƴŜŜŘ ǘƻ ōŜ ǳƴŘŜǊǎǘƻƻŘ ŀǘ ǘǿƻ 

levels. First, clarity is required about which skills qualify as being generic and which do not; 

that is, a definition of what makes a skill generic is required. Second, having defined generic 

skills, each candidate skill requires definition. 

Without such clarity, instructors may generate quite different conceptions of what is 

intended and may work towards diverse, and possibly incompatible, goals. The definitions 

developed are also used as a guide to specify the goals of assessment and evaluation of 

educational outcomes. Weak definitions may also lead to inefficient assessment design. 

Each framework uses its own sets of definitions. Sometimes these definitions are given 

explicitly, and sometimes implicitly, through examples. In what follows we will give the basic 

definitions of the terms widely used, such as the definition ƻŦ άǎƪƛƭƭέ ŀƴŘ άŎƻƳǇŜǘŜƴŎŜέΦ 

While these definitions are widely acceptable, they are not immune to criticism. Several 

authors have discussed and disputed them.  

Ability/Capability  
The terms ability and capability convey similar meanings (New Shorter Oxford English 

5ƛŎǘƛƻƴŀǊȅ мффтύΦ !ōƛƭƛǘȅ ƛǎ ǘƘŜ άΧǇƻǿŜǊ Χǘƻ ǇŜǊŦƻǊƳ ŀ ǇŀǊǘƛŎǳƭŀǊ ŦŜŀǘ ŀǘ ŀ ǇŀǊǘƛŎǳƭŀǊ ǘƛƳŜΦ 

The essence of the term is that the person can perform the task now, no further training is 

ƴŜŜŘŜŘέ (Reber, 1995). Sternberg (R. J. Sternberg, 1998) used the terms intelligence and 

ability interchangeably, and Reber, described intelligence tests as ability tests.  
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Skill  
Although a large number of definitions may be found in the literature on the concept of 

ΨǎƪƛƭƭΩΣ Ƴƻǎǘ ŜƳǇƘŀǎƛȊŜ ǘƘŀǘ ŀƭƭ ǎƪƛƭƭǎ ŀǊŜ ƭŜŀǊƴŜŘΣ ƻǊ ŀǊŜ ŎŀǇŀōƭŜ ƻŦ ōŜƛƴƎ ƭŜŀǊƴŜŘ ŀƴŘ 

developed, and necessarily involve the appropriate (and observable) performance of 

particular types of activity and task. According to some writers, for example, skills are 

behaviours that are carried out when knowledge, aptitudes and personality traits are put 

into practice; others say that they constitute the corpus of knowledge, procedures, 

competences, aptitudes and attitudes that are needed to carry out various activities (e.g. 

doing a job or solving problems) to a certain degree of quality and effectiveness, and in an 

ƛƴŘŜǇŜƴŘŜƴǘ ŀƴŘ ŦƭŜȄƛōƭŜ ƳŀƴƴŜǊΦ ¢ƘŜ ƘƻƭƛǎǘƛŎ ŀǇǇǊƻŀŎƘ ǘŀƪŜǎ ǘƘŜ ǾƛŜǿ ǘƘŀǘ ǘƘŜ ǿƻǊŘ ΨǎƪƛƭƭΩ 

mainly refers to the integration of the three levels of human functioning, usually referred to 

by the acronym KSA (knowledge, skills and attitudes), and originally described by Bloom et 

ŀƭΦ ŀǎ ǘƘŜ ΨŎƻƎƴƛǘƛǾŜΣ ǇǎȅŎƘƻƳƻǘƻǊ ŀƴŘ ŀŦŦŜŎǘƛǾŜΩ ŦƛŜƭŘǎ (Bloom, 1956; Dave, 1970; Krathwohl, 

Bloom, & Masia, 1999; Simpson, 1966; Harrow, 1972): 

ω ƪƴƻǿƭŜŘƎŜΣ ǘƘŜ ƻǳǘŎƻƳŜǎ ƻŦ ǇŜǊŎŜǇǘƛǾŜ ŀƴŘ ŎƻƴŎŜǇǘǳŀƭ ǇǊƻŎŜǎǎŜǎ ǎǳŎƘ ŀǎ ŀǘǘŜƴǘƛƻƴΣ 

selection, symbolisation, codification/decodification, reflection and evaluation; 

ω ŜȄŜŎǳǘƛƻƴ ƻŦ ŎƻƳǇŜǘŜƴŎŜǎΣ ǘƘŜ ƻǳǘŎƻƳŜǎ ƻŦ ǘƘe psychomotor process that enables 

individuals to give clear responses, and possibly to offer a tangible product that may be 

observed and assessed by another person; 

ω ŀǘǘƛǘǳŘŜǎΣ ǘƘŜ ǇǊƻŘǳŎǘǎ ƻŦ ŜƳƻǘƛƻƴŀƭ ǊŜǎǇƻƴǎŜǎ ǘƻ ŜǾŜƴǘǎ ŀƴŘ ƻǘƘŜǊ ǎǇŜŎƛŦƛŎ ƻōƧŜŎǘǎ. 

We believe that it is important to stress that skills are not stable characteristics (traits), but 

rather the demonstration of an appropriate performance in particular contextual/situational 

conditions, despite the fact that this performance is only carried out thanks to the prior 

existence and combination of personal and contextual resources. With regard to skills, 

therefore, it is important to bear in mind that their acquisition, development and expression 

(or inhibition) depend at all times both on personal characteristics, such as contextual or 

situational characteristics, and on the dynamic interaction between both fields (personal and 

situational). 

To put it in another way, it is important to point out that for a person to demonstrate skill in 

a job, function or role, s/he not only needs to master a series of conceptual (knowing), 

procedural (knowing how to do something (know-how)) and attitudinal (knowing how to be) 

knowledge, but must also, firstly, be motivated to act (wanting to do something) and 

secondly, be endowed with personal characteristics (cognitive skills, emotional intelligence 

and personality traits) and with contextual characteristics minimally appropriate and 

favourable to the performance to be carried out (able to do something). In this way, 

experience and practice in different (real and simulated) situations allow a person to be 

trained to link all these resources with a view to facilitating on each occasion the transfer of 

his/her skills to new, albeit similar, situations and demands. 

Competence 

Perhaps the most thorough recent exploration of the concept was undertaken by the 

Organisation for Economic Cooperation and Development (OECD) in the DeSeCo Project. 
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Drawing on this work, the term competence was defined by Rychen and Salganik (Rychen & 

Salganik, 2000): 

ά5Ŝ{Ŝ/ƻ ŦƻŎǳǎŜǎ ƻƴ ŀ ŦǳƴŎǘƛƻƴŀƭ ŀǇǇǊƻŀŎƘΣ ǿƘƛŎƘ ǇƭŀŎŜǎ ŎƻƳǇƭŜȄ ŘŜƳŀƴŘǎ ŦŀŎƛƴƎ ƛƴŘƛǾƛŘǳŀƭǎ 

at the forefront of the concept of competence. According to this viewpoint, competencies are 

structured around demands and tasks. Fulfilling complex demands and tasks requires not 

only knowledge and skills but also involves strategies and routines needed to apply the 

knowledge and skills, as well as appropriate emotions and attitudes, and effective 

management of these components. Thus, the notion of competencies encompasses cognitive 

but also motivational, ethical, social, and behavioural components. It combines stable traits, 

learning outcomes (e.g., knowledge and skills), belief-value systems, habits, and other 

psychological features. In this view, basic reading, writing and calculating are skills that are 

