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Needs Analysis Summary Report 

1 Background 

This Needs Analysis Report was produced by the UCL Institute of Education (IOE) as part of the 

evaluation of the Erasmus+ funded project, “GOAL: Guidance and Orientation for Adult Learners” 

(GOAL). GOAL is a collaboration between six partner countries: Belgium (Flanders), the Czech 

Republic, Iceland, Lithuania, the Netherlands, and Slovenia. The project will develop existing models 

of guidance for adults in the six countries through pilot projects specifically designed to provide 

guidance services which meet the needs of low-educated adults. By “low-educated”, we refer 

broadly to adults who have few or no qualifications; however, the specific target groups within that 

broad definition differ to various degrees across programmes. Forthcoming GOAL project reports 

will contain detailed analysis of programme participants across the six countries. 

In the project’s pre-evaluation stage, the aim of the GOAL Needs Analysis was to learn about the 

adult guidance background and current situation in each of the six countries. This knowledge will be 

used in the IOE’s evaluation to provide context for the first research question – How do existing 

conditions/resources in the pre-programme environments influence the relationships among 

programme operations and outcomes? – and to study change and impact. 

The Needs Analysis consisted of three components: first, IOE conducted an English-language review 

of international literature on the policy, practice and research contexts for GOAL, with emerging 

findings used to generate two templates for local evaluators working in each of the six partner 

countries; second, local evaluators populated one template with findings from reviews of national-

language evidence; third, the second template was used by local evaluators to capture findings from 

local SWOT analyses of current guidance and orientation provision for adult in the twelve 

intervention locations (two sites per country).  

This key purpose of this Needs Analysis Report is to serve as a reference document for the GOAL 

partners through which they can see the pre-intervention situation in the other countries and reflect 

on the situation in their own. Although each country will use the same broad intervention strategies 

with the same broad target group, the specific target groups vary, each intervention is unique, and 

each country has a different starting point. This Needs Analysis Report provides partners with the 

opportunity to view these complexities through the lens of common themes.  

Work on the international and national literature reviews and the SWOT analyses took place 

between March and September 2015. All findings were synthesised by IOE prior to the rollout of the 

pilot experimentations in October 2015. This summary Needs Analysis report presenting findings 

from all three components was finalised in February 2016. The full Needs Analysis technical report 

was made available from June 2016.  
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2 Context of adult guidance in the six GOAL countries 

2.1 Guidance and orientation for adults 

2.1.1.  In 2008, the Council of the European Union defined lifelong guidance as: 

a continuous process that enables citizens at any age and at any point in their lives 

to identify their capacities, competences and interests, to make educational, training 

and occupational decisions and to manage their individual life paths in learning, 

work and other settings in which those capacities and competences are learned 

and/or used. Guidance covers a range of individual and collective activities relating 

to information-giving, counselling, competence assessment, support, and the 

teaching of decision-making and career management skills.1 

This definition marked an acknowledgement which had grown at the European level and in 

individual Member States since 2000 that Information, Guidance and Counselling is a key component 

of lifelong learning policies and a priority area for action. Of particular interest to the GOAL project is 

the current focus on the role that high-quality guidance services for adults can play in raising 

participation rates in adult learning. 

2.1.2. However, the culture of adult guidance is underdeveloped and especially so among those 

adults who are traditionally less likely to engage in work-related and other forms of learning, such as 

those with limited qualifications and/or low literacy and numeracy skills. There is a perception – 

which to some extent is still borne out by practice – that guidance is almost exclusively a careers-

focused service offered in schools at or near the point where students are completing their 

compulsory education.   

2.1.3. Guidance interventions piloted on the GOAL project include educational, training and 

employment guidance, although the primary focus is on learning (including the recognition of prior 

learning). It is important to stress that there are overlaps between employment and educational 

guidance (and indeed, personal guidance) and that the boundaries between the sectors can be 

unclear at many levels, including ministerial, with responsibilities in the GOAL countries split 

between two (or more) government departments. Educational guidance can support adults who 

want to embark on a study programme, enabling them to select the best learning opportunity. For 

adults who participate in education, educational guidance can enhance their employability and 

career management skills and help them to progress into further education and work. Nonetheless, 

educational guidance for adults is an underdeveloped area. Services offered through adult education 

institutions are particularly underfunded and may face challenges in offering comprehensive and 

client-centred advice that looks beyond specific institutional pathways.  

                                            
 

1 Council of the European Union (2008) Council Resolution on better integrating lifelong guidance into lifelong 
learning strategies. 2905th Education, Youth and Culture Council meeting. Brussels: European Commission p. 
2. 
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2.2 Adult guidance and the knowledge economy 

International analysis 

2.2.1. The growth of the knowledge economy has seen a change to employment and careers 

guidance, which is shifting from being a service where unemployed people are “matched” with jobs 

and service success measured by Public Employment Services in terms of short-term employment 

outcomes, to one where greater emphasis is placed on the development of the career management 

skills that enhance longer-term career prospects. One consequence of this, as can be seen in the 

case of the Czech Republic, is an increasing emphasis on preventive policies rather than 

interventions and remedial approaches. Since 2000 there has been an acknowledgement at the 

European level and in individual Member States that Information, Guidance and Counselling is a key 

component of lifelong learning policies and a priority area for action (Sultana, 2003). Furthermore, 

Guidance contributes to policy goals in lifelong learning, in social inclusion, in labour market efficient 

and in economic development. Lifelong guidance is concerned with more than just about job-

matching – it is about developing individuals. 

National analysis 

2.2.2. All GOAL countries reported on the increased importance of adult guidance in their 

governments’ strategic objectives and Action Plans. In Flanders, employment services have focused 

on developing employment and career guidance that is individualised, intensive and client-led. 

Guidance services in the Flemish education sector lag behind those in careers and employment. 

Evidence from Slovenia argues strongly that specialist activity is needed in the field of adult 

education to provide support to adults at all stages of their learning journeys. 

2.2.3. The main objectives of education and vocational guidance in Iceland are to: strengthen 

individuals’ awareness of their talents, attitudes and interests; provide information about 

opportunities; and increase individuals’ motivation to pursue those opportunities. The guidance is 

meant to help people of all ages, every social status and in any circumstances realise their strengths, 

interest and competences so that available opportunities in career or educational development will 

become clear. 

3 Theories and philosophies underpinning guidance 

services 

International analysis 

3.0.1. The changes to what is defined as lifelong guidance for adults described above have been 

accompanied by developments in the theories and philosophies underpinning guidance services, 

with guidance now offered throughout the life course, and a focus placed on developing the skills 

that allow adults to navigate career paths. There is, however, disagreement about where 

responsibility for guidance lies: to what degree is it with individuals, who should access guidance to 

help them negotiate the changed world, and to what degree is it with governments, which should 

provide guidance for adults as an acknowledgement of the wider impact this will have on society and 

the economy? Where adult guidance services, particularly those outside of the employment sector, 
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are underdeveloped in some countries, they may also draw too heavily on the type of guidance 

offered in schools to young people rather than that targeted to the specific needs of adults. In many 

countries in Europe, like Lithuania, traditional notions of career orientation, which are based on 

matching individuals to occupations in line with personal traits and interests, still have a great deal 

of currency, although they may not be adequate to the complexity of adult needs. 

National analysis 

3.0.2. All the national teams provided evidence that the economic downturn of 2008 and rising rates 

of unemployment and migration had made an impact on the approaches taken by governments and 

guidance services. In Iceland, for example, there is an increasing focus on how to make more 

successful links between the educational system and educational opportunities and the 

development of the economy and its requirements for competent employees, whether temporary or 

permanent. This is based on an understanding that integrated policy formulation and 

implementation in employment and education benefits individuals, the economy, and society as a 

whole. The same can be said for Flanders, where one solution might lie in a stronger focus on 

networks, including those with career guidance services, and with employers, when developing 

educational guidance services. In Flanders, high rates of unemployment among young people with 

low levels of education, and wider concerns over the need for a more highly qualified and skilled 

workforce, have seen a shift to proactive and bespoke support for all job-seekers in order to avoid 

long-term unemployment. 

3.0.3. Out of the six GOAL partners, Slovenia appears to have taken more steps to articulate the 

philosophies underpinning the delivery of its guidance services and the network of 14 regional 

guidance centres for adult education. In Slovenian career guidance, the use of development theory 

and social learning theory models are an acknowledgement of the fact that the individual’s career no 

longer depends on a single correct decision, but on the development of skills that will last 

throughout the life course. Under such paradigms, the guidance counsellor is no longer merely the 

person who matches the individual to the job, but a trainer, educator and mentor. As the Slovenian 

national literature review stresses, changes in society have brought about changes in theoretical 

views and front-line practices. 

4 Stakeholders 

4.1 Policy and Programme Actors 

International analysis 

4.1.1. In Europe, guidance services for adults are offered in both the employment and education 

sectors. Services are primarily offered by the state and not by private enterprises. However, beyond 

these general observations, guidance services are characterised by diversity, with the consequence 

that responsibility for guidance services extends into policy areas other than education and 

employment and stakeholders come from a wide range of fields.  
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National analysis 

4.1.2. Career guidance for adults in the Czech Republic is provided both by the education and the 

employment sector: educational institutions provide a wide range of career guidance services, and 

the Centre for Career Guidance provides complex lifelong guidance services both for students and 

adults. In 2012, “Career counsellor” was approved as an occupation within the National Register of 

Occupations; in 2015 three additional professional qualifications for career guidance were approved 

and included in National Qualifications Framework.  

4.1.3. In Flanders, different institutions provide different types of adult guidance and orientation in 

various fields. The guidance offer is fragmented and lacks collaboration and coherence. Public 

Employment Services (PES) offer employment guidance through service contact points called 

“werkwinkels” and through tender partners, and also offers programmes through collaborations 

with Centres of Social Welfare. Also career guidance for employed people is under the responsibility 

of the PES. Furthermore, there are ‘Houses of Dutch’, service points where foreign language 

speakers are oriented towards the most suitable L2 programme. However, none of these services 

focus on educational guidance specifically whereas adult education in Flanders is very fragmented 

and falls under different policy domains and various ministries which makes it difficult for adult 

learners to find the offer fitting their needs, especially for low educated.   

4.1.4. The Icelandic Ministry of Education, Science and Culture oversees the development of adult 

learning, funds much of the sector. The Ministry of Social Services subsidies education and training 

for the unemployed. Lifelong learning centres in Iceland seek to create opportunities, provide 

programmes, courses, support and counselling for a particular geographical region in the country. 

These centres co-operate with schools at the upper secondary and higher education levels and with 

municipalities, employers’ and employees’ organisations and private enterprises. 

4.1.5. No specific guidance institutions (e.g. career guidance centres) have been established in the 

public sector in Lithuania. The main responsibility for provision of these services for students is given 

to the educational institutions (general education, VET schools and HE institutions). Public 

employment services provide training and related information and guidance for the unemployed. 

4.1.6. In the field of Dutch adult guidance, cooperation is formalised between vocational training 

institutions, employers and municipalities. These three parties work together in regional Education 

and Career Guidance Points co-financed by the Ministry of Social Affairs and Employment. All parties 

contribute time or financial resources to these “points” which are client contact centres for people 

seeking advice on career and education opportunities in any given region.  

4.1.7. The two key stakeholders in the field of adult education in Slovenia are the Ministry of 

Education, Science and Sport (MESS) and the Ministry of Labour, Family, Social Affairs and Equal 

Opportunities (MLFSAEO). However, evidence from the Slovenian team indicates that inter-

ministerial coordination could be made more efficient and that although Slovenia follows European 

directives up to a point, the implementation of these directives into legislation, executive documents 

and practice is not yet satisfactory. 
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4.2 Low-skilled adults: findings from PIAAC 

4.2.1. Three of the six GOAL countries participated in the OECD’s Programme for the International 

Assessment of Adult Competencies (PIAAC) study in 2012: the Czech Republic, Flanders, and the 

Netherlands. Slovenia and Lithuania are participating in the second wave of the survey. 

4.2.2. Results for the Czech Republic showed lower than OECD average results for middle-aged 

adults, and significant differences in results between those with high and low socioeconomic status: 

in the Czech Republic, literacy is – more than in the other countries – influenced by parental 

educational attainment. Adults with less education had lower skills, but those with higher numeracy 

and literacy and with better skills at problem-solving in technology rich environments were more 

likely to participate in further education and to do so on a larger scale, even when the influence of 

their age, education, and gender was taken into account. A significant challenge for the further 

education system in the Czech Republic is the implementation of appropriate forms of education 

and motivational instruments for the people with lower education and those without employment. 

The benefits of further education are, according to the PIAAC survey, greatest for these groups, both 

from the perspective of increasing their competences and from the perspective of their employment 

and success in the job market.  

4.2.3. In Flanders, as in most countries participating in PIAAC, relatively large minorities of the adult 

population have poor literacy, numeracy and problem-solving skills. The level of economic inactivity 

amongst adults with low proficiency is considerably above the OECD average. There is a large gap in 

literacy proficiency between native-born adults whose first language is Dutch and foreign-language 

immigrants. Their average proficiency is also among the lowest observed across participating 

countries. The share of low educated within the working population is much smaller than their share 

in total within the labour active population (age 25-64) which is an indication of under-

representation of low education in paid labour. 

4.2.4. In the Netherlands, a relatively low percentage of the adult population (12%) are categorised 

as having poor literacy. However OECD data suggest that the Netherlands has experienced an 

increase at the two extremes of the literacy distribution: adults with low literacy and those whose 

literacy is considered to be very good. This finding suggests that the literacy gap is increasing in the 

Netherlands. The Netherlands also features relatively large differences between male and female 

numeracy skills, with women scoring much lower than men. The skills differences between adults 

with a Dutch background and those with non-Dutch backgrounds are high compared to analogous 

differences in other OECD countries. There is also a large literacy gap between employed and 

unemployed adults, with the unemployed having lower skills. 

4.2.5. With no participation in PIAAC, and no large-scale research surveys, less quantitative data is 

available on the low-educated population in Iceland. It is estimated that 6% of 25-35 year old people 

in Iceland experience difficulties with literacy, as do 11% of 46-55 year olds and 21% of 56-65 year 

olds: 4,600 people in total. The number of unemployed immigrants in Iceland grew substantially 

after the economic crisis. Many have low levels of education and those that do not have a good 

grasp of the Icelandic language are especially vulnerable. Although unemployed migrants face 

occupational problems, their issues are first and foremost social ones. 
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4.2.6. Both Lithuania and Slovenia are participating in the second wave of PIAAC, with results 

expected in 2016. Low-educated adults as a group are not defined by legislation in Lithuania, 

although they are mentioned as target group in strategies. The employment rate of people aged 20-

64 with ISCED 0-2 (pre-primary, primary and lower secondary education) in Lithuania was 36.6% in 

2012. In 2014, the share of 25-64 year olds who participated in formal and non-formal training was 

less than two-thirds the EU average (5.7% in Lithuania versus 9% in the EU as a whole). In Slovenia, 

as in other countries, adults with low skills are less likely to participate in formal and informal 

education. 

5 Challenges and barriers 

International analysis 

5.0.1. For the GOAL target group the two main systemic challenges to the provision of suitable 

guidance services are that: 1) there is limited access to guidance; and 2) the outcome based focus 

(short-term job match) means that the current process gives insufficient time to address the 

complex problems and needs of low skilled adults. 

5.0.2. Multiple problems can prevent adults from engaging in work and in learning. In addition to 

systemic barriers, these include: previous negative experiences of education and learning; being 

unused to long or longer term planning/planning for the future; and financial constraints. However, 

a key issue when tackling these challenges in order to offer high quality services is the limited 

evidence available on successful initiatives and approaches, with most evaluations of services limited 

in scope and focused on short-term outcomes or on progression rates to employment, education or 

training. 

National analysis 

5.0.3. In the Czech Republic barriers can be traced back to the education system (e.g. formal 

admission requirements, inaccessibility of study formats other than full-time) in other policy areas 

(i.e. insufficient coordination between education and employment policies) and, of course, on the 

part of learners (e.g. lacking motivation, the need to combine family and work duties).  

5.0.4. Career guidance in the Czech Republic is seen as inadequate for both young people and adults. 

The main constraint on adult career guidance is the lack of systematic guidance support for adults 

and lack of information about the possible guidance services. As for career planning support for 

adults, the Labour Office specialises in counselling for the unemployed. Career counselling is seen as 

inadequate due to the lack of a systematic framework and staffing deficiencies and its availability is 

generally uncoordinated. Services provided by NGOs are usually project based, with insufficient 

staffing, limited locations, and differences in approach. Education and career guidance for adults 

provided by the Centre for Career Guidance in the National Institute for Education is free, but only a 

marginal activity of the Institute and is designed to deal with specific situations as they arise. 

5.0.5. Adults searching for an educational offer in Flanders are confronted with a wide range of a 

non-transparent provision. Low-qualified adults struggle to find their way through a wide range of 

dispositional, institutional, situational and informative barriers to find the most suitable provision. 

Flanders lacks a comprehensive network of guidance services, including a central data management 
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system which can support the process of searching, choosing and decision making. Importantly, the 

implementation of austerity measures following the economic crisis has led to far-reaching cuts to 

the opportunities to develop educational guidance services. Although employment and careers 

guidance is very well organised and delivered, a greater focus on educational guidance is needed. 

5.0.6. The Icelandic population is one of the smallest in Europe and is thinly scattered over a 

relatively large area. More than half the population lives in and around the capital, Reykjavík, making 

it possible to offer a wide variety of education and training to people of all ages there. Outside of the 

capital – and in the most rural areas in particular – this is much more difficult due to the small size of 

the population in each region. Evaluation results from the Ministry of Education, Science and Culture 

(2014) indicate that the main barriers to participation in adult learning are lack of time, financial 

reasons, various diagnoses (ADHD, dyslexia), illnesses, social circumstances, family responsibilities, 

low self-esteem, lack of support from employers, transportation, and the shortage of vocational 

training options. 

5.0.7. The European Semester Country Report 2015 for Lithuania stressed the lack of appropriate 

career guidance for adults and the fact that there was no system to assess and recognise skills 

acquired through non-formal or informal learning. Several reasons can be identified as contributing 

to the low participation rate of working age adults in education and training: no well-developed 

system of recognition of competences; insufficient competence of the pedagogical staff at training 

institutions; lack of financial support for training; and lack of access to quality guidance services. 

5.0.8. The three main challenges in the Netherlands to providing guidance services for low-educated 

adults are: low demand, because the target group frequently does not recognise that lower levels of 

basic skills limit them in their professional lives; improving the impact and effectiveness of guidance 

and counselling services; and increasing the number of organisations that deliver guidance services, 

if required, “in disguise” –e.g. through bundling guidance with other services that individuals seek 

out. There is a need to multiply the number of locations where adults with low levels of basic skills 

are identified and subsequently receive appropriate guidance services.  

5.0.9. The main challenges in lifelong education in Slovenia are the same as in the majority of 

European countries: an aging population, social-economic developments, technological 

developments, and the needs and requirements of the labour market. In order to raise educational 

levels, employability and the number and range of learning opportunities, particular attention is 

required for vulnerable groups of adults, e.g. those who: are less educated (i.e. fewer than four 

years of secondary schooling); enter lifelong learning less often (or not at all); are less motivated; 

and/or face a range of other obstacles. To reach these target groups it is necessary to develop and 

strengthen quality guidance support. This includes the development of strategies for increasing the 

accessibility and inclusion of vulnerable groups of adults in lifelong learning. 

6 Assessing impact and quality 

International analysis 

6.0.1. In general, there is a lack of quality assurance mechanisms in adult guidance services in 

Europe. Policy makers have had to rely on a very limited evidence base. Outcome measures are 

problematic because guidance does not happen in isolation. Most evaluation studies are limited in 
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scope, with limited evidence bases and a focus on short-term outcomes or on “first step” 

progression into employment, education or training. While these outcomes are valuable, more 

information is required about longer-term outcomes and their sustainability. 

6.0.2. The European Lifelong Guidance Policy Network has attempted to address these issues in 

assessing quality and impact through developing and piloting a Quality-Assurance and Evidence-Base 

(QAE) Framework containing five key elements that support quality service delivery and underpin 

the collection of evidence: 1) Practitioner competence; 2) Citizen/user involvement; 3) Service 

provision and improvement; 4) Cost-benefits to government; 5) Cost-benefits to individuals. The 

ELGPN QAE Framework is a matrix with indicators, organised around an input-process-outcome 

framework. 

National analysis 

6.0.3. Guidance and counselling services provided at schools in the Czech Republic up to the tertiary 

professional level are evaluated by the Czech School Inspectorate, as are school guidance facilities. 

Career guidance and counselling provided by Public Employment Services (PES) is monitored and 

evaluated by the General Directorate of the Labour Office using tools such as a national system of 

monitoring indicators, including performance indicators for guidance counselling involving job 

brokering and performance indicators for special guidance. 

6.0.4. In Flanders no literature was found on impact assessment directly linked to any guidance 

services. Employment data are collected for those who have participated in some guidance 

programmes, but these are short-term, and collected for a maximum period of six months after the 

programme ends. In Iceland there is increased quality control and co-operation between the 

Educational and Training Service Centres and Lifelong Learning centres on the basis of the European 

Quality Mark validation system. Specific standards for career guidance services are being developed 

and tested in the context of the EQM, and it is anticipated that this will also happen in 2016 for 

validation services. 

6.0.5. The Lithuanian Centre of Non-Formal Youth Education (Career Education Unit) participates in 

the monitoring of career guidance services for pupils up to upper secondary education level. This 

monitoring is on a national level, and involves data collection, data analysis, preparing reports and 

making recommendations. Data are gathered via local municipalities and general education and VET 

schools and processed with the help of the Information System of Career Education Monitoring. 

Guidance services provided by territorial labour exchanges and their youth job centres are 

monitored by organising user satisfaction surveys both of jobseekers and employers. 

6.0.6. The Education and Career Guidance Points in the Netherlands are subject to continuous 

monitoring and evaluation. Evaluations focus on the quality and sustainability of the regional 

networks, and not on the impact/effect of the intervention on individual clients. Client satisfaction, 

however, is measured. A few Education and Career Guidance Points use an instrument to assess the 

level of basic skills of clients in order to direct them more efficiently to an appropriate education 

offer. 

6.0.7. On the national level in Slovenia, a comprehensive system to measure effects of different 

guidance activities for adults has not yet been established. However, a comprehensive model of 
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assessment was developed in 2009 for monitoring and measuring the effects of the guidance 

activities provided by the Slovenian Institute for Adult Education (SIAE). These guidance activities are 

provided through a network of 14 regional centres which are professionally developed, monitored 

and supported by the SIAE.   

7 Service Delivery and Evaluation: inputs 

7.1 Available opportunities 

7.1.1. Across the six countries, guidance opportunities for adult learners can be characterised as 

lacking clarity and lacking visibility. Policy-makers in some countries have grappled with the issue of 

whether fragmented guidance services for adults should be drawn together into a coherent whole 

and if so, how this should be done. It can certainly be argued that consolidation offers greater 

possibilities for quality assurance and the setting of national standards. 

7.1.2. In the Czech Republic there is currently no systematic guidance support for adults who want to 

increase or change their qualifications.  In Flanders Guidance provision focusing on career and 

employment is very well developed, there are however very few opportunities for educational 

guidance. Only very limited guidance staff is employed in educational guidance services within 

locally funded small initiatives. Structural funding is lacking. This provision doesn’t meet the level 

and the complexity of the need.  

7.1.3. The number of providers of adult education and guidance in Iceland appears to meet the 

needs of the target group. However, the availability and variety of courses/educational opportunities 

is not as good in sparsely populated areas. In Lithuania career guidance services for adults are 

provided in adult education centres, which help adults to complete secondary education, or VET 

institutions, which offer training programmes for youth and adults. These services are mostly offered 

on a case-by-case basis, which is dependent on the motivation of administrators to organise and find 

sources of funding. The main weakness of this approach is that these institutions typically limit their 

focus to the qualifications or programmes that are offered inside educational institutions. 

7.1.4. In Slovenia, adults can access counselling services at one of 14 regional guidance centres, 

which provide services for adults enrolled in adult education, or at school centres and other adult 

education organisations, where counselling services are available to adults both before and during 

the learning course. The main weakness in the system is that counselling activities in the regional 

guidance centres and the other learning centres are not well enough linked. The Education and 

Career Guidance Points in the Netherlands have a near nationwide coverage and this is mapped to 

strong national coverage of educational opportunities for adults (mainly in the study of literacy and 

numeracy). The principal threat is funding cuts, which require creativity and prioritisation on the 

part of local authorities. 

7.2 Practitioner capabilities 

International analysis 

7.2.1. Practitioners working in counselling and guidance services in adult learning may focus on 

career guidance (in relation to finding a job), educational guidance (in relation to learning choice and 
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planning and coaching of the learning process), or more personal guidance (in relation to people’s 

personal problems and questions). These roles may be contained within a wider job description, or 

practitioners in teaching positions may be assigned counselling and guidance tasks alongside or as 

part of their teaching activities. 

7.2.2. The QAE framework developed by the ELGPN lists three criteria relevant to practitioner quality 

– possession of recognised qualifications relevant to the careers sector; engagement in CPD, and 

membership of a careers professional association. However in many Member States guidance 

workers lack a strong professional identity, are poorly organised, and are often poorly supported by 

a disparate network of professional associations and research and training organisations.  

National analysis 

7.2.3. The GOAL national literature (see Needs Analysis Technical Report) reviews highlighted moves 

in all countries towards the formalisation of practitioner capabilities. In Flanders there is no centrally 

organised training for those who wish to become career counsellors but providers are required to 

meet certain quality standards. However, a formal professional qualification profile for career 

counsellor is being developed.  In Iceland guidance counsellors need a licence to practice and 

certified counsellor training. The career guidance practitioner’s status at education institutions in 

Lithuania has not yet been formalised, and there is a need for the development of standards for 

their competences and training. Nearly all adult guidance practitioners in the Netherlands have 

experience in education and/or re-integration practices. However, there are no formal criteria for 

guidance practitioners and thus a great divergence in quality between various service points. 

7.2.4. In Slovenia, there are minimum qualification requirements for practitioners (educated to 

degree level) and the Slovenian Institute of Adult Education offers opportunities to practitioners in 

adult guidance centres for initial training (a 48-hour course) and continuing professional 

development (16 hours per year). There is currently, however, a need for training that would better 

equip practitioners to work with: a) low-educated adults and b) partner organisations. 

7.3 Client Group and its potential 

7.3.1. The delivery of high-quality services to low-educated adults is dependent on good knowledge 

of the target group: successful initiatives will understand not only the barriers faced by their 

potential clients, but what these clients will respond to. 

7.3.2. Evidence from Flanders shows that within the sector of employment guidance more clients 

from vulnerable groups participate in intensive guidance programmes towards a job, however young 

adults (U25) without qualification participate less than those with qualifications. Clients in career 

counselling (service on voluntary base for employed) low educated adults are underrepresented.    

7.3.3. In general, both representatives of companies in Iceland and the target client group lack 

sufficient information about the adult educational and guidance system. Counsellors need to be 

aware that many service users in the target group have very little information about what 

opportunities they have, about the value of their current knowledge, and about where to start and 

how to continue. 
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7.3.4. Although there are many guidance services available for unemployed people in the 

Netherlands, those in employment are poorly reached. This lack of opportunity is compounded by 

the fact that seeking guidance is still considered taboo, especially among non-migrant groups. 

7.3.5. In both the adult guidance centres and school centres in Slovenia, there is a need for more in-

depth understanding of the characteristics and needs of adults within the groups targeted by the 

GOAL study: more data are required to further this understanding. There is also the perception in 

adult guidance centres that counsellors lack the time to include more low-educated adults in the 

centre’s services for in depth counselling. Improved understanding of low-educated adults and the 

context of their lives is likely to play an important role in developing connections with experts from 

other fields who work with the individuals targeted by GOAL. 

8 Service delivery and evaluation: processes 

8.1 Assessment of needs 

International analysis 

8.1.1. Guidance for adults can take many forms. For some clients, a one-off session resulting in an 

action plan will be sufficient. But for others, the process is a more complex one lasting a longer time, 

and perhaps including periods of non-engagement from the counselling journey. There is increasing 

awareness of the need for more holistic approaches; some of this awareness has been translated 

into legislation/formal documentation (although not necessarily practice). Where it is being put into 

practice, this tends to involve services taking holistic client needs as their starting point and drawing 

together a large range of service providers to deal with this. 

National analysis 

8.1.2. The national literature reviews suggest there are different approaches to assessing what 

clients need from guidance services.   In Lithuania, assessment of the client’s guidance needs is not 

regularly carried out. In Slovenia, although analysis is carried out annually to identify target groups 

adults who are in need of additional services, further work is needed, both in identifying target 

groups within the local population and developing a more in-depth and nuanced understanding of 

the existing target groups. Iceland, too, reports that a key weakness in assessing the needs of low-

educated adults in guidance is the fact that there is only limited data available on this cohort. 

Flanders reported more formal structures within employment guidance for assessing client needs 

than the other GOAL partners, whether through initial assessment of specific needs linked to 

assigning clients to the appropriate guidance programme or as a self-analysis exercise completed by 

clients. 

8.2 Development of an action plan 

International analysis 

8.2.1. Hawthorn and Alloway (2009) emphasise the importance of drawing up realistic action plans 

comprised of small steps for this client group. Hawthorn and Alloway also suggest that an action plan 
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should identify barriers, and the actions needed to help clients overcome those barriers, including 

the use of additional services where necessary. 

National analysis 

8.2.2. In Flanders, the development of an action plan is one of the required outputs of the career 

guidance programme supported by the PES. In most of the cases (80%) this action plan had been 

developed. The action plan is however often considered as an administrative requirement for 

funding and developed by the counsellor rather than a supportive tool for the client. Data from 

Slovenia suggests that some counsellors believe that insufficient time is dedicated to the 

development of action plans and that the process would benefit from better tools. 

8.3 Collaboration with other organisations 

International analysis 

8.3.1. Hawthorn and Alloway (2009) identified links with other agencies as one of 11 critical success 

factors in offering careers advice to adults. Network arrangements are important in order to meet 

client needs through referral, to provide professional support, to encourage partnership working 

including setting up new joint initiatives, and to keep in touch with funding opportunities. However, 

as networks can be time and resource intensive to maintain, it is often more effective to capitalise 

on existing networks rather than establish new ones. 

National analysis 

8.3.2. In some countries there is a high degree of collaboration between relevant stakeholders in 

educational and career guidance for adults (for example, schools, Public Employment Services, VET 

and HE institutions, local businesses and employers). Such collaborations appear to be more formal 

in Slovenia than in Lithuania (where there are no national agreements, only inter-institutional ones), 

but even in Slovenia there is a sense that collaborations tend to exist between partners who have a 

history of working with each other and that new collaborations, which might prove more beneficial 

to clients, are seldom initiated. 

8.3.3. A strength in Iceland is that collaborations forged between the Lifelong Learning Centres and 

the Education and Training Service Centres have proved effective in reaching target groups; however 

there are weaknesses that stem from inconsistencies between educational institutions (in the 

evaluation of courses with the same curriculum for instance). 

8.3.4. In Flanders, collaboration can be undermined where partner organisations within the sector of 

employment guidance are effectively in competition over clients and want to guide them to their 

own specialist counselling. Unstable funding can contribute to weaknesses in the collaboration 

system as a considerable time investment is needed to collaborate with partners. In the Netherlands 

the new nationwide action plan against low literacy, “Count on Skills”, provides new opportunities 

for partnership building, particularly because of the new involvement of the Ministries of Health and 

Social Affairs in low literacy action plans. Across the country, networks are being built in which 

municipalities, education providers, guidance centres, libraries and NGOs cooperate. The aims of 

these networks are to: improve outreach to the target group; direct clients to appropriate basic skills 

courses; and monitor clients’ progress with regard to outcomes such as basic skills improvements, 
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social inclusion and labour market participation. Partners for the GOAL project are or will become 

part of the existing regional networks of the Count on Skills programme. The Reading and Writing 

Foundation, an adult literacy NGO, receives funding to maintain, extend and support these 

networks.  

8.4 Effectiveness of Practitioners 

8.4.1. The process by which the effectiveness of guidance practitioners is measured differs between 

the GOAL countries. In both Flanders and Lithuania, impact on employment is partly judged by 

results – that is, by client employment rates and outcomes in the period after counselling. No 

research is available from the Netherlands on the effectiveness of guidance practitioners. One 

reason for this is that effectiveness is strongly dependent on the quality of the individual 

practitioner, but there is currently no policy focus on practitioner quality. 

8.4.2. A finding from the Slovenia evidence review probably holds good for all the GOAL countries: in 

order to evaluate the effectiveness of practitioners, more work needs to be done to understand the 

component parts of the counsellor’s job, especially where that role involves working with vulnerable 

adults.  

8.5 Engagement of clients 

8.5.1. Successful engagement of clients can depend on the location of services. One possible route to 

more successful client engagement in education and career guidance is through actively involving 

the client group in the development of guidance services. 

8.5.2. Educational and vocational guidance, and prior learning validation, have proved to be 

successful ways of reaching low-educated adults in Iceland, but the complexity of the system, and 

the lack of transparency about available opportunities, poses a threat to client engagement. Flemish 

evaluation research found evidence of differences in engagement levels between different cohorts: 

for example, clients over the age of 45 attended fewer sessions, although these sessions contained 

as many total hours as observed with other groups and were spread over a similar time period, 

suggesting that older workers may had fewer opportunities to visit the careers centres. 

9 Service delivery and evaluation: outcomes 

International analysis  

9.0.1. More research is needed to assess the effects, and in particular the longer terms effects, of 

participation in adult guidance. Research and evaluation is more prevalent in the field of career 

guidance than educational guidance. Most monitoring that takes place does so in terms of “top 

down” targets and performance indicators which are set by governments or by funding bodies and 

which tend to focus on the outcome variables which are easiest to measure quantitatively. Benefits 

that are harder to quantify but which may be of significant importance to users – and which may 

serve as necessary intermediary steps on the way to longer term outcomes – are equally valid but 

are sometimes less straightforward to measure. 
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9.0.2. Measuring “soft” outcomes (that is, outcomes such as changes to confidence or motivation) 

almost inevitably involves gathering data at two different time points, measuring distance travelled. 

But changes can take a long time to be felt and few evaluations have the capacity or the funding to 

track clients over a long enough period. 

9.1 Client Satisfaction 

9.1.3. Client satisfaction is the easiest aspect of a service to measure as it is relatively easy to ask 

clients to give a reaction to the service that they have received and to routinely record this as a part 

of monitoring. Kirkpatrick (1994) argues that evidence usually collected through feedback forms and 

customer satisfaction surveys which attempt to identify and understand the experience of the 

service user should be a critical element of service design and evaluation. 

9.1.4. In the GOAL countries it is common practice for guidance services in both the employment and 

education sectors to evaluate client satisfaction, and most countries were able to report high levels 

of satisfaction in their evaluation evidence base. A more nuanced picture emerges from Flanders, 

where Verbruggen and Sels (2009) reported high levels of service user satisfaction across a number 

of measures including value for money, counsellor competence, and relevance and impartiality of 

advice.  

9.1.5. Across other impact measurements, relatively little evidence is gathered in any of the GOAL 

countries. 