ŎǊƛǘƛŎŀƭ ŎƻƳǇƻƴŜƴǘǎ ƻŦ ƴǳƳŜǊƻǳǎ ŎƻƳǇŜǘŜƴŎƛŜǎΦέ 

¢ƘŜƴ ǘƘŜȅ Ǝƻ ƻƴ ǘƻ ŘƛǎǘƛƴƎǳƛǎƘ άŎƻƳǇŜǘŜƴŎŜǎέ ŦǊƻƳ άǎƪƛƭƭǎέΥ 

ά²ƘƛƭŜ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ŎƻƳǇŜǘŜƴŎŜ ǊŜŦŜǊǎ ǘƻ ǘƘŜ ŀōƛƭƛǘȅ ǘƻ ƳŜŜǘ ŘŜƳŀƴŘǎ ƻŦ ŀ ƘƛƎƘ ŘŜƎǊŜŜ of 

complexity, and implies complex action systems, the term knowledge applies to facts or ideas 

acquired by study, investigation, observation, or experience and refers to a body of 

information that is understood. The term skill is used to designate the ability to use one's 

knowledge with relative ease to perform relatively simple tasks. We recognize that the line 

between competence and skill is somewhat blurry, but the conceptual difference between 

ǘƘŜǎŜ ǘŜǊƳǎ ƛǎ ǊŜŀƭΦέ 

They propose a holistic model of competence, which spans a range of human processes and 

actions and incorporates cognitive, affective and volitional elements, as well as an ethical 

dimension, implying moral agency and desire. Significantly, the site of a competence is at the 

interface between the person and the demands of the real world. Competencies are broader 

than knowledge or skills, and are acquired in an on-going, lifelong learning process across 

the whole range of personal, social and political contexts. The term competence is strongly 

value-dependent because a competence is expressed in action in the real world; for 

example, a person could be a competent thief, a competent mechanic or a competent carer. 

Weinert (Weinert, 1999) explored the concept of competence in detail. While drawing 

attention to the confusion created by common uses of the term, he provided nine 

ŀƭǘŜǊƴŀǘƛǾŜ ǘŜŎƘƴƛŎŀƭ ŘŜŦƛƴƛǘƛƻƴǎ ƻŦ ƛǘΦ ¢ƘŜǎŜ ǿŜǊŜΥ άόŀύ ƎŜƴŜǊŀƭ ŎƻƎƴƛǘƛǾŜ ŀōƛƭƛǘȅΣ όōύ 

specialized cognitive skills, (c) competence-performance model, (d) modified competence-

performance model, (e) motivated action tendencies, (f) objective and subjective self-

concepts, (g) action competence, (h) key competencies, and (i) meta-ŎƻƳǇŜǘŜƴŎƛŜǎέΦ 

Key Competences 
aŀƴȅ ǿǊƛǘŜǊǎ ŀƴŘ ƛƴǎǘƛǘǳǘƛƻƴǎ ŀƭǎƻ ǳǎŜ ǘƘŜ ǇƘǊŀǎŜ ΨƪŜȅ ŎƻƳǇŜǘŜƴŎƛŜǎΩΦ This mainly refers to 

those generic skills that warrant special recognition for their outstanding importance and 

applicability to the various areas of human life (educational and occupational, personal and 

ǎƻŎƛŀƭύΦ LƴŘŜŜŘΣ ǘƘŜ ǿƻǊŘǎ ΨƎŜƴŜǊƛŎΩ ŀƴŘ ΨƪŜȅΩ ŀǊe sometimes used synonymously. In one of 

its papers, the Information Network on Education in Europe, Eurydice, outlines its position 

ŀǎ ŦƻƭƭƻǿǎΥ Ψ5ŜǎǇƛǘŜ ǘƘŜƛǊ ŘƛŦŦŜǊƛƴƎ ŎƻƴŎŜǇǘǳŀƭƛǎŀǘƛƻƴ ŀƴŘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǘƘŜ ǘŜǊƳ ƛƴ 
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question, the majority of experts seem to agree that for a competence to deserve attributes 

ǎǳŎƘ ŀǎ άƪŜȅέΣ άŎƻǊŜέΣ άŜǎǎŜƴǘƛŀƭέ ƻǊ άōŀǎƛŎέΣ ƛǘ Ƴǳǎǘ ōŜ ƴŜŎŜǎǎŀǊȅ ŀƴŘ ōŜƴŜŦƛŎƛŀƭ ǘƻ ŀƴȅ 

ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ ǘƻ ǎƻŎƛŜǘȅ ŀǎ ŀ ǿƘƻƭŜΩ (Eurydice, 2002).  

Soft Skills  
We define soft skills as intra- and inter-personal (socio-emotional) skills, essential for 

personal development, social participation and workplace success. They include skills such as 

communication, ability to work on multidisciplinary teams, adaptability etc. These skills 

should be distinguisƘŜŘ ŦǊƻƳ ǘŜŎƘƴƛŎŀƭΣ ƻǊ άƘŀǊŘ ǎƪƛƭƭǎέΦ 

²Ŝ ŎƘŀǊŀŎǘŜǊƛȊŜŘ ǘƘŜƳ ŀǎ άǎƪƛƭƭǎέ ƛƴ ƻǊŘŜǊ ǘƻ ŜƳǇƘŀǎƛȊŜ ǘƘŜ ŦŀŎǘ ǘƘŀǘ they can be 

learned/developed by suitable training efforts, and they can also be combined, towards the 

achievement of complex outcomes. 

Generic Skil ls 
As generic skills are characterized skills which are applicable and useful in various contexts, 

thus they can be supposedly transferred among different work occupations. They include 

soft skills and additional abilities, such as literacy, numeracy, technology use etc. 

Soft skills are considered a subset of generic skills. 

Basic Skills 
Ψ.ŀǎƛŎ ǎƪƛƭƭǎΩ ŀǊŜ ƴƻǘ ǘƘŜ ǎŀƳŜ ŀǎ άƪŜȅ ŎƻƳǇŜǘŜƴŎƛŜǎέΦ aƻǎǘ ŜȄǇŜǊǘǎ ǳǎǳŀƭƭȅ ǘŀƭƪ ŀōƻǳǘ ΨōŀǎƛŎΩ 

skills when referring to the sub-group of generic or key competencies that are instrumentally 

ŜǎǎŜƴǘƛŀƭ ƛƴ ŀ ƎƛǾŜƴ ŎǳƭǘǳǊŜ ŦƻǊ ŜǾŜǊȅ ǇŜǊǎƻƴ ŀƴŘ ƧƻōΣ ŀƴŘ ǇŀǊǘƛŎǳƭŀǊƭȅ ŀǎ ǿŜ ǳǎŜ ΨōŀǎƛŎΩ ǎƪƛƭƭǎ 

to communicate with one another and continue learning. Classic examples of basic skills are: 

carrying out basic arithmetical calculations (adding, subtracting, multiplying and dividing), 

ŀƴŘ ǊŜŀŘƛƴƎ ŀƴŘ ǿǊƛǘƛƴƎ ƛƴ ƻƴŜΩǎ ƳƻǘƘŜǊ ǘƻƴƎǳŜΦ {ƛƴŎŜ ǘƘŜ мффлǎΣ ŀǘ ƭŜŀǎǘ ǘǿƻ ƳƻǊŜ ōŀǎƛŎ 

skills, the outcomes of both economic globalisation and accelerated technical progress, have 

come to the fore: speaking foreign languages and using electronic Information and 

Communication Technologies (ICT). 

Theoretical approaches  

Types of socio-emotional competences  
With regard to the classification of soft skills, it is important to bear in mind that it varies 

from one writer to another, and from one theoretical approximation to another. Increasing 

interest in Emotional Intelligence (EI) since the mid-1990s has also contributed to the 

rediscovery of emotional skills in particular and, by extension, to that of soft skills. We set 

out below a summary of the main theoretical models of socio-emotional skills to be found in 

the specialist literature. 

As for a typology of emotional skills, the evolutive psychologist Carolyn Saarni (Saarni, 1999) 

says there are a total of eiƎƘǘΥ ŀǿŀǊŜƴŜǎǎ ƻŦ ƻƴŜΩǎ ƻǿƴ ŜƳƻǘƛƻƴǎΤ ǘƘŜ ŀōƛƭƛǘȅ ǘƻ ŘƛǎŎŜǊƴ ŀƴŘ 

ǳƴŘŜǊǎǘŀƴŘ ƻǘƘŜǊǎΩ ŜƳƻǘƛƻƴǎΤ ǘƘŜ ŀōƛƭƛǘȅ ǘƻ ǳǎŜ ǘƘŜ ǾƻŎŀōǳƭŀǊȅ ƻŦ ŜƳƻǘƛƻƴ ŀƴŘ ŜȄǇǊŜǎǎƛƻƴΤ 

capacity for empathetic involvement; the ability to differentiate internal subjective 
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emotional experience from external emotional expression; capacity for adaptive coping with 

aversive emotions and distressing circumstances; awareness of emotional communication 

within relationships; capacity for emotional self-sufficiency. 

From the perspective of educational interventions aimed at developing soft skills, the 

Collaborative for Academic, Social and Emotional Learning όά/!{9[ μ /ƻƭƭŀōƻǊŀǘƛǾŜ ŦƻǊ 

!ŎŀŘŜƳƛŎΣ {ƻŎƛŀƭΣ ŀƴŘ 9Ƴƻǘƛƻƴŀƭ [ŜŀǊƴƛƴƎΣέ ƴΦŘΦύ, a research body of international standing 

in school programmes oƴ ΨǎƻŎƛƻ-ŜƳƻǘƛƻƴŀƭ ŜŘǳŎŀǘƛƻƴΩΣ Ƙŀǎ ŘǊŀǿƴ ǳǇ ŀ ƭƛǎǘ ƻŦ ǎƻŎƛƻ-

emotional skills and competencies that fall under four headings: knowing oneself and other 

ǇŜƻǇƭŜ όŀƴ ŜȄŀƳǇƭŜ ƻŦ ǘƘƛǎ ƛǎ ǘƘŜ ǎƪƛƭƭ ǘƻ ǊŜŎƻƎƴƛȊŜ ŀƴŘ ƭŀōŜƭ ƻƴŜΩǎ ƻǿƴ ŦŜŜƭƛƴƎǎύΣ ǘŀƪƛƴƎ 

responsible decisions (for which it will be necessary to have, for example, appropriate 

emotional regulation), caring for other people (in which empathy is a key factor) and 

knowing how to behave (a group including verbal and non-verbal communication, the 

management of interpersonal relationships, and negotiating). 

The cognitive psychologists Mayer and Salovey (Mayer, Brackett, & Salovey, 2004) do not 

ǎǇŜŀƪ ŀōƻǳǘ ǎƪƛƭƭǎ ƛƴ ǘƘŜ ǊŜŀƭ ǎŜƴǎŜ ƻŦ ǘƘŜ ǿƻǊŘΣ ōǳǘ ƻŦ ŦƻǳǊ ƭŀǊƎŜ ΨŜƳƻǘƛƻƴŀƭΩ ŎƻƳǇŜǘŜƴŎŜǎΣ 

or branches of EI: a) the perception, assessment and expression of emotions; b) the 

emotional facilitation of thinking; c) an understanding of emotions and emotional 

knowledge; and d) the reflexive regulation of emotions. 

!ǎ ŦƻǊ ǎƪƛƭƭǎ ƳƻǊŜ ŀŎŎǳǊŀǘŜƭȅ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ΨǎƻŎƛŀƭΩΣ .ǳƴƪ (Bunk, 1994) says that examples 

include the capacity for social adaptation, a disposition for cooperation, and team spirit.  

Using their international experience of working for international human resource 

consultants and earlier research conducted for the Hay Group consultancy (Boyatzis, 1982; 

Boyatzis, D. Goleman, & Rhee, 2000), concluded that the main socio-emotional skills 

required for success at work may be summarized in a series of 20 skills, which in turn fall 

into four general blocks: emotional self-awareness, self-management or self-government 

(self-control), social awareness (empathy), and management of social relations and skills. 

This is one of the most frequently employed models in human resources in organisations, 

despite the fact that insufficient empirical research has been carried out with a view to 

supporting its validity. 

Following an analysis of the content of the main models of emotional intelligence trait (EI 

trait) in the literature (Salovey & Mayer, 1989; Bar-On, 1997; Daniel Goleman, 2006), 

Petrides and Furnham (Petrides & Furnham, 2001) have recently drawn up a list of the 15 

most important socio-emotional dimensions for this construct: adaptability, assertiveness, 

emotional assessment of oneself and of others, emotional expression, the emotional 

management of others, emotional regulation, low impulsiveness, the skills required to form 

relationships, self-esteem, self-motivation, social skill, stress management, empathy, 

happiness and optimism. 

Perspectives  
There are three main theoretical perspectives or models (Talavera & Perez-Gonzalez, 2007): 
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a) the conductist, analytical or molecular model, originally from the United States, in which 

the emphasis is laid on the molecular elements of skills. According to this model, skills are 

seen as ŀ ŎƻƘŜǊŜƴǘ ŎƻǊǇǳǎ ƻŦ άƻōǎŜǊǾŀōƭŜέ ōŜƘŀǾƛƻǳǊǎ ǿƘƛŎƘ ŀƭƭƻǿ ŀ ǇŀǊǘƛŎǳƭŀǊ ŀŎǘƛǾƛǘȅ ǘƻ ōŜ 

appropriately carried out. This is the perspective that gave rise to the skills focus itself, and 

ŀǎ ŀ ǊŜŀŎǘƛƻƴ ǘƻ ǘƘŜ άŦƻŎǳǎ ƻƴ ǘǊŀƛǘǎέ ƛƴ ǇǎȅŎƘƻƭƻƎȅ (McClelland, 1973). In this model, the 

accent is placed both on behavioural observation and on interviews concerning critical 

events, with a view to determining the behaviour profiles of successful workers and high 

fliers. From this perspective, performance is deemed to be competent when it adjusts to a 

job described on the basis of a list of clearly specified tasks. These tasks are described as 

ǾŜǊȅ ŎƻƴŎǊŜǘŜ ŀƴŘ ƳŜŀƴƛƴƎŦǳƭ ŀŎǘƛƻƴǎ όŜΦƎΦ ΨǊŜŎƻƎƴƛȊƛƴƎ ŀƴŘ ŀƭǘŜǊƛƴƎ ŀƴ ƛƴŎƻǊǊŜŎǘ ŀŎŎƻǳƴǘƛƴƎ 

ŜƴǘǊȅΩ ŦƻǊ ǎƻƳŜōƻŘȅ ǿƻǊƪƛƴƎ ƛƴ ōƻƻƪƪŜŜǇƛƴƎΣ ŀƴŘ ΨǎƳƛƭƛƴƎ ŀǘ ŎǳǎǘƻƳŜǊǎ ŀƴŘ ŎŀƭƭƛƴƎ ǘƘŜƳ ōȅ 

ǘƘŜƛǊ ƴŀƳŜΩ ŦƻǊ ǇŜƻǇƭŜ ŘŜŀƭƛƴƎ ŘƛǊŜŎǘƭȅ ǿƛǘƘ ǘƘŜ ǇǳōƭƛŎΤ  

b) in the personal qualities and attributes model, originally from Great Britain, and described 

ŀǎ ΨŦǳƴŎǘƛƻƴŀƭƛǎǘΩΣ ǎƪƛƭƭ ƛǎ ǎŜŜƴ ŀǎ ŀ ŎƻƳōƛƴŀǘƛƻƴ of attributes (traits) which underlie successful 

work, and are usually defined more broadly and generically in such a way that they may be 

applied in different contexts. Examples of these attributes are leadership, initiative and 

team-working;  

c) the holistic, or integrated, model has its roots in France, but is also applied widely in 

Australia and England. This approximation of the skills focus embraces skills such as the skill 

ǘƻ ƛƴǘŜƎǊŀǘŜ ǘŀǎƪǎ ŎŀǊǊƛŜŘ ƻǳǘ όōŜƘŀǾƛƻǳǊǎύ ŀƴŘ ǘƘŜ ǇŜǊǎƻƴΩǎ ŀǘǘǊƛōǳǘŜǎΣ ŀƴŘ ǎimultaneously 

takes the setting into account. In short, this model sees skills as the outcome of dynamic 

interaction between separate masses of knowledge, abilities, attitudes, and aptitudes and 

personality traits mobilized according to the characteristics of the context and the work that 

the individual is engaged on. 