9.2 Changes in knowledge or skill 

9.2.1. Very little data is currently gathered in the GOAL project countries about outcomes related to 

changes in guidance clients’ knowledge and skills. The Netherlands is an exception, as clients there 

have their basic skills (literacy and numeracy) assessed before the guidance begins. 

9.3 Changes in life circumstance 

9.3.1. There are two key challenges in monitoring data on changes in life circumstance – the need to 

follow clients over a long time period, and the difficulty of linking changes in life circumstances to 

the guidance received. 

9.3.2. The national literature reviews from Flanders, Slovenia and Lithuania found very little 

evaluation evidence on changes in the life circumstances of service users following guidance. In 

Iceland two studies have reported on “soft” outcomes from programme participation, in terms of 

positive changes to levels of self-confidence. Only the Netherlands has gathered robust quantitative 

data on this impact as part of service evaluation (although no control group was used): 58% of 

clients reported being more active in social/leisure activities after using the guidance service, 51% 

reported feeling more socially included and around 50% reported better health. 

9.4 Changes in employment or training status 

9.4.1. Outcome data in the form of destination data indicating that clients have gained a job or 

embarked on a course of learning following the guidance are, after client satisfaction, the variables 
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most likely to be monitored by guidance services or their funders. This area is, however, 

problematic, primarily because of the connection between these data and programme funding. 

9.4.2. Although this type of outcome data are collected in some GOAL countries, local evaluators 

stressed that there is a threat that the relationship between funding and subsequent rates of 

employment may mean an overreliance on getting the client into any available job, rather than the 

most suitable or most sustainable employment option. For example, in Flanders, funding of 

employment guidance is mainly based on results – that is, client employment rates three months 

after guidance. 

9.5 Fit of education, employment or training with client skills and 

aspirations 

9.5.1. The appeal of measuring, for evaluation or quality assurance purposes, the fit between the 

outcome of the guidance and the client’s abilities, aptitudes, interest and achievements is clear and 

thus this “matching” process is a traditional feature of guidance practice within a practical 

framework. This practice is not without criticism, however, as matching fails to take into account 

human behaviour, and the fact that individuals do not always act in their own self-interest. 

9.5.2. Very little national data was found on the fit of employment or training with the skills and 

aspirations of guidance clients: the Czech, Dutch, Icelandic and Lithuanian evaluators found no 

relevant sources, and although this relationship is evaluated occasionally in Slovenia’s regional 

guidance centres, no national results from these evaluations were available. 

9.6 Fit of education or training with employment opportunities 

9.6.1. Some evidence emerges from the literature of good practice from guidance service providers 

in ensuring a fit between training offers and employment opportunities. In Lithuania, for example, 

VET institutions which specialise in providing training for adults have successfully cooperated with 

local businesses regarding the recruitment and further training of employees, and programme offers 

in VET and higher education are based on labour market need surveys and consultations with 

employer organisations (Cedefop, 2014). 

9.7 Sustainability 

9.7.1. Lack of sustainability presents a major threat to guidance and orientation services and to the 

continuity of the reform process itself. This situation has become particularly acute in all countries 

following the 2008 economic crisis with funding levels dropping year on year; at the local level, 

guidance services for adults must compete with other funding priorities.   

9.7.2. In both Lithuania and Slovenia, the main threat to guidance services for adults, and for low-

educated adults, is the precariousness and time-limited nature both of funding and of the action 

plans developed as part of national strategies. 

9.7.3. In the Netherlands discontinuation of national funding to the Education and Career Guidance 

Points would mean the collapse of more than half of these guidance centres. This said, a strength of 

the system in the Netherlands is that services, which were launched in 2010, are evaluated regularly, 
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and the positive evaluations to date have helped ensure the continuity of the service. Evaluations 

also offer the opportunity for service improvement. 

9.7.4. The expectation in all countries is that the GOAL project offers the opportunity to build 

sustainable services that contribute to national action plans. 

10 Local SWOT analyses 

10.0.1. Local SWOT analyses completed by the six GOAL partners assessed the strengths, 

weaknesses, opportunities and threats in the pre-programme environments at each intervention 

site. These needs assessments were primarily intended to shape the experimentation protocols 

being developed for each project site. 

10.1 General SWOT 

Current service provision 

10.1.1. Local SWOT analyses completed by the six GOAL partners assessed the strengths, 

weaknesses, opportunities and threats in the pre-programme environments at each intervention 

site. These needs assessments were primarily intended to shape the experimentation protocols 

being developed for each project site. 

10.1.2. Despite the strong local dimension, and the fact that each country is at a different stage in 

the development of its guidance services for the target group, a number of common issues and 

themes emerge, which highlight shared strengths and concerns. 

10.1.3. Existing guidance services are broad and generally offered free-of-charge. Although services 

differ widely in scope, range and delivery mechanisms, all teams reported that services were staffed 

by strong teams of professionals, committed to their jobs and to their colleagues, who have a 

positive attitude and are highly client-orientated. Moreover, evidence emerged of well-established 

methods of cooperation between delivery partners and, in most cases, a shared agenda 

underpinning this cooperation. 

10.1.4. The greatest weakness in current provision is limited resources, i.e. inadequate and unstable 

financing, which threaten the long-term sustainability of guidance initiatives. Resource challenges 

manifest themselves through a number of routes, including understaffing. In many cases staff have 

too many competing demands on their time from other aspects of their job roles.  

Target group 

10.1.5. By focusing on the needs of low-educated adults, the GOAL project is targeting a cohort that 

is more likely to experience multifaceted problems, many of which impact on engagement levels and 

undermine the effectiveness of educational and employment guidance services. The target group at 

its widest is both heterogeneous and complex – placing many demands on counsellors and meaning 

that complex services and resources will be needed to meet the needs of individual clients. The 

project represents an opportunity to adapt existing methods to the sensitivities of low-educated 

adults and, in some cases, to appeal to marginalised or hard-to-reach adults through new technology 

and social media. 



 

25 

 

10.2 SWOT per Intervention strategy 

1) Networks and Partnerships 

10.2.1. Existing partnerships are based on shared objectives at the policy and the management 

levels; however this is not always matched by shared strategic objectives. Networks can be overly 

large and complex, and the good will on which partnerships run is vulnerable to staffing changes. 

There is a need in some countries to look outside of traditional partnerships to find new and better 

relationships, and GOAL offers the opportunity to develop an identity and brand for the services 

being piloted.  

2) Tools 

10.2.2. The GOAL partner countries share the desire to improve services for low-educated adults by 

adding more structure to the guidance process, whether by formalising aspects of the interview 

process or drawing on a tried and tested toolkit of resources. The partner countries also note, 

however, that there are challenges when using existing tools with this client group, who are more 

likely, for example, to have poor digital skills, or who have trust and self-esteem issues that make 

tools which require personal reflection seem intrusive and demanding. Tools present valuable 

opportunities to engage clients in the guidance process, yet their use also places many new 

demands on counsellors, who must be trained to use the tools if their effectiveness is to be 

optimised.  

3) Competences 

10.2.3. Some GOAL countries do have competence profiles for guidance staff, or well-developed 

descriptions of their role which can serve as the foundation of a new competence profile that 

includes the specific skills needed to work with the GOAL target groups. However, this process is 

complicated by the fact that counsellors have different starting points and different needs, and that 

resources for staff development and training are limited. To all teams, the third intervention 

strategy, focused on counsellor competences, represents an important opportunity for cross-

national learning and cooperation. 

4) Outreach 

10.2.4. GOAL is focused on reaching out and bringing outreach to adults who have not previously 

engaged with educational, training and employment guidance. Although contact routes exist, there 

is a need to improve these and to improve visibility and accessibility, so that the service is not lost 

and is understood by clients and partners alike. 

5) Providing Quality Services 

10.2.5. The GOAL teams are able to draw on a strong base of guidance experience and current 

political will to extend quality services to the target group. To do this, more knowledge of the target 

group needs to be gained, but there is a commitment to developing services that are client-led and 

that can generate positive outcomes for clients that are more than “quick fixes” to their short-term 

employment needs. 
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10.2.6. Lastly, through this evaluation, the GOAL project offers the country teams the opportunity to 

measure and monitor effectiveness in ways other than client surveys and to see which data are 

collectable and most useful in monitoring impact in particular. 
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1 Introduction 

This Needs Analysis Report presents findings from the pre-evaluation phase of the project “GOAL: 

Guidance and Orientation for Adult Learners” (GOAL). It contains international and national 

literature reviews of evidence on educational (and also employment and training) advice and 

guidance for adults and local SWOT analyses of the current state of guidance and orientation for 

low-skilled adults in the six partner countries participating in the project.  

1.1 Project background 

Funded under ERASMUS+, Project GOAL addresses the European Commission’s priority theme of 

reducing the number of low-educated adults through increasing participation rates in adult 

education. As well as contributing to the European Agenda for Lifelong Learning 

(http://ec.europa.eu/education/policy/adult-learning/adult_en.htm), GOAL will contribute to three 

priority areas of the 2008 ‘Council Resolution on better integrating lifelong guidance into lifelong 

learning strategies’ 

(http://www.consilium.europa.eu/uedocs/cms_Data/docs/pressdata/en/educ/104236.pdf), namely, 

to facilitate access by all citizens to guidance services, to develop the quality assurance or guidance 

processes, and to encourage coordination and cooperation among the various national, regional and 

local stakeholders. 

GOAL is a three year project, running from February 2015 to January 2018, and is coordinated by the 

Flemish Government’s Department of Education and Training. The project aims to develop models of 

guidance and orientation for adults in order that these should specifically reach low-skilled adults, 

that is, at adults without upper secondary education (ISCED level 32). Pilot programmes are being 

implemented in two locations in each of six partner countries – Belgium (Flanders); the Czech 

Republic; Iceland; Lithuania; the Netherlands, and Slovenia – to specific target groups within the low 

educated adult population (for example, to migrants or the unemployed). 

The context for GOAL is that adult education provision in the six countries is fragmented and there is 

currently a lack of coordination between the different providers and stakeholders that are involved 

with low-educated adults. Moreover, although the partner countries have some forms of guidance 

for adult learners, or have specific policy strategies that focus on educational guidance and 

orientation, the existing services, or the structures on which these services rely, do not reach the 

adults most in need of education as well as they could or in sufficient numbers.  

The hypothesis underpinning GOAL is that an independent one-stop guidance service that puts the 

specific needs of low-educated adult learners at its centre may help to increase the participation of 

this target group in adult education. Five specific intervention strategies are being implemented 

during the GOAL project:  

                                            
 

2 For more on UNESCO’s International Standard Classification of Education (ISCED) see 
http://www.uis.unesco.org/Education/Documents/isced-2011-en.pdf  

http://ec.europa.eu/education/policy/adult-learning/adult_en.htm
http://www.consilium.europa.eu/uedocs/cms_Data/docs/pressdata/en/educ/104236.pdf
http://www.uis.unesco.org/Education/Documents/isced-2011-en.pdf
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1. Establishing/improving networks and partnerships with relevant organisations. 

2. Developing specific tools for facilitating guidance to low-skilled adults.  

3. Defining the competences counsellors need to enable them to address the specific needs of 

low-skilled adults. 

4. Bringing guidance services to specific target groups through outreach activities. 

5. Improving the quality of guidance services in order to optimise the learning outcomes of 

individual adults. 

The UCL Institute of Education, London (IOE) is conducting process and final evaluations of the GOAL 

project. The primary aim of the evaluation is to understand, assess and improve GOAL across the six 

participating countries. The evaluation also aims to provide country-specific case studies that can be 

analysed by policymakers seeking to understand challenges and success factors in establishing 

‘joined-up’ programmes in complex policy fields. It is hoped that the evaluation will enable the 

identification of success factors across different programme contexts. This evidence can potentially 

be used to develop a structural support basis amongst decision makers and relevant stakeholders for 

scaling up the pilot learning guidance and orientation models in partner or other countries.  

Four research questions underpin the evaluation: 

1. How do existing conditions/resources in the pre-programme environments moderate the 

relationships among programme operations and outcomes?  

2. What programme processes are developed across the various intervention sites and how do 

these differ? Why?  

3. What service user outcomes are achieved, for what groups, and to what degree?  

4. What programme characteristics appear to be associated with improvements in service-user 

outcomes?  

1.2 Method  

The GOAL Needs Analysis was carried out by UCL Institute of Education (IOE) between March and 

September 2015. It consisted of three linked strands of activity: 

 A review of international literature. 

 Six reviews of national literature and evidence. 

 SWOT analyses by the six partner countries of the 12 intervention locations (two sites per 

country). 

1.2.1. International Literature Review 

The English-language review of international literature carried out by IOE focused the policy, practice 

and research contexts for GOAL.  As the existing evidence base on lifelong guidance is both extensive 

and wide-ranging, this desk review focused on evidence about educational (and also employment 
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and training) guidance for adults, with a particular emphasis on findings germane to adults with little 

formal education, and to participation in adult learning. 

These findings were supplemented by programme developer interviews carried out by IOE 

researchers by Skype and by email. These interviews focused on obtaining an overview of the 

current guidance situation in the six countries, the intervention approaches being used there with 

the GOAL target group, and process details about the evaluation methodology. Some observations 

from these interviews have been included in the main body of this needs analysis report. 

1.2.2. National Literature Reviews 

Local evaluators/researchers and/or programme coordinators in each of the six countries carried out 

reviews of national and local evidence. Findings were analysed by the country teams using a SWOT 

(Strengths-Weakness-Opportunities-Threats) analysis and reported to IOE using templates created 

as part of the international literature review. 

These reporting templates drew heavily on a Quality-Assurance and Evidence-Base (QAE) Framework 

developed by the European Lifelong Guidance Policy Network (ELGPN) (Hooley, 2014). The QAE 

framework contains five key elements that the ELGPN suggests support quality service delivery and 

underpin the collection and understanding of evidence: 

 Practitioner competence 

 Citizen/user involvement 

 Service provision and improvement 

 Cost-benefits to government 

 Cost-benefits to individuals. 

The QAE framework is a matrix with indicators, organised around an input-process-outcome 

framework. It is designed to draw together the concepts of quality (understanding how services 

work and ensuring their consistency and accountability) and evidence (describing and quantifying) 

whether lifelong guidance works, what its impacts are and what approaches are most effective 

(Hooley, 2014: 11). 

1.2.3. Local SWOT analyses 

The objectives of the local SWOT analyses were: 

 To identify general needs and strengths based on the current service provision (if any was 

available). 

 To map existing services provided by the partner in detail. 

 To identify the needs and strengths of existing services to provide data. 

 To provide data aimed at addressing Evaluation Question 1: “How do existing 

conditions/resources in the pre-programme environments influence the relationships 

among programme operations and outcomes?” 

 To adapt existing services and/or to include additional interventions to meet the identified 

needs in order to define the specific intervention models for the programme. 

Local evaluators used a number of methods to obtain these data, including: 
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 Interviews with collaborating organisations 

 Interviews with staff 

 Interviews with service users 

 Recruitment data, outreach surveys 

 Programme evaluations 

 National data on target group participation 

 Professional experience working with the target group and in this field 

 Interviews with programme and regional coordinators. 

 
1.2.4. Synthesis and reporting 

Two approaches were taken to synthesise findings from the international and national literature 

reviews, in response to the fact that the available evidence on the background context of guidance 

and orientation services for adults in the six countries was far more plentiful than evidence on either 

service delivery or the evaluation of services. 

The chapters in this report which provide information on the guidance context (that is, chapters 2-6) 

contain introductory material from the international literature review followed by findings and 

analysis submitted by the national country teams, arranged on a country by country basis. Although 

these national contributions have been edited for reading sense, there has been no attempt to 

synthesis this wealth of material on a cross-national basis: the value of the material lies in its role in 

mapping the specific national situation. In the case of the Czech Republic, national evidence is 

reported in the five context chapters only; no relevant Czech sources were found on Service Delivery 

and Evaluation. 

The chapters in this report which provide information on service delivery and evaluation (that is, 

chapters 7-9) draw together the national observations into synthesised text. In the case of service 

delivery and evaluation, it was felt by IOE that valuable observations could be made by both 

highlighting similar gaps in the evidence bases and giving prominence to examples of good or 

interesting practice. 

1.3 About this report 

This Needs Analysis Report is presented in three main sections.  

 Chapters 2-6 consider the Context in which guidance services for adults take place: how 

these services are defined in policy and other official documentation and in practice; what 

theories and philosophies underpin adult guidance services; information on key stakeholders 

in adult guidance, including low-skilled adults themselves; the challenges involved in offering 

services and the barriers low-skilled adults face in accessing them; and the measuring and 

monitoring of guidance services with a view to assessing their impact.  

 Chapters 7, 8 and 9 presents findings from the international literature review and the 

national reviews on Service Delivery and Evaluation, in terms of the Inputs, Processes and 

Outcomes of adult guidance respectively.  

 Chapter 10 provides an overview of the local SWOT analyses, drawing together some 

observations about key pre-conditions.  
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The SWOT analyses are included in full in Annex 2, while the reporting templates used by local 

evaluators are included in Annex 1.  
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2 Guidance and orientation for adults 

Chapter 2 provides contextual information on what “guidance and orientation for adults” means. 

The first sections offer a brief summary of the main trends emerging from international evidence. 

These are followed by in-depth reviews and analysis of national evidence from the six local research 

and evaluation teams. 

Summary 

In 2008, the Council of the European Union defined lifelong guidance as: 

a continuous process that enables citizens at any age and at any point in their lives to identify 

their capacities, competences and interests, to make educational, training and occupational 

decisions and to manage their individual life paths in learning, work and other settings in 

which those capacities and competences are learned and/or used. Guidance covers a range 

of individual and collective activities relating to information-giving, counselling, competence 

assessment, support, and the teaching of decision-making and career management skills. 3 

Agreement on this definition marked an acknowledgement that had been growing since 2000 both 

at the European level and within individual Member States that Information, Guidance and 

Counselling is a key component of lifelong learning policies and a priority area for action. Of 

particular interest to the GOAL project is the current policy focus on the role that high-quality 

guidance services can play in reducing the number of low-educated adults through increasing 

participation rates in adult education. 

However, the culture of adult guidance is underdeveloped and especially so among those adults who 

are traditionally less likely to engage in work-related and other forms of learning, such as those with 

low literacy and numeracy skills. There is a perception – which to some extent is still borne out by 

practice – that guidance is almost exclusively a careers-focused service, and one that is principally 

offered in schools at or near the point where students are completing their compulsory education.   

Although the guidance interventions being piloted on the GOAL project include educational, training 

and employment guidance, the primary focus of the project is learning, including the recognition and 

validation of prior learning. Educational guidance can support adults who want to embark on a study 

programme, enabling them to select the best learning opportunity. For adults who participate in 

education, educational guidance can enhance their employability and career management skills and 

help them to progress into further education and work. Nonetheless, educational guidance for 

adults is an underdeveloped area, and services offered through adult education institutions are 

particularly underfunded and can face challenges in offering comprehensive and client-centred 

advice that looks beyond specific services or pathways. 

                                            
 

3 Council of the European Union (2008) Council Resolution on better integrating lifelong guidance into lifelong 
learning strategies. 2905th Education, Youth and Culture Council meeting. Brussels: European Commission p. 
2. 
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The growth of the knowledge economy has also brought changes to employment and careers 

guidance, including a shift from services where unemployed people are “matched” with jobs and 

Public Employment Services measure success by short-term employment outcomes, to one where 

emphasis is placed on the development by clients of the career management skills that will enhance 

longer-term career prospects. One consequence of this, as can be seen in the case of the Czech 

Republic, is an increasing emphasis is being placed on initiatives where the stress is placed on 

prevention rather than on remedial interventions. 

It is important to stress that there are overlaps between employment and educational guidance (and 

indeed, personal guidance) and that the boundaries between the sectors can be unclear at many 

levels, including ministerial, with responsibilities in the GOAL countries split between two (or more) 

government departments. 

All GOAL countries reported on the increased importance of adult guidance in their governments’ 

strategic objectives and Action Plans. In Flanders, employment services have focused on developing 

guidance that is individualised, intensive, and client-led; however, guidance services in the Flemish 

education sector lag behind those in careers and employment. Evidence from Slovenia argues 

strongly that specialist activity is needed in the field of adult education to provide support to adults 

at all stages of their learning journeys. 

The main objectives of education and vocational guidance in Iceland are to: strengthen individuals’ 

awareness of their talents, attitudes and interests; provide information about opportunities; and 

increase individuals’ motivation to pursue those opportunities. Guidance is meant to help people of 

all ages, every social status and in any circumstances realise their strengths, interest and 

competences so that available opportunities in career or educational development will become 

clear. 

2.1 The role of guidance in the knowledge economy 

Since 2000 there has been an acknowledgement at the European level and in individual Member 

States that Information, Guidance and Counselling is a key component of lifelong learning policies 

and a priority area for action (Sultana, 2003, 2008). In education, guidance can assist in broadening 

access to lifelong learning and can encourage adults to participate and continue in education. The 

Council Resolution on a renewed European agenda for adult learning (2011)4 highlights the 

importance of encouraging the development of effective lifelong guidance systems, as well as 

integrated systems for the validation of non-formal and informal learning, to achieve better 

inclusion of adults in learning. In employment, the European Commission views guidance as a means 

of securing occupational mobility and flexibility, of increasing labour force participation, and of 

promoting active ageing (Sultana, 2008). Guidance is viewed as contributing to policy goals in 

lifelong learning, in social inclusion, in labour market efficiency and in economic development. In 

other words, lifelong guidance is concerned with more than just job-matching – it is about 

developing individuals. 

                                            
 

4 See: http://eur-lex.europa.eu/legal-content/EN/TXT/PDF/?uri=CELEX:32011G1220(01)&from=EN  

http://eur-lex.europa.eu/legal-content/EN/TXT/PDF/?uri=CELEX:32011G1220(01)&from=EN
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Guidance is an important plank in overcoming the barriers to participation in adult learning. A July 

2015 report by ICF Consulting Services for the European Commission (European Union, 2015), on the 

effectiveness of adult learning policies in Europe, emphasised the importance of guidance and 

support to two of the six key factors for significantly increasing adult participation in learning and 

the positive benefits that flow from it – “increasing learners’ disposition towards learning” and 

“improving equity of access to learning for all”. Outlining national strategies and policy actions for 

adult learning, the report described access points (one-stop shops) set up in a number of Member 

States that integrate various learning services, such as the validation of non-formal and informal 

learning and career guidance, and offer to provide tailored learning programmes to individual 

learners to address skills gaps and employability. Accoridng to the report, almost half of the EU 

Member States have policy actions in progress or planned for improving guidance to adults (p. 44). 

The report emphasises in particular the relative effectiveness of guidance and counselling services 

over financial incentives for attracting specific target groups (including low skilled, the unemployed 

and migrants) to adult learning (p. 63). 

However, adults may not have an expectation that they should receive guidance after they leave 

school – the culture of adult guidance is underdeveloped and especially so among those adults, such 

as those with low literacy and numeracy skills (the low-educated group targeted by GOAL), who are 

traditionally less likely to engage in work-related and other forms of learning (Hutchinson & Jackson, 

2007). This point is emphasised by a literature review on policy interventions for adults with low 

literacy and numeracy skills (Windisch, 2015) published by the Organisation of Economic 

Cooperation and Development (OECD) also in July 2015, which drew attention to the fact that few 

European countries have guidance services specifically targeted at low-educated adults:  

in most European countries, the provision of publicly subsidised guidance services for adults 

outside public employment services (which are often restricted to unemployed jobseekers) is 

limited (Eurydice data collection cited in European Commission/EACEA/Eurydice, 2015a). 

Only a few countries have a structural guidance service that is specifically geared towards 

adults with low literacy and numeracy skills, such as Austria’s central level institution that 

delivers guidance services related to basic skills and literacy (Zentrale Beratungsstelle für 

Basisbildung und Alphabetisierung) and Germany’s telephone guidance service for those 

facing literacy problems (Windisch, 2015, p.49-50). 

2.2 Defining and implementing lifelong guidance  

Following the acknowledgement of the critical role to played by lifelong guidance, the May 2004 

Education Council Resolution on guidance throughout life (Council of the European Union, 2004) 

identified five key areas for attention: 

 implementing lifelong guidance systems, a system of linked service provision catering for 

citizens’ needs for educational and occupational guidance throughout life;  

 broadening access to guidance by making delivery and use easier for citizens whenever and 

wherever needed;  

 strengthening quality assurance mechanisms on all aspects of guidance service provision, 

including information and products;  
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 refocusing guidance provision to strengthen citizens’ competences to manage learning and 

career developments;  

 strengthening structures for policy and systems development at national and regional levels. 

The 2008 Council of the European Union Resolution on better integrating lifelong guidance into 

lifelong learning strategies5 noted that although progress had been made in respect of the 2004 

resolution, more efforts were needed in order to improve the quality of guidance services, provide 

fairer access focused on individuals’ needs and aspirations, and to coordinate and build partnerships 

between existing forms of guidance provision. 

Evidence analysed by the European Lifelong Guidance Policy Network (ELGPN)6, which was 

established by the European Commission in 2007 to promote lifelong guidance and ran in its first 

incarnation until 2015, indicates that there are ten evidence-based principles which should underpin 

the design of lifelong guidance services (Table as in Hooley, 2014: 8): 

Focus on the individual 
 

Support learning and 
progression 
 

Ensure quality 
 

 
1) Lifelong guidance is most 

effective where it is 
genuinely lifelong and 
progressive. 
 

2) Lifelong guidance is most 
effective where it connects 
meaningfully to the wider 
experience and lives of the 
individuals who participate 
in it. 

 

3) Lifelong guidance is most 

effective where it 

recognises the diversity of 

individuals and relates 

services to individual 

needs. 

 
4) Lifelong guidance is not 

one intervention, but 
many, and works most 
effectively when a range of 
interventions are 
combined. 
 

5) A key aim of lifelong 
guidance programmes 
should be the acquisition 
of career management 
skills. 

 

6) Lifelong guidance needs to 
be holistic and well-
integrated into other 
support services. 

 

7) Lifelong guidance should 
involve employers and 
working people, and 
provide active experiences 
of workplaces. 

 
8) The skills, training and 

dispositions of the 
professionals who deliver 
lifelong guidance are 
critical to its success.  
 

9) Lifelong guidance is 
dependent on access to 
good-quality career 
information. 

 

10) Lifelong guidance should 
be quality-assured and 
evaluated to ensure its 
effectiveness and to 
support continuous 
improvement. 

 

                                            
 

5 See: http://www.consilium.europa.eu/uedocs/cms_Data/docs/pressdata/en/educ/104236.pdf  
6 The aim of the ELGPN was to assist member countries and the European Commission in developing European 
cooperation on lifelong guidance in both the education and the employment sectors. See 
http://www.elgpn.eu/about-us for further details. 

http://www.consilium.europa.eu/uedocs/cms_Data/docs/pressdata/en/educ/104236.pdf
http://www.elgpn.eu/about-us
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It is important to remember that while definitions of what guidance have a professional usefulness – 

for example in determining which guidance services qualify for a particular funding silo and which lie 

outside – they may not be meaningful to service users (Hutchinson & Jackson, 2007: 11-12). One 

consequence of this is that many adults “stumble across” provision (ibid: 19) rather than making an 

informed choice about where they are going to go for guidance. 

This said, for most people there are meaningful distinctions to be made between services that 

consist primarily of information-giving, and services which offer guidance and orientation (whether 

towards education, training or employment), and services which offer counselling, in terms of 

personal or motivational coaching. GOAL pilots interventions which offer information giving and 

guidance and orientation services: counselling services are outside the scope of this project.  

2.3 Education and training guidance for adults 

Education guidance for adults is underdeveloped when compared to employment guidance. 

According to the ELGPN (Hooley, 2014) guidance within adult education typically takes three forms: 

 Pre-entry guidance which supports adults to consider whether to participate in adult learn-

ing and what programmes might be right for them.  

 Guidance as an integral part of adult education programmes. Some adult education 

programmes are strongly focused on career planning or on the development of employ-

ability and career management skills: in these cases lifelong guidance is often built into the 

core of the programme.  

 Exit guidance which supports graduates of adult education programmes to consider how 

they can use what they have learnt to support their progress in further learning and work. 

The services piloted in GOAL could be primarily regarded as “pre-entry guidance” in that the 

experimentations focus on guiding their target groups someone towards an educational choice or 

programme. There is, therefore, some overlap with definitions of career guidance (see section 2.4), 

as the national literature reviews bear out, although career is only one possible outcome of the 

guidance. 

Where guidance is linked to adult education institutions it can be hard for these organisations to 

provide advice that is comprehensive and that is impartial – although the learndirect service in the 

UK is one example of a response to this challenge7. There are financing problems in offering 

guidance through adult education institutions and efforts in OECD countries to achieve this through 

private markets have largely been unsuccessful. 

                                            
 

7 Learndirect is the UK’s largest provider of skills, training and employment services. Launched by the 
University for Industry (Ufi) in 2000, learndirect is currently a private company owned by the private equity 
firm Lloyds Development Capital. Learndirect offers information and advice via a telephone helpline, has a 
network of learning centres in England and Wales, and also run some courses online. 
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It is important to stress – as Chapters 7, 8 and 9 of this evidence review bear out – that there has 

been limited research in the area of adult education guidance, compared to the role of guidance 

within school, VET or higher education. 

2.4 Employment and career guidance for adults 

The Department for Employment and Learning in Northern Ireland defined “careers advice” and as 

“the provision of impartial, learner/client centred, advice and guidance, to assist people make career 

decisions and choices, which are informed and well thought through. It enables people to apply their 

knowledge, understanding, skills and experiences to manage their career and make informed 

decisions about their education, training or employment”8. Careers guidance acitivites (OECD 2004, 

p. 14) can take place individually or in groups and can be done in person or long distance (either via 

phone or web) and can take a number of forms including: 

 providing information careers (printed, digital or other formats) and taking account of 

personal circumstances; 

 helping learners/clients to use decision making tools;  

 helping learners/clients to identify needs; 

 exploring options; 

 assessing skills, abilities, interests and values, using evaluation and self-evaluation tools; and 

 providing psychometric and other forms of assessment. 

Career guidance can play a number of roles for adults who are not in work. It can help them to build 

confidence, to examine their skills, to gain an assessment of the labour market and to understand 

processes of transitions. Importantly for the GOAL target groups, career guidance can also help 

adults to identify and weigh up the value of further postponing labour market re-entry in favour of 

further education and training (Hooley, 2014).  

As pointed out by the OECD in 2003, the mission of career guidance has widened over the past two 

decades as the important of broader “career management skills” (CMS) to social mobility has been 

recognised and understood. This, as the OECD goes on, is more in step with moves towards active 

unemployment, where there are expectations on welfare recipients to be active in job searching in 

exchange for benefits. Integrating CMS into career guidance presents challenges outside of 

compulsory education, however, as services have traditionally focused on immediate outcomes 

rather than personal development (partly due to funding imperatives). This point was also made by 

the Department of Education in Northern Ireland when launching a consultation in 2007 on a new 

Careers Education, Information, Advice and Guidance strategy that would take a broader approach 

which would encompass the development of career management skills (Department of Employment 

and Learning, 2007). The OECD report documents changes to career guidance which in many OECD 

countries have also seen a reduced emphasis on psychological testing in favour of an approach 

where practitioners are viewed as facilitators of individual choice and development. 

                                            
 

8 See: http://aces.shu.ac.uk/employability/resources/ceiag_pfs.pdf  

http://aces.shu.ac.uk/employability/resources/ceiag_pfs.pdf
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Going beyond the individual, career guidance services also support economic efficiency, make the 

labour market operate more effectively by reducing drop-outs from education and training, 

mismatches in supply and demand, and reduces market failure by helping ensure that individuals 

maximise their talents (Hughes 2013). 

However, the provision of career guidance for adults has been slowed to develop than services 

aimed at school leavers – and services that are srill primarily aimed at the unemployed. There is still 

a challenge to widen access to career services, both in terms of access for more target groups and 

access throughout the life course. Writing in 2003, the OECD reported that Public Employment 

Services tend to focus on short-term employment options rather than longer-term career (OECD, 

2003) – meaning there are gaps for employed people who want to improve or change their career 

direction. In 2003 the OECD concluded that the “creation of career services capable of serving all 

adults remains a daunting task. Web-based services may help with supply, but these cannot fully 

substitute for tailored help to individuals”.  

In the context of the GOAL study it should be remembered that “career guidance can help improve 

the efficiency of education systems, as well as labour markets. In principle, it can help to increase 

access to learning, and to improve course completion rates. It can assess learning needs and 

interests, and put people in contact with learning providers so that they enrol in appropriate 

programmes” (OECD, 2003). Importantly, liaison and communication between those working in 

guidance and in learning “can help to articulate better the scale and nature of demand for learning, 

as well as its supply, and help improve the match between the two. It can increase the transparency 

of learning systems, and their responsiveness to consumer demand. In these ways, it can help not 

only to increase participation, but also reduce dropout rates” (p.45). Thus increase in career 

guidance for adults and the range and flexibility of learning opportunities for adults are linked. 

Also important to GOAL is an observation made by Hawthorn and Alloway (2009) who point out that 

the term “career guidance” can be off-putting when working with disadvantaged adults, as career 

sounds more high level than job, and guidance sounds very in-depth. The word “career” can be 

alienating to people in the target groups addressed by the GOAL study – it is a word associated with 

middle-class professionals. Young people, low-skilled workers, and those who are accustomed to 

casual employment, want to find “jobs” (Beddie et al, 2005: p. 11, 16). The term needs explanation 

to this target groups, with examples of what other terms might be included under the umbrella of 

“career”. A study from Australia (Beddie et al, 2005) argued that career development was a more 

useful term than career counselling, as it was more representative of the range of services that could 

be included 

2.5 National Literature Reviews 

Under this heading, each country was asked to provide the definitions of lifelong guidance and adult 

guidance employed in official documentation and in practice in their country.  

As outlined above, at a European level, the definition of lifelong guidance is broad and inclusive, 

embracing as it does educational, vocational and personal guidance. However, the very breadth of 

the definition can create challenges for Member States when drafting and operationalising adult 

guidance policy. 
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2.5.1 Czech Republic 

Key actors in lifelong guidance define their practise based on the findings of the European Lifelong 

Guidance Policy Network, whereby “lifelong guidance refers to a continuous process that enables 

citizens at any age and at any point in their lives to identify their capacities, competences and 

interests, to make educational, training and occupational decisions and to manage their individual 

life paths in learning, work and other settings in which those capacities and competences are learned 

and/or used” (ELGPN, 2015) The Czech adaptation is as follows: “Lifelong guidance is a system of 

comprehensive services that support citizens of all ages and at any point in their lives in managing 

their own careers”.  

Note: We understand and use the term career guidance in the sense of the comprehensive lifelong 

guidance concept, which covers a wide range of individual and collective activities relating to 

information, guidance, diagnostics and teaching. Helping individuals to manage their own careers is 

the current goal of career guidance and career management skills represent the desirable outcome 

of these services. We see this as a major shift in focus. The essential rationale is the link between 

education and the labour market, meaning that guidance, which refers to education and 

professional or vocational path is one and the same. What is more, the key change lies in 

empowering (as opposed to matching) and creating (as opposed to choosing). This means preventive 

policies are important, rather than interventions and remedial approaches. Psychological approach 

and individual counselling are replaced by the lifelong approach, which reflects the need for 

individual change and response. The focus is on pedagogy and tasting the world of work (including 

work-based learning), on career self-management tools and on group and self-help formats.  