Frameworks  
There is no one definitive list of generic skills; instead, there are a number of lists. Each list 

has been compiled under the influence of both global and local factors and reflects a 

particular situation. Collectively, the lists have six common elements (NCVER, 2003): 

¶ Basic/fundamental skillsτsuch as literacy, using numbers, using technology 

¶ People-related skillsτsuch as communication, interpersonal, teamwork, customer-

service skills 

¶ Conceptual/thinking skillsτsuch as collecting and organizing information, problem-

solving, planning and organizing, learning-to-learn skills, thinking innovatively and 

creatively, systems thinking 

¶ Personal skills and attributesτsuch as being responsible, resourceful, flexible, able 

to manage own time, having self-esteem 

¶ Skills related to the business worldτsuch as innovation skills, enterprise skills 

¶ Skills related to the communityτsuch as civic or citizenship knowledge and skills 
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Apart from the basic/fuƴŘŀƳŜƴǘŀƭ ǎƪƛƭƭǎΣ ŀƭƭ ǘƘŜ ƻǘƘŜǊǎ ōŜƭƻƴƎ ǘƻ ǘƘŜ ŎŀǘŜƎƻǊȅ ƻŦ άǎƻŦǘ ǎƪƛƭƭǎέΦ 

This fact reveals the importance that the modern approaches give to the development and 

assessment of soft skills. 

Generic skills schemes have been developed in many countries. In some countries, more 

than one scheme has been developed, either sponsored by different organizations or 

because the original scheme has been modified as a result of experience. 

These schemes represent taxonomies of skills, to varying levels of complexity, and as 

taxonomies, they are informative about the theoretical bases ς most of which are tacit, that 

formed the foundations for the development of these schemes. 

Three approaches can be identified in the delineation of generic skills. First, skills have been 

identified by employer organizations through interviews with and focus groups of employer 

representatives and reviews of other schemes. Second, skills have been identified through 

analyses of the skills enacted by practitioners in workplaces. Third, a discipline-based 

approach has been taken in the DeSeCo Project in which academics from six discipline 

groups were commissioned to propose lists of generic skills (Rychen & Salganik, 2000).  

European Union  
The European Reference Framework (European Communities, 2007) identifies and defines, 

for the first time at the European level, the key competences that citizens require for their 

personal fulfilment, social inclusion, active citizenship and employability in our knowledge-

based society. 

According to the European Reference framework as globalization continues to confront the 

European Union with new challenges, each citizen will need a wide range of key 

competences to adapt flexibly to a rapidly changing and highly interconnected world. 

Education in its dual role, both social and economic, has a key role to play in ensuring that 

9ǳǊƻǇŜΩǎ ŎƛǘƛȊŜƴǎ ŀŎǉǳƛǊŜ ǘƘŜ ƪŜȅ ŎƻƳǇŜǘŜƴŎŜǎ ƴŜŜŘŜŘ ǘƻ ŜƴŀōƭŜ ǘƘŜƳ ǘƻ ŀŘŀǇǘ ŦƭŜȄƛōƭȅ ǘƻ 

such changes. 

Competences are defined as a combination of knowledge, skills and attitudes appropriate to 

the context. Key competences are those which all individuals need for personal fulfilment 

and development, active citizenship, social inclusion and employment. 

The Reference Framework sets out eight key competences, which are given below along 

with their definitions. 

1. Communication in the mother tongue - Communication in the mother tongue is the 

ability to express and interpret concepts, thoughts, feelings, facts and opinions in 

both oral and written form (listening, speaking, reading and writing), and to interact 

linguistically in an appropriate and creative way in a full range of societal and 

cultural contexts; in education and training, work, home and leisure. 

2. Communication in foreign languages - Communication in foreign languages broadly 

shares the main skill dimensions of communication in the mother tongue: it is based 

on the ability to understand, express and interpret concepts, thoughts, feelings, 

facts and opinions in both oral and written form (listening, speaking, reading and 
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writing) in an appropriate range of societal and cultural contexts (in education and 

ǘǊŀƛƴƛƴƎΣ ǿƻǊƪΣ ƘƻƳŜ ŀƴŘ ƭŜƛǎǳǊŜύ ŀŎŎƻǊŘƛƴƎ ǘƻ ƻƴŜΩǎ ǿŀƴǘǎ ƻǊ ƴŜŜŘǎΦ 

Communication in foreign languages also calls for skills such as mediation and 

ƛƴǘŜǊŎǳƭǘǳǊŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎΦ !ƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ƭŜǾŜƭ ƻŦ ǇǊƻŦƛŎƛŜƴŎȅ ǿƛƭƭ ǾŀǊȅ ōŜǘǿŜŜƴ ǘƘŜ 

four dimensions (listening, speaking, reading and writing) and between the different 

languages, and accordiƴƎ ǘƻ ǘƘŀǘ ƛƴŘƛǾƛŘǳŀƭΩǎ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ōŀŎƪƎǊƻǳƴŘΣ 

environment, needs and/or interests. 

3. Mathematical competence and basic competences in science and technology 

a. Mathematical competence is the ability to develop and apply mathematical 

thinking in order to solve a range of problems in everyday situations. 

Building on a sound mastery of numeracy, the emphasis is on process and 

activity, as well as knowledge. Mathematical competence involves, to 

different degrees, the ability and willingness to use mathematical modes of 

thought (logical and spatial thinking) and presentation (formulas, models, 

constructs, graphs, charts). 

b. Competence in science refers to the ability and willingness to use the body 

of knowledge and methodology employed to explain the natural world, in 

order to identify questions and to draw evidence-based conclusions. 

Competence in technology is viewed as the application of that knowledge 

and methodology in response to perceived human wants or needs. 

Competence in science and technology involves an understanding of the 

changes caused by human activity and responsibility as an individual citizen. 

4. Digital competence - Digital competence involves the confident and critical use of 

Information Society Technology (IST) for work, leisure and communication. It is 

underpinned by basic skills in ICT: the use of computers to retrieve, assess, store, 

produce, present and exchange information, and to communicate and participate in 

collaborative networks via the Internet. 

5. Learning to learn - Learning to learn is the ability to pursue and persist in learning, 

ǘƻ ƻǊƎŀƴƛȊŜ ƻƴŜΩǎ ƻǿƴ ƭŜŀǊƴƛƴƎΣ ƛƴŎƭǳŘƛƴƎ ǘƘǊƻǳƎƘ ŜŦŦŜŎǘƛǾŜ ƳŀƴŀƎŜƳŜƴǘ ƻŦ ǘƛƳŜ ŀƴŘ 

information, both individually and in groups. This competence includes awareness of 

ƻƴŜΩǎ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎ ŀƴŘ ƴŜŜŘǎΣ ƛŘŜƴǘifying available opportunities, and the ability 

to overcome obstacles in order to learn successfully. This competence means 

gaining, processing and assimilating new knowledge and skills as well as seeking and 

making use of guidance. Learning to learn engages learners to build on prior learning 

and life experiences in order to use and apply knowledge and skills in a variety of 

contexts: at home, at work, in education and training. Motivation and confidence 

ŀǊŜ ŎǊǳŎƛŀƭ ǘƻ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ŎƻƳǇŜǘŜƴŎŜΦ 

6. Social and civic competences - These include personal, interpersonal and 

intercultural competence and cover all forms of behaviour that equip individuals to 

participate in an effective and constructive way in social and working life, and 

particularly in increasingly diverse societies, and to resolve conflict where necessary. 