The term “career” is understood in the widest sense of the word and includes education (formal, 

non-formal and informal learning), work (paid and unpaid jobs) and other life roles and interests. 

In the Czech National Institute for Education’s e-learning materials (2015), key definitions are found 

in a number of the 23 available modules including Introduction to career guidance; The career path 

and career decision making; The wider social context of career guidance; Orientation in the 

education system; Orientation in the world of work; Career management in the course of life; My 

lifestyle, life management and self-management; Stress and stress management guidance; Solving 

crisis situations and conflicts by mediation, facilitation and consultation, and others. 

There are two main bodies responsible for career guidance and counselling in the Czech Republic: 

the Ministry of Education, Youth and Sports and the Ministry of Labour and Social Affairs 

(Euroguidance, 2014). Both ministries operate networks providing day-to-day career guidance and 

counselling9. While both Ministries are responsible for their own sectors, the boundary is often 

unclear, e.g. practitioners from the labour sector visit schools or provide information and advice to 

students via Information and Guidance Centres of the Labour Office and institutions in the education 

sector also cater for adults. The Labour offices are known to cater mostly for the unemployed, 

                                            
 

9 Although the term guidance is generally understood in terms of helping, assisting and empowering while the 
term counselling refers to solving personal problems, in Czech there is only one word used for both of these 
terms. Consequently, guidance and counselling are often used synonymously in English translations. 
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leaving a big gap in the system (partially covered by NGOs, centres of lifelong learning established in 

some schools and by other actors). Schools, in turn, concentrate on the most pressing interventions 

or the provision of information, at the expenses of prevention. 

The emphasis is on supporting a career guidance system in the lifelong perspective (including 

information tools); devising a policy for the system of career guidance; improving the quality of 

career guidance; developing further training of teaching staff in career guidance; developing an 

integrated diagnostic, information and guidance system in education; and providing organisational 

and methodological guidance to promote the access of pupils with a health disability to extra-

curricular education (Ministry of Education, Youth and Sports, 2011). 

The Ministry shall strive towards an education system that encourages maximum development and 

realisation of the full potential of all students, including the development of their creativity, starting 

from pre-school age (Ministry of Education, Youth and Sports, 2015). The support shall be long-term 

and systematic, involving formal, non-formal education and extracurricular interests. Career 

information and open access to education play a key role in the elimination of gender stereotypes. 

Broad awareness of educational opportunities, as well as information from the sphere of work, help 

to eliminate preconceived stereotypical thinking and prejudice about male and female roles and in 

preparation for occupations appropriate for women and men. In the area of career guidance, 

activities will be directed primarily to the following areas: development of an information system to 

support qualified decisions and choice of a profession; methodological support for school leaders 

and school guidance services, including the creation of methodological guidance portal for school 

staff and school guidance facilities; provision of better access to education in the field of career 

guidance for current staff; linking career guidance and labour market needs (e.g. ensuring the 

training of career counsellors in lower and upper secondary schools about the real working 

environment); networking and strengthening cooperation and coordination between providers of 

career guidance from various sectors and areas; implementation of targeted programs aimed at 

primary and secondary schools, which will enhance the students´ individual abilities and interests in 

order to support their learning and employment in fields that can be considered gender atypical; 

implementation of educational activities for teachers, with an emphasis on non-stereotyped 

approaches to students. Ministry of Education will continue to support adequate measures to 

promote special education, inclusive education and counselling, resulting from the amendment of § 

16 et seq of the Education Act. This will be supported by measures to overcome or mitigate the 

effects of health, social, cultural and other personal disadvantage. There will be a corresponding 

system support for disadvantaged children, pupils and students. Exceptionally gifted children, pupils 

and students will also be identified, their talents promoted and their skills developed. 

Undergraduate, graduate and further education of teachers will focus on the education of pupils 

needing special support and measures. 

In the Czech Lifelong Learning Strategy (Ministry of Education, Youth and Sports, 2007) guidance is 

listed as one of the seven main strategic goals (the others are: Recognition, permeability; Equal 

access; Functional literacy; Social partnership; Stimulation of demand; Quality). The need for a more 

individual approach of guidance, educational methods, support during study and interconnection of 

teaching with practice is recognised. These initiated processes should be strengthened and 

accelerated. The focus of aims and measures is on further development of information and guidance 

services. These include extending psychological and study counselling to include the aspect of career 



 

41 

 

guidance; creation of a comprehensive information and guidance system available to all groups of 

the population throughout their lifetimes and also to employers, on the basis of interconnection of 

already existing capacities (in order to increase the availability of guidance services); interconnecting 

guidance and educational activities in schools, including the integration of teaching material in to 

national curriculum for fields of education in lower and upper secondary schools, which was deemed 

of fundamental importance from this point of view; promotion of further development of guidance 

and information services on education and employment for adults available to all;  increasing the 

quality of guidance services through improving the methodology of work with adult clients and 

preparing methodology for working with specific groups of clients, training the guidance and 

information services staff in new methods and individualized and innovative procedures and 

creating new instruments, new forms of cooperation with organizations, to which some activities 

can be transferred; supporting the availability of information and guidance services by using modern 

technology (interconnection of information systems, making them more user-friendly so that 

information from all sources is available at a single site, evolve direct guidance services using 

telephone, e-mail, etc.); and ensuring the quality (reliability) of information and its regular updating, 

dissemination of information through various media so that it is accessible for all target groups, 

providing a user-friendly classification system for information available on the internet. 

In recent years, several steps have been taken to promote the development of further education 

(Ministry of Education, Youth and Sports, 2014). These were based on the adoption of Act no. 

179/2006 Coll., on the verification and recognition of further education. On the basis of the said Act, 

a system of recognition of prior learning anchored in the National Qualifications Framework has 

been created. Some schools are turning into centres for lifelong learning. Beyond initial education, 

the aim is to provide further adult learning opportunities. In this period, emphasis will be placed 

primarily in to supporting the enhancement of quality in further education, systematic stimulation of 

demand for further education, linked with a higher level of public awareness about the 

opportunities and benefits of further education and career guidance in a lifelong perspective. 

Individualisation of career guidance services. In the following years, measures will be developed to: 

create conditions enabling guidance services to better meet the individual needs of children, pupils 

and students, in order to provide a sufficiently systematic support for the child, family and school; in 

order to ensure timely and effective interventions available to all children, provide pupils and 

students with sufficient access to guidance in schools and continuously improve the quality of 

guidance at all levels of the educational system, i.e. from pre-school up to university level; promote 

the services of school psychologists and school special education teachers in mainstream schools; 

develop and promote effective guidance in the field of primary prevention of risk behaviour among 

children, pupils and students; make available information on the nature and focus of schools that 

would enable long-distance access and extend the study counselling offer which will help pupils, 

including gifted pupils, to choose a school, discover the educational options in and out of schools, 

navigate extracurricular opportunities, sources and services; improve the methodological guidance 

of school guidance facilities at the system level; set up an efficient and transparent system of 

funding (special learning needs) support measures, which will be established based on sound 

pedagogical-psychological diagnosis and ensure its stable funding from the state budget; create 

conditions for better cooperation between the various types of guidance services assuring better 

alignment of pedagogical-psychological services with preventive services, social services, health care 

and employment services; improve access to and quality of career guidance focused on the 
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development of career management skills (competences required to manage one´s own career); 

develop information, educational and methodological support for guidance services in a lifelong 

perspective, including accessible and quality guidance services for adults interested in returning to 

formal education or training. 

Recommendation of the National Guidance Forum to the Minister of Education, Youth and Sports 

and the Minister of Labour and Social Affairs for reaching priorities in the area of education and 

social policy (National Guidance Forum, 2014): Current trends in society and the labour market 

require adequate reaction in education, the social area and in employment policy. Career guidance is 

a tool, which can help prepare individuals for these changes, allows them to exploit their own 

potential and discover their role in society. Career guidance positively influences a wide range of 

negative phenomena in society, contributes to improvement of the quality of life, has a positive 

effect on reducing social exclusion and promotes the development of society as a whole. Career 

guidance helps citizens become better informed individuals and develop self-awareness, which leads 

to more efficient decision making concerning their careers. It also protects the economy and 

markets: by reducing the number of early school leavers; reducing the mismatch between vacancies 

and the qualifications of the unemployed; encouraging those who have given up looking for work; 

reducing the time it takes to find a job. All these effects often lead to increased economic 

development, productivity and the Czech Republic's competitiveness and help reduce 

unemployment and related social problems. Action Plan (2014-2016): The plan focuses on the 

integration of the career guidance system in the lifelong perspective, training of guidance 

practitioners and development of career management skills in terms of integration in to the national 

curriculum (schools). To fulfil the goals, work groups made up of various Forum members have been 

set up. 

The integrated career guidance system should include the provision of career education and career 

information so that citizens can get the most out of individual career guidance services as well as 

educational and pedagogical-psychological services concerning the choice of educational and 

vocational paths (National Institute for Education, 2012). Career guidance in schools is considered to 

be part of a comprehensive support system for youth to cope successfully with the entrance to the 

labour market and take advantage of the potential of the educational system. The aim and effort to 

strengthen the role of career guidance is not to replace existing mechanisms, but rather to 

contribute to the harmonization and effective fulfilment of goals and rationalization in terms of a 

real reflection upon the new requirements on the process of career decision making. 

The school guidance subsystem is geared towards the provision of services to pupils and students or 

their parents, helping to find solutions to everyday educational and other problems, which children 

and young people face in the course of study, when choosing or changing their educational path, 

professional orientation and while preparing to enter the labour market (Centre for International 

Cooperation for Euroguidance, 2010). The guidance subsystem within the Ministry of Labour and 

Social Affairs focuses mainly on issues related to the optimum choice of profession and the 

corresponding preparation, career transition, changes in qualifications and a number of problems 

and issues related to loss of and return to employment. The system is an important instrument of 

state employment policy with the aim of achieving a balance between supply and demand for 

labour, productive use labour resources and ensuring the right of citizens to a job. In recent years, 
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the importance of the non-profit sector has been growing, especially in the provision of services to 

specific target groups. 

2.5.2 Flanders 

The Flemish literature makes a distinction between career guidance and educational guidance. 

Career guidance encompasses guidance services leading to employment or reorientation on the 

labour market (under the responsibility of the Public Employment Service). These services are 

institutionalised and well structured.  By educational guidance we refer to all independent guidance 

services based on educational needs and questions, leading to an educational choice; these services 

are not yet structurally developed. Student guidance within educational institutions is not included 

in the Flemish study.  

One of the missions of the VDAB (the Flemish Agency for Employment and placement) is to support 

non-active citizens towards a sustainable job. The basic service provision of VDAB for job seekers is 

top priority. The new management agreement between the Flemish government and VDAB states 

that the VDAB will provide more tailor-made services, with each job-seeker receiving the service that 

best fits his or her needs, with a stronger focus on different target groups. 

 “Tailor-made guidance'' as an approach focuses on all job-seekers, but the intensity of mediation or 

guidance is adapted to the needs of each job-seeker. A light/automatic mediation may be sufficient 

for self-reliant jobseekers, possibly with single mediation actions, freeing resources for those who 

need more intensive mediation or counselling. Jobseekers who are ready for the labour market but 

still need a more intensive approach receive support through a mediation process in which active 

job-seeking behaviour is supported and vacancies are identified. Intensive mediation by the VDAB is 

not new, though the placement process is. Jobseekers who are not yet ready for the labour market, 

are offered intensive guidance. First and foremost during this process the existing obstacles and 

problems are resolved through remedial actions such as training, job training and orientation. 

Looking for vacancies and actively applying for jobs also come into consideration. At a maximum of 

nine months after enrolment, all job seekers are included in an intensive mediation and/or 

counselling. 

Independent career counselling refers to career counselling that is neither organised nor initiated by 

the participant’s employer (Van Laer et al., 2011). In a career counselling trajectory, a professional 

career counsellor helps the participant to analyse his or her strengths, weaknesses, interests and 

career ambitions. Based on this analysis, the individual defines their career objectives and develops 

a personal development plan which sets out how these objectives can be realised. The Flemish 

government currently subsidises career counselling centres to offer independent career counselling 

to Flemish workers with at least one year of working experience. Thanks to these subsidies, Flemish 

workers can participate in career counselling at a low fee once every six years. 

Career guidance is the professional support of a professional active person in taking career choices 

and decisions throughout a process by the identification, strengthening and development of 

competences needed to manage the own career and to strengthen the own position on the labour 

market (Flemish Government, 2013a). 



 

44 

 

Moving to educational guidance (that is, independent guidance toward an education choice), in 

2013, a draft decree “Learning advice and orientation” for adults was developed, but the decree did 

not get approved by the incumbent government (Flemish Government, 2013b). In this draft decree 

“Learning advice and orientation” is defined as is a service for adults with an interest in starting an 

educational programme that leads to a qualification or recognition of earlier acquired competences 

focusing on: 

 acquiring insight in the own competences and interests in relation to the available 

educational programmes: an individual gets good insight in his own talents, competences, 

interests and ambition, limitations and its cause; 

 acquiring insights in the available educational programs and recognition programmes in 

relation to one's learning questions and needs; 

 being informed about all needed information and conditions to participate in an educational 

or recognition programme (content of a training programme, the duration, costs, 

certification, etc.); 

 developing choice-making and decision making strategies in relation to one's learning 

questions and needs with the final objective to make informed and well-founded choices in 

order to increase the learning outcomes. 

The starting point is an educational need of an individual by the identification of the acquired 

competences and the situation one is facing or will face in the future. This need can be identified by 

the individual himself or by an external person. If the educational need is transformed into targeted 

behaviour, a learning question emerges. This learning question should be matched with the 

educational provision available and feasible. 

This type of guidance is only available in a few regions, and is small scale, with only with project-

based support rather than being structurally embedded. Additionally, structural educational 

guidance and support services are in place within the educational institutions. This type of guidance 

was however not part of this analysis as it is not subject to the experimentation of GOAL.  

2.5.3 Iceland 

Adult education is defined in Icelandic law (nr.27/2010) as any learning, solution or guidance that is 

intended to meet the needs of individuals with little formal education and is not based on legislation 

for upper secondary education (nr.92/2008) or university education (nr.63/2006). 

In the Adult Education Act, validation of non-formal and informal learning is defined as an organised 

process applied to evaluate formally the general knowledge and competences of an individual. The 

evaluation may be based on the individual’s education, work experience, vocational training, leisure 

courses, adult education, social activities, and life experiences defined by law in Iceland. It is a 

structured process where all acquired knowledge is evaluated in a formal way. The evaluation can 

include experience gained through education, employment (paid/unpaid), internships, recreational 

experience, adult learning, social work and other life events (Parliament of the Icelandic Parliament, 

2010). 
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Educational providers are defined by law in Iceland as certified independent providers of adult 

education that have received recognition by the minister based on the legislation on adult learning 

(nr.27/2010).   

The main object of the education and vocational guidance in Iceland is to strengthen individuals’ 

awareness about their talent, attitude and interests. In the context of the Education and Training 

Services Centres, where the target groups are adults with little formal education, the goal is to reach 

as many as possible with information on opportunities, and to motivate people towards lifelong 

learning. The guidance is meant to help people of all ages, every social status and in any 

circumstances realise their strengths, interest and competences so that available opportunities in 

career or educational development will become clear (Association of Educational and Career 

Counsellors, 2015). 

2.5.4 Lithuania 

The Law on Education (2003, 2011) defines vocational guidance as one of the forms of educational 

assistance (Article 6, point 4). It defines the purpose of vocational guidance as “measures of career 

information, career counselling and career education to help a person to choose education and 

employment, to acquire career planning and management competences and to actively shape his 

professional career” (Article 18, point 1).  

In Lithuania the recognition and validation of competences are excluded from the operationalisation 

of vocational guidance in national legislation; procedures for this are defined separately and are 

linked with non-formal and informal adult education (see the Law on Education Article 16. Point 4 

and Article 17 point 2). 

Thus, the Law on Education states that competence of all persons above 18 (i.e. adults) acquired 

through non-formal or informal education may be recognised as a completed part of the formal 

education programme (except study programmes) in accordance with the procedure laid down by 

the Minister of Education and Science or as part of a study programme – in accordance with the 

procedure laid down by a higher education institution. The general guidelines for the procedure of 

recognition of competences in higher education institutions were adopted by the Ministry of 

education and Science in 2010. 

These procedures are aimed mainly at shortening the study course in formal education for adults 

wishing to continue their education and receive formal qualification. 

In the Law on Vocational Education and Training10 vocational guidance is described as a process 

comprising vocational information and counselling and as an integral part of VET system (see 

Article1, point 8, 9 and 16; Article 5).The Law does not specify the target groups for vocational 

guidance as these services “shall be provided for all residents of Lithuania” (see Article 8, point 1). 

                                            
 

10 Law of 1997, last amended 2011: http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=404611  

http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=313142
http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=313142
http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=389755&p_query=&p_tr2=
http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=389755&p_query=&p_tr2=
http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=404611
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Recognition of formal, non-formal and informal competences acquired both that lead to the award 

of the diploma of qualification in VET sector is defined by the Law on VET (see Article 7, point 4) and 

subsequent legal act regulating the procedure of assessing competences. 

The Procedure on Implementation of Vocational Guidance (2012) defines the way guidance services 

(career education, career information and counselling) are to be implemented in the educational 

sector (except for the higher education institutions) on national, municipality and local (school) level. 

In the procedure career education aimed at development of career competences is defined as core 

career guidance service. The procedure does not specify the way career guidance is implemented in 

the employment sector by territorial labour exchanges as long as it is described in the Law on 

Support for Employment and subsequent legal acts. 

In this legal act the principal target group is students in two main types of education institutions (i.e. 

schools providing general [primary and secondary] education, VET or both). Higher education 

institutions according to the Law on Education have a right to decide on career guidance procedures 

for their students independently. 

Guidance services for adults are not specified in the Procedure on Implementation of Vocational 

Guidance, although it is mentioned that all education institutions should provide information on 

available learning opportunities they offer. These institutions could provide other types of vocational 

guidance services as a part of their functions and based on the needs of applicants or students. 

The Law on Higher Education and Research (2009, 2014) defines career consultations to students as 

one of the obligatory functions of the higher education institutions (see Article 7, point 3). 

Each HEI decides and develops a procedure for the recognition of competences according to the 

general guidelines for the procedure of recognition of competences in higher education institutions 

adopted by the Ministry of Education and Science in 2010. 

The Law on non-formal adult education and further training (201411) defines information and 

counselling as well as recognition of informal and non-formal competences as integral parts of the 

non-formal adult education and further training (see Article 5). An important role in the Law is given 

to municipalities (i.e. local authorities) which have to develop an annual action plan for non-formal 

adult education and further training as well as assign coordinators for its implementation (see Article 

8, point 2). 

The Law on support for Employment (2006) defines information, counselling, employment 

intermediation and assistance for individual employment planning as the main types of labour 

market services (see Articles 18-21). 

The main target groups that could benefit from abovementioned services are both youth and adult 

job-seekers, unemployed as well as potential employers. 

2.5.5 Netherlands 

                                            
 

11 https://www.e-tar.lt/portal/legalAct.html?documentId=2da7fce0117411e4adf3c8c5d7681e73  

http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=1004517
http://www3.lrs.lt/pls/inter3/dokpaieska.showdoc_l?p_id=389755&p_query=&p_tr2=
https://www.e-tar.lt/portal/legalAct.html?documentId=2da7fce0117411e4adf3c8c5d7681e73


 

47 

 

In the Netherlands, the main providers of education and career guidance are the Education and 

Career Guidance Centres/Contact Points. These serve to “provide independent advice about 

educational opportunities and labour market opportunities for everyone: unemployed, employed, 

pupils, students and employers”. There is, however, no official definition of either “lifelong 

guidance” or “adult guidance” provided by either government or the law in the Netherlands. 

Two other forms of education/career guidance exist. Regional vocational education centres are 

obliged by law to provide career orientation and guidance for their students, including adults who 

are following lower and upper secondary education. (Both lower and upper secondary education are 

provided by regional vocation education centres.) The Inspectorate for Education monitors the 

quality of this guidance. They define guidance as follows: “the education career guidance is focused 

on following the developments in the studies of students and support of making choices during and 

after the studies”. The guidance is therefore very much focused on career guidance during and 

directly after finishing the studies, and not so much on guidance before studies. 

The National Public Employment Service provides career guidance in various forms. This guidance, 

however, is highly focused on getting a job rather than personal development, and therefore little 

educational guidance is provided, although this is sometimes combined with careers guidance. The 

same form of guidance is provided for unemployed people by local social services. There is no 

common definition or description on what form this career guidance or orientation should take. It is 

mostly tailor-made in such a way that it enhances the individual’s chance of securing employment as 

quickly as possible. 

2.5.6 Slovenia 

The first common Slovenian glossary for the field of lifelong guidance was prepared in 2011 by a 

group of experts in different fields (education, employment, academia etc.). They (Kohont et al, 

2011) discovered that the Slovenian language does not have a single term for “guidance”, but also 

that the English word is so broad that it covers most of every profession’s and every institution’s 

activities in Slovenia, if not all of them. Historically, several names were used in the past that were 

relevant to particular professions or institutions; this created problems for users, experts and 

financiers. An important agreement of the group was that in Slovenian “guidance” in its broadest 

sense would be known as “counselling work”, of which one category is “career orientation” or career 

guidance. 

The introduction to the glossary states: “We started using the phrase career orientation12 in Slovenia 

after 2005 as an expression, which in broader context replaced the phrase vocational orientation. On 

the level of the European Union the expression career guidance has been used since 2004 when the 

resolution on career guidance13 was adopted.  

                                            
 

12 Terminological glossary of career guidance allows two translations of the expression “career guidance”. The 
first is “karierna orientacija” [career orientation] and the second “karierno svetovalno delo” [career guidance 
work]. 
13 Draft Resolution of the Council and of the representatives of the member States meeting within the Council 
on Strengthening Policies, Systems and Practices in the field of Guidance through life in Europe, (2004), 
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Such a broad definition (see 2.1 above) opened certain dilemmas in the EU countries. This is also 

true for Slovenia, because the new definition relates to – if not in total, at least in parts – also to the 

services or activities which help guide employed individuals in companies, university students and 

other adult participants in education (Kohont et al, 2011, p. 5).  

In the continuation it also states: “Traditionally the expression ‘guidance’ has a broad meaning and 

covers three types of guidance: vocational, educational and personal. Experts emphasise that this is 

not so much due to different activities, but rather different emphases.” 

Vocational guidance. In organisations that carry out this form of orientation the emphasis is 

primarily on the preparation of the individual for professional choice and the decisions about the 

vocation and the education path that will bring her or him to the profession.  

Educational guidance. It deals primarily with questions of the choice of education, motivation, 

planning of educational path (often with the help of educational plans), help with solving learning 

problems etc. The choice of profession or career is as a rule in the background.  

Personal guidance. In the foreground deals with a broad spectrum of client’s personal problems of a 

client, such as social problems, problems with parents, emotional and behavioural problems, 

addiction problems etc. The services where personal orientation is in the foreground, this type of 

orientation is understood more as therapeutically guidance (Sultana, 2004, p. 28). The questions of 

education and work are a part of this, but in guidance practice they are often marginalised.  

In practice it was often difficult to clearly define borders between vocational, educational and 

personal guidance.” (Kohont et al, 2011, p. 10) 

Although this division and terminology have not been implemented in Slovenia, we can recognise 

the emphasis on individual types of “guidance” in the work of individual services. These activities 

have a lot in common, but they have their specifics, too. The added value of individual activities is in 

their very specialisation, meaning that only a service specialised enough in the field can adequately 

respond to the specific needs of particular groups of users. This is the main reason that different 

services exist in the first place. 

We believe that the field of adult education also needs a specialised guidance activity. In the 

Glossary the specific andragogic guidance work is defined as “educational guidance for adult, adult 

guidance: an umbrella term that includes three categories: information, advice and guidance to 

adults, linked to the three fundamental goals: to help an individual to successfully choose, organise 

and carry out her or his education and learning, so that it will be in accordance with the optimal 

personal development and the development of the personal life path of an individual and it will 

guarantee the realisation of his professional goal and career path” (Kohont et al, 2011, p. 20). 

At the Slovenian Institute for Adult Education (SIAE), the central national organisation for 

development and promotion of adult education, guidance in education has been developed as a 

                                            
 

Brussels: Council of Europe. 
http://www.trainingvillage.gr/etv/Upload/Projects_Networks/Guidance/EU_Policy_Context/Council_Resolutio
n_on_Guidance-EN.pdf  

http://www.trainingvillage.gr/etv/Upload/Projects_Networks/Guidance/EU_Policy_Context/Council_Resolution_on_Guidance-EN.pdf
http://www.trainingvillage.gr/etv/Upload/Projects_Networks/Guidance/EU_Policy_Context/Council_Resolution_on_Guidance-EN.pdf
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specific activity, which can contribute to both the realisation of strategic goals of adults (set in 

National Adult Education Plan 13-20) and the realisation of individual learning goals of each adult. 

Vilič Klenovšek14 writes that with guidance in adult education we support the adult on the learning 

path in all the phases of the educational/learning process: prior to or at entering education or 

learning, during education or learning and at/after the end of education or learning (Vilič Klenovšek, 

T., 2011, p. 33). Each one of these phases includes specifics of information and guidance, which 

include information about the educational opportunities, help in selecting programmes and 

providers of education, motivation and encouragement for entering, help in removing obstacles and 

problems in the educational process, strengthening and development of learning competence, help 

in planning, organisation and realisation of learning, help in evaluating learning achievements, in 

evaluating of already acquired knowledge, skills and competencies, in planning career development, 

linked to further education etc.  (ibid, p.36) 

The SIAE emphasises that, although “educational guidance” is the foundation and essence of 

guidance activity in adult education, the aspects of personal (development of personality) and 

vocational (choice of profession, development of professional career) guidance often enter the 

guidance process. Expert literature often points out that in modern societies it is difficult to separate 

these three intermingled categories of guidance, linked to human development (Freiberg, 2007).  

In Slovenia, a national expert group for lifelong career guidance (LCG) was appointed by the Ministry 

of Education for the period 2014-2020. In 2015 the group prepared expert recommendations for 

managing policies in the field of career management, from pre-school to adult education. The 

introduction states: “The paradigm of lifelong career guidance (LGC) has in the last ten years moved 

from the notion that the society coordinates education and employment of individuals to the idea 

that individual alone is primarily responsible for educational and employment possibilities; from the 

vocation for entire life to the selection of skills and competencies, from regular and consecutive 

education to lifelong learning; from vocational guidance to developing competencies for managing 

career. Modern understanding considers managing career as a process in which an individual 

discovers her own convictions, values, interests, her particular abilities and also limitations, needs in 

different life periods, and places real and measurable goals according to this, then plans learning 

and work activities to help her achieve the desired goals in a set period of time. Lifelong career 

guidance concerns a cluster of activities that enable citizens to (ELGPN, 2013):  

 be able to figure out in all ages and anytime in their life what abilities, competencies and 

interests they have; 

 take important decisions in the field of education, training and career choices  and direct 

themselves into education and work and other environments where they can either obtain 

these abilities and competencies or use them.” (Ažman, et al, 2015, p. 5). 

  

                                            
 

14 Tanja Vilič Klenovšek is the leader of one of the 4 units/centres at the SIAE where the tasks for the 
development of guidance activities in adult education in Slovenia are carried out. 
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3 Theories and philosophies underpinning guidance 

services 

Chapter 3 provides contextual information on the theories and philosophies that have informed the 

development of guidance and orientation services for adults. The first section provide a brief 

summary of international evidence and is followed by in-depth reviews and analysis of national 

evidence generated by programme coordinators and local evaluators in the six GOAL countries. 

Summary 

The changes to what is defined as lifelong guidance for adults described in Chapter 2 have been 

accompanied by developments in the theories and philosophies that underpin guidance services, 

with guidance now offered throughout the life course, and a focus placed on the skills that allow 

adults to navigate career paths. There remains, however, some disagreement about where 

responsibility for guidance lies15: is it with individuals, who should access guidance to help them 

negotiate the changed world, or is it with governments, which should provide guidance for adults as 

an acknowledgement of the wider impact this will have on society and the economy? Where adult 

guidance services, particularly those outside of the employment sector, are underdeveloped in some 

countries, they may also draw too heavily on the type of guidance offered in schools to young 

people rather than targeted to the specific needs of adults. In many countries in Europe, like 

Lithuania, traditional notions of career orientation, which are based on matching individuals to 

occupations in line with personal traits and interests (trait and factor theory), still have a great deal 

of currency, although they may not be adequate to the complexity of adult needs. 

All the national teams provided evidence that the economic downturn of 2008 and rising rates of 

unemployment and migration had made an impact on the approaches taken by governments and 

guidance services. In Iceland, for example, there is an increasing focus on how to make more 

successful links between the educational system and educational opportunities and the 

development of the economy and its requirements for competent employees, whether temporary or 

permanent. This is based on the fact that integrated policy formulation and implementation in 

employment and education is for the benefit of individuals, the economy, and society as a whole. 

The same can be said for Flanders, where one solution might lie in a stronger focus on networks, 

including those with career guidance services, and with employers, when developing educational 

guidance services. In Flanders, high rates of unemployment among young people with low levels of 

education, and wider concerns over the need for a more highly qualified and skilled workforce, have 

seen a shift to proactive and bespoke support all job-seekers in order to avoid long-term 

unemployment. 

Out of the six GOAL partners, Slovenia appears to have taken more steps to articulate the 

philosophies underpinning the delivery of its guidance services and the network of 14 regional 

guidance centres for adult education. In Slovenian career guidance, the use of the development 

                                            
 

15 See Sultana, 2008, pp. 16-21 on the “contested notion” of lifelong guidance. 
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theory and social learning theory models are an acknowledgement of the fact that the individual’s 

career no longer depends on a single correct decision, but on the development of skills that will last 

throughout the life course. Under such paradigms, the guidance counsellor is no longer merely the 

person who matches the individual to the job, but a trainer, educator and mentor. As the Slovenian 

national review points out, changes in society have brought about changes of the theoretic views, 

and consequently the activities of career orientation. 

3.1 International Literature 

Traditionally career guidance was used to guide students to what they wanted to do on the 

completion of compulsory schooling, with this process taking place largely through one-to-one 

interviews at the point of leaving school. As the OECD summarised its “Bridging the Gap report”, in 

2004 services were “available largely to limited numbers of groups, at fixed points in life, and are 

focused upon immediate decisions. The future challenges are: to make a shift so that services focus 

upon developing career-management skills, as well as upon information provision and immediate 

decision-making; and to make services universally accessible throughout the lifespan: in ways, in 

locations and at times that reflect more diverse client needs”. 

There has been a shift from talking about lifelong employment to lifelong employability. Critics such 

as Grubb and Lazerson (writing in 2004, as summarised in Sultana, 2008) argue that much of this 

discourse about the career management competences which are needed in the knowledge economy 

is irrelevant to people working in knowledge-poor sectors, where jobs have been untouched by 

these changes.  

Another critical perspective is one that takes issue with the central focus on the individual citizen 

having to take responsibility for being entrepreneurial and innovative enough to negotiate this 

changed world – with guidance being something palliative that helps individuals cope, or worse, 

colludes with the idea that the blame for poor life chances rests with the individual and not the 

economy (Sultana 2008, p. 17). 

Alternatively, the State has a duty to provide support, and guidance is a public and private good: “it 

can have a positive impact both on society and on the personal development of the individual, 

stemming from the role that it plays in assisting people to make decisions on learning opportunities, 

promoting active citizenship, and so on. Delivered in this framework, guidance can improve work 

satisfaction and personal and occupational fulfilment. It can also contribute to attaining life balance, 

social cohesion, and more active citizenship” (Sultana 2008, p. 18). 

The Slovenian literature review included a succinct summary of the leading theories within the 

professional field, and which we include here as its themes apply to all the GOAL countries. These 

theories are: 1) trait and factor theory; 2) development theory, and 3) theory of social learning 

(Osipow, 1990; Greenhaus and Callanan, 2006). All three are psychological theories which is to be 

expected considering their historical development.  

The trait and factor theory is one of the most established theories, as it offers simple and effective 

answers to the greatest challenge of the industrial society in the first half of the twentieth century. 

That society was geared primarily toward the production of goods in large organised factory 

systems, which needed the right people in the right places to operate effectively. These systems 
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were relatively stable and people were able to get by with one profession which they followed 

throughout their lives. The key was simply to make a decision about the profession that was in line 

with the individual’s characteristics and abilities. Theoretical discourse of characteristics and 

demand implies a definition of guidance work as something where “the candidate gets a 

professional advice regarding entering those field of work or professions which from the point of 

view of subjective possibilities and objective circumstances are the most suitable for him or her” 

(Oman, 1976: 28); this is sometimes called “career orientation”. The most frequently used guidance 

techniques originating in this theory are self-evaluation instruments, psychometric tests of abilities 

and professional interest questionnaires, clear indexed information about labour market, and later 

computer supported guidance and appropriate databases and expert interviews (Law, 1999) in time.  

With the constant progress of technology and changing working tasks over time, one of the key 

questions becomes how to ensure individual’s career development within the organisation. As the 

name itself indicates, the development theory and the theory of social learning develop models that 

perceive an individual as a developing being. This concept implements continuous monitoring of 

individual’s relevant characteristics development and systematic work with professionally immature 

clients. It is also about an important redefinition of the concept of professional directing into 

professional orientation (Brančič, 1986): “Professional orientation is a process that helps the 

individual to develop and accept an integrated picture of himself and his role in the working world 

and realise it for his satisfaction and the satisfaction of the society in which he lives.” As techniques 

of work we can find career guidance, tutoring or pastoral care, work in small groups, recording 

experience or creating portfolios, role-play etc. Influenced by development theory, theory of social 

learning and trait and factor, and partly also under the influence of the theory of occasional 

structures, Law (1999) developed, in the seventies, a model of guidance based on the DOTS analysis 

(Decision learning – learning the methods of deciding and learning the factors that need to be 

considered; Opportunity awareness – learning about the possibilities for education, training, 

employment, learning about professions and the world of work in general; Transition learning – 

learning skills for transition between different levels and types of education, transition onto the 

labour market etc; Self-awareness – finding out about own characteristics, interests, abilities and 

talents etc.). In addition to accounting for individual’s characteristics and abilities, the model focuses 

on considering individual’s personal experience in changing his traits (development theory) and to 

considering connections between individual’s decisions and opportunities from his social 

environment (theory of occasional structures).  