Civic competence equips individuals to fully participate in civic life, based on 

knowledge of social and political concepts and structures and a commitment to 

active and democratic participation. 
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7. Sense of initiative and entrepreneurship - Sense of initiative and entrepreneurship 

ǊŜŦŜǊǎ ǘƻ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ŀōƛƭƛǘȅ ǘƻ ǘǳǊƴ ƛŘŜŀǎ ƛƴǘƻ ŀŎǘƛƻƴΦ Lǘ ƛƴŎƭǳŘŜǎ ŎǊŜŀǘƛǾƛǘȅΣ 

innovation and risk-taking, as well as the ability to plan and manage projects in order 

to achieve objectives. This supports individuals, not only in their everyday lives at 

home and in society, but also in the workplace in being aware of the context of their 

work and being able to seize opportunities, and is a foundation for more specific 

skills and knowledge needed by those establishing or contributing to social or 

commercial activity. This should include awareness of ethical values and promote 

good governance. 

8. Cultural awareness and expression - Appreciation of the importance of the creative 

expression of ideas, experiences and emotions in a range of media, including music, 

performing arts, literature, and the visual arts. 

The key competences are all considered equally important, because each of them can 

contribute to a successful life in a knowledge society. Many of the competences overlap and 

interlock: aspects essential to one domain will support competence in another. Competence 

in the fundamental basic skills of language, literacy, numeracy and in information and 

communication technologies (ICT) is an essential foundation for learning, and learning to 

learn supports all learning activities. 

There are a number of themes that are applied throughout the Reference Framework: 

critical thinking, creativity, initiative, problem-solving, risk assessment, decision-taking, and 

constructive management of feelings play a role in all eight key competences. 

United States 
In the US, the Report of The Secretary's Commission on Achieving Necessary Skills (The 

{ŜŎǊŜǘŀǊȅΩǎ /ƻƳƳƛǎǎƛƻƴ ƻƴ !ŎƘƛŜǾƛƴƎ bŜŎŜǎǎŀǊy Skills, 1991; a Living, 1992), (subsequently 

ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ ǘƘŜ {/!b{ wŜǇƻǊǘύ ǿŀǎ ǊŜƭŜŀǎŜŘ ƛƴ WǳƴŜ мффмΦ ¢ƘŜ /ƻƳƳƛǎǎƛƻƴΩǎ ǊŜƳƛǘ ǿŀǎ ǘƻ 

identify the skills required for employment, to propose levels of proficiency in them, to 

suggest effective ways to assess them, and to disseminate its findings. On the basis of 

analyses of the skills required in a range of jobs and in-depth interviews with workers from 

five major industry groups (Kane, 1990; Kane, Berryman, Goslin, & Meltzer, 1990; Wise, 

Chia, & Rudner, 1990), tƘŜ ǊŜǇƻǊǘ ŘŜŦƛƴŜŘ ǿƘŀǘ ƛǘ ŎŀƭƭŜŘ άǿƻǊƪǇƭŀŎŜ ƪƴƻǿ-Ƙƻǿέ ǿƘƛŎƘ 

comprised a set of five workplace competencies and three foundation elements. 

The workplace competencies were an ability to productively use: 

¶ Resources 
o Time ς selects goal relevant activities, ranks them, allocates time, and 

prepares and follows the schedule. 
o Money ς uses or prepares budgets, makes forecasts, keeps records, and 

makes adjustments to meet objectives. 
o Materials and Facilities ς acquires, stores, allocates and uses materials or 

space efficiently. 
o Human Resources ς assesses skills and distributes work accordingly, 

evaluates performance and provides feedback. 

¶ Interpersonal 
o Participates as a Member of a Team ς contributes to group effort. 
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o Teaches Others New Skills ς helps others learn needed knowledge and skills. 
o Serves Clients/Customers ς ǿƻǊƪǎ ǘƻ ǎŀǘƛǎŦȅ ŎǳǎǘƻƳŜǊΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎΦ 
o Exercises Leadership ς communicates ideas to justify position, persuade and 

convince others, responsibly challenges existing procedures and policies. 
o Negotiates ς work toward agreements involving exchange of resources, 

resolves divergent interests. 
o Works with Diversity ς works well with men and women from diverse 

backgrounds. 

¶ Information 
o Acquires and Uses Information ς identifies a need for data. 
o Organizes and Maintains Information ς organizes, processes, and maintains 

written or computerized records and other forms of information in a 
systematic fashion. 

o Interprets and Communicates Information ς selects and analyzes 
information and communicates the results to others. 

o Uses Computers to Process Information ς employs computers to acquire, 
organize, analyse, and communicate information. 

¶ Systems 
o Understands Systems ς knows how social, organizational, and technological 

systems work and operates effectively with them. 
o Monitors and Corrects Performance ς distinguishes trends, predicts impacts 
ƻƴ ǎȅǎǘŜƳ ƻǇŜǊŀǘƛƻƴǎΣ ŘƛŀƎƴƻǎŜǎ ǎȅǎǘŜƳǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ŀƴŘ ŎƻǊǊŜŎǘǎ 
malfunctions. 

o Improves or Designs Systems ς suggests modifications to existing systems 
and develops new alternative systems to improve performance. 

o Selects Technology ς chooses procedures, tools or equipment including 
computers and related technologies. 

o Applies Technology to Tasks ς understands overall intent and proper 
procedures for setup and operation of equipment. 

o Maintains and Troubleshoots Equipment ς prevents, identifies, or solves 
problems with equipment, including computers and other technologies. 

 

The foundation comprised three elements: 

¶ Basic Skills 
o Reading ς locates, understands, and interprets written information in prose 

and in documents such as manuals, graphs, and schedules. 
o Writing ς communicates through, ideas, information, and messages in 

writing; and creates documents such as letters, directions, manuals, reports, 
graphs, and flow charts. 

o Arithmetic/Mathematics ς performs basic computations and approaches 
practical problems by choosing appropriately from variety of mathematical 
techniques. 

o Listening ς receives, attends to, interprets, and responds to verbal messages 
and other cues. 

o Speaking ς organizes ideas and communicates orally. 

¶ Thinking Skills 
o Creative Thinking ς generates new ideas. 
o Decision Making ς specific goals and constraints, generate alternatives, 

considers risks, and evaluates and chooses the best alternative. 
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o Problem Solving ς recognizes problems; devises and implements a plan of 
action. 

o {ŜŜƛƴƎ ¢ƘƛƴƎǎ ƛƴ ǘƘŜ aƛƴŘΩǎ 9ȅŜ ς organizes and processes symbols, pictures, 
objects, and other information. 

o Knowing How to Learn ς uses efficient learning techniques to acquire and 
apply new knowledge and skills. 

o Reasoning ς discovers a rule or principle underlying the relationship 
between two or more objects and applies it when solving a problem. 

¶ Personal Qualities 
o Responsibility ς exerts a high level of effort and preserves towards goal 

attainment. 
o Self Esteem ς believes in own self-worth and maintains a positive self-view. 
o Sociability ς demonstrates understanding, friendliness, adaptability, 

empathy and politeness in group settings. 
o Self-Management ς assesses self accurately, sets personal goals, monitors 

progress, and exhibits self-control. 
o Integrity/Honesty ς chooses ethical courses of action. 

England and Wales 
For the last 15 years there has been a series of policy initiatives that have advocated for the 

development of employability skills by young and unemployed people in the United 

Kingdom ό¢ǳǊƴŜǊΣ нллнΤ άYŜȅ {ƪƛƭƭǎ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ Υ 5ƛǊŜŎǘƎƻǾ - 9ŘǳŎŀǘƛƻƴ ŀƴŘ ƭŜŀǊƴƛƴƎΣέ ƴΦŘΦύ. 