By taking into account the development theory also comes from the fact that the individual’s career 

no longer depends on a single correct decision, but on the development of skills that will last 

throughout the life course. The skills that individuals gain with learning in all four mentioned areas 

are labelled career management skills. With this key paradigmatic shift from one-time decision to a 

life-long quality of the career, the role of counsellor is also redefined. In this sense, the main role of 

the counsellor is to encourage clients’ learning (Lapajne, 1997: 50): “They should not see themselves 

as those who match the worker with the work, but as trainers, educators and mentors.” This 

paradigmatic turn also means a changed definition of guidance work that we find under the name 

lifelong career guidance (Kohont et al., 2011: 28): “The services or professional career orientations 

[...] which are organised in the way to help individuals at any age or point in life make decisions 

about education, training or profession and allow them to manage their life paths in learning, work 

and other environments.”   
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In twenty-first century society, dubbed “the knowledge society”, the global economy and even faster 

technologic progress generate a significantly higher frequency of transfer of the workforce. A key 

question becomes how to adjust our social identity throughout all our lives without losing touch 

with ourselves. Guidance practices combine several approaches, as do those that developed from 

the DOTS analysis. We can, however, still see the overwhelming influence of the trait and factor 

theory, development theory and theory of social learning and their newer variations. In this sense 

we highlight the theory of career learning and the constructivist career theory. The first generates 

guidance practices that Law (1999) calls simply the new DOTS, and lists the following guidance 

practices: gathering and focusing on important work, roles and self, researching important 

characteristics of the work, roles and self, time and content placing of the acquired experience in the 

process of interpersonal exchange of this information, writing what we have learnt (as a journal or in 

other forms) and learning how to learn.  

Similarly, the guidance practices that originate from constructivist career theory and are reflected in 

the model of forming life include organising individual’s past impressions (information about work, 

self and world and time and content placing of acquired experience). When an individual organises 

information, he does not follow the model of forming life with learning activities (such as new 

DOTS), but only then selects activities on the basis of the findings. Among these is the selection of 

the activities already known and techniques of guidance we mentioned before (testing, learning for 

career ...) (Savickas, 2011). Sociological theories of career decision do not appear to be an influential 

guidance practice. However Law (1999), by including it to the group of theories on interaction of 

individual with the community where he also includes Krumboltz’s theory of social learning, reveals 

the potential of influence of this theory on guidance practice. The goals of guidance practices that 

originate from this theory relate to teaching social and ethical problems is the work field, learning 

how work links individual to lives of other people, to searching and researching the points of view of 

other people in relation to work, role and self, to searching and using guidance and other help. 

These goals should primarily be achieved with activities in the field of cooperation, for example, 

volunteer work connected to the tasks of the community, carrying out pilot projects, gathering work 

or many other types of experience in the community and reciprocal visiting inside and outside the 

community. As we have shown, by changing society the theoretic views change as well, and 

consequently the activities of career orientation. With this we notice that there is an accumulation 

of theories or, as Savickas and Lent (1994) discover, that all the theories meant the basis for a 

sustainable contribution to the repertory of career theory (and practice). This is at the same time 

understandable, because simultaneously with the social changes, the past forms of social 

organisation at least partly are preserved. 

3.2 National Literature 

Under this heading, local evaluators were asked to consider whether there was an accepted 

theory/philosophy underpinning adult guidance services in their country. If so, had these theories 

changed with the growth of the knowledge-based economy? 

3.2.1 Czech Republic 

The overarching term used in the glossary (ELGPN, 2015) as well as the Czech adaptation is “lifelong 

guidance” or just “guidance”. When the term “career guidance” is used in the Czech Republic, i.e. 
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what we do with the client, we refer to the theory, approaches, processes and outcomes of the 

lifelong guidance concept. The school guidance system in the Czech Republic consists of educational 

guidance and pedagogical-psychological guidance, while some career guidance duties are performed 

by educational counsellors in schools (also via the curriculum). Educational and pedagogical-

psychological guidance is an integral and necessary part of the system, catering for special 

behavioural issues and problems. In reality, however, career guidance and the corresponding 

activities are ill-defined and anchored in legislation, educational counsellors are not prepared 

sufficiently during their initial education and training, and as such this area is not given enough space 

in practice and cannot reach the desired outcomes and quality. Bound by time constraints, 

educational counsellors direct their energy into the most pressing behavioural issues. Similarly, 

pedagogical-psychological counsellors focus on a small percentage of children and students, those 

with the most pressing needs. While some issues are the same, the theories, processes and 

outcomes differ. 

The Ministry of Education’s terminology is influenced by a long period of totalitarian regime, when 

the school served as a particularly important element of ideological education (behaviour) of youth, 

which led to some overuse of the term educational (National Institute for Education, 2015). This 

reflected, among other things, in that the whole system of guidance services provided by schools 

(ranging from counselling real educational problems to counselling dyslectic students or advising on 

how to choose upper secondary education) was called educational counselling. This term was added 

into legislation in the sixties and it is still there today. 

Certain problems arise with the concept of ‘pedagogical-psychological counselling’, which also arose 

from an institutional framework (pedagogical and psychological counselling centres). Some actors 

would like it to become an umbrella term for the concept of career guidance. Of course, in terms of 

the content it is entirely inaccurate, because career guidance covers a number of activities related to 

the content of the professions, the labour market or employers’ needs and demands. What is more, 

the concept of career guidance is the overarching term used by experts from OECD and the EU. This 

does not mean that educational or pedagogical-psychological counselling is part of career guidance. 

The truth is that each of these types of guidance services have their own targets, and these targets 

in many cases overlap. The notion of career guidance stems from the content of the guidance 

services, while the concepts of educational and pedagogical-psychological counselling are derived 

from the entities providing them. All these concepts have their rationale and should be respected.   

3.2.2 Flanders 

Current society demands more and more from the labour population. The evolution to a service and 

knowledge economy has developed quickly through increasing globalisation. The growth segments 

of the economy require more and more people with higher levels of education and specific 

competences. Those with lower levels of education face difficulties finding and keeping a job and are 

at higher risk of unemployment. This is confirmed by an analysis of long term dynamics in 

unemployment (VDAB, 2013a).  

Training and education and qualification level are extremely important to the Flemish labour market, 

as can be seen by comparing the social-economic position of low-qualified and high-qualified adults. 

The employment rate of low qualified adults (percentage of employed people within the labour 

population [aged 25-64]) is 25 percentage points lower than the rate of high-qualified. The 
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unemployment rate of low-qualified is two to three times higher. The rate of inactivity (percentage 

of non-labour active: nor working nor searching for a job) is two to four times higher among the low 

qualified. Almost half of the low-qualified adults are not labour-active (whether forced or not). There 

are different influencing factors to explain this unfavourable labour market position: 

1. decreasing job opportunities: because of the downturn of industrial employment. With the 

growth of the tertiary and quartiary sector (economic and service sector), the demand of 

higher educated profile increases.  

2. over-qualification: the amount of higher qualified employees has increased over the last 10 

years. The economic crisis forces them to accept jobs below their qualification and push 

away the low-qualified.  

3. fewer employment opportunities leads to long-term unemployment which often leads to a 

loss of unemployment support and permanent withdrawal from the labour market (often 

combined with family circumstances: mainly low-qualified women).  

Of the low qualified adults in Flanders, about 50% only obtained a certificate of the first grade 

secondary education. Nowadays it is much more problematic to enter the labour market with low 

qualification. There is less chance for the young generation to build up a career without a 

qualification and bigger chance to enter long term unemployment. While between 2007 and 2012 

the amount of low-qualified in the groups of jobseekers between 25-50 and +50 has slightly 

decreased, the amount of unqualified in the group of <25 jobseekers has noticeably increased. Each 

year about 10, 000 youngsters leave compulsory school education without a qualification, around 

half of whom have a migrant background (VDAB, 2013a). 

Twenty eight per cent of low-qualified, job-seekers are migrants (first generation, non EU citizens). 

The economic crisis has had a bigger impact on migrants, especially on those who are low qualified: 

in 2012 the amount of low-qualified native jobseekers stayed stable while the amount of migrant 

jobseekers increased with 10%. The weak position of low-qualified migrants on the labour market 

results often in heavy and unhealthy labour and/or labour unfavourable working conditions related 

to salaries, statute and working hours (VDAB, 2013a).  

Most low-qualified jobseekers however, combine different indicators of disadvantaged groups: low-

qualified, persons with a labour disability, migrants and older people.    

For many vacancies without high qualification requirements it is still difficult to find candidates. 

Thousands of vacancies in the service sector (mainly cleaning) do not get filled in. A reorientation of 

thousands of unemployed from the industrial sector seems to be a possible solution. But given the 

speed of the economic turn-over, strengthened by the economic recession, time will be needed. 

Moreover, the costs of paid labour to the low-qualified are often higher than the benefits (heavy 

jobs, low salaries, child care needed, bad working hours). This is the so called unemployment trap.  

The approach of VDAB (the Flemish Employment Agency, the external executive agency of the 

Ministry of Labour) since 2004 has focused on pro-active support all job-seekers in order to avoid 

long-term unemployment. The first guidance model within this approach was a steps-model, starting 

with mediation (between labour market and unemployed: matching vacancies). If no results were 

achieved after 3-6 months, counsellors started to identify bottlenecks through telephone calls; in the 

3rd step (6-9 months) unemployed people received an invitation to start an intake for an intensive 
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guidance programme (including orientation, attitude and job applying skills training, vocational 

training or workplace learning).  

The economic climate in 2014 is still uncertain and there is still a sparing recruitment policy in 

companies and public sector with a huge pressure on employment chances for young people. It is 

still difficult for young people to find a sustainable job and build up working experience. Since 2008 

the Youth Action Plan has focused on all job seekers under 25 who are recently unemployed. 

Distinctions between groups are made based on the necessity for a more or less intensive approach, 

with years of schooling as the main criterion. In 2008 there was specific attention on low and 

middle-qualified youngsters. Since January 2009 higher qualified youngsters have been included in 

the programme. Throughout the years, tailor made approaches became more important, with the 

intention of activating youngsters sooner with a decision about the guidance approach towards a job 

that is most suitable for a person. These approaches should help youngsters to get a working 

experience and should focus on those who have mostly need to be supported (because of certain 

problems, need to competence strengthening actions to start in a shortage occupation).  

The guidance approach “sluitend maatpak” was initiated in 2010, based on theory that after 

registration as job seeker it should be defined which tailor made mediation actions or intensive 

guidance programme is most suitable. In an intensive guidance programme barriers should be 

identified that require remedial action, such as need for a training, medical, mental or psychiatric 

problems. Everyone starts an intensive guidance programme after nine months of unemployment.  

The amount of 50+ job seekers has grown in the past years due to the high amount of unqualified 

school leavers of that generation, ageing of society, increasing female labour market participation. 

The group of 50-55 is served according the same principles as the other age groups. For the group 

56+ there is the 50+ Action  

The underpinning theory for educational guidance has been described in the based on in the 

explanatory Memorandum as part of the draft decree of “learning advice and orientation”: 

Lifelong learning has the primary objective to let people acquire values and competences to 

participate in society and contribute to social life, to be successful in further studies,  to get 

started at the labour market or to get reoriented on the labour market. Learning advice and 

orientation should be an instrument that facilitates the realisation of this objective. It also 

means that orientation and information provision should be focusing on strengthening the 

chances of people to start a qualifying educational programme.  

A distinction should be made with career guidance/guidance towards a job and educational 

guidance. The service of learning advice and orientation should be complementary to career and 

employment guidance. Career and employment guidance has a more specific dimension by focusing 

on the labour market. It is important that “learning advice and orientation” is not a completely new 

parallel service but that it is developed in collaboration between the different career and 

employment services and its service providers and other existing guidance services such as those 

offered as part of integration programmes.  

Furthermore, it is important that a distinction is made between learning advice and orientation and 

guidance offered by educational providers themselves. In the Explanatory Memorandum with the 
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Decree of Adult Education of 2007, individual guidance (within an educational institution) is provided 

as a process in which the learner is guided and supported within a specific educational programme 

according to his individual needs. This kind of guidance starts at the moment of enrolment of a 

course and stops after the feedback of the end results. This guidance is part of the responsibilities of 

the educational provider.  

Another underpinning theory is that learning advice and orientation should be focused towards 

qualifying programmes aiming the development of general and/or vocational competences, not on 

the orientation towards a programme in the field of liberal education (personal 

development/hobby). 

There is a strong need to develop and establish structural and independent non-intuitional guidance. 

Adults with a learning question or learning needs face a wide range of educational provision for 

adults in Flanders and a lot of information. However it is very difficult to find the right information to 

meet one’s particular needs, especially for low or short educated adults and/or adults with a 

migration background. This implicates an increase of the importance of information, guidance and 

orientation in a comprehensible language, meeting the learning questions and needs of an 

individual. It is important that this service does not focus on providing information only but also on 

other factors that can shape the guidance process such as client sensitivities, uncertainties, fears, 

dreams, self-image and self-efficacy. This is where educational guidance counsellors can make a 

difference. Learning questions and needs should be recognised and developed together with the 

learner within different life contexts (family, work, free-time). This means that guidance is not only a 

task of specialised organisations. It also means that social workers, library workers, doctors, cultural 

workers, etc. should be alert for potential learning questions and should have the right competences 

to explore the learning questions with the individual.  

Educational guidance cannot be separated from career guidance. Low-qualified workers do not have 

a view on their career options. Career guidance can support these employers to explore and plan 

their career options. This is connected to learning needs and learning questions. The own career is 

closely interlinked with LLL. Guidance towards an educational programme is not only the task of 

specialised services but a competence of a wide range of professionals. Therefore there should be a 

strong focus on networks when developing educational guidance services: collaboration between 

different actors within the sector of adult guidance and adult education should lead to more 

guidance and referrals to the most suitable educational offer.  

3.2.3 Iceland 

The educational level of society has significant influence on its prosperity, and economy based on 

specialisation and high technology is more productive than its counterpart which relies on more 

limited and primitive modes of production. Active interaction between education and employment 

is, therefore, obviously of unmistakable interest in every society. In Iceland as elsewhere in Europe, 

increasingly the focus is on how to link more successfully the educational system and educational 

opportunities to the development of the economy and its requirements for competent employees, 

whether temporary or permanent. This is based on the fact that integrated policy formulation and 

implementation in employment and education is for the benefit both of the individuals, the 

economy, and society as a whole. For the individuals education increases the opportunity of 

interesting and well-paid employment. The economy and the businesses get access to competent 



 

58 

 

and dependable employees. And for the whole of society it means dynamic businesses, vigorous 

economy and steady employment that secure the foundation of the welfare state and the quality of 

life for the citizens (Gronvold, 2012). 

Unemployment in Iceland grew significantly following the economic crisis and it became apparent 

that measures needed to be taken to counteract the negative effects of long-term unemployment. 

In May 2011 the government announced that special actions would be taken in labour market and 

educational matters. Amongst those were increased educational opportunities for those registered 

unemployed at the Directorate of Labour. Individuals that had been registered for six months or 

longer got a chance to engage in full-time study without it compromising their unemployment 

benefits until spring 2013 (Ministry of Education, Science and Culture, 2014). 

Activities of the Education and Training Service Centre (FA) are based on the Adult Education Act No. 

27, 31 March 2010. According to this act, the target group of the Education and Training Service 

Centre is adults in the labour market who have not acquired formal education at the upper 

secondary school level. The objective of the Centre is to give this group a chance to acquire 

education and improve their labour market status. In accordance with the Act, a service agreement 

has been signed between the Education and Training Service Centre and the Ministry of Education, 

Science and Culture. The Centre is not involved with the target group directly but through its 

partners: that is the education and continuing education centres that are members of KVASIR, in 

trades and within the public labour market; all in all fourteen education providers. In addition to the 

tasks that the Act and the service agreement stipulate, the Centre also accommodates a 

representative of the Nordic Network for Adult Learning funded by the Nordic Council of Ministers, 

and is active in various cooperative programmes related to the grant-funded projects of the Centre 

(Guðmundsdottir, 2014). 

In 2006, the ETSC´s target group (adults with little formal education) were first invited to guidance 

and counselling at the lifelong learning centres free of charge. The following year, the first students 

went through validation of real competences. The activities of the lifelong learning centres 

collaborating with ETSC have increased and in 2010 adult education was formally recognised as one 

of the five pillars of the educational system when legislation on further education was passed. The 

demand for ETSC services grew until the year 2010, but since then demand for educational and 

vocational guidance has remained stable (Hjorleifsson, 2013). 

In 2010 the Iceland Parliament passed the Adult Education Act. The aim of the Act is to meet the 

needs of adults with little formal education and also to meet the needs of the labour market for staff 

with increased knowledge and skills. On the basis of the new Adult Education Act, studies outside 

upper secondary schools and universities should have increased weight. The goal is that the 

proportion of people in the labour market without certified vocational education or secondary 

education will not exceed 10% in the year 2020 (Ministry of Education, Science and Culture, 2014). 

“Counselling in the workplace” is a project run by the Education and Training Service Centre (ETSC) 

in Reykjavik. The aim of Icelandic authorities is to increase the amount of the Icelandic workforce 

that has at least secondary education from 60% to 90% by the year 2020. A policy statement 

between SA (Confederation of Icelandic Employers) and the Icelandic government in 2005 and 2006 

stresses that this aim should be reached. A major policy point is to enhance counselling in 

workplaces for low skilled workers. This project is the responsibility of the Ministry of Education and 
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the ETSC. The aim is to encourage workers to use the educational opportunities that are available. 

Financial resources for the enhancement of professional career counselling were increased, 

according to this policy statement (Vuorinen & Leino, 2009). 

Educational and vocational counselling services are available for individuals with little formal 

education in both the centres of the trade associations and those for continuing education. This 

service is organised on the basis that counsellors visit companies and in collaboration with the 

management they offer employees information on the usefulness of the counselling and then 

individual counselling on competence evolvement. Individuals can also get this service at the various 

centres. The aim of the counselling is to inform employees about the possibilities of competence 

development so that they can evolve at work and personally. The service is for the benefit of both 

the employees and the companies as the strength of the employees intensifies the strength of the 

company (Larusdottir, 2010). 

In 2012 the Education and Training Service Centre received a €1,875,000 IPA (Instrument for Pre-

Accession Assistance) grant to speed the development of accreditation of prior learning, educational 

and vocational guidance and other projects. The IPA project will lead to an extensive increase in the 

opportunities for validation of real competencies in the target group. Validation of real 

competencies has proven to be a powerful incentive for further learning within the adult learning 

sector. The aim of the project is to develop the information- and counselling system concerning 

education and employment that is meant to support competence development. A web portal would 

benefit the target group to further explore their options and facilitate use of educational and 

guidance services (Larusdottir, 2013). 

The ETSC works according to a contract with the Ministry of Education, Science and Culture. One of 

the main objectives of this contract is the development of a national strategy on validation in 

cooperation with social partners. The model of validation of non-formal and informal learning is 

therefore centralised through the ETSC. The focus of this strategy has been on individuals who have 

not completed upper secondary education and since 2006 has been mostly industry-based, but 

extensive developments are taking place in other sectors now through a special EU-funded project: 

“Increasing employability of low qualified workers through the development of a skill recognition 

system in adult education”. After the economic crisis (via a contract between DL, ETSC and Kvasir) 

the LLL centres have provided skills audits for the target group of unemployed adults who have not 

completed upper secondary school level education. The LLL centres also offer courses and guidance 

for that target group in general in relation to the development of a portfolio of competences/skills 

audit that can lead to validation or other types of career decisions with the support of career 

counsellors at the LLL centres. Delivery of guidance and counselling in general for the target group is 

financed through the Education and Training Fund on an annual basis. Career counsellors located at 

the LLL centres provide information, advice and guidance in validation projects in their areas. This 

group of career counsellors is a formal network which shares experience and works towards the 

development of adult guidance in general through cooperation with ETSC. The career counselling 

provided in validation projects is an integral part of the Icelandic validation model (Larusdottir & 

Gudmundsdottir, 2014).   

Menntastoðir is the preliminary department at Keilir and, in collaboration with the University of 

Iceland, Keilir offers a programme of Preliminary Studies for adults. The main objective is to prepare 
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students, who do not fulfil the admission’s criteria, with the knowledge and competences necessary 

for further studies at university level. The WATCH group counselling support method was developed 

to support students in risk of dropping out of school. Group counselling can help students to 

increase self-esteem and self-efficacy. Most of the students in Menntastoðir are starting their 

studies anew. The goal of group counselling is to support them in further studies, so they will pursue 

their studies after Menntastoðir. The findings suggest that this group counselling helped the 

participants (Thorsteinsdottir, 2013). 

In 2006 contracts were signed with centres of lifelong learning all over the country, regarding the 

implementation of career counselling at the workplace. This was based on a pilot project launched 

by the Education and Training Service Centre (FA) and Mímir – Lifelong Learning, in cooperation with 

Starfsafl – Vocational Training Program and Educational Fund and Efling –trade union. Career 

counsellors visited workplaces in their district and provided individual counselling, interviews on 

training and employment. Emphasis was placed on encouraging people to actively participate in 

lifelong learning. The counselling services were funded for three years (Larusdottir, 2007b). 

Starfsmennt, Lifelong Learning Centre, has offered institutions “Counsellor on loan”, A service to 

assist them to implement systematic human capital management at the workplace. Starfsmennt is 

owned by the Ministry of Finance and most unions within the Federation of State and Municipal 

Employees (BSRB) and works on continuing education, counselling and work development projects 

for state and municipal employees. The objective of “Counsellor on loan” is to supply employees and 

administrators with necessary education, ways and means to improve human capital management 

and thus enhance the working environment, opportunities of work development and the wellbeing 

of the employees. The Centre’s service is also meant to meet the needs of a fast-changing 

environment and added demands made on occupations. More than sixty institutions have made use 

of this service, some of them more than once. The projects have varied but all of them deal with 

enhancing human capital (Arnljotsdottir, 2010). 

A pilot project on raising the level of education in the Northwest Constituency was launched in June 

2013. During the summer 2013, about eight hundred managers and employees of firms and 

institutions in the constituency were interviewed in order to analyse the educational requirements 

of people in the local labour market. At the same time, questionnaires were submitted to both 

managers of firms and institutions and also to a sample drawn from the national registry. The main 

objectives are to enhance counselling to firms regarding workplace learning, increase cooperation of 

the economy and education providers in the constituency on vocational education, increase the 

number of individuals who complete their apprenticeship, and to enhance the knowledge of 

Icelandic among immigrants in the constituency (Johannsdóttir, 2014). 

Adult education for immigrants is an important part of the integration process as it is an important 

aspect for the development of future possibilities of people’s participation and coexistence. The 

Icelandic language is considered to be a cornerstone in immigrants’ adaptation to Icelandic society 

(Skaptadottir & Olafsdottir, 2010). 

3.2.4 Netherlands 

In the Netherlands there is no explicit policy for adult guidance services, nor a theory or philosophy 

underpinning it. There are however three policies areas relevant to guidance services: lifelong 
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learning; education, and low literacy (basic skills). Because those policies are rarely connected, 

different types of theories and philosophies underpin services. Furthermore, as several important 

policies (like social services, reintegration) are decentralised to a local level. There, local politics can 

decide upon their own philosophy underlying their policies and thus the guidance service.  

Lifelong learning policy is driven by the idea that the Netherlands is and will become even more a 

knowledge economy. Globalisation, robotisation and technological developments demand citizens 

that can handle those changes. Therefore citizens should regularly acquire new knowledge and skills 

or even choose a different occupation. Continuing development of citizens is also necessary to 

maintain and strengthen the earning capacity of the Netherlands. A strong learning culture is 

needed and with that a working population, employers and educational institutions seeing the 

development of knowledge and skills as natural part of the working process. Responsibility for 

initiating developing skills and knowledge is placed mainly with employers and the working 

population. The rationale for that is that employers and the working population themselves benefit 

the most from a learning culture and learning being a natural part of working. The government 

wants to stimulate a learning culture within those actors by introducing vouchers for part-time 

studying and ease the possibility to conduct studies in a part-time manner (Ministry of Education, 

2015a). Another theory underlying the lifelong learning policy on guidance is that guidance is 

provided by the employers or the educational institutions as an integral part of the development of 

knowledge and skills. On a macro level there is “guidance” by the State government, by stimulating 

(mostly financially) several occupations, for example science teachers, or branches, for example 

technology. This effects also local levels when local public employment services and local social 

services use these stimulating measures for their clients. 

In upper secondary and higher education educational institutions are obliged to provide guidance 

services to their students, also for adult students following full- or part-time studies. The philosophy 

behind this policy is that potential students in the first place choose directly the “right” studies for 

them. There is also guidance for upper secondary education when studies are finished to enhance 

the successful transition to either higher education or employment. Guidance in relation to 

education policy is thus very much focused on putting students and graduates directly on the right 

track so they do not have to change studies later or become unemployed. 

Low literacy policy in the Netherlands is driven by the philosophy that everyone in the Netherlands 

should be able to read and write to a functional level, including having sufficient skills to negotiate 

current technology, like the internet. This is because the society today is increasingly a faster 

changing society, especially when it comes to technology and how much information we need to 

process every day (Ministry of Education, 2015b). Because people do not easily recognise or 

acknowledge a lack of basic skills, especially when the Dutch language is their mother tongue, extra 

effort on guidance is needed. The policy on low literacy and numeracy is therefore targeted at hard 

to ‘tackle’ groups, like native Dutch speakers, older people, and employees.  

Another important feature of the policy is that we do not expect nor think it is feasible to educate all 

low literates to an official higher literacy level (for example from a2 to b1). Improving individual 

welfare and social inclusion is an important goal of the low literate policy. This will increase the 

welfare of those being low literate. In that sense it is made possible since 2015 to follow nonformal 

or informal education within the budget for adult education, for example given by volunteers 
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instead of formal education leading to a diploma. It depends on the learning question of the low 

literate how which type of education, including various degrees of formality, is provided (Ministry of 

Education, 2014).  

3.2.5 Lithuania 

The major change in the theory underpinning Lithuanian career guidance services occurred in 2012 

in education sector. The legal acts defined career education aimed at the development of career 

competence as a core career guidance service. Career education derived from the career 

development theory and learning theory. 

The matrix describing the learning progression of career competences towards more complexity and 

in accordance with different stages of development over time is provided in the Career education 

programme for general education and VET schools (2014). 

In the employment sector career counselling is based on trait and factor theory oriented at matching 

the individual and occupation with testing quite often applied as a part of guidance process. 

3.2.6 Slovenia 

In the 1980s at the Faculty of Arts, University of Ljubljana, the subject of “andragogic counselling” 

was established as a part of the andragogic studies. This represents the beginning of the professional 

development of guidance activities in adult education as an important part of the system in adult 

education. The first lecturer, Dr. Zoran Jelenc and his successor Dr. Sabina Jelenc Krašovec who still 

(2015) is the main lecturer for this subject at the Faculty of Arts also published a book “Andragogic 

guidance work” in 2003.  

Jelenc and Jelenc Krašovec define guidance activity in adult education as a link between the 

individual and the offers of adult education and learning, and also as an activity that includes three 

aspect of help that can be offered to adults: (Jelenc Krašovec, Jelenc, 2003:24) 

 help in entering education, 

 help in organising education, 

 help in learning and realisation of learning.  

Jelenc Krašovec states that “If we divide these three categories some, this would mean that the 

counsellor is striving to realise individual’s goals and values linked to education and learning, that 

with her or his help he strengthens the individual’s motivation for learning and his trust into his own 

abilities and advises him in selecting suitable possibilities and opportunities for education. The 

second category includes the selection and determination of methods of realisation and strategies of 

education and learning and successful organisation of the selected education; in the continuation 

the counsellor can help the client in successful and efficient learning, in strengthening capabilities for 

such learning and finally helps also with insight in possibilities of use of the newly acquired 

knowledge” (Jelenc Krašovec, 2007: 26). 

As detailed in Chapter 2, the definition used by SIAE since 1991 paid particular attention to the 

development of guidance activities in adult education and conceptual considerations of the specifics 

of “educational guidance for adults”. In addition to the needs analysis in practice for guidance 
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activity we have also studied cases of good practice in different European countries in the 1990s and 

at the end of the nineties we defined a Slovenian concept of the “regional guidance centre for adult 

education”, which offers adults free guidance support in their education and learning. Conceptual 

starting points were first presented in internal materials in 2000, and later in an expert manual, 

Guidance in Adult Education, Organisation, Conditions and Method of Work (Vilič Klenovšek & 

Klemenčič (2000). In parallel, SIAE prepared all the executive expert guidelines to set up a network of 

14 guidance centres for adult education in Slovenia. 

The goal was to set up one “guidance centre” in each region that would provide adults with all 

aspects of the free guidance support they need when deciding on education or already are in the 

process of education or learning. In the very notion of the definition of the ISIO centres, two main 

goals were defined: (Klenovšek & Klemenčič, 2000) 

1. provide all adults free quality professional and comprehensive information and guidance as 

support to their education and learning, 

2. in every centre to connect as many providers of education and guidance activities for adults 

in the local environment as possible into a network and thus guarantee a quality, 

comprehensive and coordinated operation of all subject in the field of information and 

guidance in adult education (formally set up and working partner network).  

The concept received support from the Ministry of Education, which in 2000 published the first 

public call to co-finance setting up five adult education guidance centres and then further nine 

centres between 2002 and 2005.  

Every Guidance centre - ISIO is required to: 

 develop different types, forms and contents of guidance work which consider the needs of 

different target groups in their local environment; 

 make sure that time and location of the activities make them as accessible as possible; 

 have trained, professional and objective counsellors; 

 provide comprehensive support to guidance activities with up-to-date national anal local 

databases; 

 track and analyse the needs of different target groups of adults for information and 

guidance for education and learning and pays special attention to target groups of adults 

who in the local environment have limited access to education and learning;  

 inform all the adults in the local environment about the goals and the contents of her or his 

activity and the accessibility (develops different types of information and promotion of the 

ISIO centre activities to reach different target groups of adults in the local environment); 

 monitor, evaluate, and constantly improve his effectiveness and quality. 

When developing guidance activities in adult education in Slovenia since the 1990s the field of 

career guidance also started growing, both for youth and adults.  

The key documents regulating career guidance for primary and secondary school students are 

“Guidelines for work of guidance counsellor in primary schools” and “Guidelines for work of 

guidance counsellor in secondary schools”. In both documents the activities are defined as career 

guidance, so by definition a twentieth century concept. The principal activities, more in details 
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defined in guidelines for the work of guidance counsellors in primary school, refer to providing 

information on further education, jobs, and employment possibilities, establishing the individual’s 

characteristics and links to the demands of professions and vocational education which primarily 

include elements of learning skills for career management. The work guidelines for the counselling 

service in secondary schools are far more general, and among the recommended activities we 

recognise those that follow the DOTS model from the 1970s (National Curricular council, 1999:24). It 

thus shows an overwhelming influence of trait and factor theory, development theory, theory of 

social learning and their newer versions.   

The analysis of a survey with the school guidance workers about the state of career guidance in 

primary school that was carried out by the ESS in 2008 shows that at the time more than ninety 

percent of all the surveyed counsellors carried out the following (often in connection to ESS): 

individual discussion between parents and the school counsellor; individual discussion between a 

student and a school counsellor; team talk (with teacher colleagues); external testing of knowledge 

in the ninth grade; MFBT testing;  career map; questionnaire about career path; lectures about 

career choice and special classes on career education (Gabor et al, 2008) It is thus the activities 

harmonious with the recommendations and it should be noted that MFBT and VPP testing are a very 

important base for the individual talk of the school counsellor with students and parents. Seven out 

of nine of the research categories are thus linked to the activities that are mostly based in trait and 

factor theory. Special classes of career education as an element whose base is in the DOTS model 

are, in accordance with the guideline recommendations, limited to a couple of hours annually. Team 

conferences show great potentials for connecting experts and in this sense primarily provide 

guidance infrastructure.  

The analysis of guidance work in primary and secondary schools, carried out as a group discussion at 

the study groups of guidance counsellors from primary and secondary schools at the end of 2014 

and the beginning of 2015, confirms findings from 2008. And it also brings an important new finding: 

in the talks with guidance counsellors it turned out that career education in practice is understood as 

education for a particular profession, which is most often carried out by teachers as a part of their 

subject, or as career guidance in general (Šremfel et al, 2015). The latter confirms that in practice 

career education is in line with Muršak (2012: 76): “Career education is a process of intentional and 

systematic development of those traits that are characteristic for a certain profession and at the 

same time a conscious and intentional influence to forming professional identity or the course of 

socialisation processes, be it at school or at work, in practical education in the work process or at the 

internship. We can also use the term planned or guided professional socialisation. The concept 

career education is often erroneously used as a synonym for career guidance.” In this sense the 

career education in practice is a category whose strongest background is in trait and factor theory.  

On the other hand, analysis of subject content in primary and secondary schools which tested the 

presence of career guidance content in these particular subjects, showed there to be very little 

career guidance content (Sentočnik, 2012).  

Regardless of what was said in the frame of different projects, different activities about learning how 

to learn, self-initiative and entrepreneurship, encouraging creativity and connecting creative 

potential take place etc. (Ažman and Rupar, 2015). These are the activities of career guidance that 

address the important issues in today’s society, and many of these activities are carried out by 

teachers at schools. However the project method of carrying out the activities does not guarantee 
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the systemic organisation of the field. In this sense the connecting potential of the guidelines for 

guidance work in schools that would include such guidelines for implementation of activities that 

would contribute to solving acute social challenges, is great. 
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4 Stakeholders 

Chapter 4 provides contextual information on two types of stakeholders relevant to the intervention 

strategies being piloted as part of the GOAL project – policy and programme actors, and low-

educated adults. The first sections provide a brief summary of international evidence and are 

followed by in-depth reviews and analysis of national evidence generated by programme 

coordinators and local evaluators in the six GOAL countries. 

Summary 

Policy and Programme Actors 

In Europe, guidance services for adults are offered in both the employment and education sectors. 

Services are primarily offered by the state and not by private enterprises. However, beyond these 

general observations, guidance services are characterised by diversity, with the consequence that 

responsibility for guidance services extends into policy areas other than education and employment 

and stakeholders can come from a wide range of fields.  

Career guidance for adults in the Czech Republic is provided both by the education and the 

employment sector: educational institutions provide a wide range of career guidance services, and 

the Centre for Career Guidance provides complex lifelong guidance services both for students and 

adults. In Flanders, Public Employment Services (PES) offer training and career guidance through 

service contact points called “werkwinkels” (Labour Shops) and the PES also offers programmes 

through collaborations with Centres of Social Welfare. Also career guidance for employed people is 

the responsibility of the PES. Furthermore, there are “Houses of Dutch” service points where foreign 

language speakers are oriented towards the most suitable L2 programme. However, none of these 

services focus on educational guidance specifically. Adult education in Flanders is very fragmented 

and falls under different policy domains and various ministries including those for education, 

employment, agriculture and culture.  

The Icelandic Ministry of Education, Science and Culture oversees the evolution of adult learning, as 

well as funding the majority of the system as a whole. The Ministry of Social Services subsidies 

education and training for the unemployed. Lifelong learning centres in Iceland create opportunities, 

provide programmes, courses, support and counselling for a particular geographical region in the 

country. They co-operate with schools at upper secondary and higher education level and with 

municipalities, employers’ and employees’ organisations and private enterprises. 

No specific guidance institutions (e.g. career guidance centres) have been established in the public 

sector in Lithuania. The main responsibility for provision of these services for students is given to the 

educational institutions (general education, VET schools and HE institutions). 

In the field of Dutch adult guidance, cooperation is formalised between vocational training 

institutions, employers and municipalities. These three parties work together in regional Education 

and Career Guidance Points co-financed by the Ministry of Social Affairs and Employment. All parties 

contribute time or financial resources to these “points” which are client contact centres for people 

seeking advice on career and education opportunities in any given region.  
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The two key stakeholders in the field of adult education in Slovenia are the Ministry of Education, 

Science and Sport (MESS) and the Ministry of Labour, Family, Social Affairs and Equal Opportunities 

(MLFSAEO). However, evidence from the Slovenia team indicates that inter-ministerial coordination 

could be made more efficient and that although Slovenia follows European directives up to a point, 

the implementation of these directives into legislation, executive documents and practice is not yet 

satisfactory. 