These policy initiatives have sought to incorporate such skills into both academic and 

general education (secondary and tertiary) and vocational education and training. Although 

one cannot over-generalize, the call for these employability skills has been championed by 

two distinct but related movements: 

¶ Key Skills Development Movement 

¶ Enterprising Skills Development/Education Movement 

The call for the value and relevance of these skills has been heralded by employer 

organizations and relevant government officers/civil servants in the Department for 

Education and the former Department of Trade and Industry (DTI). Their collaboration led to 

ǘƘŜ {ŜŎǊŜǘŀǊȅ ƻŦ {ǘŀǘŜ ŦƻǊ 9ŘǳŎŀǘƛƻƴ ŀƴŘ 9ƳǇƭƻȅƳŜƴǘ ƛƴǘǊƻŘǳŎƛƴƎ ŀ ΨYŜȅ {ƪƛƭƭǎ bŀǘƛƻƴŀƭ 

vǳŀƭƛŦƛŎŀǘƛƻƴΩ ǘƘŀǘ ŦƻŎǳǎŜŘ ǳǇƻƴΥ 

¶ effective communicationτincluding written skills 

¶ application of numbersτthe ability to work with numbers 

¶ the use of information technology 

In addition to the promotion of these three skills, recent British Government policy papers, 

such as the lifelong learning green paper, have stated their enthusiasm for young people and 

adults to develop certain skills at school, in the workplace or in life that will help individuals 

ǘƻ ŘŜǾŜƭƻǇ ŀƴŘ Ƴŀƛƴǘŀƛƴ ǘƘŜƛǊ ŜƳǇƭƻȅŀōƛƭƛǘȅΦ ¢ƘŜǎŜ ǎƪƛƭƭǎ ŀǊŜ ƴƻǿ ŘŜŦƛƴŜŘ ŀǎ ǘƘŜ ΨǿƛŘŜǊ ƪŜȅ 

ǎƪƛƭƭǎΩΦ ¢ƘŜȅ ŀǊŜΥ 

¶ working with othersτhow you work with others when planning and carrying out 

activities to get things done and achieve shared objectives, 
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¶ improve own learning and performanceτhow you manage your own personal 

learning and career development, 

¶ problem solvingτabout recognizing problems and doing something about them. 

Each key skill is described in a unit, which helps the learner to develop the skill, collect 

evidence and record achievements. These units are at five levels and there is progression in 

terms of: 

¶ the degree of responsibility of the learner for using the skill 

¶ more complex and demanding tasks, problems and situations 

Whilst the first three key skills represent a qualification that requires the learner to produce 

a portfolio of evidence and undertake external assessment (tests), the wider key skills are 

not a nationally recognized qualification and only demand a portfolio of evidence from the 

ƭŜŀǊƴŜǊ ǿƘƛŎƘ Ŏŀƴ ƛƴŎƭǳŘŜ ŀ ǊŜǇƻǊǘ ŀǊƛǎƛƴƎ ŦǊƻƳ ŀ ΨǿƛǘƴŜǎǎŜŘΩ ǾŜǊōŀƭ ǇǊŜǎŜƴǘŀǘƛƻƴτthat is, at 

the conclusion of an individual or team exercise. 

Canada 
In the early 1990s the Conference Board of Canada sponsored a series of projects that 

ŀǘǘŜƳǇǘŜŘ ǘƻ ǊŜǎǇƻƴŘ ǘƻ ǘƘŜ ǉǳŜǎǘƛƻƴ ƻŦ ŜŘǳŎŀǘƻǊǎΥ άWƘŀǘ ŀǊŜ ŜƳǇƭƻȅŜǊǎ ƭƻƻƪƛƴƎ ŦƻǊΚέ ¢ƘŜ 

Conference Board is a forum for leaders from business, education, government and the 

community that seeks to address concerns about education in Canada. The projects were 

organized through the National Business and Education Centre, an auxiliary of the Board. 

Through research and consultation with employers of all sizes the Board developed an 

Employability Skills Profile that identified the generic academic, personal management and 

teamwork skills that are required, to varying degrees, in every job. Three broad domains of 

employability skills were identified: 

¶ Academic skills: those skills which provide the basic foundations to get keep and 

progress on a job and to achieve the best results. 

¶ Personal management: The combination of skills, attitudes and behaviours required 

to get, keep and progress on a job and to achieve the best results. 

¶ Teamwork skills: those skills needed to work with others on a job and to achieve the 

best results. 

The Conference Board reviewed the work of the 1992 Essential Skills project 

recommendations and published Employability Skills 2000+ όά9ƳǇƭƻȅŀōƛƭƛǘȅ {ƪƛƭƭǎ нлллҌΣέ 

n.d.). This framework is outlined below. 

¶ Fundamental skills - The skills needed as a base for further development. You will be 

better prepared to progress in the world of work when you can: 

o Communicate 

Á Read and understand information presented in a variety of forms 

(e.g., words, graphs, charts, diagrams) 

Á Write and speak so others pay attention and understand 
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Á Listen and ask questions to understand and appreciate the points of 

view of others 

Á Share information using a range of information and communications 

technologies (e. g., voice, mail, computers) 

Á use relevant scientific, technological and mathematical knowledge 

and skills to explain or clarify ideas 

o Manage information 

Á locate, gather and organize information using appropriate 

technology and information systems 

Á access, analyse and apply knowledge and skills from various 

disciplines (e. g., the arts, languages, science, technology, 

mathematics, social sciences, and the humanities) 

o Use numbers 

Á decide what needs to be measured or calculated 

Á observe and record data using appropriate methods, tools and 

technology 

Á make estimates and verify calculations  

o Think & solve problems 

Á assess situations and identify problems 

Á seek different points of view and evaluate them based on facts 

Á recognize the human, interpersonal, technical, scientific and 

mathematical dimensions of a problem 

Á identify the root cause of a problem 

Á be creative and innovative in exploring possible solutions 

Á readily use science, technology and mathematics as ways to think, 

gain and share knowledge, solve problems and make decisions 

Á evaluate solutions to make recommendations or decisions 

Á implement solutions 

Á check to see if a solution works, and act on opportunities for 

improvement 

¶ Personal management skills - The personal skills, attitudes and behaviours that 

ŘǊƛǾŜ ƻƴŜΩǎ ǇƻǘŜƴǘƛŀƭ ŦƻǊ ƎǊƻǿǘƘΦ ¸ƻǳ ǿƛƭƭ be able to offer yourself greater 

possibilities for achievement when you can: 

o Demonstrate positive attitudes and behaviours 

Á feel good about yourself and be confident 

Á deal with people, problems and situations with honesty, integrity 

and personal ethics 

Á recƻƎƴƛȊŜ ȅƻǳǊ ƻǿƴ ŀƴŘ ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ƎƻƻŘ ŜŦŦƻǊǘǎ 

Á take care of your personal health 

Á show interest, initiative and effort 

o Be responsible 

Á set goals and priorities balancing work and personal life 

Á plan and manage time, money and other resources to achieve goals 

Á assess, weigh and manage risk 

Á be accountable for your actions and the actions of your group 
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o Be adaptable 