Low-educated adults 

Low-educated adults in the GOAL project are broadly defined as adults who have not completed 

upper secondary education. In trying to understand more about this group, some countries have 

been aided by participation in the OECD’s Programme for the International Assessment of Adult 

Competencies (PIAAC), which assessed the proficiency of adults from age 16 onwards in literacy, 

numeracy and problem solving in technology-rich environments. In addition, the survey collected a 

range of information on the reading-related activities of respondents, the use of information and 

communication technologies at work and in everyday life, and on a range of generic skills. In the first 

round of PIAAC 166 000 adults aged 16-65 were surveyed in 24 countries and sub-national regions. 

The first results of PIAAC were published by OECD in 2013. Three of the six GOAL countries 

participated in PIAAC in 2012: the Czech Republic, Flanders, and the Netherlands. Slovenia and 

Lithuania will participate in the second wave of the survey. 

PIAAC results for the Czech Republic showed lower than OECD average results for middle-aged 

adults, and significant differences in results between those with high and low socioeconomic status: 

in the Czech Republic, literacy is – more than in the other countries – influenced by parental 

educational attainment. Adults with less education had lower skills, but those with higher numeracy 

and literacy and with better skills at problem-solving in technology rich environments were more 

likely to participate in further education and to do so on a larger scale, even when the influence of 

their age, education, and gender was taken into account. A significant challenge for the further 

education system in the Czech Republic is the implementation of appropriate forms of education 

and motivational instruments for the people with lower education and those without employment. 

The benefits of further education are, according to the PIAAC survey, greatest for these groups, both 

from the perspective of increasing their competences and from the perspective of their employment 

and success on the job market.  

In Flanders, as in most countries participating in PIAAC, relatively large minorities of the adult 

population have poor literacy, numeracy and problem-solving skills. The level of economic inactivity 

amongst adults with low proficiency is considerably above the OECD average. Foreign-language 

immigrants in Flanders have much lower levels of proficiency in the Dutch language than native-born 

adults whose first language was Dutch. Their average proficiency is also among the lowest observed 

across participating countries. The share of low educated within the working population is much 

smaller than their share in total within the labour active population (age 25-64) which is an 

indication of under-representation of low education in paid labour. 

In the Netherlands, 12% of working age adults were assessed as having low literacy. However the 

PIAAC data reveals an increase of both low literate and adults qualified ‘excellent’, meaning that the 

gap between those with excellent skills and poor skills has grown. 
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With no participation in PIAAC, and no large-scale research surveys, less quantitative data is 

available on the low-educated population in Iceland. It is estimated that 6.1% of 25-35 year old 

people in Iceland experience difficulties with literacy; 10.7% in the 46-55 age group and 20.7% of 56-

65 year olds: 4,600 people in total. The number of unemployed immigrants in Iceland grew 

substantially after the economic crisis. Many are low-educated and those that do not have a good 

grasp of the Icelandic language are especially vulnerable. Although unemployed migrants face 

occupational problems, their issues are first and foremost social ones. 

Both Lithuania and Slovenia are participating in the second wave of PIAAC, with results expected in 

2016. Low-skilled adults as a group are not defined by legislation in Lithuania, although they are 

mentioned as target group in strategies. The employment rate of people aged 20-64 with ISCED 0-2 

(pre-primary, primary and lower secondary education) in Lithuania was 36.6% in 201216. In 2014, the 

share of 25-64 year olds who participated in formal and non-formal training was 1.7 times smaller 

than the EU average (5.7% in Lithuania versus 9% in the EU as a whole). In Slovenia, as in other 

countries, adults with low skills are less likely to participate in formal and informal education. 

4.1 Policy and programme actors 

Writing of the situation of lifelong guidance in Europe in 2003, Sultana summarises: 

“Most guidance provision […] occurs in the education and labour market sectors, and much 

of the provision is catered for by the state, with the private sector having limited 

involvement. Increasingly, though, European countries report a wider range of settings for 

the delivery of guidance services, which they provide in an ever-growing variety of ways. By 

definition, then, guidance is becoming more ubiquitous, as a consequence of both demand 

(information and advice being increasingly needed to negotiate more complex and multi-

varied pathways) and supply (given the penetration of both ICT and other communications 

media in everyday lives).” (22) 

Reviewing in 2008 progress in reforming lifelong guidance since the 2004 Resolution identified 

priorities (Council of the Europe Union, 2004), Sultana stressed that the implementation of lifelong 

guidance systems was dependent on effective cooperation and coordination between service 

providers at national, regional and local levels. At the time of writing, Sultana concluded that that 

links were generally underdeveloped, leading to the presence of “disparate subsystems”, rather than 

coherent, integrated arrangements – where the model is more systematic it balances the interests 

of the stakeholders, in favour of the interests of the user. 

On a positive note, Sultana found increasing awareness of the need for more holistic approaches; 

some of this awareness had been translated into legislation/formal documentation (although not 

necessarily practice). Where it was being put into practice, this tended to be with services taking 

holistic client needs as their starting point, and drawing together a large range of service providers 

to deal with this. Scotland held up as an example, as in reporting it is claimed: “it has succeeded in 

                                            
 

16 See: 
http://ec.europa.eu/eurostat/tgm/table.do?tab=table&init=1&language=en&pcode=tsdec430&plugin=1 

http://ec.europa.eu/eurostat/tgm/table.do?tab=table&init=1&language=en&pcode=tsdec430&plugin=1


 

69 

 

welding together many different organisations, with different cultures and different practices, by 

developing a common framework for service delivery, within which a coherent range of services and 

programmes can be located” (Sultana, 2008, p. 28) 

Links can be organised at four levels: 

i. Within government: both within ministries and between government ministries. Most 

countries have two systems – one in employment and one in education and 

responsibility is fragmented 

ii. Among practitioners – this can be achieved by setting up national associations to bring 

practitioners and policy makers together (e.g. Lithuania – Association of Career 

Guidance Specialists; in Czech Republic the various associations and professional bodies 

work together) or by training initiatives – maybe comprised of core modules and 

specialised modules – that bring together professionals from different sectors 

iii. At a national level, involving these and other stakeholders 

iv. At regional and local levels – local guidance partnerships, guidance forums (see Slovenia 

as an example). 

4.2 Low Educated adults 

Analysis of PIAAC data has begun to provide rich information on adults with low literacy and 

numeracy proficiency. Grotlüschen, A. et al. (2016) highlight, in particular, that “adults with low 

proficiency are considerably less likely than their more proficient peers to participate in formal or 

non-formal adult education or training programmes, which is mostly due to the socio-demographic 

and employment characteristics of this population. However, the lower participation rates among 

the low proficient adults does not appear to be a consequence of their lack of motivation as much as 

of the presence of various obstacles to participation, such as lack of time and the cost of training”. 

As outlined in Chapter 2, low educated adults, and more specifically, adults with poor basic skills, are 

traditionally less likely to engage in work-related and other forms of learning. Moreover: 

Disadvantaged groups are likely to be less familiar with key educational and labour market 

information than more advantaged groups. They may be less confident in, skilled in, or used 

to negotiating access to, complex learning systems. They may need more assistance in 

finding opportunities that can maximise their talents, and in overcoming barriers to 

accessing these opportunities (OECD, 2003). 

Hawthorn and Alloway (2009) in conducting case studies of 12 agencies working with disadvantaged 

(including but not limited to low skilled adults) as part of fact finding exercise for a proposed adult 

advancement and careers service in England, identified seven key messages for effective careers 

advice with disadvantaged adults: 

i. Help starts from what is immediately needed by the client.  

ii. Careers advice is couched within a much broader programme of support. 

iii. Help is closely linked to the client’s readiness and need for help. 
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iv. Progress is achieved through small steps.  

v. Effective help involves persistence. 

vi. Staff really care, and celebrate success. 

vii. The advice empowers the client to help him/herself in future. 

There is a lack of systematic evidence on youth transitions to work. A study from Cedefop (2010) 

highlighted that to be effective, guidance needed to link closely to other agencies with which young 

people were interfacing. It was also important for guidance interventions to recognise that young 

people in transition are a heterogeneous group, from diverse backgrounds and with varied needs 

and aspirations. The report argued that effective guidance policies should not simply seek to solve 

individuals’ crises for them, but rather should empower them by utilising their existing personal 

resources and developing their aspirations and capacity to work. 

4.3 National Literature 

Under this heading, researchers were asked to provide information the key stakeholders in adult 

guidance in their country and the opportunities these stakeholders have to work together. 

Evaluators also provided information about low-educated adults in their country, including analysis 

of PIAAC data where this was available. 

4.3.1 Czech Republic: Policy and Programme Actors 

1) National authorities influencing the provision of career guidance and counselling in the 

education sector  

The Ministry of Education, Youth and Sports (MEYS; Ministerstvo školství, mládeže a tělovýchovy, 

MŠMT) maintains the integrated national educational policy by formulating the long-term policy 

objectives. One of the strategic issues is also a counselling system. MEYS supervises a number of 

state-funded organisations, including a number which are engaged in career guidance and 

counselling:  

 The National Institute for Education, School Guidance and Counselling Facilities and 

Facilities for Continuing Teacher Training (Národní ústav pro vzdělávání, školské poradenské 

zařízení a zařízení pro další vzdělávání pedagogických pracovníků, NÚV) is a public, non-

profit organisation managed directly by the MEYS. The main tasks of the National Institute of 

Education are: creation of framework of educational programmes, support in developing 

schools educational programmes, further education for teachers and other pedagogical 

staff, pedagogical-psychological counselling, career guidance, equal access to education, 

acquisition of qualifications, comprehensive information about schools and fields of study. It 

runs several projects dealing with guidance and counselling, e.g. UNIV2 Kraje and VIP 

Kariéra. The first phase of VIP Kariéra was primarily focused on the development and 

improvement of educational counselling at schools and school facilities. The second phase of 

the project was devoted to the development and use of an e-learning programme to train 

guidance counsellors and to develop a career guidance information tool, ISA+ 

(www.infoabsolvent.cz). The system provides information on education and work 

opportunities for graduates and further information to support educationalist and 

counsellors in their work. The National Institute of Education also runs the Centre for Career 

http://www.infoabsolvent.cz/
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Counselling which provides counselling services via e-mail, phone, and personal 

consultations for pupils, student and adults17.  

 The Centre for International Cooperation in Education (Dům zahraniční spolupráce, DZS) - 

its main tasks are to ensure educational, training and other relations with foreign countries 

under the instructions of the ministry. In 2007 it also incorporated the National Agency for 

European Educational Programmes (NAEP). The NAEP was responsible for implementing the 

Lifelong Learning Programme (now Erasmus+). The DZS also encompasses the Czech 

Euroguidance Centre, a member of the European network operating in 34 European 

countries and linking together career guidance systems in Europe.  

The Czech Republic is divided into 14 administrative regions (higher territorial self-governing units). 

Each region is responsible for education within its area. Every three years the regional authorities 

produce long-term policy objectives for their area in compliance with the national objectives. 

Generally, the regions are the organising bodies for upper secondary schools (střední škola, ISCED 3), 

tertiary professional schools (vyšší odborná škola, ISCED 6) and pedagogical and psychological 

counselling in each region. Such counselling is provided by pedagogical and psychological counselling 

centres (pedagogicko-psychologická poradna, PPP) primarily for young people up to 18 years of 

age18. The individual municipalities are responsible for compulsory schooling: they establish and 

administer basic schools (základní škola, ISCED 1+2) and nursery schools (mateřská škola, ISCED 0).  

2) National authorities influencing the provision of career guidance and counselling in the 

employment sector  

The Ministry of Labour and Social Affairs (Ministerstvo práce a sociálních věcí, MPSV) supervises 

a number of state-funded contributory organisations of which the following are engaged in career 

guidance and counselling:  

 The Labour Office of the Czech Republic is an administrative body with nationwide 

authority. The Labour Office is headed by Labour Office General Directorate (Generální 

ředitelství Úřadu práce, GŘ ÚP), which runs 14 regional Labour Offices. The regional Labour 

Offices deal with tasks in the areas of employment, protection of workers when their 

employers become insolvent and state social support. The regional Labour Offices provide 

a wide range of guidance and counselling services to job applicants, jobseekers, young 

people and others concerned, and employers.  

 The Fund of Further Education (Fond dalšího vzdělávání, FDV) was established in 2011 and 

provides guidance and counselling services in close cooperation with the MLSA and labour 

offices through projects co-financed by the European Social Fund and the state budget of 

the Czech Republic.  

 The National Training Fund (Národní vzdělávací fond, o. p. s., NVF) is a non-profit 

organisation established in 1994 by the MLSA but independent on MLSA funding. One of its 

                                            
 

17 The GOAL project team runs the Centre for Career Counselling, usually translates as Centre for Career 
Guidance. 
18 The central body of these centres is the Department of Pedagogical and Psychological Counselling 
of National Institute for Education (NUV). 
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departments is the Guidance Services Support Unit (Středisko podpory poradenských služeb, 

SPPS). It is actively involved in applied research and other kinds of projects focused on 

career guidance and counselling development both in education and employment.  

 

3) National guidance forum and career guidance and counselling associations  

The National Guidance Forum (Národní poradenské fórum, NPF) was established on 13 May 2010 by 

mutual agreement between the Minister of Education, Youth and Sports and the Minister of Labour 

and Social Affairs. The NPF is an advisory body for both ministries in lifelong career guidance and 

counselling. The NPF does not replace the coordination structures that already exist in the field of 

career guidance and counselling, but realises its goals through member organisations, working 

groups and project partnerships. Through the NPF it is possible – given the potential of its members 

– to ensure the inter-ministerial coordination of activities and project plans implemented in the field 

of lifelong guidance. The majority of guidance and counselling practitioners’ associations act in the 

education sector. They are: 

 The Association of Educational Counsellors in the Czech Republic (Asociace výchovných 

poradců) 

 The Association of University Guidance Counsellors (Asociace vysokoškolských poradců) 

 The Association of Pedagogical and Psychological Counselling Centres (Asociace pracovníků 

pedagogicko-psychologických poraden, o. s., ApPPP) 

 The School Psychologists Association (Asociace školní psychologie, AŠP) 

 The Czech Association of School Prevention Specialists (Česká asociaceškolních metodiků 

prevence, ČAŠMP) 

 The Association of Private Guidance Counsellors (Asociace soukromých poradenských 

pracovníků, ASPP).  

There are three relevant associations in the sector of employment, although their members do not 

focus on provision of guidance and counselling services:  

 The Association of Employment Agencies (Asociace agentur práce, APA) 

 The Association of Providers of Human Resources Services (Asociace poskytovatelů 

personálních služeb, APPS) 

 The Association for Bilan de Compétences (Asociace bilanční diagnostiky, ABDg).  

In summary, career guidance for adults in the Czech Republic is provided both by the education and 

the employment sector: Educational institutions provide a wide range of career guidance services, 

and the Centre for Career Guidance (under NUV) provides complex lifelong guidance services both 

for students and adults. The educational institutions usually provide so-called educational guidance 

and counselling – in practice this means they provide all the information related to the courses they 

offer, and possibly also to other further education courses offered in a given region. Adults can, if 

they are interested in applying for higher education, use the educational guidance and counselling 

services provided by higher education institutions, or they can approach the pedagogical and 

psychological counselling centre established by the region. Higher education institutions offer adults 

different courses within the LLP (in accordance with the Higher Education Act), while upper 

secondary schools and tertiary professional schools do so in the form of further education. Upper 
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secondary schools and tertiary professional schools also organise accredited retraining courses in 

line with the National Framework of Qualifications and other educational programmes (e.g. ICT 

courses, communication, languages, labour law). The Labour Office of the Czech Republic provides 

career guidance services for job applicants, jobseekers. Career guidance programmes for 

disadvantaged people are often run by NGOs thanks to national projects co-financed by the 

European Social Fund.  

According to the Concept for the Integrated System of Career Guidance (National Institute for 

Education, 2012), an adult service user who is interested in returning to the formal education system 

should have these opportunities to get the career guidance services, guaranteed by the state: online 

resources (to get the information - e.g. www.infoabsolvent.cz), career guidance in Centre for Career 

Guidance in NUV, Career guidance in Labour Offices, career guidance in schools and universities, 

guidance services provided by private organisations of NGOs. There is also a need to integrate 

information about non-formal education into the integrated system of Career Guidance.  

4.3.2 Czech Republic: Low-skilled Adults 

Analysis of PIAAC data (Straková & Veselý, 2013) shows that respondents from the Czech Republic 

achieved above OECD average results in the 16-34 years age group, especially in the 25-34 category. 

In the category of “middle age” (35-54 years), however, Czech respondents fall below OECD average, 

while the members of the 55-65 group were again well above the average. Respondents with higher 

socio-economic background (as measured by their parents’ education) achieved significantly higher 

results. In the Czech Republic the differences between respondents with the highest and lowest SES 

are exceptionally high (42 points). This means that in the Czech Republic, literacy is – more than in 

the other countries – influenced by parental educational attainment.  

As expected, the PIAAC survey shows a close positive relationship between the level of education 

and skills. The extent of this relationship, however, varies greatly between individual countries, and 

the Czech Republic is – in international comparisons – rather below-average. In absolute numbers it 

is still a very significant difference though: people in the Czech Republic who have not completed 

secondary education achieve an average score of 256 in literacy, people with a secondary education 

(graduation or vocational certificate) reach 271, and people with tertiary education achieve 302. The 

Czech Republic shows relatively low differences between the competences of workers, the 

unemployed, and the economically inactive. It belongs among the countries with a relatively weak 

link between the wages and the skill level, as well as the level of competences and professions 

exercised. In international comparisons, however, it is interesting to see the Czech Republic’s high 

level of competences among the economically inactive people.  

The PIAAC survey also delivered interesting results regarding the relationship between literacy and 

further education. Results confirm that people with higher numeracy and literacy and with better 

skills at problem-solving in technology rich environments are more likely to participate in further 

education and they do so on a larger scale, even when the influence of their age, education, and 

gender is taken into account. The greatest differences between participants and non-participants 

can be seen in age groups where greater parts of the population are economically inactive – women 

aged 25-34 and the population aged 55-65. In the opinion of the GOAL research team, a big 

challenge for the system of further education in the Czech Republic is the implementation of 

appropriate forms of education and motivational instruments for the people with lower education 

http://www.infoabsolvent.cz/
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and those without employment. The benefits of further education are, according to the survey, 

greatest for them, both from the perspective of increasing their competences and from the 

perspective of their employment and success on the job market.  

For smoother data collection in the GOAL study, we decided to define the target group through 

education level as “low qualified adults” since the PIAAC survey showed “a close positive 

relationship between the level of education and skills”. For this matter, we use the levels of 

education from definition of early leavers from education and training. The indicator “Early school 

leavers” is based on the percentage of the population aged 18-24 with at most lower secondary 

education (ISCED levels 0, 1, 2 or 3c short) and who were not in further education or training during 

the last four weeks preceding the survey. (EC, Tackling Early Leaving from education and training in 

Europe, 2014, p. 25) The numbers of early school leavers in the Czech Republic are lower than in EU-

28 (according to the EU Labour Force Survey, it is about 5% (5.4% in 2013). However employment 

opportunities for people who leave the education system before getting a qualification are far worse 

(Euroguidance, 2014, p. 3). 

The significant effect of socio-economic status and the educational attainment of parents on the 

individuals results in education (showed also in the PIAAC survey), was proved as very important in 

this survey (GAC, 2014) as well. The survey analysed socially excluded areas in the Czech Republic 

and showed that 7.5 out of every 10 adults living in these areas reached only primary education 

level. In areas with majority of Roma population, the figures are even higher – 80% of working age 

adults. It will be therefore very important to design the outreach strategies with respect to this 

information. 

There has been a sizable decline in attendance in further education provided by Labour Offices 

(requalification programmes for unemployed adults) by Roma people – falling from 4.6% of the total 

attendees in 2011 to 1.3% 2012 only 1.3% (Government of the CR, 2015). The active policy of 

employment does not work specifically with this target group (meaning persons threatened by racial 

discrimination on the labour market). Therefore, there is a need of ensuring equal and effective 

access to public employment services, the tools of active employment policy, and individual 

counselling, adapted to the needs of Roma clients 

4.3.3 Flanders: Policy and Programme Actors 

Every region in Belgium has a public employment service (PES): in Flanders the PES is the VDAB 

(official language: Dutch). The VDAB was founded in 1989 to make the labour market in Flanders as 

transparent and dynamic as possible. To this end, the VDAB offers employment services, training 

and career guidance through service contact points called “Labour Shops” (werkwinkels).  

The OCMW (Openbaar centrum voor maatschappelijk welzijn; Public Centres for Social Welfare) is a 

public institution with centres in each of the 589 municipalities of Belgium. Every Belgian citizen has 

the right to social assistance and social integration. Examples of social services provided by the 

OCMW include financial help, medical help, housing and legal advice. Those without sufficient 

means to live on, receive a minimum income (Dutch: leefloon). In addition to a municipal council, 

each municipality has a separate OCMW council appointed by the municipal council. 
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OCMWs and VDAB have set up a structural collaboration in the last decade. (Steenssens, et al., 2011, 

Struyven, et. al, 2013). Since 2000 local labour shops (VDAB) have set up collaboration structures by 

offering labour market services and social welfare services in 1 location. It became evident that a 

larg part of employment seekers under VDAB guidance is facing multiple interrelated problems 

(social, health, financial etc.). Different kind of pilot projects have tested new forms of intensive 

collaboration between both service providers (VDAB and OCMW). It was concluded that screening 

tools, registration systems and activating measures of both organisational structures were often too 

rigid to offer services that are completely adapted to the clients’ needs. It became clear that a more 

structural and integrated policy is needed in the field of labour-welfare programmes that is more 

independent from financial support systems and activation on labour market. Today, collaboration 

between both institutions are organised at local level and depending on local initiatives that are 

often working very well. An integrated Flemish policy and collaboration structure is however still 

lacking.   

Educational institutions are important programme actors as they offer the educational programmes 

to which the clients are guided. Adult education provision is very fragmented in Flanders: adult 

education comprises both formal and non-formal education and training and can either be 

vocationally-oriented or not. Adult education falls within various policy domains and under the 

competence of various ministries including those for education, employment, agriculture and 

culture. Furthermore, formal education institutions are organised under educational network 

organisations (public (community, provincial and communal) and private subsidised (of which 

Catholic education is the largest). Often, institutions under different networks are in competition to 

recruit learners, especially in formal adult education.   

Educational networks also organise pupil guidance services. Centres for pupil guidance have a four-

fold task - they support pupils/schools with: 

 learning and studying 

 educational career and study choice 

 preventive health care 

 psycho-social wellbeing.  

The recently established External Executive Agency encompasses all integration and migration 

services. One such service is the “Houses of Dutch”, service points for non-native speakers to get 

oriented and guided towards suitable language courses (intake, testing and referral). Clients of these 

services have often other learning needs, referral to educational guidance service and collaboration 

between these different services are therefore crucial. 

4.3.4 Flanders: Low-skilled Adults 

The OECD’s PIAAC country report for Flanders (2013) shows that, as in most participating countries, 

relatively large minorities of the adult population have poor literacy, numeracy and problem-solving 

skills. Some 14% of adults in Flanders attain Level 1 or below in literacy proficiency (compared with 

the OECD average of 15.5%) and 13.4% attain Level 1 or below in numeracy (compared with the 

OECD average of 19.0%). Some 10.9% of adults in Flanders (compared with 14.2% of adults in all 

participating countries) indicated that they have no prior experience with computers or lack very 
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basic computer skills, while 44.7% score at or below Level 1 in problem solving in technology-rich 

environments.  

Foreign-language immigrants in Flanders have much lower levels of proficiency in the Dutch 

language than native-born adults whose first language was Dutch. Their average proficiency is also 

among the lowest observed across participating countries. 

In Flanders, there is a large gap in literacy proficiency (nearly 58 score points compared to an OECD 

average of 37 points) between native-born adults whose first language is Dutch and foreign-

language immigrants. To a large extent, this reflects the very low levels of proficiency among 

immigrants. Foreign-language immigrants in Flanders have among the lowest levels of proficiency 

observed in PIAAC, along with immigrants in France, Italy and Spain. Immigrants resident in Flanders 

for more than five years have higher proficiency than more recent immigrants. 

The relationship between gender and educational attainment and proficiency is stronger than that 

observed in other countries. In most countries, including Flanders, there are differences in skills 

proficiency related to socio-demographic characteristics, such as gender, age, level of education and 

social background. In Flanders, in addition to immigrant background, there is a stronger relationship 

between gender and educational attainment and proficiency than in other countries. 

The level of economic inactivity amongst adults with low proficiency is considerably above the OECD 

average. Some 82.1% of adults in Flanders scoring at Level 4/5 in literacy are employed compared to 

55% of those scoring at or below Level 1. The rate of economic inactivity (16.3%) among highly 

proficient (Level 4/5) adults in Flanders is slightly below the average (17.1%) among participating 

countries. That of adults with very low proficiency (42.8%) is above the average for this group 

(36.3%). 

In Flanders, individuals proficient in literacy at or below Level 1 have a greater likelihood, relative to 

those of adults with Level 4/5 proficiency in literacy, of distrusting others, believing they have little 

impact on the political process, of not participating in volunteer activities, and of reporting poor 

health.  

The socio-economic status of adults (SES) is an important predictor for cognitive skills. Adults with a 

low SES have on average a lower literacy level than higher SES adult. Even adults with a low SES and 

a higher education degree have a literacy deficit compared to adults with a high SES. With a higher 

educational level, the literacy deficit decreases. However this downward trend is not significant. It 

can be concluded that SES has a greater influence on literacy competences than the educational 

level (University of Ghent, 2013a).  

It is well known that the participation of adults in LLL is significant lower for adults without a degree 

of secondary education (low qualified adults) – the Matthew effect. The PIAAC results of Flanders 

show however that the participation in LLL is more strongly determined by SES than by qualification 

level (University of Ghent, 2013b). 

Between 1999 and 2011 the percentage of low qualified adults (those without degree upper 

secondary education) in Flanders has decreased from 42.3% to 26.2%. Low qualified adults are now 

the smallest group within the labour population. But within the working population, fewer than 1 

out of 5 people is low educated. It is clear that the share of low educated within the working 
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population is much smaller than their share in total within the labour active population (age 25-64) 

which is an indication of under-representation of low education in paid labour. The amount of low 

educated will probable decrease more in the future but the level of education will not increase ad 

infinitum. Since 2002 little progress has made amongst school leavers and the unqualified drop-out 

is still at a high level (9.5% in 2012). 

4.3.5 Iceland: Policy and Programme Actors 

The Ministry of Education, Science and Culture holds ultimate responsibility for the legal conformity, 

organisation and development of the adult learning system in Iceland. In co-operation with other 

stakeholders the ministry continues to oversee the evolution of adult learning, as well as funding the 

majority of the system as a whole (Ministry of Education, Science and Culture, 2014). 

The Ministry of Social Services subsidies education and training for the unemployed and two 

institutions operate under it: the Occupational Council (which is also manned by representatives of 

the social partners) which awards grants for vocational training and acts in an advisory capacity; and 

the Directorate of Labour (DL), which is in charge of unemployment registration and the public 

employment offices. The Directorate of Labour is accountable to the Minister of Social Affairs and 

has the management of the employment service within the country as well as the daily management 

of the Unemployment Benefit Fund, the Wage Guarantee Fund, the Childbirth Leave Fund and 

payments to parents of children with long-term illnesses (Stefansdottir, 2008). 

The Federation of Icelandic Municipalities plays a great role in promoting collaboration between all 

of the Icelandic municipalities including issues concerning education and employment in the 

municipalities (Federation of Icelandic Municipalities, 2015). 

The Education and Training Service Centre (ETSC) is owned by the Icelandic Confederation of Labour 

(ASÍ), the Confederation of Icelandic Employers (SA), the Federation of State and Municipal 

Employees (BSRB), the Ministry of Finance and the Association of Local Authorities in Iceland. In 

connection with the collective agreement between ASÍ and SA in December 2001, the Icelandic 

government issued a statement of intent which led to the establishment of ETSC in 2003. In recent 

years the Education and Training Service Centre has collaborated with its owners, partners, 

stakeholders and the Ministry of Education, Science and Culture (ETSC, 2015b). 

Over the last decade, the DL has put emphasis on career guidance for unemployed individuals where 

the aim is to develop a job search plan (following registration) with each jobseeker, with a focus on a 

skills audit. During the first years of the economic crisis (after 2008), when unemployment rates 

were high, it was difficult to provide skills audits for all jobseekers. Now with lower unemployment 

rates this is becoming a more stable process (Larusdottir & Gudmundsdottir, 2014). 

Kvasir is an Association of Lifelong Learning and Adult Education Centres. Qualified members are 

regional Lifelong Learning and Adult Education Centres in Iceland that operate in the field of adult 

education and other projects according to a contract with the Ministry of Education, Science and 

Culture (Association of Lifelong Learning and Adult Education Centres, 2015). 

The Centre for Lifelong Guidance Expertise (CLGE) is a research institute within the Social Science 

Research Institute at the University of Iceland. The centre was established in 2009 in cooperation 

with the University of Iceland and the Ministry of Education and Culture. The main aim of CLGE is to 
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support research in the field of school and career counselling, policy, services and development. The 

institute also takes initiative in planning, developing and executing new projects in the field. CLGE 

collaborates with the European Lifelong Guidance Policy Network (ELGPN) (Centre of Lifelong 

Guidance Expertise, 2015). 

Lifelong learning centres in Iceland create opportunities, provided programmes, courses, support 

and counselling for a particular geographical region in the country. They co-operate with schools at 

upper secondary and higher education level and with municipalities, employers’ and employees’ 

organisations and private enterprises. A proportion of courses are offered as distance learning 

courses. Lifelong learning centres offer courses in Icelandic for adult immigrants. Agreements 

between unions and the Icelandic government in 2005 and 2006 enhanced lifelong learning and 

lifelong guidance in these learning centres (Vuorinen & Leino, 2009). 

Federations and organisations in the Icelandic labour market play an important role in the 

development and funding of lifelong learning and guidance. The Icelandic Confederation of Labour 

(ASI) is comprised of trade unions of general workers, office and retail workers, seamen, 

construction and industrial workers, electrical workers and various other professions in the private 

sector and part of the public sector. The Confederation of Icelandic Employers (SA) and its member 

associations include about 2,000 businesses. The organisation accounts for about 70% of all salaried 

employees on the Icelandic labour market. BSRB, the Federation of State and Municipal Employees, 

is the biggest union of employees in public service in Iceland (Magnusdottir, 2005). 

Fræðslusjóður (Educational fund) is responsible for the availability of suitable learning opportunities 

for individuals with limited formal education. Additionally the fund is responsible for creating 

conditions that enable individuals to take advantage of these learning opportunities (Ministry of 

Education, Science and Culture, 2015). 

Focus groups conducted for a study of attitudes to participation in learning in adulthood indicate 

that there are opportunities for even more collaboration between the Directorate of Labour and LLL 

centres in the form of the systematic introduction to the possibilities in adult education, validation 

of real competence and guidance options. Employers could also collaborate more with the LLL 

centres (Hrafnkelsdottir et al, 2014). 

4.3.6 Iceland: Low-skilled Adults 

Iceland did not participate in PIAAC. Adult literacy has not been researched in Iceland, but attempts 

have been made in a number of studies to estimate the situation in based on various data. It is 

estimated that 6.1% of 25-35 year old people in Iceland experience difficulties with literacy; 10.7% in 

the 46-55 age group and 20.7% of 56-65 year olds. It has also been estimated that the number of 

people with these difficulties are approximately 4,600 (Kristmundsson & Arnardottir, 2004). 

Moreover, according to the counsellors interviewed in the Voices of the Users study (Vilhjalmsdottir, 

Dofradottir & Kjartansdottir, 2011) the problem of computer literacy in adult education is a huge 

issue for some clients. A part of the counselling process is therefore to teach people how to seek 

information online and how to sign up for courses and jobs online. 

Unemployment records in Iceland from July 2015 show that of those registered unemployed, 43% 

had not completed secondary education (Directorate of Labour, 2015a). 
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Educational and guidance counsellors that participated in Hrafnkelsdotti et al’s research (2014) 

expressed concerns about a group of people that had been unemployed for a very long period. They 

also expressed concerns for a group of young adults (18-25 years old) that have not entered the 

labour market and are struggling to do so. This is a new experience in the Icelandic labour market as 

employment has usually been rather easy to obtain. 

The study (Sigurðardottir, 2010) shows that the main reason for participants to drop out of school in 

the first place were study and personal difficulties, such as physical or mental illnesses, as well as 

circumstances their wider private life and lack of support. Learning difficulties and disabilities had 

also hindered them in re-entering professional education which appears in low self-esteem and fear 

of failing in their studies. Support from educational and vocational counsellors along with peer 

support makes a vast difference for individuals when returning to their studies after a long break. 

Research on low educated women engaging in clerical studies (Karlsdottir, 2009) found that the vast 

majority of the participants returned to school for reasons of employment, though some were 

motivated by a desire to improve their self-image. The programme had an influence on the 

participants and some changed jobs while others continued on to further studies. 

A study carried out in an Icelandic prison in 2006 (Ragnarsson & Gunnlaugsson, 2007) revealed that a 

majority of prisoners had not finished high school. 10% of the study participants had finished 

vocational training and a similar proportion had finished a university degree. 70% of the participants 

said they did not have trouble with literacy. 53% said they had trouble with numeracy. Only a third 

of those that said they had trouble with literacy had at some point been tested for learning 

disabilities. 9% thought their computer skills were very bad, 22% bad, 31% average, 25% good, 13% 

very good. 45% of those in school thought it was important to enhance their possibilities to get work 

upon release and 30% to prevent them from reoffending. 58% were happy with teaching within the 

prison. 70% said access to computers was too limited for studying within the prison. 

The number of unemployed immigrants in Iceland grew substantially after the economic crisis. Many 

are low skilled and those that do not have a good grasp of the Icelandic language are especially 

vulnerable. Although unemployed migrants face occupational problems, their issues are first and 

foremost social ones. With additional education their circumstances could improve considerably and 

the Icelandic language is of primary importance in that regard (Valdimarsdottir, 2011). 

In Iceland, low skilled people (those who have not completed upper secondary) come under the 

domain of the Education and Training Service Centre, which was established in December 2002 by 

the Icelandic Confederation of Labour (ASÍ) and the Confederation of Icelandic Employers (SA) and 

since 2010 has also been owned by the Federation of State and Municipal Employees, the 

Association of Local Authorities in Iceland and the Ministry of Finance. Guidance is delivered at 12 

lifelong learning centres and through outreach. The number of guidance interviews has increased 

considerably between years; 3,954 in 2008, 6,767 in 2009 and 10,799 in 2010 (Vilhjálmsdóttir et al, 

2011). 

4.3.7 Lithuania: Policy and Programme Actors 

The Lithuanian Law on Education states that career guidance shall be provided in most educational 

institutions (general education schools; vocational training and other educational institutions; career 
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guidance centres and others) in accordance with the procedure laid down by the Minister of 

Education and Science together with the Minister of Social Security and Labour, and in higher 

education schools – in accordance with the procedure laid down by these schools (see Article 18, 

point 2). 