Á work independently or as a part of a team 

Á carry out multiple tasks or projects 

Á be innovative and resourceful: identify and suggest alternative ways 

to achieve goals and get the job done 

Á be open and respond constructively to change 

Á learn from your mistakes and accept feedback 

Á cope with uncertainty 

o Learn continuously 

Á be willing to continuously learn and grow 

Á assess personal strengths and areas for development 

Á set your own learning goals 

Á identify and access learning sources and opportunities 

Á plan for and achieve your learning goals 

o Work safely 

Á be aware of personal and group health and safety practices and 

procedures, and act in accordance with these 

¶ Teamwork skills - The skills and attributes needed to contribute productively. You 

will be better prepared to add value to the outcomes of a task, project or team 

when you can: 

o Work with others 

Á understand and work within the dynamics of a group 

Á ensure that a teamΩǎ ǇǳǊǇƻǎŜ ŀƴŘ ƻōƧŜŎǘƛǾŜǎ ŀǊŜ ŎƭŜŀǊ 

Á be flexible: respect, be open to and supportive of the thoughts, 

opinions and contributions of others in a group 

Á ǊŜŎƻƎƴƛȊŜ ŀƴŘ ǊŜǎǇŜŎǘ ǇŜƻǇƭŜΩǎ ŘƛǾŜǊǎƛǘȅΣ ƛƴŘƛǾƛŘǳŀƭ ŘƛŦŦŜǊŜƴŎŜǎ ŀƴŘ 

perspectives 

Á accept and provide feedback in a constructive and considerate 

manner 

Á contribute to a team by sharing information and expertise 

Á lead or support when appropriate, motivating a group for high 

performance 

Á understand the role of conflict in a group to reach solutions 

Á manage and resolve conflict when appropriate 

o Participate in projects & tasks 

Á plan, design or carry out a project or task from start to finish with 

well- defined objectives and outcomes 

Á develop a plan, seek feedback, test, revise and implement 

Á work to agreed quality standards and specifications 

Á select and use appropriate tools and technology for a task or project 

Á adapt to changing requirements and information 

Á continuously monitor the success of a project or task and identify 

ways to improve 
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Australia  
The Mayer Committee was a major milestone concerning the development of generic skills 

in Australia (Curtis, 2004). It offered a clear recognition of the importance of generic skills 

and has played a significant role in the development of government policy in this area, most 

particularly in the vocational education and training (VET) sector. The Mayer Committee 

identified the key competencies as: 

άΧ ŎƻƳǇŜǘŜƴŎƛŜǎ ŜǎǎŜƴǘƛŀƭ ŦƻǊ ŜŦŦŜŎǘƛǾŜ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǘƘŜ ŜƳŜǊƎƛƴƎ ǇŀǘǘŜǊƴǎ ƻŦ ǿƻǊƪ ŀƴŘ 

ǿƻǊƪ ƻǊƎŀƴƛȊŀǘƛƻƴ Χ ώǿƘƛŎƘϐ ŦƻŎǳǎ ƻƴ ǘƘŜ ŎŀǇŀŎity to apply knowledge and skills in an 

integrated way in work situations. Key Competencies are generic in that they apply to work 

generally rather than being specific to work in particular occupations or industries. This 

characteristic means that the Key Competencies are not only essential for participation in 

work, but are also essential for effective participation in further education and in adult life 

ƳƻǊŜ ƎŜƴŜǊŀƭƭȅΦέ 

The key competences proposed and their descriptions are given below. 

¶ Collecting, analysing and organizing information  

The capacity to locate information, sift and sort the information in order to 

select what is required and present it in a useful way, and evaluate both the 

information itself and the sources and methods used to obtain it. 

¶ Communicating ideas and information  

The capacity to communicate effectively with others using a whole range of 

spoken, written, graphic and other non-verbal means of expression. 

¶ Planning and organizing activities  

¢ƘŜ ŎŀǇŀŎƛǘȅ ǘƻ Ǉƭŀƴ ŀƴŘ ƻǊƎŀƴƛȊŜ ƻƴŜΩǎ own work activities, including 

making good use of time and resources, sorting out priorities and 

monitoring performance. 

¶ Working with others and in teams  

The capacity to interact effectively with other people both on a one to-one 

basis and in groups, including understanding and responding to the needs of 

others and working effectively as a member of a team to achieve a shared 

goal. 

¶ Using mathematical ideas and techniques  

The capacity to use mathematical ideas, such as number and space, and 

techniques, such as estimation and approximation, for practical purposes. 

¶ Solving problems  

The capacity to apply problem-solving strategies in purposeful ways, both in 

situations where the problem and the desired solution are clearly evident 

and in situations requiring critical thinking and a creative approach to 

achieve an outcome. 

¶ Using technology  
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The capacity to apply technology, combining the physical and sensory skills 

needed to operate equipment with the understanding of scientific and 

technological principles needed to explore and adapt systems. 

The employability skills project was another important step in on-going efforts to give effect 

to generic skills in Australian education and training (Curtis, 2004). It was an initiative of two 

ƻŦ !ǳǎǘǊŀƭƛŀΩǎ ǇŜŀƪ ŜƳǇƭƻyer organizations, namely the Business Council of Australia (BCA) 

and the Australian Chamber of Commerce and Industry (ACCI). 

¢ƘŜ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ΨŜƳǇƭƻȅŀōƛƭƛǘȅ ǎƪƛƭƭǎΩ ǿŀǎΥ 

9ƳǇƭƻȅŀōƛƭƛǘȅ ǎƪƛƭƭǎ ŀǊŜ ŘŜŦƛƴŜŘ ŀǎ Ψǎƪƛƭƭǎ ǊŜǉǳƛǊŜŘ ƴƻǘ ƻƴƭȅ ǘƻ Ǝŀƛƴ ŜƳǇƭƻȅƳŜƴǘΣ ōǳt also to 

ǇǊƻƎǊŜǎǎ ǿƛǘƘƛƴ ŀƴ ŜƴǘŜǊǇǊƛǎŜ ǘƻ ŀŎƘƛŜǾŜ ƻƴŜΩǎ ǇƻǘŜƴǘƛŀƭ ŀƴŘ ŎƻƴǘǊƛōǳǘŜ ǎǳŎŎŜǎǎŦǳƭƭȅ ǘƻ 

ŜƴǘŜǊǇǊƛǎŜ ǎǘǊŀǘŜƎƛŎ ŘƛǊŜŎǘƛƻƴǎΩΦ  

The taxonomy suggested in the employability skills report consisted of 13 personal 

attributes and eight key skills. For each key skill a set of elements or facets were described 

that elaborated the skill and suggested how it might be applied in industry contexts. It was 

argued that each substantive skill was generic, but that the relative importance of the 

elements would vary between job roles and levels of employment. The taxonomy, but 

without the facets, is summarized below. 

Personal Attributes  

¶ Loyalty 

¶ Commitment 

¶ Honesty and integrity 

¶ Enthusiasm 

¶ Reliability 

¶ Personal presentation 

¶ Common sense 

¶ Positive self-esteem 

¶ Sense of humour 

¶ Balanced attitude to work and home life 

¶ Ability to deal with pressure 

¶ Motivation 

¶ Adaptability 

Key Skills 

¶ Communication skills - that contribute to productive and harmonious relations 

between employees and customers 

¶ Team work skills - that contribute to productive working relationships and outcomes 

¶ Problem-solving skills - that contribute to productive outcomes. Initiative and 

enterprise skills that contribute to innovative outcomes 

¶ Planning and organising skills - that contribute to long-term and short-term strategic 

planning  

¶ Self-management skills - that contribute to employee satisfaction and growth 
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¶ Learning skills - that contribute to on-going improvement and expansion in 

employee and company operations and outcomes 

¶ Technology skills - that contribute to effective execution of tasks 

The OECD DeSeCo project 
The DeSeCo project (The Definition and Selection of Competencies) was an OECD project 

developed under the umbrella of the Indicators of National Education Systems (INES) project 

(Rychen & Salganik, 2003). In establishing the DeSeCo project, there was a concern to ensure 

that the effectiveness of education systems was measured using a broader range of 

indicators than was available from subject-specific assessments. 

The DeSeCo project set out to establish sound and broadly based theoretical conceptions of 

competencies. It recognized that these competencies had to apply to school and work 

settings but equally to life situations beyond those areas. Rychen and Salganik (2000) noted 

that the various national attempts to develop definitions of generic skills can be 

characterized as: 

¶ boosting productivity and market competitiveness; 

¶ developing an adaptive and qualified labour force; and 

¶ creating an environment for innovation in a world dominated by global competition. 

In order to achieve a broad theoretical consensus, the project commissioned a series of 

expert papers from individuals and groups from the disciplines psychology, sociology, 

economics, anthropology, politics and philosophy. 

Perhaps not surprisingly, each discipline based group in the DeSeCo project developed a 

distinct set of generic competencies. For example Haste, writing from the perspective of 

social psychology, identified technological competence; dealing with ambiguity and 

diversity; finding and sustaining community links; management of motivation, emotion and 

desire; and agency and responsibility. Two economists, Levy and Murnane, suggested basic 

reading and mathematics skills; communicating orally and in writing; the ability to work in 

groups; the ability to relate well to other people; and familiarity with computers. While 

ǘƘŜǊŜ ŀǊŜ ǎƛƳƛƭŀǊƛǘƛŜǎ ōŜǘǿŜŜƴ ǘƘŜǎŜ ǎŜǘǎ ƻŦ ǎƪƛƭƭǎΣ ǘƘŜǊŜ ŀǊŜ ŀƭǎƻ ŘƛŦŦŜǊŜƴŎŜǎΦ IŀǎǘŜΩǎ 

suggested skills were rather abstract: technological competence included the ability to read, 

write and do calculations using technologies such as pen-and-paper or a computer. In 

ŎƻƳǇŀǊƛǎƻƴΣ [ŜǾȅ ŀƴŘ aǳǊƴŀƴŜΩǎ ǎǳƎƎŜǎǘƛƻƴǎ ǿŜǊŜ ƳƻǊŜ ŎƻƴŎǊŜǘŜΣ ƛŘŜƴǘƛŦȅƛƴƎ ōŀǎƛŎ ǊŜŀŘƛƴƎ 

and mathematical skills. It would appear that the DeSeCo contributors were operating 

independently and without an agreed metaframework. 

The DeSeCo project focused upon the definition of competences from multidisciplinary 

perspectives but did not develop methods for assessing and measuring them. However, this 

was clearly the primary intention of the project. 
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Target groups  
The development of soft skills is discussed with respect of four main target groups: 

corporate employers, university students, vocational education and compulsory education 

students. 

The importance of development of soft skills to corporate employers, for the growth of 

socio-ŜŎƻƴƻƳƛŎ ōŜƴŜŦƛǘǎ ƛǎ ǿŜƭƭ ŜǎǘŀōƭƛǎƘŜŘ ƛƴ Ƴƻǎǘ ǿŜǎǘŜǊƴ ǎƻŎƛŜǘƛŜǎΥ Ψ!ƳŜǊƛŎŀƴ ƛƴŘǳǎǘǊȅ 

currently spends around USD 50 billion every year on training, and much of this training 

focuses on sociaƭ ŀƴŘ ŜƳƻǘƛƻƴŀƭ ǎƪƛƭƭǎΩ (Talavera & Perez-Gonzalez, 2007). 

Numerous works have been published on the subject of developing soft skills to university 

graduates. The interest seems to extend in virtually all specializations, such as engineering, 

financial studies, health care etc. An example of the interest can be seen in Shuman et. al. 

(Shuman, Besterfield-sacre, & Mcgourty, 2005)Σ ǿŜǊŜ ǘƘŜ ǎǇŜŎƛŦƛŎŀǘƛƻƴ ƻŦ άǇǊƻŦŜǎǎƛƻƴŀƭ 

ǎƪƛƭƭǎέ όƛƴŎƭǳŘƛƴƎ ǎƻŦǘ ǎƪƛƭƭǎύ ŘŜǘŜǊƳƛƴŜŘ ōȅ !ŎŎǊŜŘƛǘŀǘƛƻƴ .ƻŀǊŘ ŦƻǊ 9ƴƎƛƴŜŜǊƛƴƎ ŀƴŘ 

TeŎƘƴƻƭƻƎȅ ό!.9¢ύ ŀǊŜ ǇǊŜǎŜƴǘŜŘ ŀƴŘ ŀƴŀƭȅǎŜŘΦ ¢ƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǎƻŦǘ ǎƪƛƭƭǎ ǘƻ ŜƴƎƛƴŜŜǊΩǎ 

employability and their contribution to salaries is emphasized. 

All the frameworks of generic skills, presented in another part of this paper, are mainly 

targeting in the Vocational Education and Training (VET). The main reason for their 

development was the increased unemployment faced by the graduates of vocational 

education, as well as the requirements employers had from them. The majority of the 

studies concerning the application of these frameworks focus on Vocational Education. 

Concerning obligatory education, a leading player in these initiatives is CASEL, under whose 

aegis dozens of socio-emotional training courses have been developed. A recent meta-study 

(Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011) shows significant improvement of 

the academic achievement of student who participated in programmes of Socio-Emotional 

Learning. 

Social inclusion and reduction of school dropout is an area where the benefits from 

developing soft skills have not been studied (Bradbrook et al., 2008, p. 35). A search for 

relevant publications returned no results. The MASS project examined effects the teaching 

of soft skills to disadvantaged groups may have. The findings are very promising. From this 

aspect, the MASS project is unique and may lead to exploration of benefits of developing 

soft skills not considered so far. 

Discussion/Conclusions  
In this paper we presented the concepts underlying soft skills practices. We examined the 

historical framework that led to their popularity and gave the basic definitions, with a brief 

discussion on their different approaches. We presented the theoretical frameworks, upon 

which the soft skills practices are based. We also presented some of the major generic 

competencies frameworks, developed in several countries or from international 

organizations. Finally, we discussed the applicability and importance of soft skills 

development in several target audiences. 
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The importance given in the development of soft skills and generic competencies from 

several countries and international organizations is evident. It is based upon a globalized 

economy and the need for workforce that can deal effectively with high demand jobs. For 

this reason, a lot of money has been invested from countries and international organization 

in relative research. The training on soft skills for corporate workers is also a big market, 

estimated in several billions per year. 

The usefulness of developing soft skills of disadvantaged groups and for reasons other than 

workplace success, such as promoting social inclusion and reduction of school drop-out rate, 

is an under developed, but very important, domain. However a search for relevant 

publications has not returned any. From this perspective, the MASS project methodology is 

not only innovative, but also pioneering in its approach. 
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4ÅÁÃÈÉÎÇ 3ÏÆÔ 3ËÉÌÌÓ 

Abstract  
In the present paper a selected bibliography on teaching and developing soft skills is 

presented. Several aspects are covered, including the effect of ill definitions, the influence of 

discipline, the target group (VET/higher and initial education) and the pros and cons of 

workplace vs. classroom teaching. Good teaching practices are presented, for both 

workplace and classroom education. 

Introduction  
The importance of soft skills for enhancing employability, personal fulfilment and social 

participation is widely accepted. However, it seems that there is not a single best approach, 

but rather the most appropriate one depends on the context under which the teaching is 

taking place, e.g. target group (corporate/higher education/VET/initial education), the 

specific goals of the programme and the discipline. Even in the case where target group and 

goals are well defined there are several alternatives, depending on the actual definition of 

soft skills in use, the decision on intermixed vs. autonomous teaching, classroom vs. 

workplace training and the underlying learning theory. 

In this paper we attempt to analyse issues and alternative approaches in teaching and 

developing soft skills, through presentation of selected literature. The domains and target 

group covered are these of interest to the MASS project, which is initial 

education/VET/young workers and face to face teaching, either in classroom or in 

workplace. We excluded corporate employees and e-learning/blended methodologies, 

which are separate domains by themselves. 

Initially we examine two important factors, with major consequences on teaching decisions. 

These are the definitions we use and the intermixed vs. autonomous teaching approaches.  

Concerning the definition of soft skills, we should emphasize that there is not globally 

accepted ones. Each discipline, educational sector and country defines soft skills according 

to their own needs. Even in the framework of a single country, discipline and educational 

sector the understanding of the function of soft skills from the educational staff and 

students may vary considerably. As a result major difficulties are met in the efforts to find a 

more unified view. 

The choice of autonomous soft skills teaching instead of one which infuses soft skills in 

discipline subjects may have a major impact. Both approaches have pros and cons. 

Intermixed teaching has the advantage of easier transfer to the workplace. However it 

creates specialization which may hinder the transfer to a different situation. Autonomous 

teaching is appropriate for those outside of a work placement, like student of initial and 

prevocational education and unemployed. In this case, the transfer of skills to a particular 

occupation has been proven to be difficult. 














































































































































































































































