The Law defines the role of municipalities (i.e. local authorities) in the organisation and coordination 

of vocational guidance on municipality level (see Article 58, point 2). This role mainly related to the 

vocational guidance implemented in general education schools. 

No specific guidance institutions (i.e. career guidance centres) have been established in public 

sector. The main responsibility for provision of these services for students is given to the educational 

institutions (general education, VET schools and HE institutions). 

It is important to mention that formal adult education centres provide secondary education for 

adults as their main function, as well as offering non-formal education and VET. Thus vocational 

guidance services in these institutions is provided to adults according to the model that applies to 

general education schools and VET. The recognition of non-formal and informal competences 

procedures are also used with adults seeking to shorten the duration of studies. The main target 

group are adults (above 18 years old) who have not completed secondary education. 

The Law on Vocational Education and Training repeats the main article of the Law on Education 

regarding the institutions responsible for vocational guidance (see Article 8. Point 2). 

According to the Law on Vocational Education and Training, the Ministry of Economy contributes to 

career guidance by organising forecasts on human resources demand on the labour market (see 

Article 23).  

Most of VET schools in Lithuania offer CVET programmes for adults, and 5 out of 74 state VET 

institutions (i.e. labour market training centres) specialise in VET for adults. These centres provide a 

range of guidance services: career guidance for job-seekers and unemployed, assisting companies in 

recruitment and further training of employees, provision of vocational rehabilitation services 

(including vocational guidance) for people with disabilities. 

The Law on Support for Employment accords the main responsibility for the provision of vocational 

orientation services to unemployed to the Lithuanian Labour Exchange (i.e. Public Employment 

Services) through its territorial offices (see Article 8, point 1). 

The Procedure on Implementation of Career Guidance defines the key stakeholders in vocational 

guidance and specifies the roles and responsibilities of the stakeholders in education sector (except 

for higher education institutions).  

 The Ministry of Education and Science is responsible for vocational guidance policy related 

to the provision of quality career education, information and counselling services for pupils, 

students, adult learners, etc.  

 Organisation and monitoring of vocational guidance services in general education schools is 

managed by 60 local municipalities. 

 The mandate for coordination of vocational guidance service, provision of methodology, 

monitoring of guidance services on national level is given to Lithuanian Centre of Non-

https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Lithuania:Institutions_Providing_Adult_Education_and_Training
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Formal Youth Education (Career Education Unit). This institution is subordinate to the 

Ministry of Education and Science. 

 Centre of Information Technologies in Education is responsible for the quality information 

provision at the national database on learning opportunities – Open Information, Guidance 

and Counselling System (AIKOS) www.aikos.smm.lt as well as for providing technical 

platform for System of Career Education Monitoring. 

 In the education sector vocational guidance is provided by: General education schools, VET 

schools and HE schools career centres (more information on numbers of institutions is 

provided in the spreadsheets). 

 In the employment sector the Ministry of Social Security and Labour is responsible for career 

guidance policy related to the provision of quality career information and counselling 

services for job-seekers (youth and adults) including NEETs.  

 The mandate for coordination of career guidance services on national level is given to 

Lithuanian Labour Exchange (i.e. National Public Employment Service). 

 In employment sector career guidance (i.e. information and counselling) services for job-

seekers (adults and youth) are provided by territorial labour exchanges, and its structural 

divisions – youth job centres. 

Other stakeholders not explicitly mentioned in the abovementioned section are: 

 Euroguidance LT http://www.euroguidance.lt/ established at the Education Exchanges 

Support Foundation provides information and methodology resources for career guidance 

practitioners. 

 In 2013 the National Association of Career Specialists and Career Specialist’s Trade Union 

“Solidarity” have been established.  

 Associations and NGOs of people with disabilities or any different special educational needs 

provide specific career guidance to their target groups. 

4.3.8 Lithuania: Low-skilled Adults 

Lithuania is participating in the second wave of PIAAC and first results will be available in 2016. 

 According to local evaluators, low-skilled adults as a group are not defined by legislation in 

Lithuania, although they are mentioned as target group in strategies (e.g. Operational 

programme for the European Union funds’ investments in 2014-2020. Lithuania) and 

employment statistics on this group are available from Eurostat. From these documents, 

low-skilled adults by default could be described as persons aged 20-64 with ISCED 0-2 (pre-

primary, primary and lower secondary education). 

 According to National Department of Statistics in 2011 about 45% of working-age adults 

(aged 25-64) did not felt a need to participate in education: about 13% felt too old or sick, 

14% did not have sufficient funding. In 2011 28.5 % of working-age adults participated in 

formal or non-formal education. In 2014, the proportion of the adult population without 

upper secondary education was 6.6 % and without lower secondary education was 0.8%. 

 In 2012, 40% of Lithuanian working age adults had never used a computer or performed any 

of the ICT operations mentioned in the Eurostat information society survey. 

http://www.aikos.smm.lt/
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 According to the Labour market exchange (i.e. National Public Employment Service) statistics 

for the first half of 2015, the share of the unemployed without vocational qualification has 

decreased to 33.7 % from 3 % on average in 2014. 18.9 % of all registered unemployed are 

youth up to 29 years old and 22.1 % are adults aged 55+. 

 The employment rate of low skilled persons is calculated by dividing the number of persons 

in employment with at most lower secondary education (i.e. ISCED 0-2 / Pre-primary, 

primary and lower secondary education) and aged 20-64 by the total population in the same 

age and skill group. The indicator is based on the EU Labour Force Survey. 

 The employment rate of persons aged 20-64 with ISCED 0-2 (pre-primary, primary and lower 

secondary education) in Lithuania was 36.6% in 2012. 

 In 2014, the share of 25-64 year olds who participated in formal and non-formal training was 

1.7 times smaller than the EU average (respectively, 5.7% and 9%), while the divide to 

compare with the Europe 2020 target (15%) was 2.6 times smaller. 

 In a 2006 study, 65.21 % of adults stated that they need vocational counselling services. 49% 

thought that this service should be provided in adult education centres, 32.9 % in labour 

market training centres, 22.7 % in general education schools, 21.5 % in labour market 

training authorities (i.e. in PES). 39.5 % of adults know where to find information on adult 

learning, but 37.9 % think that the provision of this information should be more effective. 

4.3.9 Netherlands: Policy and Programme Actors 

In the field of adult guidance, cooperation is formalised between vocational training institutions, 

employers and municipalities. These three parties work together in regional Education and Career 

Guidance Points. All parties contribute time or financial resources to these “points” (actually service 

desks in a school, work agency or the office of another partner), which are client contact centres for 

people seeking advice on career and education opportunities in any given region. The Education and 

Career Guidance Points are co-financed by the Ministry of Social Affairs and Employment19.  

4.3.10 Netherlands: Low-skilled Adults 

In the Netherlands, 12% of working age adults were assessed as having low literacy. However the 

PIAAC data reveals an increase of both low literate and adults qualified ‘excellent’. This means that 

the gap between people with excellent skills and poor skills has grown. Furthermore, in the 

Netherlands relatively large differences appear between men and women concerning numerical 

skills (with women scoring much lower than men). Also differences between adults with a non-Dutch 

background and those who have a Dutch background are high compared to other countries. Finally 

                                            
 

19 Each guidance point receives a subsidy of 50,000 € per year. At least 50, 000 €should be co-financed by local 
partners. Career Guidance Points have thus far been established (and co-financed) in 32 out of 35 labour 
market regions. (UWV Jaarverslag, 2014): 
http://jaarverslag.uwv.nl/jaarverslag/onderwijs/a1035_Leerwerkloketten ) 

http://jaarverslag.uwv.nl/jaarverslag/onderwijs/a1035_Leerwerkloketten
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there is a large difference between employed and unemployed concerning literacy skills, with many 

more unemployed being low literate than employed20.  

4.3.11 Slovenia: Policy and Programme Actors 

The two key stakeholders in the field of adult education in Slovenia are: 

 The Ministry of Education, Science and Sport (MESS) Sector for higher education and adult 

education and sector for secondary school education; it covers all adults, and has particular 

measures in the field in adult guidance for vulnerable groups of people (from the point of 

view of non-inclusion into lifelong learning and in general from the point of view of social 

non-inclusion); 

 The Ministry of Labour, Family, Social Affairs and Equal Opportunities – (MLFSAEO). The 

department of lifelong learning and labour market, it covers mostly the unemployed and 

partly also employed.  

Both stakeholders have representatives on two national coordination committees where they can 

also coordinate the goals and standpoints of politics in the field of adult guidance: in the Expert 

Council of the Republic of Slovenia for Adult Education, which is a permanent body of the MESS21, 

and in the National Expert Group for Lifelong Career Guidance which is also placed within the politics 

of the MESS. The last group of members was appointed by the Minister of Education for the period 

2014-2020, and in this period the coordination and expert-organisational support for the work of 

this group is provided by one of the national public institutes, the Institute of the Republic of 

Slovenia for Vocational Education and Training (IRSVET)22.  

According to the Slovenian GOAL team:  

 Inter-ministerial coordination is not yet efficient enough and needs to be improved. 

 Slovenia follows European directives up to a point, but the implementation of these 

directives into legislation, executive documents and practice is not yet satisfactory. For this 

reason, in 2015 the national Expert group for lifelong career guidance (LCG) prepared joint 

expert recommendations for managing policies in the field of career management, from pre-

school education to adult education, with the intention that inter-ministerial cooperation 

and decision-making will be more efficient and more complementary and based 

on contemporary expert principles and recommendations.  

                                            
 

20 PIAAC data for the Netherlands is available from: 
https://www.rijksoverheid.nl/documenten/rapporten/2013/10/08/piaac-kernvaardigheden-voor-werk-en-
leven-resultaten-van-de-nederlandse-survey-2012 
21 The Expert council for adult education follows and evaluates the situation and development of adult 
education in the country from the point of view of development needs and possibilities of the society, from 
the point of view of quality and international comparability. 
22 The president of the National Expert Group for Lifelong Career Guidance is Miha Lovšin, who manages tasks 

from the field of career planning and development in secondary education at the CPI and is also a member of 
the Slovenian national team for the Goal project.  

 

https://www.rijksoverheid.nl/documenten/rapporten/2013/10/08/piaac-kernvaardigheden-voor-werk-en-leven-resultaten-van-de-nederlandse-survey-2012
https://www.rijksoverheid.nl/documenten/rapporten/2013/10/08/piaac-kernvaardigheden-voor-werk-en-leven-resultaten-van-de-nederlandse-survey-2012
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In the manual Policies in the Field of Career Management with Recommendations we have also 

written: “In Slovenia there are various services and organisations that provide all users at any age 

with different forms of help in managing career. The operation of public services is very dependent 

on appropriate policies that define goals and concepts of the functioning of the services and provide 

the necessary human and material resources. An important reason which makes it crucial that we 

clearly define the guidelines of the LCG on the state level is reducing the funding for functioning of 

public services. Carrying out services of career guidance in Slovenia may be guaranteed by law, 

guidelines and similar, but the amount of funding depends greatly on the each current political 

perception of how strongly career guidance is recognised as an important and efficient activity. 

Financial means are not necessary simply for the operation of the career guidance services or 

providing services, but also for the development of these services, which have to constantly develop 

their activities and adapt them to the altered circumstances.  

The organisations used to partly finance the development from their own resources, but due to 

funding cuts this has not been possible for many years. Development, meaning development 

projects, are financed from different development programmes (for example, European Social 

Fund), so it should be planned long term and then include the developed programmes into regular 

activities of the public services. In practice, career orientation is connected to policies of education, 

employment, social development, economic development and some others” (Ažman et al, 2015, p. 

6). 

The manual briefly presents: 

 an overview of the LCG policies in the EU (from 2002 to 2014) 

 an overview of the LCG policies in Slovenia (from 1999 to 2014) 

 the overview of the LCG situation in Slovenia according to target groups (pre-schoolers, 

primary and secondary school students, post-secondary students, adult education, adults in 

employment, unemployed adults and job seekers) 

 general recommendations for managing LCG policies 

 special recommendations for individual target groups (pre-schoolers, primary and secondary 

school students, post-secondary students, adult education, adults in employment, 

unemployed adults and job seekers). 

The general recommendations (Ažman et al, 2015, p. 16) state: “Based on the key findings of 

international studies, documents of policies of the EU and Slovenia and presentation of the situation 

we formulated general principles that should be taken into account in strategic managing of policy of 

lifelong career guidance for all sectors and organisations. In the continuation we present special 

recommendations for each of the target groups. 

 The policy carriers should prepare a clear and long-term vision of development. They should 

create a strategy of LCG implementation and ensure and enable its monitoring. The 

emphasis should be on sustainable development. Measures for easier transitions must be 

included into planning, particularly the transition from education to employment. Particular 

care with the goal of social inclusion must be given to people from vulnerable groups.  

 It is important to put into action the agreements from the signed international documents 

which relate to equality in the field of education and employment and encourage lifelong 
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learning. Lifelong career guidance must be consistently included into basic laws and 

regulations. Terminology must be updated.  

 We recommend setting up a special organisational unit at the Ministry at the Education, 

Science and Sport, which will be responsible for the development of LCG in education.  

 We recommend setting up unified methodology for continuous and systematic data 

collection that will serve to monitor educational and employment trends. 

 An expert group for lifelong career guidance consisting of representatives from all public 

institutes from this field coordinates policies in the field of LCG. The promoters of these 

politics should consider findings and recommendations of this group when drafting strategic 

documents.  

 National coordination point (NKT) works with all national institutions working in this field, 

with the goal of coordinated execution of programmes and ensuring quality which needs to 

be given more value.  

 It would be necessary to organise the field of undergraduate and graduate education of 

counsellors for LCG services (see CEDEFOP, 2009 and Niklanovič 2011).” 

About the education of adults we wrote: (Ažman et al, 2015, p. 19) 

“The target group are adults who are a part of education. In the future development of guidance 

activities in adult education, we must: 

 provide adults in different periods of life, because of their different needs, with a greater 

access to lifelong learning; 

 increase motivation and actual inclusion of adults in education and learning; 

 contribute to greater quality, successfulness and effectiveness of adult education and thus 

to a more successful development of career of each individual; and indirectly to greater 

social inclusion; 

 provide adults with free information and guidance before, during and after the finished 

education; 

 expand the variety of guidance in different networks (education, employment, non-

government sector and others); 

 pay particular attention to vulnerable groups of adults: unemployed over 50, employed over 

45 with less than four years of secondary education, less educated and other more 

vulnerable groups of adults who have limited access to social, cultural or economic goods.   

The SIAE should keep the central role in professional development and monitoring guidance 

activities in adult education. Ministry of Education, Science and Sport must provide adequate 

conditions, namely: 

 systemic and legal base for the operation of guidance activity in adult education, 
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 defined standards and normatives for the operation of guidance activity in adult education, 

 financial means for work on operational level, 

 support for the development of the profession on the operational level, 

 development and operation of mechanisms of assessment and quality development. 

On the operational level the organisation of guidance activities should be maintained on regional 

level (Guidance centres - ISIO) and with adult education providers (see also the White Paper, 2011) 

with an emphasis on the free providing of guidance support to adults in different phases of life and 

as close as possible to their place of work and living (accessible locally). The providers should also 

include in their guidance work the procedures of establishing, evaluation and acknowledgement of 

knowledge and experience adults acquired in different ways, to which the countries of the European 

Union are bound also by the Council Recommendation on the validation of non-formal and informal 

learning (European Commission, 2012)”. 

In 2013 the Adult Education Master Plan 2013–2020 (AEMP 2013–2020) was adopted, in which 

guidance activity is defined as one of the supporting activities for the realisation of strategic goals in 

the field of adult education by 2020. One its priority tasks should be to guarantee: “[...] the 

realisation of motivational programmes, informative and guidance activities, together with career 

guidance” (2013: 36). So among the changes in the systemic environment the new AEMP 2013–2020 

assumes also the providing of information and guidance for adults in career planning. Amongst the 

activities needed to carry out adult education, the content of guidance is specifically defined, and it 

includes: (2013:19) 

 guidance activity will be guaranteed at least in the same extent as until now, 

 adults will have a guaranteed right to free information and guidance prior, during and after 

the completed education, 

 implementation of new guidance models for vulnerable groups of adults (Roma, immigrants, 

seniors, drop-outs) will be ensured, different expert approaches and materials will be 

developed for this purpose, 

 development of career guidance will be ensured, and it will also include the learning about 

the possibilities of testing and acknowledging prior knowledge and learning,  

 new guidance approaches will be developed (tools, methods, activities), activities for better 

information and promotion about educational possibilities, development of motivation of 

education and learning, development of basic capabilities of learning in adults etc., 

 different organisations and different guidance networks will connect with each other, 

 when carrying out their expertise, experts will also connect to other organisations in the 

field of education, social services, health, labour market, economy, social partnership (state, 

unions), NGOs etc..  

For the field of establishing and recognising knowledge the AEMP 2013–2020 says: (2013:19) 
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 a national body for the coordination and orientation of the development, research, 

evaluation, national promotion etc. in the field of establishing and acknowledging informally 

acquired knowledge, 

 institutions of the education system on the middle and higher level and other organisation 

for adult education will ensure the conditions for carrying out the procedures of recognition, 

 national qualification structure will be developed and implemented, it will include 

qualifications acquired in the formal education system as well as outside of it (national 

vocational qualifications).  

The key project leaders for providing conditions for realisation of goals of guidance activities in adult 

education and career guidance are for the first area primarily MESS and for the second the 

MLFSAEO.  

On the executive level, the following public institutions are entrusted with the task of realisation of 

the professional development of the field, monitoring activities, training of cadres, etc.: 

 the Slovenian Institute for Adult Education – SIAE 

 Institute of the Republic of Slovenia for Vocational Education and Training – CPI 

 Employment Service of Slovenia – ESS (ZRSZ – where between 2008 and 2015 national 

coordination point for LCG was established23). 

4.3.12 Slovenia: Low-skilled Adults 

Like Lithuania, Slovenia joined the second wave of PIAAC, in early 2013. In 2013 and 2014 the 

Slovenian consortium of PIAAC carried out a pilot and main study in which over 6,500 adults aged 16 

to 65 took part. The results are expected in mid-2016. Ambitious goals were set with this project. 

The key characteristic of the Slovenian study is that the goals of the projects include, in addition to 

the OECD project goals, analytical-applicative national goals. 

The promoter of the consortium project in Slovenia is the SIAE, so that we will be able to directly 

connect the PIAAC results to the goals and the realisation of the GOAL project.  

Below we list some findings from other studies and analyses for Slovenia about inclusion of “low-

skilled adults” into lifelong learning. Analyses about inclusion of adults aged 25–64 into formal and 

informal education in Slovenia show a drop in the percentage of participants in the last few years 

                                            
 

23 The core task of the project of National coordination point was the support to the activities of lifelong 

career guidance, which is important for individuals and the society and is carried out at different organisation. 
The main goals of the project were: monitoring accessibility of career guidance for particular target groups, 
inclusion of LCG into legislation, particularly in education and employment, develop a comprehensive 
programme of training career counsellors and definition of common quality standards for LCG. National 
coordination point also provided support for execution of certain activities of the National expert group for 
LCG. The plan is for the National coordination point to continue work as a project in the new ESS perspective 
2016–2020.  
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(we were recording growth from 2001 to 2010, from 7.3% to 16.2%, source: Eurostat), which we 

show in the chart below  

2009 2010 2011 2012 2013 2014 2015 

14.6% 16.2% 15.9% 13.8% 12.4% 11.9% 11.7% 

Source: Eurostat 

A more detailed analysis about the inclusion of individual groups of adults shows that those less 

included are adults who completed less than four years of secondary education and those older than 

50. Depending on particular measures on the part of the state to co-finance education and training 

for less educated adults, in individual periods either unemployed or employed participated more. 

The lack of continuing measures from the state for co-financing education for “low-skilled adults” is 

one of the reasons for the decrease in inclusion of adults into lifelong on the one side and on the 

other hand this is also the consequence of the lower purchasing power of the Slovenian population 

in the years following the beginning of the economic crisis in 2008 and also a consequence of lower 

investing of employers into education of their employees.  

The main obstacle for participation in formal or informal education are: lack of money, too costly 

education, lack of time (employees these days often face extended working hours, less educated 

also with work in several shifts), inadequate offer of education (employers often claim that the 

education offered is poorly adapted to the needs of the companies), but also non-information and 

non-motivation of the vulnerable groups of adults for education.   

In 2013 and 2014 the employees of the SIAE studied the motivation and obstacles for education for 

the labour market in Slovenia (for some aspects and international comparison was carried out as 

well). The analysis (Mirčeva et al, 201424) showed key obstacles in entering education where “low-

skilled adults” particularly stuck out (the sample and study included Eurostat Labour Force Survey 

data). 

The key findings of this study were: 

 the most important obstacle in education for the surveyed who collaborated with the LFS 

seems to be lack of interest or reasons connected to the age. This obstacle was chosen by 

41% of respondents.  

 This is followed by “lack of time”, while the frequency of other obstacles are lower.  

 The obstacle “No interest (age)” is difficult to comment, because it includes both non-

motivation for education in general, non-motivation that is a consequence of the 

social/career situation of older adults, but possibly also educational offer not suitable for the 

needs of respondent. 

 As far as comparisons according to socio-demographic indicators there were no significant 

differences between genders. The main difference between men and women can be 

                                            
 

24 On web site of SIAE: ACS:  
http://arhiv.acs.si/porocila/Motivacije_in_ovire_pri_izobrazevanju_za_potrebe_trga_dela.pdf 
 

http://arhiv.acs.si/porocila/Motivacije_in_ovire_pri_izobrazevanju_za_potrebe_trga_dela.pdf
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observed in family obligations – this obstacle is far more important for women than it is for 

men. Younger respondents in particular could not take part in education due to lack of time 

and too many obligations at the workplace, and the older due to lack of interest or causes 

linked to old age.  

 In other barriers, no linear links could be observed, although all the differences were shown 

to be statistically significant. The comparison with age showed differences familiar from 

previous research, namely that to adults with post-secondary (university) education over-

employment and lack of time are far stronger barriers than for those with less education. 

Both trends in obstacles are linear.  

 Opposite linearity is characteristic for the obstacles “too expensive education” and “no 

interest (age)”. These two obstacles are most often cited by respondents with completed 

primary education or less. The two other categories do so less, although this obstacle is still 

the most often cited within the individual educational category.  

 Another interesting result is stating health issues as a reason for non-participation in 

educational programmes, more often cited by adults who completed primary education.  

 Employed most often cite lack of time and overburden, while the unemployed lacking 

offerings and too expensive education.  

 Retirees claimed their biggest problem in participation in adult education were health issues 

and lack of interest. 

 Place of birth can also be added to the factors contributing to inclusion into education, as 

immigrants join education less often than those born in Slovenia. From other data we can 

also conclude that weaker participation of immigrants in education is also a consequence of 

their in average lower education and literacy. 
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5 Challenges and barriers 

Chapter 5 looks in more detail at the challenges involved in offering educational, training and 

employment guidance to adults and the barriers adults face in accessing services. The first sections 

provide a brief summary of international evidence and are followed by in-depth reviews and analysis 

of national evidence generated by programme coordinators and local evaluators in the six GOAL 

countries. 

Summary 

For the GOAL target group the two main systemic challenges to the provision of suitable guidance 

services are that: 1) there is limited access to guidance; and 2) the outcome-based focus (short-term 

job match) means that the current process gives insufficient time to address the complex problems 

and needs of low-educated adults. 

Multiple problems can prevent adults from engaging in work and in learning. In addition to systemic 

barriers, these include: previous negative experiences of education and learning; being unused to 

long or longer term planning/planning for the future; and financial constraints. However, a key issue 

when tackling these challenges in order to offer high quality services is the limited evidence available 

on successful initiatives and approaches, with most evaluations of services limited in scope and 

focused on short-term outcomes or on progression rates to employment, education or training. 

In the Czech Republic barriers can be traced back to the education system (e.g. formal admission 

requirements, inaccessibility of study formats other than full-time) in other policy areas (i.e. 

insufficient coordination between education and employment policies) and, of course, on the part of 

learners (e.g. lacking motivation, the need to combine family and work duties).  

Career guidance in the Czech Republic is seen as inadequate for both young people and adults. The 

main constraint on adult career guidance is the lack of systematic guidance support for adults and 

lack of information about the possible guidance services. As for career planning support for adults, 

the Labour Office specialises in counselling for the unemployed. Career counselling is seen as 

inadequate due to the lack of a systematic framework and staffing deficiencies and its availability is 

generally uncoordinated. Services provided by NGOs are usually project based, with insufficient 

staffing, limited locations, and differences in approach. Education and career guidance for adults 

provided by the Centre for Career Guidance in the National Institute for Education is free, but only a 

marginal activity of the Institute and is designed to deal with specific situations as they arise. 

Adults searching for an educational offer in Flanders are confronted with a wide range of a non-

transparent provision. Low-qualified adults struggle to find their way through a wide range of 

dispositional, institutional, situational and informative barriers to find the most suitable provision. 

Flanders lacks a comprehensive network of guidance services, including a central data management 

system which can support the process of searching, choosing and decision making. Importantly, the 

implementation of austerity measures following the economic crisis has led to far-reaching cuts to 

the availability of guidance services. Although employment and careers guidance is very well 

organised and delivered, a greater focus on educational guidance is needed. 
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The Icelandic population is one of the smallest in Europe and is thinly scattered over a relatively 

large area. More than half of the population lives in and around the capital, Reykjavík, making it 

possible to offer a wide variety of education and training to people of all ages there. Outside of the 

capital – and in the most rural areas in particular – this is much more difficult due to the small size of 

the population in each region. Evaluation results from the Ministry of Education, Science and Culture 

(2014) indicate that the main barriers to participation in adult learning are lack of time, financial 

reasons, various diagnosis (ADHD, dyslexia), illnesses, social circumstances, family responsibilities, 

low self-esteem, lack of support from employers, transportation and shortage of vocational training 

options. 

The European Semester Country Report 2015 for Lithuania stressed the lack of appropriate career 

guidance for adults and the fact that there was no system to assess and recognise skills acquired 

through non-formal or informal learning. Several reasons can be identified as contributing to the low 

participation rate of working age adults in education and training: no elaborate system of 

recognition of competences; insufficient competence of the pedagogical staff at training institutions; 

lack of financial support for training; and lack of access to quality guidance services. 

The three main challenges in the Netherlands to providing guidance services for low-skilled adults 

are: low demand, because the target group frequently does not recognise that lower levels of basic 

skills limit them in their professional lives; improving the impact and effectiveness of guidance and 

counselling services; and increasing the number of organisations that deliver guidance services, if 

required, “in disguise”. There is a need to multiply the number of locations where adults with low 

levels of basic skills are identified and subsequently receive appropriate guidance services.  

The main challenges in lifelong education in Slovenia are the same as in the majority of European 

countries: an aging population, social-economic developments, technological developments, and the 

needs and requirements of the labour market. In order to raise educational levels, employability and 

the number and range of learning opportunities, particular attention will be given to vulnerable 

groups of adults, groups that are less educated (with less than four years of secondary schooling), 

enter lifelong learning less often (or not at all), are less motivated and face different obstacles. To 

reach these target groups it is a challenge to develop and strengthen quality guidance support which 

will with specific approaches increase the accessibility and inclusion of vulnerable groups of adults in 

lifelong learning. 

5.1 Challenges 

As outlined in Chapter 2, information, guidance and counselling services are critical to a changing 

and ageing society. However, European and UK evidence relating to the main challenges for 

developing an all-age (including adult guidance specific) system and services include:  

 a lack of coordination between education and employment sectors;  

 numerous providers with diverse guidance practices;  

 allocation of funding, expertise/professionalism of careers practitioners; 

 a limited evidence-base for assessing the impact of guidance services; and  

 silo policy areas (Cedefop, 2011) 
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For the GOAL target group the two main systemic challenges to the provision of suitable guidance 

services is that 1) there is limited access to guidance; and 2) the outcome based focus (short-term 

job match) means that the current process gives insufficient time to address the complex problems 

and needs of low educated adults. 

Key challenges include: 

 lack of appropriate, well developed services for the target groups; 

 struggles to reach the target groups; 

 challenges regarding collaboration – e.g. clashes between the goals of different 

organisations; 

 fragmented, non-coherent services offered to the target group – based more on institutional 

interests and needs then on those of the target group. 

5.2 Barriers 

As outlined in European Union 2015, “targeted guidance and access to tailored support programmes 

to assist adults to overcome situational barriers to learning are particularly effective in increasing 

participation. Adults in difficult-to-engage groups can face additional barriers to learning. The 

research evidence suggests that such adults require additional policy interventions in overcoming 

those extra barriers” (p. 89). 

Multiple problems can prevent adults from engaging in work and in learning. Barriers include: 

 previous negative experiences; 

 unused to long or longer term planning/planning for the future; 

 financial constraints; 

 systemic barriers (e.g. will the learning or work opportunity impact on benefits). 

 
Advisers interviewed as part of an evaluation of a careers information advice and guidance project in 

Wales reported that “regardless of background, the biggest issue for all clients was low confidence. 

It was felt that all types of clients could experience emotional barriers such as low self-belief, fear of 

the unknown, low motivation or low expectations arising from previous negative experiences” 

(BMG, 2011: 2). In Bimrose et al (2008) longitunal research on service users 23 clients (79%) of the 

29 in the final sample talked about various constraints on their career progression, including what 

might influence, or need to be considered in the future. These ranged from: ill-health; financial 

responsibilities; caring commitments; lack of self-confidence in skills and abilities; lack of 

opportunities; lack of courage to take risks and make changes; time-management; and poor 

motivation. Approaches to dealing with these constraints seem to be central to career decision 

making styles. 

5.3 Limited evidence base 

Explored in greater detail in Chapter 6 of this review, one of the key issues in lifelong guidance for 

adults is the limited evidence, with most evaluations of services limited in scope and focused on 

short-term outcomes or on progression rates to employment, education or training. According to a 

Cedefop study (Sultana, 2008) on the implementation of the 2004 Resolution priorities there are few 
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mechanisms to ensure effective coordination between agencies and between ministries, and this 

makes coherent monitoring of approaches to QA in guidance difficult (cited in Vilhjálmsdóttir et al, 

2011, p. 8). 

With reference specifically to career guidance for adults, Hughes (2013) reports that in general, 

there is a lack of evidence – as services are fragmented, studies are rarely longitudinal and 

employers seldom track the participation in guidance of low-skilled employees. The increasing 

recognition of the role that guidance and orientation has to play in adult employment and education 

services means that there is an increasing interest from policy makers in making a case for the 

funding of such initiatives, and therefore in looking at what the outcomes of the services are across a 

range of variable. This includes looking in the long term, although this is also where the evidence is 

most lacking (Pollard et al, 11). 

5.4 National Literature 

5.4.1 Czech Republic 

In the area of initial education there are reserves in the area of key competences. Though they have 

been included in the curriculum of initial education since the middle of the 1990s, they have not yet 

become an integral part of the process, because their development requires a relatively 

fundamental change in the conception of teaching (Ministry of Education, Youth and Sports, 2007). 

There are also barriers that prevent cooperation between schools and enterprises, whether in 

relation to student practice, practical training of apprentices or providing for internship for 

vocational teachers and trainers. Current state (in 2007) of LLL development (weaknesses):  

 Low overall share of the population with higher education; limited social prestige and 

qualification base of the bachelor’s level of education. 

 Inadequate qualifications levels amongst the older population. 

 Low number of households with up-to-date ICT (PC’s, internet). 

 Regional differences in the education level of the population 

 Low educational mobility (children do not achieve a higher level of education than their 

parents). 

 Low level of development of key competences (incl. language and ICT). 

 Low participation of social partners in development of lifelong learning. 

 Lack of a comprehensive system for identification of educational needs and of an accessible 

individualized system of counselling and information services. 

 Early selectivity of the educational system, limited permeability between forms of education. 

 Conservative attitude of HEI, low level of mutual cooperation, predominant orientation 

towards degree study, slow development of distance study at HEI and VOŠ, that would 

permit good-quality study during employment, inadequate connection to the requirements 

of practice and limited cooperation with employers. 

 The range of study offered still does not fully satisfy the level of demand for tertiary 

education. 

 Continuing inequality in access to tertiary education, reflected particularly in the lower level 

of access for students from lower social stratum. 
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 Lower interest in study of technical fields and high level of failure in this study. 

 Lack of a systemic environment (systemic and financial barriers) for further education limits 

its development – on the side of supply, there is a lack of a system for ensuring the quality of 

educational programs and of educators; on the side of demand, there is a lack of stimuli for 

participation. 

 Low participation of adults in all forms of further education.  

Dropping out from education does not, in general, pose a problem, as the Czech education system 

ranks among those with the lowest rates of dropout in Europe (in 2012 it was 4.5%). Nevertheless, it 

is necessary to continue focusing on those target groups where the risk of leaving education early is 

high when compared to the rest of the population ((Ministry of Education, Youth and Sports, 2014). 

In the Czech Republic these groups include children and pupils with special educational needs (i.e. 

with disabilities and physical or social disadvantages). Moreover, the implementation of lifelong 

learning may also be hindered by some obstacles preventing a return to education for adults. These 

barriers can be traced back to the education system (e.g. formal admission requirements, 

inaccessibility of study formats other than full-time) in other policy areas (i.e. insufficient 

coordination between education and employment policies) and, of course, on the part of learners 

(e.g. lacking motivation, the need to combine family and work duties).  

One area worthy of special attention is the education of Roma children, pupils and students. In 

recent years the Czech Republic has stepped up interventions with a view to integrating members of 

this minority into mainstream schools and programmes and ensuring better access to all levels and 

forms of education. In spite of this a number of challenges remain. The Czech Republic must head 

towards a system that will not stream pupils based on cognitive abilities into classes and schools 

with more/less demanding curricula. Instead, it should provide opportunities for all pupils to develop 

their potential to the fullest in a system of high-quality and inclusive public education.   

With a view to declining results of Czech pupils in international comparisons, the focus is on 

enhancing the quality of education and completion of the curriculum reform. The declining number 

of pupils entering secondary schools and subsequently tertiary professional schools will have an 

impact on Czech education, and funders will have to respond to it adequately. The anticipated lower 

budget will have to be utilised more efficiently and funds acquired by optimising the school network 

will be made use of too. The underlying principle and main objective of the Long-term Policy 

Objectives (Ministry of Education, Youth and Sports, 2011) for the upcoming period is to enhance 

the quality and efficiency of education and thus also international competitiveness of the Czech 

Republic. 

Expenditure on education as a share of GDP is indicative of the priority individual countries invest in 

to education in comparison with others. In the Czech Republic, spending on education reached 5% of 

GDP, lagging behind the OECD average (6.1%) as well as the EU average (5.8%). From a global 

perspective, a particularly relevant priority for education in the Czech Republic in the years 2015-

2020 is sustainable development (Ministry of Education, Youth and Sports, 2011). Expected global 

agenda under the auspices of UN (September 2015) prefer not only economic factors arising from 

development in the society, but will also support social and environmental development in the 

world and emphasize the need to provide quality life to the growing number of people in the long 

run. Important role in fulfilling this agenda is quality education for all, which will be open to 
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everybody without any inequality in access to education. As a Member State of the UN, the Czech 

Republic will be actively involved in this process and the issues of sustainable development will be 

gradually added in to the areas of education. 

Career guidance in the Czech Republic is seen as inadequate for both young people and adults. The 

main constraint on adult career guidance is the lack of systematic guidance support for adults and 

lack of information about the possible guidance services. As for career planning support for adults, 

the Labour Office specialises in counselling for the unemployed. Career counselling is seen as 

inadequate due to the lack of a systematic framework and staffing deficiencies and its availability is 

generally uncoordinated. Weaknesses: The lack of a career system, systematic further vocational 

education, insufficient staffing, no guarantee for the quality of the counselling services, supervision, 

increased bureaucracy, insufficient time to work with clients, accumulation of functions, no 

unification of methods and approaches to client-oriented work, significant differences between 

labour offices: in the organisation of client-oriented work, in the numbers of clients per staff 

member, in terms of technical equipment and office space, an administrative approach to 

elaboration of the individual action plan, underestimation of the importance of guidance and 

counselling within the labour office: counsellors are seen as office workers, a lack of coherence 

between the world of work and education – career choice, an incomplete offer of vacancies, 

insufficient support for the exchange of experience and good practice in cooperation with clients 

and employers (Euroguidance, 2014) 

The Czech GOAL team note that services provided by NGOs are usually project based, with 

insufficient staffing, only in specific regions, significant differences in methods, approaches, target 

group, etc. The Centre for Career Guidance in the National Institute for Education provides 

education and career guidance for students, as well as adults. This services are provided for free; 

nevertheless, it is only a marginal activity of the Institute and is designed to deal with specific 

situations as they arise. 

5.4.2 Flanders 

Adults searching for an educational offer in Flanders are confronted with a wide range of a non-

transparent provision. Low-qualified adults in particular struggle to find their way when confronted 

with a wide range of dispositional, institutional, situational and informative barriers to find the most 

suitable provision. Flanders lacks a comprehensive network of educational guidance services, 

including a central data management system which can support the process of searching, choosing 

and decision making (Van Wiele and Baert, 2001). Most guidance programmes focus on motivating 

unemployed people and encouraging employers, through the use of incentives, to hire employees 

from vulnerable groups. These programmes are, however, time limited, and for people who are far 

removed from the labour market they are often not enough to serve as a step into sustainable 

employment. As a consequence, those in a weak labour market position are confronted with 

different kind of measures offered by different and unlinked services and not with a continuity of 

guidance programmes that can support them into a long-term job (Sannen et al, 2011). 

To date the need for an independent service for educational guidance has been met by local 

initiatives. This service was incorporated in existing structures (Consortia for adult education 

founded in 2007) and the Flemish government has partly financed local initiatives mainly through EIF 

funding. However, the evaluation of the decree for adult education in 2010 expressed the need for 
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structural funding and integration in the consortia. Since then, modalities and budgetary 

complications have been explored and discussed to integrate this service in existing services, but no 

agreement has been found. Different sensitivities and interests are involved (both within the 

educational sector and within the guidance sector, which is fragmented over different service 

providers): stronger collaboration and alignment between different services is required (Department 

of Education and Training, 2010). The sector of adult education is fragmented and there is lack of 

policy collaboration and alignment. As a consequence it is difficult to align the services. Austerity 

measures mean that the consortia for adult education is no longer in existence, although some 

initiatives for educational guidance, such as the Learning Shop in West-Flanders, have survived with 

local funding (provincial government). 

Low skilled adults need more intensive and more specialised guidance than adults with higher skills. 

They tend to make less use of online services and need more face-to-face contact (digital gap). The 

degree of independence and coping abilities determines how people make use of guidance services 

on voluntary basis. Qualification level is linked to the degree of independence: lower qualification 

level means higher need for face-to-face guidance. Lower qualified adults also require more 

local/communal contact service points. Local embeddedness is crucial to make the service accessible 

for these groups. 

The aim of the “Labour Shops” is to have one contact point for labour-related questions with the full 

involvement of local partners. However, the participation of local partners (needed to reach the 

target group) is not sufficient. For example, the social welfare service (OCMW) is involved in only 

half of the “Labour Shops”. Also the involvement of local governments and communal actors could 

be better (Van Hemel, and Struyven, 2007; Struyven, 2013). 

The Flanders GOAL team reports that the system for career guidance and guidance towards a job is 

well-invested in, well-designed and run and inclusive of disadvantaged groups. On the other hand, 

local initiatives have demonstrated that there is an increasing need for a structural educational 

guidance service that does not necessarily lead directly to a job. There is also evidence that the 

educational level and the level of general competences have a very strong influence on the labour 

market and for the development of a career. 

No research has been done to demonstrate the need for complementary educational guidance 

services with evidence that the existing career services insufficient for some target groups. However, 

in the last year, different initiatives have been taken by the main actor for employment (VDAB) to 

increase participation (especially of young unqualified school leavers) in educational qualifying 

programmes in combination with a vocational training (rather than only short vocational training 

programmes). Some VDAB counsellors and related actors also refer to the small scale existing 

educational guidance services where available. But the level of need cannot be met.  

An additional issue that emerges from literature and practice is the links between financing based 

partly on outputs and career guidance, especially for disadvantaged groups. The specialised types of 

guidance are contracted to NGOs and private organisations, financed per guided individual and 

partly based on the output: employment. This means that fast employment is required, that job-

seekers are often oriented towards shortage occupations, in order to get the complete finances for 

the trajectory. Employment is considered as the main criteria to assess the quality and success of the 
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guidance programme. Long term employment outcomes and other outcomes are not currently 

measured yet (Struyven et al., 2012).  

In short, the literature from Flanders suggests that one particular focus on adult guidance, 

employment and careers guidance, is very well organised and carried out. However, there are 

indications that a greater focus on educational guidance is needed and that this service should be 

developed structurally to complement existing adult guidance services, and in strong collaboration 

to avoid overlap and to strengthen both types of services. 

5.4.3 Iceland 

One of the challenges in adult education for immigrants to Iceland is that the funding occurs with 

the allocation of grants so that the courses can be held, but the availability of courses has been 

inconsistent and therefore their right to guidance is not entirely guaranteed. Funding for these 

courses was reduced in the wake of the economic crisis (Skaptadottir & Olafsdottir, 2010).   

The Icelandic population is one of the smallest in Europe and is thinly scattered over a relatively 

large area. More than half of the population lives in and around the capital, Reykjavík, making it 

possible to offer a wide variety of education and training to people of all ages there. Outside of the 

capital this is much more difficult due to the small size of the population in each region (Cedefop, 

2014). 

In some rural areas in Iceland it can be difficult to reach the minimum number of participants for 

each course. Finding teachers in some rural areas has also been challenging. There is also a shortage 

of teachers specialised/experienced in adult education. Greater variety of vocational training courses 

is needed. Increased centralisation and bureaucracy slows down the responsiveness of the system. 

The unemployed sometimes lack information about their rights to education while accepting 

unemployment benefits (Ministry of Education, Science and Culture, 2014). 

Evaluation results from the ministry (Ministry of Education, Science and Culture, 2014) indicate that 

the main barriers to participation in adult learning are lack of time, financial reasons, various 

diagnosis (ADHD, dyslexia), illnesses, social circumstances, family responsibilities, low self-esteem, 

lack of support from employers, transportation and shortage of vocational training options. The 

educational and vocational consultants reported that literacy was a problem for some of the 

participants and that the Icelandic language was a challenging for the foreigners even though they 

had lived in Iceland for substantial time. 

The aim of the “Learning is the way to work” initiative was partly to lower the proportion of 

Icelanders aged between 20 and 66 who have not completed formal secondary education. 1,500 

students were enrolled on courses at secondary school level in autumn 2011. A considerable drop-

out rate (21.37%) was evident in the students group during the autumn term. The most common 

reasons for dropout were mental illness, financial circumstances and study courses incompatible 

with a student’s interests or ability, difficulty of courses, ADHD and employment. Mental illness as a 

reason for drop-out is a new factor in professional discussion of this area (Krisjansdottir, 2013). 

The main findings of the Erlendsdottir’s MA research on student experiences (2013) indicate that the 

participants, who share a common indicator of being dropouts, had negative experiences of the 

formal educational system that restrained them in some way from reinitiating their education as 
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adults. Other restrains such as low self-esteem and lack of self-efficacy were also barriers that had to 

be overcome. It also became clear that adapting education to the needs of adults, considering 

former experiences, and attempting to formulate empathy among the students play an important 

role in creating conditions for education for adults. The benefits of the education are varied and in 

many ways personal where increased confidence both in yourself and in your ability are visible 

benefits among the participants. As does the diploma grant them access to further education. 

The study of participation in adult guidance show that the same groups are absent among the 

participants: low-skilled adults, the unemployed, employees of smaller companies and older people. 

The same reasons are usually given for their absence: time, cost, strain, bad experience from 

previous schooling, low self-esteem, lack of information, family obligations and inappropriate course 

selection. Interviews with personnel of lifelong learning centres showed that a lot of effort has been 

put into trying to reach this group of people and participation has increased, but still there is a large 

part of it that is difficult to reach (Arnason et al, 2010).   

The findings of the study (Hallgrimsdottir, 2008) seem to suggest that middle-aged women with 

limited formal education experience pressure from society to seek education, but they do not feel 

up to returning to school except to certain programmes. They feel that they do not have a chance of 

developing their career without more education and the gender roles are barriers in their career. 

They have little self-esteem and therefore need special encouragement to resume their studies. 

They consider the role of the study and career counsellor important, not only by supplying 

information on learning difficulties but also by offering support and encouragement both before and 

during their studies. 

The dropout rate from secondary schools is still one of the greatest flaws in the Icelandic educational 

system. There is a need to reduce these dropout rates through both social and academic measures. 

Strong links between upper secondary schools and vocational training are important. At the same 

time, access to education and career guidance services needs to become more readily available. 

Systematic training needs to be bolstered to enable individuals, who may have dropped out of their 

studies or lost their jobs, to improve their skills and qualifications (Prime Minister´s Office, 2010) 

Counsellors interviewed by Hrafnkelsdotti et al (2014) reported that the main barriers to people 

trying to use their services and participate in adult education were problems with literacy (mainly 

written text). The Icelandic language is difficult for immigrants to learn, even for those that have 

lived in Iceland for long time. Funding, lack of time, family responsibilities, a lack of availability and 

diversity of courses, transportation, bad experiences in previous schooling, diagnosis (ADHD, 

dyslexia), illnesses, social circumstances and lack of self-confidence were other barriers cited in this 

study. 

5.4.4 Lithuania 

The European Semester Country Report 2015 for Lithuania stressed the lack of appropriate career 

guidance for adults and that there was no system to assess and recognise skills acquired through 

non-formal or informal learning. 
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The Non-formal adult education action plan for 2014-16 identifies the need to develop the system of 

recognition of non-formal competences and ensure continuity and access of career guidance 

services at all levels of education. The appropriate measures have been planned. 

In the Operational programme for the European Union funds’ investments in 2014-2020, a specific 

objective is dedicated to the provision, opportunities and incentives for lifelong learning by ensuring 

efficient support for the enhancement of competences.  

In 2012, the share of 25-64 year old people who participated in formal and non-formal training was 

by 1.7 times smaller than the EU average (respectively, 5.7% and 9%), while the divide to compare 

with the Europe 2020 target (15%) was 2.6 times.  

Several reasons are identified as contributing to the low participation rate of working age adults in 

education and training: no elaborate system of recognition of competences; insufficient competence 

of the pedagogical staff at training institutions; lack of financial support for training; lack of access to 

quality guidance services. 

Therefore in the 2014-2020 programming period, the aim is to  

 enable unskilled and low-skilled persons to self-evaluate their competences, complete 

general education or vocational training programme and acquire the missing qualification or 

competences.  

 provide high-quality career services in real and virtual environment (in particular to adults 

and drop-outs) as well as provide support for ensuring accessibility of such services.  

 provide incentives and preconditions for the assessment and recognition of the 

competencies possessed by the groups of adults with lower education background, and their 

inclusion into general, vocational training and study programmes and modules for 

acquisition of qualifications of all levels. 

A research paper on Development of career competences in Lithuania (Euroguidance LT, 2014) 

pointed to the lack of systematic research that would provide the evidence-base of effectiveness, 

added value and impact of career guidance services. Despite of the fact that vocational guidance is 

regulated and described in legislation the problem of commonly shared terminology exists with a 

range of terms used and interpreted in different way in practice.  

It is also stated that during the 2007-13 ESF programme period which provided huge support for the 

development of the career guidance system in Lithuania (the main target groups were students in 

general education, VET and HE, unemployed, NEETs) less attention was given to the development of 

the career services to working adult. 

5.4.5 Netherlands 

Wending (2015) identifies three main challenges in the Netherlands to providing guidance services 

for this target group: 

1. Demand for (voluntary) guidance is relatively low because the target group frequently does 

not recognise that lower levels of basic skills limit them in their professional lives. Demand 
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for guidance services can only be sustainably boosted if increasing numbers of people 

recognise their own personal interest in this. 

2. Improving the impact and effectiveness of guidance and counselling services. 

3. Increasing the number of organisations that deliver guidance services, if required, “in 

disguise”. Guidance service centres reach a limited group of people because demand is low. 

We need to multiply the number of locations where adults with low levels of basic skills are 

identified and subsequently receive appropriate guidance services.  

Interviews conducted with programme coordinators during the GOAL pre-evaluation phase revealed 

that there has traditionally been poor uptake of Career Orientation and Guidance services in the 

Netherlands among adults with low educational qualifications and/or poor basic skills. When these 

people have used such services the advice-to-action-to-impact ratio has been poor.  

Furthermore, although there are guidance services in every province, these are demand-based and 

not needs-based.  

The aim of the interventions being piloted in the Netherlands through the GOAL project is to allow 

for connections to be made between partners who identify the target group, partners who provide 

guidance services and partners who deliver educational or career-related services, thereby 

facilitating systemic coherence. 

5.4.6 Slovenia 

In the Adult Education Master Plan in the Republic of Slovenia for the period 2013–2020 (AEMP 

2013–2020) it states strategic and professional challenges how to guarantee greater accessibility and 

inclusion of less educated adults into lifelong learning. As described above the guidance activity in 

adult education is defined as one of the supporting services for realisation of strategic goals. 

The main challenges in lifelong education in Slovenia are the same as in the majority of European 

countries: (AEMP 2013–2020) 

1. demographic development (the demographic structure of the population in Slovenia has 

changed significantly from the 1990s, because the population in just over two decades aged 

on the average by six years, with a jump being slightly bigger for men [6.2 years]; aging 

index, for example in 2000 was 87.8, and in 2011 it was already 116.8), 

2. social-economic development, 

3. technological development, 

4. the needs and requirements of the labour market (in the Slovenian labour market we can 

predict events that will influence the needs for training on one side and the recognitions of 

the acquired knowledge on the other; other influences will also be the lengthening of the 

active work period which will increase the need for training, acquiring additional 

competencies and adjusting work places to older workers).  

According to the AEMP 2013–2020 the goals of adult education in the years 2013–2020 are the 

following: 

1. to raise the educational level of the population and the level of basic capabilities, 

2. to increase the employability of the active population, 
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3. to improve the possibilities for learning and participation in education, 

4. to improve the general level of education. 

One of the main goals is also to increase by 2020 the share of the adults aged 25–64 included in the 

lifelong learning to 19% (in 2013 the share was 12.4%). 

In order to achieve these goals, particular attention will be given to vulnerable groups of adults, 

groups that are less educated (with less than four years of secondary schooling), enter lifelong 

learning less often (or not at all), are less motivated and face different obstacles. AEMP 2013–2020 

defines the following target groups:  

 unemployed: the priority group are older than 50 who have no vocational or professional 

education or have fewer key or professional skills 

 employed 

 priority group are older than 45 years old with less than four years of secondary school or 

with a lack of key or professional competencies, 

 employed who due to specific psycho-physical demands of a certain profession can no 

longer do it once they reach a particular age 

 the youth who dropped out of school in different stages 

 less educated and other vulnerable groups, such as drop-outs and young who leave 

education early, socially marginalised, immigrants, Roma, seniors, migrants, disabled and 

felons; 

 other adult groups that have limited access to social, cultural and economic goods, for 

example farmers and population of less developed regions.  

To reach these target groups it is a challenge to develop and strengthen quality guidance support 

which will with specific approaches increase the accessibility and inclusion of vulnerable groups of 

adults in lifelong learning. 

But to do so we need additional incentives and measures (on the national, regional, local and 

institutional level), which will be co-financed from different sources:  

 from national sources (this percentage has not been increasing in the last years, it is 

stagnating), 

 from the European Social Fund funds, which between 2016–2021, following the adopted 

Operative programme 2014–2020,  will also go to the development and strengthening of 

guidance activity in adult education, particularly for less educated employed and 

unemployed, 

 from other international programmes (Erasmus+, Interreg etc.). 

The challenge in the development of guidance activity in Slovenia is also the so called “outreach” of 

approaches in guidance activities in adult education, particularly to reach vulnerable groups of 

adults. 

In the development in the guidance activities in the ISIO centres so far, particular attention has been 

paid to developing “outreach” approaches, including: 
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1. Outreach units of guidance centres: a form of permanent fieldwork, carried out at least once 

a week (morning and/or afternoon) at the pre-agreed institution of a different type, always 

in the same place; the institution can be another educational organisation, or other 

organisations, for example libraries, centres for social services, municipality premises etc.  

2. Mobile guidance service: organised in organisations where there is no need for a permanent 

weekly outreach unit, for example in smaller towns in the region, or in organisations with 

specific groups of adults, such as day care centres for adults with difficulties in development 

and/or health, employment service, Roma settlements, for the employed counselling in the 

workplace etc. The mobile guidance service does not plan ahead, in agreement with the 

partner organisation, but it offers information and guidance for the selected target group.  

3. Days of Slovenian Guidance Centres: an annual form of a three-day, mostly promotional 

activities of guidance centres outside of the headquarters and the outreach units, because 

counsellors are present with their stalls in the streets, shopping centres, libraries, etc.  

4. Presence of the counsellor at local events: counsellor is present at the selected traditional, 

well-established and recognisable events in the local community where a large number of 

people gather. 

5. Info point:  a form of fieldwork where the basic objective is to inform clients, usually via 

written materials. Occasionally, a counsellor might be present at the point. The place of 

activity varies, from public places to different organisations where a large frequency of 

people is (health centres, social services, biblio-bus etc.). 

These approaches were developed on the basis of needs of different groups of adults in local 

communities (elderly, employed, Roma, immigrants, blind and visually impaired, deaf and hard of 

hearing, prisoners etc.) and experience and readiness to work with other organisations in the 

environment.  

In order to strengthen this development and link it to strengthening and development of partner 

cooperation in different organisations for reaching individual vulnerable adult groups and motivating 

them to get included into lifelong learning, one of the objectives in the GOAL project is for two 

Guidance centres - ISIO, 2 school centres to be included in the realisation of guidance activity with 

the intent to develop new forms of their cooperation and connecting them together and with other 

organisations in their local environment.  

Let us support this also with the directives in European documents for promotion of adult education. 

As described in chapter 2 on “definitions”, the importance of educational guidance for adults to 

increase access to  lifelong learning, to motivate different groups of adults for greater inclusion, 

particularly of disadvantaged groups, is strongly emphasised also in the Council Resolution on a 

renewed European agenda for adult learning (for the period 2012-201425). In a first priority area, 

named Making lifelong learning and mobility a reality, is as an important goal for increasing and 

                                            
 

25 While initially focusing on the period 2012-14, the European agenda for adult learning should be seen in the 
context of a longer term vision for adult learning in the period up to 2020.  
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widening participation of adults in lifelong learning, in response to the agreed EU target of 15 % 

adult-learning participation, focus on:  

Stimulating demand, and developing comprehensive and easily accessible information and 

guidance systems, complemented by effective outreach strategies aimed at raising 

awareness and motivation among potential learners, with specific focus on disadvantaged 

groups, early school leavers, young people not in education, employment or training (NEETs), 

low-qualified adults, particularly those with literacy difficulties, and followed up with second-

chance opportunities leading to a recognised EQF level qualification. (Vilič Klenovšek, 2011:5)   

At the same time it is obvious from the defined goal that it is also important to develop “outreach” 

approaches to reach out to disadvantaged groups. This is particularly emphasised in the Eurydice 

Report which was published in February 2015, titled Adult Education and Training in Europe: 

Widening Access to Learning Opportunities (European Commission, 2015). One of the messages of 

the report is that adult education and learning should be promoted with “awareness raising” and 

outreach. In the continuation it is stated that different expert sources define both terms differently. 

As regards the term “outreach” is written that several sources use Ward's definition (Ward, 1986 

cited in McGiveny, 2001, in: EC, 2015:97): “a process whereby people who would not normally use 

adult education are connected in non-institutional settings and become involved in attending and 

eventually in jointly planning and controlling activities, schemes and courses relevant to their 

circumstances and needs (ibid, pp.17-18). And add that more recent glossary produced with the 

support of European institutions (NRDC, 2010a) defines outreach as: a range of activities outside 

formal educational institutions designed to identify and attract non-learners, in order to encourage 

them to enrol in education and training programmes (ibid., p.58).” 

The key obstacles for the development of guidance activity and are (in summary): 

 poor inter-ministerial cooperation (between the Ministry of Education and Ministry of 

Labour, as well as cooperation with social partners), 

 inadequate placement of the field within the organisation of the Ministry of Education, 

Science and Sport, 

 insufficient financing for a stable and continuous development and realisation of the activity 

in different networks (organisations), 

 we do not have a comprehensive policy and strategy in this field, 

 insufficient professional training, particularly for the work with vulnerable target groups and 

for implementation of new approaches in guidance activity, 

 insufficient new expert materials and tools for guidance work  

 we do not have a comprehensive model for quality assessment and development for all the 

networks, only individual models are available (common standards and quality indicators are 

absent; including those to measure short- and long-term effects of guidance activity), 

 insufficient definition of the field in school legislation. 
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6 Assessing impact and quality 

Chapter 6 looks in more detail at measurews taken to monitor the quality of guidance services. The 

first sections provide a brief summary of international evidence and isfollowed by in-depth reviews 

and analysis of national evidence generated by programme coordinators and local evaluators in the 

six GOAL countries.  

Summary 

In general, there is a lack of quality assurance mechanisms in adult guidance services in Europe. 

Policy makers have had to rely on a very limited evidence base. Outcome measures are problematic 

because guidance does not happen in isolation. Most evaluation studies are limited in scope, with 

limited evidence bases and a focus on short-term outcomes or on progression rates to employment, 

education or training at the expenses of tracking clients over longer time periods or through the 

sustainability of their outcomes. 

The European Lifelong Guidance Policy Network has attempted to address these issues of assessing 

quality and impact through developing and piloting a Quality-Assurance and Evidence-Base (QAE) 

Framework containing five key elements that support quality service delivery and underpin the 

collection of evidence: 1) Practitioner competence; 2) Citizen/user involvement; 3) Service provision 

and improvement; 4) Cost-benefits to government; 5) Cost-benefits to individuals. The ELGPN QAE 

Framework is a matrix with indicators, organised around an input-process-outcome framework. 

Guidance and counselling services provided at schools in the Czech Republic up to the tertiary 

professional level, and school guidance facilities, are evaluated by the Czech School Inspectorate. 

Career guidance and counselling provided by Public Employment Services (PES) is monitored and 

evaluated by the General Directorate of the Labour Office using tools such as a national system of 

monitoring indicators, including performance indicators for guidance counselling involving job 

brokering and performance indicators for special guidance. 

In Flanders no literature was found on impact assessment directly linked to any guidance services. 

Employment data are collected for those who have participated in some guidance programmes, but 

these are short-term, and collected for a maximum period of six months after the programme ends. 

In Iceland there is increased quality control and co-operation between the Educational and Training 

Service Centres and Lifelong Learning centres on the basis of the European Quality Mark validation 

system. Specific standards for career guidance services are being developed and tested in the 

context of the EQM, and it is anticipated that this will also happen in 2016 for validation services. 

The Lithuanian Centre of Non-Formal Youth Education (Career Education Unit) participates in the 

monitoring of career guidance services of pupils on a national level: data collection, data analysis, 

preparing reports and recommendations. Data are gathered via local municipalities and general 

education and VET schools and processed with the help of the Information System of Career 

Education Monitoring. Guidance services provided by territorial labour exchanges and their youth 

job centres are monitored by organising user satisfaction surveys both of jobseekers and employers. 
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The Education and Career Guidance Points in the Netherlands are subject to continuous monitoring 

and evaluation. Evaluations focus on the quality and sustainability of the regional networks, and not 

on the impact/effect of the intervention on individual clients. Client satisfaction, however, is 

measured. A few Education and Career Guidance Points use an instrument to assess the level of 

basic skills of clients in order to direct them more efficiently to an appropriate education offer. 

On the national level in Slovenia a comprehensive system to measure effects of different guidance 

activities for adults has not yet been established. However, for monitoring and measuring the effects 

of the guidance activities for adults that Slovenian Institute for Adult Education (SIAE) has been 

developing and providing through a network of 14 regional centres (professionally developed, 

monitored and supported by the SIAE) a comprehensive model of assessment was developed in 

2009 as well as the development of quality of the ISIO centres that also includes assessment of 

achieving results and effects. 

6.1 International Literature 

The Council of the European Union resolution of 2004 emphasised that the quality of guidance was 

an issue, but a 2008 Cedefop study of assessing the resolution’s implementation reported that “few 

countries, if any, have introduced comprehensive QA (quality assurance) mechanisms in guidance 

services, and most QA practices that are in place are in fact restricted. The QA approaches in the 

guidance field are restricted because they tend to be confined to a single or small range of sectors 

within a country – they rarely if ever apply across both the education and employment sector. There 

are few mechanisms to ensure effective co-ordination between agencies and between ministries, 

and this makes coherent monitoring of approaches to QA in guidance difficult (Sultana, 2008, p. 

46)”. 

Policy makers have had to rely on a very limited evidence base. Outcome measures are problematic 

because guidance does not happen in isolation. Often adult career guidance (OECD, 2003) is 

integrated into other interventions – for example as part of wider personal guidance or as part of an 

education or work programme: “Where this is the case, it can have low visibility, be difficult to 

measure, and clear performance criteria for it can be hard to define” (p. 42). 

The same OECD report went on to state: “One reason for conclusions from evaluation research 

being only cautiously positive is that the model for evaluating career guidance properly is a very 

complex one (Maguire and Killeen, 2003). Types of clients and their needs and problems vary widely. 

The help that they receive also varies widely, co-exists with other concurrent interventions and 

influences, and is often quite brief in duration. Outcomes, both intended and unintended, 

behavioural and attitudinal, short- and long-term can also vary widely. Obtaining clear answers 

about impacts under these circumstances requires large-scale research with complex experimental 

designs and statistical controls. Such research is lengthy and expensive. To date no government has 

provided the funds needed to do it.” (p. 44) 

As Bimrose et al (2008) stress, “There is an urgent need for a common terminology of definitions, 

activities and concepts relevant to the evaluation of guidance that would permit comparative 

evaluations of interventions delivered and services provided within and between countries. With the 

lack of clarity and consensus that currently surrounds the study of impact, the evaluation of effective 
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guidance is multi-faceted, complex and challenging” (p. vii). In other words, the complexity and 

fragmented nature of the system is at odds with standardisation and monitoring.  

As outlined in earlier sections of this report, the European Lifelong Guidance Policy Network has 

attempted to address these issues of assessing quality and impact through developing and piloting a 

Quality-Assurance and Evidence-Base (QAE) Framework. It contains five key elements that support 

quality service delivery and underpin the collection of evidence: 

 Practitioner competence – measured in three criteria: recognised qualifications relevant to 

the careers sector; engagement in Continuing Professional Development; membership of 

Careers Professional Associations.  

 Citizen/user involvement – measured in four criteria: ease of access to relevant services and 

products; client satisfaction; participation of clients in shaping service; participation of users 

in evaluation. 

 Service provision and improvement – measured in five criteria: Learning and applying career 

management skills; Quality management system; appropriate ICT tools and software; Up-to-

date knowledge in and expertise of education and labour markets; Profile and characteristics 

of service user groups (clearly defined linked to policy target groups) 

 Cost-benefits to government – measured in two criteria: Immediate, medium and long-term 

savings to public purse from specific forms of interventions; Savings on expenditure 

 Cost-benefits to individuals – measured as Increase in household income. 

The ELGPN QAE Framework is a matrix with indicators, organised around an input-process-outcome 

framework, which the remained of this literature uses to group findings 

Input:  

 Available opportunities 

 Practitioner /service capability 

 Client potential 

Process: 

 Assessment of needs 

 Development of action plan 

 Effectiveness of practitioner 

 Engagement of client 

Outcome26:  

 Changes in knowledge or skill 

 Changes in life circumstances 

 Changes in employment or training status 

                                            
 

26 Drawing on emerging findings from the international literature review we have added two indicators to the 
outcomes category for the purposes of our study: client satisfaction and sustainability. 
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 Fit of employment or training with skills and aspirations 

 Fit of training with employment opportunities 

The UKCES (2011)27 concluded that the main characteristics of effective approaches to careers 

service design and delivery included the following key features:  

 Multi-channel access (web, telephone, person-to-person) that is well signposted and caters 

for individuals of all ages, both those entering work or learning and those seeking to change 

job and progress.  

 Sufficient quality assurance to engender confidence in services without disproportionate 

bureaucracy.  

 Optimal use of new technology to widen access to services, enrich the user (and advisor) 

experience and deliver best value for money.  

 Best use of the latest assistive technologies to widen access for people with disabilities.  

 Innovation and greater impact encouraged through a range of approaches that includes 

private/third sector partnerships.  

 Careers practitioners confident in using technology who provide the full range of career 

guidance to support individuals to become more self-sufficient.  

  Technology used not only to improve the efficiency and effectiveness of services, but also 

for developing the competencies needed by career professionals.  

 High quality Labour Market Information (LMI) – information about job vacancies, 

employment trends, job roles, career structures, earnings, etc – available and accessible for 

advisors, individuals and businesses.  

 Developers able to find and use data to develop new products and services where these fill a 

gap in the market.  

 Individuals with digital literacy, information handling and career management skills make 

best use of online provision.  

 Individuals as service users drive change to services and their needs are used to evaluate 

how the system is working. (Hughes 2013: 35) 

Evaluation is key to assuring quality, but as Chapters 7-9 below demonstrate most evaluation studies 

are limited in scope, with limited evidence bases and a focus on short-term outcomes or on 

progression rates to employment, education or training. “According to the Cedefop study (2008) on 

the implementation of the 2004 Resolution priorities there are few mechanisms to ensure effective 

coordination between agencies and between ministries, and this makes coherent monitoring of 

approaches to QA in guidance difficult (p. 8). Similar results were found in a Nordic research on 

expected outcomes of guidance services for adults in the Nordic countries (Vuorinen & Leino, 

2009).” (p. 16) 

  

                                            
 

27 See http://www.ukces.org.uk/assets/ukces/docs/publications/helping-individuals-succeed-transforming-
career-guidance.pdf    

http://www.ukces.org.uk/assets/ukces/docs/publications/helping-individuals-succeed-transforming-career-guidance.pdf
http://www.ukces.org.uk/assets/ukces/docs/publications/helping-individuals-succeed-transforming-career-guidance.pdf
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6.2 National Literature 

Local evaluators were asked to consider how the quality and impact of adult guidance services is 

measured and monitored in their country. 

6.2.1 Czech Republic 

Guidance and counselling services provided at schools up to the tertiary professional level, and 

school guidance facilities, are evaluated by the Czech School Inspectorate (Česká školní inspekce, 

ČŠI) which focuses primarily on activities carried out within the framework of the educational 

process (Euroguidance, 2014). Provision for adult clients is not currently monitored or evaluated; 

neither is the provision of career guidance and counselling within non-formal vocational education 

and training.  

Career guidance and counselling provided by Public Employment Services (PES) is monitored and 

evaluated by the General Directorate of the Labour Office (Generální ředitelství Úřadu práce České 

republiky, GŘ ÚP). One tool is a national system of monitoring indicators, including performance 

indicators for guidance counselling involving job brokering and performance indicators for special 

guidance. The General Directorate of the Labour Office also monitors using the International PES 

Benchmarking indicators recommended by the European Commission. Some NGOs have either 

developed their own system of monitoring/evaluation or have transferred proven methods from 

abroad (for example, SROI – Social Return on Investment, SRS – Social Reporting Standard, MSC – 

Most Significant Change). 

6.2.2 Flanders 

No literature was found on impact assessment directly linked to any guidance services. Employment 

data are collected for those who have participated in some guidance programmes, but these are 

short-term, and collected for a maximum period of six months after the programme ends.  

6.2.3 Iceland 

There is increased quality control and co-operation between the Educational and Training Service 

Centres and Lifelong Learning centres on the basis of the European Quality Mark (EQM) validation 

system. Consultation meetings with ETSC and guidance counsellors take place to ensure 

coordination and enhance the quality of educational activities and guidance executed by educational 

providers working within the LLL sector. The validation system includes indicators concerning 

teaching and learning processes and of relevant support processes and pays special attention to 

learning outcomes (Ministry of Education, Science and Culture, 2014). 

Specific standards for career guidance services are being developed and tested in the context of the 

EQM, and it is anticipated that this will also happen in 2016 for validation services. The EQM was 

developed as an international tool with feedback and cooperative development with LLL centres in 

the participating countries. The ETSC has a contract with the BSI in Iceland (a certified accreditation 

body) which has the role of evaluating the centres. The ETSC has participated in the development of 

a quality model in cooperation with the Nordic Countries through the Nordic Network for Adult 

Learning. A handbook was produced with the title “Quality model for validation in the Nordic 

countries – a development project 2012-13” (Larusdottir & Gudmundsdottir, 2014). 
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The impact of adult guidance on salary was evaluated on the basis of data from a survey of 1, 800 

clients conducted by Símenntun (e. Lifelong learning) in Iceland (random sampling, response 

rate=75%). Adult guidance had an impact on the possibility of higher salary, better jobs, better and 

healthier working environment. Also more job security and respect. The participants felt that they 

had more confidence and were more open-minded about their choices. (Arnardottir & Jonasson, 

2004). 

Results from Vilhjalmsdottir, Dofradottir & Kjartansdottir (2011) indicate that users of guidance 

within the Icelandic lifelong learning centres feel that the outcomes of guidance are educational and 

personal more than vocational. Users of guidance were generally satisfied with the guidance they 

received and their overall experience. They explained their experience with guidance in terms of 

“endless support” and encouragement. On average women were more satisfied than men. Most of 

the users felt that overall they had been active and discussed their strengths and weaknesses during 

guidance sessions. Somewhat fewer felt that they were active in gathering information about work 

or occupational opportunities and a little over half were active in self exploration and information 

seeking and in making plans and setting goals. Less than half felt they had discussed how they could 

learn more about themselves during guidance sessions. The users felt they participated rather 

actively in their guidance process. On average women perceived themselves as being more active 

than men did and those who had finished upper secondary education rated themselves on average 

as more actively involved in their guidance than those who only had compulsory education. 

In the same research, according to the counsellors and managers that took part in the focus group 

study, clients usually do not have a chance to evaluate the guidance service formally. Overall, users 

of guidance seem to believe that it is important for them to have the opportunity to evaluate or give 

feedback on services. Each counsellor at the centres submits an annual qualitative report on their 

work during that year. Also, data is collected on the composition of the client group, such as number 

of participants, age, gender etc. 

On average the users felt that it was considerably important that they were consulted about the 

improvement of guidance. Women were more positive towards the importance of consulting users. 

Clients, counsellors and managers that took part in the focus group study, all saw potential in future 

involvement of users. The users also felt it was somewhat important that users participated in 

decision making and designing of guidance services (Vilhjalmsdottir, Dofradottir & Kjartansdottir, 

2011). 

The quality of guidance is a major issue in a new legislation that was passed on school and career 

guidance (Educational- and career counselling act nr. 35/2009) in the Icelandic parliament (Alþingi) 

on March 30th 2009. According to the law guidance counsellors need a licence to practice and a 

certified counsellor training. This legislation assures quality in the services provided and protects the 

interests of the users of guidance and professional expertise is valued for the benefit of the guidance 

services (Vuorinen & Leino, 2009). 

The major aim of Guðmundsdottir’s 2012 study was to evaluate the educational and vocational 

progression of adult students who completed the continuing education program called 

Grunnmenntaskólinn. Grunnmenntaskólinn (The Foundation for Secondary Education) is a 

programme specifically designed for adults who have not finished any formal education after 

compulsory schooling. A questionnaire focusing on the employment status, further education, self-



 

110 

 

evaluations and experiences in the programme and with career counselling was administered to 427 

participants. The adult students were generally satisfied with the career interventions offered and 

felt the experiences had benefited their career development, enhanced their self-esteem and their 

ability to set goals and construct a curriculum vitae.   

6.2.4 Lithuania 

According to the Procedure on the Implementation of Career Guidance (2012), the Lithuanian Centre 

of Non-Formal Youth Education (Career Education Unit) participates in the monitoring of career 

guidance services of pupils on a national level: data collection, data analysis, preparing reports and 

recommendations. Data are gathered via local municipalities and general education and VET schools 

and processed with the help of the Information System of Career Education Monitoring.  

Indicators related to career guidance service provision are included in the Order on external 

evaluation of the schools (2007, 2014). 

The System of Career Education Monitoring gathers data according to the 14 indicators of context, 

input, process and output. Since 2013 Monitoring reports on the career guidance services in general 

education and VET schools have been prepared annually by the Lithuanian Centre of Non-Formal 

Youth Education (Career Education Unit) and are publicly available on their website.  

Part of the Career Management Information System (KVIS) which is currently being developed and is 

dedicated to the HEI students and aims to assist students in career problem solving and career 

decision making via provision of information, career education and counselling services is specifically 

targeted at planning and monitoring of career services provided by career counsellors at HEI’s career 

centres. 

Guidance services provided by territorial labour exchanges and their youth job centres are 

monitored by organising user satisfaction surveys both of jobseekers and employers. Annual reports 

provide general statistics (including provision of information and counselling services). Special 

commissioned surveys are also being implemented (e.g. effectiveness of active labour market 

measures; analysis of the motivation of jobless clients). The outcomes of these surveys are being 

analysed and summarised and particular improvements implemented. 

6.2.5 Netherlands 

The Education and Career Guidance Points are subject to continuous monitoring and evaluation. In 

2011, an evaluation of the first financing scheme (2010-2012) was commissioned by Berenschot. In 

2014, a mid-term review of the second financing scheme (2013-2015) was published, and a final 

evaluation is currently being performed, with results expected in November 2015. Evaluations focus 

on the quality and sustainability of the regional networks, and not on the impact/effect of the 

intervention on individual clients. Client satisfaction, however, is measured. The quality and depth of 

the regional networks varies. Some service points function significantly better than others, for 

example with regards to outreach to the target group. In a few regions, separate career and 

guidance points for early-school leavers and young adults have been established by local authorities, 

causing fragmentation. Nevertheless, these guidance points for young adults have demonstrated 

good results in terms of their ability to direct the target group to education or work.  

http://www.mukis.lt/lt/profesinio_orientavimo_paslaugos_mokyklose/stebesenos_ataskaita.html
http://www.mukis.lt/lt/profesinio_orientavimo_paslaugos_mokyklose/stebesenos_ataskaita.html
https://www.ldb.lt/Informacija/Veikla/Documents/LDB_2014%20metu%20ataskaita_web.pdf
https://www.ldb.lt/Informacija/Apie/MoksliniaiTyrimai/Sarasas.aspx
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A few Education and Career Guidance Points use an instrument to assess the level of basic skills of 

clients in order to direct them more efficiently to an appropriate education offer. The instrument 

used in these cases is called the basic skills quick scan. Those clients who have been assessed by 

means of the quick scan, and have subsequently been directed towards an appropriate education 

offer, have been part of study to assess the impact of the training course on their social 

participation, wellbeing and language level. The GOAL project will build on this research. 

6.2.6 Slovenia 

According to Možina (2009), on the national level a comprehensive system to measure effects of 

different guidance activities for adults has not yet been established. For monitoring and measuring 

the effects of the guidance activities for adults that SIAE has been developing and providing through 

a network of 14 regional centres (professionally developed, monitored and supported by the SIAE) a 

comprehensive model of assessment was developed in 2009 as well as the development of quality of 

the ISIO centres that also includes assessment of achieving results and effects. The model defines 

basic areas of guidance centre activities and the pertaining standards and quality indicators and 

criteria. The model consists of ten areas: 

i. potential guidance users (target groups) 

ii. staff 

iii. sources, equipment, information databases 

iv. guidance activities (basic process) 

v. partnership 

vi. information and promotion 

vii. quality assessment and development 

viii. results 

ix. effects 

x. leadership, management and organisation.  

The model anticipates a joint combination of four approaches for quality assessment and 

development: 

i. accreditation28 – external quality assessment of certain basic criteria that according to 

experts and financiers are necessary for the work of a guidance centre; 

ii. monitoring – continuous monitoring of those criteria that give basic information about 

the work of the guidance centre and the network of guidance centres as a whole. The 

fundamental emphasis here is internal monitoring carried out by the guidance centre 

staff, and a smaller part is external monitoring carried out by the Slovenian Institute for 

Adult Education; 

                                            
 

28 Until 2015 the accreditation of guidance centre was not implemented in practice. Other three 
approaches are already implemented in practice.  
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iii. external evaluation – external assessment of quality of certain criteria important for 

national policy and the system of education, or criteria particularly important within a 

certain period of time,  

iv. self-evaluation – self-assessment and quality development of all those criteria that are 

important from the point of view of the guidance centre for achieving the defined 

national and its own quality standards.  

One of the key sources for quality assessment and the effect of the ISIO centre activities is a 

database that is created by constant monitoring of guidance activities on the part of every 

counsellor, by regular recording the scope and the contents of all information-guidance activities 

(individual and group) in a computer application developed for this specific purpose (“Monitoring 

the activities of guidance centres”; “Spremljanje dejavnosti svetovalnih središč – SDSS”). 

The goal for continuing development is to build on measuring long-term results and effects of 

guidance activities for adults, partly through the results of the GOAL project.  

For the last 15 years, the Slovenian centre for Adult Education has been developing the concept and 

guidelines for quality assessment and development for the entire field of adult education. In 2013 

colleagues from the SIAE prepared a comprehensive manual with the defined quality standards and 

indicators for quality assessment and development in adult education (Možina, 2013). 
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7 Service Delivery and Evaluation: Inputs 

Chapters 7, 8 and 9 of this report turn to look more closely at evidence of impact and evaluation, 

respectively in the three aspects of the framework described in Chapter 6: inputs, processes and 

outcomes. 

This chapter looks more closely at the inputs of guidance service delivery, that is, the context in 

which the guidance is delivered. A service evaluation will typically gather data on the number and 

type of clients, the qualifications of the staff and the delivery infrastructure. To take one example, a 

Canadian study on performance measures in career service evaluations (Canadian Research Working 

group, 2013) looked at: 

 Regional profile of employment and training opportunities  

 Practitioner background and experience  

 Client employment potential:  

 Current employment status of client  

 Current education level of client  

 Designated group status of client  

 Employment history of client  

 Identification of any employment barriers: health; language; support system  

With the exception of the Czech Republic, educational guidance services already exist in the GOAL 

countries, but these need to be developed and refined in order to reach the target group of low-

educated adults. As education guidance for adults was not on offer in the Czech Republic prior to the 

launch of the GOAL project, no national data can be reported in these chapters. 

7.1 Available opportunities 

7.1.1 International Literature 

A major issue for the provision of IAG services for adults are that the involvement of a range of 

different providers (as opposed to services for younger people that are offered by schools) meaning 

that it can be hard to find clarity; and that there is a lack of active promotion of services to adults 

(DEL, 2007: 29) 

Policy-makers in some countries have grappled with the issue of whether fragmented guidance 

services for adults should be drawn together into a coherent whole and if so, how this should be 

done. It can certainly be argued that consolidation offers greater possibilities for quality assurance 

and the setting of national standards, without which there is confusion and lack of transparency for 

guidance clients (Hutchinson & Jackson, 2007: 8-9).  

A community learning audit can help to building up a picture of local opportunities for occupational 

participation, to include volunteering, work experience, employment, informal and formal learning 

opportunities. Australian research (Beddie et al, 2005) found that this type of exercise not only 

encouraged new thinking about available resources, local partnerships were identified and 

enhanced. Furthermore: 
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Consultations during the research confirmed there is also potential for such an audit to assist 

in rationalising or pooling resources, identifying community work projects, encouraging 

better cross-promotion of existing services, seeking out mentors and so on. This suggests that 

part of the role of a community-based career advisor could be to act as a learning 

broker/coordinator in the town. It is conceivable also that an explicit part of the job would be 

to identify skills and training gaps and to channel this information into more formal labour 

market data collection systems (p. 21). 

From a literature review of UK, European and international evidence on adult careers information, 

advice and guidance, Hughes (2013) found that: 

 one-size fits all does not work for adults and is costly for all involved 

 it is better to offer a diverse range of services within one organisational system 

 A national careers framework is a necessity where localised provision is on offer 

 ICT based delivery is needed 

 High quality, impartial labour market information is needed 

 Careers services should be allowed the flexibility to innovate and develop more effective 

and personalised services beyond a narrow set of key performance indicators. 

 There are few studies that you can draw conclusions on the impact of different models 

and approaches on adults’ attainment, progression and employment prospects, or on 

other quantifiable success measures. 

 “However, there is evidence elsewhere to demonstrate a relationship between clarity of 

career goals and educational attainment. There is also a strong theoretical basis for the 

effect of careers education and guidance on attainment and associated behaviour” (p. 

3). 

7.1.2 National Literature 

In the Czech Republic there is currently no systematic guidance support for adults who want to 

increase or change their qualifications.  

Across the whole of Flanders, career counselling is offered in 576 locations (Leroy 2014, 2015). 

Despite the widespread availability of services, the presence of so many providers may impact 

negatively on quality and quality control, especially where career counselling is not the 

organisation’s main role.  

In terms of employment, “Labour Shops” offer one window for all questions and services related to 

employment (including intake and counselling towards work [see below] in the Working Shop or 

elsewhere). Ample and appropriate Labour Shops are available for the number of job seekers and 

people on social benefits in a region (based on a formula).  However, an even greater degree of local 

rooting proves to be necessary: importance of the presence of Labour Shop in the municipality 

where the job seeker lives: looking for opportunities to house at low-threshold services such as 

community centres or employment agencies (Van Hemel, &  Struyven, 2007). Services are tailored to 

clients according to age, with different approaches (in terms of information mediation, vacancy 

matching, coaching and training) followed for those aged 18-25 years, 25-50 years, and over 50. 

Within each age band there are also different guidance approaches and special programmes for the 

long-term unemployed (that is, those unemployed for more than one year) and for vulnerable 
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groups (NEETs, migrants, low-skilled adults and people living in poverty, people with physical or 

mental health issues or disabilities). From 2014, services for the 18-25 age group have focused 

strongly on intensive and bespoke guidance and on qualifying training programmes and working 

place learning (Leroy, 2014, 2015; VDAB, 2014). However, jobseekers cannot get help in Working 

Shop with handling of payments (is not correct according to the principle of integrated services) (Van 

Hemel, & Struyven, 2007). 

Within the provision of the PES (Employment Guidance) there is a specific focus to prepare 

unqualified young adults (U25) to the labour market through guidance towards training and 

qualification There are no such programmes for clients aged 25 and over who have low levels of 

education (VDAB, 2014). Currently there are far fewer opportunities in Flanders for those seeking 

educational guidance: not only are services available in a very limited number of locations, there are 

also very few guidance staff working in this area, too few to meet the level and the complexity of the 

need.  

In 2007, consortia for adult education were established to coordinate and align educational 

provision regionally, some of which established educational guidance services for adults. Although 

the new Flemish government decided to stop their funding in 2014, some initiatives for educational 

guidance, such as ‘de Leerwinkel’ (Learning Shop) in West-Flanders, survived with alternative 

funding sources. In the City of Ghent a collaborative initiative between different providers of student 

guidance has resulted in service delivery (information and counselling) to adults, ‘de Stap’' (de step), 

with a specific focus on unqualified young school leavers with the project ‘Word Wijs’.  

The current policy focus of the new Flemish government is concentrated on guidance towards a job 

(Flemish Government, 2014) and there has as yet been no commitment to setting up a structural 

service for educational guidance. However, there is strong support from the Minister and the 

Council of Lifelong Learning (VLOR, 2015 and Draft Concept Note on the reforms of Adult Education, 

Ministry of Education and Training, 2016) for the GOAL project and its aim to identify opportunities 

for integration of educational guidance services in the existing structures. Complementarity and 

synergy between educational guidance and employment guidance can strengthen both services and 

provide a more bespoke service, focusing on employment and personal needs. Different structures 

can be considered: one-stop-shop educational guidance or coordinated collaboration structures 

including the existing career guidance services to provide sufficient objective information and 

guidance.  

In Iceland, centres run by the trade associations and centres for continuing education offer 

educational and vocational counselling services for people with little formal education. Counsellors 

from the Lifelong Learning Centres visit companies and, in collaboration with management, offer 

employees information on the usefulness of the counselling, and then individual counselling on 

competence evolvement for those who request it. Individuals can also access this service through 

the centres themselves (Larusdottir, 2007). Lifelong Learning centres managing validation projects 

provide career guidance to participants in validation. The career counsellors in the formal school 

system also support the further development of individuals continuing their education post-

validation (Larusdottir & Guðmundsdottir, 2014). In recent years, the validation of competences has 

developed significantly and is being introduced into an increasing number of occupations 

(Sigurjónsdóttir, 2012). 
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The Directorate of Labour offers assistance and counselling to registered unemployed people in their 

job search free of charge. Special emphasis is placed on strengthening the individuals and providing 

them with an advantage in the labour market. Individuals are encourage to discover their interest 

(through an interest assessment), competence and goals in relation to career development. The 

career counsellor will point out possible career- and educational opportunities, provide assistance in 

creating a CV, introduction letter and preparation for job interviews. The objective of the guidance is 

to increase participation and options in the labour market. 

Overall, the number of providers of adult education and guidance in Iceland appears to meet the 

needs of the target group (MESC, 2014). However, the availability and variety of courses/educational 

opportunities, particularly language courses for immigrants (Jonsson et al, 2015), is not as good in 

sparsely populated areas and at times there have been challenges in getting instructors to these 

areas (MESC, 2014). A solution to these challenges is likely to lie in web-based educational and 

career guidance and information (Kjartansdottir, 2012). Studies have shown, however, that 

Icelanders do not take advantage of distance guidance and counselling to the same extent as service 

users in other Nordic countries (Dofradottir & Vilhjalmsdottir, 2011). The most promising 

opportunities lie in increased promotion of the adult education system, enhancing guidance and 

counselling and in clearer transferability of learning outcomes between systems. Opportunities lie 

also in increasing the availability of guidance within workplaces (MESC, 2014). 

In Lithuania, career guidance services are provided in a range of educational institutions (schools) 

and in public employment services (PES). Valuable experience was gained in the course of 

implementation of ESF-funded national career guidance projects in the period of 2004-15. Local 

evaluators report that NGOs are also involved in the implementation of projects aimed at promoting 

voluntary work among NEETs. In 2013-2015 these projects were funded by ESF and had a specific 

focus on development of the career management competences of NEET youth and provision of 

career guidance to them. Career guidance services for adults are provided in some institutions – 

adult education centres, which help adults to complete secondary education – but these services are 

mostly offered on a case-by-case basis, and thus dependent on the motivation of administration to 

organise and find sources of funding. There is a lack of consistency in how education institutions 

present their services to potential clients on their websites (if at all): as a career education service 

only; as a list of activities organised by school (including career fairs and other events); as a project. 

There is growing awareness in Lithuania of the importance of career guidance in the adult learning 

sector. In the new ESF programme period (2014-20) support is expected for the provision of high-

quality career services in real and virtual environments (in particular to adults and drop-outs) as well 

as for supports which ensure the accessibility of such services (Euroguidance, 2014). The overview of 

adult services (2015) suggests that they should be organised in one-stop-shop manner and 

encompass counselling on learning opportunities, recognition of knowledge and competences 

(European Union, 2015). 

The Education and Career Guidance Points in the Netherlands have a near nationwide coverage and 

this is mapped to strong national coverage of educational opportunities for adults (mainly numeracy 

and literacy). Furthermore, recent legal changes have expanded the opportunities for local 

authorities to diversify the adult learning offer to include non-formal opportunities, although there 

remains a lack of non-formal education courses in rural areas. The principal threat to the available 

http://www.tuskulenai.lt/index.php/ugdymas-karjerai
http://www.tuskulenai.lt/index.php/ugdymas-karjerai
http://vsmc.lt/?page=karjeros-centro-veikla
http://www.vsrc.lt/joomla/projektai/ugdymas-karjerai/veiklos-planas.html


 

117 

 

opportunities for adult guidance remain funding cuts, which require creativity and prioritisation on 

the part of local authorities. 

In Slovenia, adults can access counselling services at one of 14 regional guidance centres, which 

provide services for adults enrolled in adult education, or at school centres, where counselling 

services are available to adults both before and during the learning course. The main weakness in 

the system is that counselling activities in the regional guidance centres and the school centres are 

not linked. The GOAL project offers an opportunity for counsellors from the two different guidance 

settings to exchange experiences and upgrade their activity in the context of offering full support to 

the participants in adult education. Additional counsellor competences for those working with low 

qualified adults will be defined in both types of counselling service. 

7.2 Practitioner capability 

7.2.1 International Literature 

As a 2008 report on Adult Learning Professions in Europe (Research voor Beleid, 2008) summarised, 

those working in counselling and guidance services in adult learning may focus on career guidance 

(in relation to finding a job), study counselling (in relation to study choice and planning and coaching 

of the study process) or more personal guidance (in relation to people’s personal problems and 

questions). Importantly this report emphasised that these roles may be contained within a wider job 

description, or that those in teaching positions have counselling and guidance tasks alongside or as 

part of their teaching activities (p. 76). Respondents involved in the survey felt that career guidance 

workers in their respective countries have developed a number of competences through initial and 

in-service training, as well as on-the-job. However, they also feel that, given the changing nature of 

their work, as well as a changing context—including a perceived greater incidence of mobility of 

students and workers across Europe—those involved in guidance require further training in a 

number of areas. 

Knowledge of labour market information. In addition to professional competencies, the European 

Commission, as part of its New Agenda for Adult Learning (2013) is paying attention to the quality of 

staff in adult learning and their competences in promoting career management skills (CMS) (cited in 

Hughes 2013 see http://ec.europa.eu/education/adult/agenda_en.htm).   

A recurrent theme in the literature on guidance for disadvantaged or vulnerable adults is the need 

for guidance professionals to have local knowledge, of the labour market and of learning 

opportunities. 

In 2003, Sultana concluded that guidance workers do not seem to have a strong professional 

identity, are poorly organised and often poorly supported by a disparate network of professional 

associations and of research and training organisations. Consequently, their ability to determine 

their work roles as well as to impact on policy-making is weak. 

More recently, however, the Network for Innovation in Career Guidance and Counselling in Europe 

(NICE) published a Handbook for the Academic Training of Career Guidance and Counselling 

Professionals (2012: see http://www.nice-network.eu/welcome/publications/) which indeitifies the 

core competences required by professionals working in this field. 

http://ec.europa.eu/education/adult/agenda_en.htm
http://www.nice-network.eu/welcome/publications/
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7.2.2 National Literature 

The national literature reviews highlighted moves in all countries towards the formalisation of 

practitioner capabilities. In Flanders there is no centrally organised training for those who wish to 

become career counsellors but providers are required to meet certain quality standards (VDAB, 

2015). However a Flemish competence profile for career counsellors is currently being developed by 

professional stakeholder organisations involved in career guidance.  In Iceland guidance counsellors 

need a licence to practice and certified counsellor training. This legislation describes the role and 

duties of the counsellor and is designed to assure quality in the services provided, protect the 

interests of guidance users, and to value professional expertise for the benefit of the guidance 

service (Vuorinen &Leino, 2009). The majority of guidance staff working in the validation of existing 

competences have a diploma or a Master’s degree in career counselling and assessors have teaching 

qualifications in their chosen field. As stated in the Regulation for Adult Education, validation staff 

must go through a training course provided by the ETSC before working in this area Larusdottir & 

Guðmundsdottir, 2014). 

In the period of 2011-2015 short courses for the further development of professional skills were 

available in Lithuania for career guidance practitioners (Sokolova, 2014). However, as career 

guidance practitioner’s status at education institutions in Lithuania has not yet been formalised in 

law, there is a need for this and for the development of standards for their competences and 

training. Ensuring the visibility of the role of career guidance practitioners in the lifelong learning 

system is an important component of this (Visionary analytics, 2015). A number of initiatives to 

professionalise the workforce are taking place, including the development of further CPD courses by 

the Lithuanian Centre of Non-Formal Youth Education (Career Education Unit) (No Author, 2014b). 

Despite these opportunities, local evaluators in Lithuania noted that the large turnover of career 

practitioners at schools has the potential to impact negatively on the both the quality of services and 

the qualification profile of staff.  

Nearly all adult guidance practitioners in the Netherlands have experience in education and/or re-

integration practices. However, there are no formal criteria for guidance practitioners and thus a 

great divergence in quality between various service points. Good practitioners have unstable career 

paths and may find better (paid) work. 

In Slovenia, there are minimum qualification requirements for practitioners (educated to degree 

level) and the Slovenian Institute of Adult Education offers opportunities to practitioners in adult 

guidance centres for initial training (a 48 hour course) and continuing professional development 

(sixteen hours per year). There is currently, however, a need for training that would better equip 

practitioners to work with a) low-qualified adults and b) partner organisations. Counsellors from 

both the adult guidance and school centres are positive about the opportunities the GOAL project 

presents to upgrade their counselling activities: for more quality counselling work with target 

vulnerable adult groups and for more efficient networking within their local area. 

7.3 The client group and its potential 

7.3.1 International Literature 
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Tyers at al (2003) stressed the importance of knowing about the target group: successful pilots not 

only knew the barriers faced by their potential clients, but also knew what they would respond to. If 

this knowledge is not already available in an organisation, it should either be hired in, or a feasibility 

study undertaken. It is worth spending money up front in order to save money further down the line 

(p. xii) 

“There is an urgent imperative in all countries to secure an appropriate balance between providing 

core services to all (avoiding ‘marginalising the mainstream’) and targeting intensive services to 

those who need them most. Given careers guidance policies and provision are located within and 

across a range of sectors (e.g. schools, vocational education and training, higher education, adult 

education, and employment) services to individuals need to be as seamless as possible” (Hughes 

2013, p. 8). 

This said, despite the fact that the GOAL study is addressing the needs of adults who are 

marginalised, one important message made by Hawthorn and Alloway (2009) is that given the 

importance of the personal relationship between the counsellor and the client to the success of the 

guidance, there should be an emphasis on the client group being “people like us” not “people like 

them”, of which one aspect is the counsellor’s ability to “speak the same language” as the client. 

A study of guidance services for adults in the Nordic countries (Vilhjálmsdóttir  et al, 2011) found 

that: 

 Users voices are not really listened to; users see the purpose of giving feedback, but 

evaluation does not take place in a sizable number of guidance services 

 Users are not really involved in policy development or the design of guidance services – they 

are, however, eager to be involved. There are no formal channels of consultation in the LLL 

sector 

 Guidance follows traditional models and new technologies are only slowly being adopted 

_even where sophisticated ICT guidance systems are available. This said, users are actively 

involved in their guidance, so where the delivery models are traditional, the ways of 

engagement are not. 

 In general users are satisfied – they are being helped in many ways. Hard to interpret the 

fact that vocational outcomes are lower on the list than educational and personal – may be 

about where the services are being offered – but could also indicate weak links between 

adult guidance services and the labour market. Maybe also counsellors need more 

knowledge about the labour market and more training in this dimension 

7.3.2 National Literature 

A number of studies from Flanders have examined the client group within the employment guidance 

sector (Public Employment Service) in more detail. On the Trajectbegeleiding naar Werk programme, 

clients from vulnerable groups are reached in the same way as those from non-vulnerable groups, 

and a higher proportion of vulnerable adults participate on this intensive coaching programme 

compared to non-vulnerable adults (58.5% of the vulnerable clients started a coaching programme 

compared to 54% of the total client group). Clients aged under 25 who have no qualifications, and 

migrants, are less likely to participate in these guidance programmes (Leroy 2014, 2015). 
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Career counselling clients have a greater tendency to have jobs with a low workability (e.g. they 

experience stress or burnout), unstable career history and the prospect of a turbulent career in the 

future (Verbruggen and Sels, 2009). In addition, employees on temporary contracts and those in 

their notice period are overrepresented in career counselling. These differences suggest that 

participants in career counselling programmes are often those who find themselves in difficult and 

challenging career situations. It is therefore not surprising that the main reason to seek career 

counselling is dissatisfaction about one’s employment situation and in particular with job content, 

career development opportunities, the job’s workability and the atmosphere at work (ibid.). Men, 

older workers and low-educated workers are more difficult to reach, possibly because they 

experience greater dispositional barriers to requesting external assistance. Far fewer migrant 

workers participate in career counselling – largely because only a minority (1 in 3) know that such 

counselling exists. Their low rates of participation are exacerbate due to cost and language – much 

counselling is only available in the Dutch language. 

A study focusing on the demand for career counselling among immigrant workers showed this 

group, like the average Flemish worker, felt that they need external career counselling, primarily 

because of the workability problems they experienced. People who are stressed, who experience 

difficulties with their work-life balance and/or discrimination in their career are more likely to want 

to take part in career counselling. Issues such as having a turbulent career have less influence on the 

participation of immigrants (Sannen et al, 2011). 

For participation in educational guidance programmes, the most important barriers are financial 

ones. There is also a tension between what clients want and the number and type of available 

opportunities; there is frustration on both sides where it is not feasible to find outcomes that meet 

with the client’s ambitions (Step and Learning Shop, 2014). This said, on De Stap Ghent (Word Wijs!), 

many of the target group (young unqualified school leavers) are aware that they need to obtain a 

secondary education diploma and are motivated to finds ways to achieve this. There is also high 

client awareness that they need to make positive choices now after making negative school choices 

at school, whether in terms of choosing the wrong study programme or the wrong school, or 

becoming disaffected with compulsory education (ibid). More than half have repeated at least one 

year of schooling and around a quarter have started in an OKAN class (an introduction class for 

foreign language speaking new comers). They often have a low SES. 

In general, both representatives of companies in Iceland and the target client group lack sufficient 

information about the adult educational and guidance system. Counsellors need to be aware of that 

many service users in the target group have very little information about what opportunities they 

have, about the value of their current knowledge, and about where to start and how to continue 

(Gronvold, 2014). 

In Iceland, the introduction of guidance in the workplace has meant that access has been widened 

and made easier, but the challenge remains how to keep track of data, how to share it and how to 

develop the service further (Van Laer et al, 2011). An unintended impact is that people are more 

aware of the services of career counsellors and seek their assistance and counselling on their own 

terms. In many workplaces, people were not previously familiar with the guidance services, nor were 

they aware of the educational opportunities available to them or the right they had to financial 

support from union educational funds (ibid.). 
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In 2014, the proportion of the adult population in Lithuania without upper secondary education was 

6.6; 0.8% of the Lithuania population were without lower secondary education (National 

Department of Statistics). Statistics for that year also show that the proportion of working age adults 

(25-64 years) who participated in formal and non-formal training was only 5.7%, thus falling short of 

the national target of a 9% participation rate by 2020 (Visionary analytics, 2015). 

A large proportion of the working age adult population (26.3% in 2013) in Lithuania has completed 

general education programmes only and does not have a vocational training background. Therefore, 

increasing access to lifelong learning and vocational training for adults and increasing their 

qualification level is a challenging task for the Lithuanian education and training system (No Author, 

2013c). 

Analysis of research findings on adult education reveals the factors that affect adult learning. 

Learning for adults should be fostered by the motivation phenomenon. The main factors influencing 

the learning process include: social factors, economic factors and the desire to stay in the labour 

market (Trakšely, 2012). About 45% of all working age adults in Lithuania reported that they did not 

felt a need to participate in education; about 13% felt too old or sick, and 14% did not have sufficient 

funding. The other reasons for not participating in LLL were lack of time, low motivation (available 

opportunities to get employment for low-qualified), learning spaces and means are outdated and 

unattractive for learners (Teresevičienė et al, 2006). 

The Netherlands has a relatively high level of unemployment: in the order of 600,000 adults, or 7.5% 

of workforce. Although there are many guidance services available for unemployed people, those in 

employment are poorly reached. This lack of opportunity is compounded by the fact that seeking 

guidance is still considered taboo, especially among non-migrant groups. Although 70% of the low 

literates in the Netherlands are native Dutch speakers (Buisman et al, 2013), only 25% on average of 

participants in literacy courses are native Dutch speakers, and in the large cities this is only 10% (De 

Greef et al, 2014; Steehouder & Baay, 2016). They feel ashamed of their literacy and have negative 

education experiences from the past.  

In both the adult guidance and school centres in Slovenia, there is insufficient understanding of the 

characteristics and needs of adults within the groups targeted by the GOAL study: more data are 

required to further this understanding. There is also a perception in adult guidance centres that 

counsellors lack the time to include low-skilled adults in the centre’s services. Crucially, insufficient 

understanding of low-skilled adults on the part of counselling services prevents practitioners and 

service leaders making connections with experts from other fields. 

The GOAL project in Slovenia is designed in the first instance to offer further training and more 

opportunities to offer quality counselling services to the target groups. Secondly the project will 

offer the chance for cooperation with organisations in other fields which have both a greater 

knowledge of these groups, and a track record in working with them. This said, a danger remains 

that in piloting counselling for multiple target groups within the low-skilled adult cohort in Slovenia, 

activities will be concentrated on some target groups at the expense of others, and that there may 

be insufficient time during the life of the GOAL project to develop in-depth cooperation with 

multiple organisations that work with the selected target groups. 
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8 Service Delivery and Evaluation: Processes 

This chapter looks more closely at the processes involved in various aspects of service delivery. 

Guidance for adults can take many forms. For some clients, a one-off session leading to an action 

plan will be sufficient. But for others, the process is a more complex one lasting a longer time 

(Hutchinson & Jackson, 2007: 13), and perhaps including periods of non-engagement from the 

counselling journey. Bimrose et al (2008) identified four main categories which typified useful 

guidance: building a working alliance; exploring potential; identifying options and strategies; and 

ending, follow-through. Guidance and orientation can now be online and computer based, often 

offered in combination with “real” support.  

Writing in 2008, tracing the European journey from policy to practice, Sultana concludes that lifelong 

guidance in Member States can be seen on a continuum, with traditional guidance services at one 

end, and a new approach at the other. The process of change to service delivery is gradual and does 

not involve abrupt changes in practices. So, for example a traditional guidance programme would be 

one offered to certain groups, but a new approach to everyone; a new approach might offer services 

in non-traditional locations; it is likely to be more differentiated, and individualised, which has the 

added benefit of taking account of the different starting points (Hutchinson & Jackson, 2007: 26).  

In the domain of process, the Canadian study on performance measures in career service 

evaluations (Canadian Research Working Group, 2013) looked at: 

a. Intake Assessment: client needs identification in all five employability dimensions:  

b. Rating scale of: Client needs assistance: not at all; not much; a little; quite a lot; a lot  

c. Identification of Additional Life Circumstances that may impact on employability 

outcomes (i.e. improved housing needed; increased sense of responsibility needed; 

improved capacity to study needed)  

d. Employment Goal and Action Plan  

e. Identification of Personal Attribute Needs that may impact on employability (i.e. ability to 

self-manage; self-efficacy, self-esteem)  

f. Quality of Working Alliance and Client Engagement  

g. Client participation in:  

 Service Menu provided by office (as provided by participating offices)  

h. Indicators of Client Change (+ or -) and Client Progress after each client contact  

i. Revisions to Employment Goal and Action Plan  

8.1 Assessment of needs  

8.1.1 International Literature 

When working with this target group (low educated adults), sensitive and tactful screening and 

initial assessment is crucial because otherwise potential learners can easily become demoralised and 

give up at these first hurdles (Department for Education and Skills, 2005, cited in Windisch, 2015: p. 

10-11). A key element of assessing need is the acknowledgement that for vulnerable and hard-to-

reach adults, “need” is complex. Qualitative research conducted on behalf of the Department for 

Business, Innovation and Skills in England (2013) on Adult Career Decision Making stressed that “the 
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decision-making process is a complex construct and one that individuals do not undertake using 

‘rational’ behaviour” (p. 12) and that it is important to understand the context in which decisions are 

made. This context includes family, aspirations, career values, health, psychological orientation, 

confidence, education, experience of learning and access to finance. As Beddie et al (2005) point 

out, learning opportunities, particularly for these target groups, are limited by low motivation, lack 

of time, and lack of funds to pay for courses. 

8.1.2 National Literature 

The national-level literature reviews suggests that different approaches are used in the six countries 

to assess the clients’ needs from guidance services. 

In the Netherlands, there is fairly extensive screening and assessment of people with low basic skills. 

Within the national action programme “Count on Skills” the initial literacy or numeracy level of 

clients following education on reading, writing, speaking, listening and calculating is measured, just 

as the level directly and a few months after finishing a course or a trajectory with a volunteer. 

Included in the instrument is a measure on the improvement of social inclusion (employment, but 

also social interaction with others and welfare). Potential clients are stimulated to conduct a quick 

scan (available for literacy, numeracy and digital skills) to provide an indication of their illiteracy or 

innumeracy. The results of the previous national programme are available in English (De Greef et al, 

2015). 

In Lithuania, the evaluation of needs of various target groups (including adults) constitute a part of 

the majority of institutional as well as national ESF funded projects. However, assessment of the 

client’s needs from the guidance is not regularly carried out, although there have been 

recommendations that the future development of such services should be grounded in an in-depth 

survey of clients’ needs (type of services, mode of service delivery) and that this survey should be 

accompanied by the identification and evaluation of potential funding sources for these services (No 

author, 2015a). In Slovenia, although analysis is carried out annually to identify target groups adults 

who are in need of additional services, further work is needed, both in identifying target groups 

within the local population and developing a more in-depth and nuanced understanding of existing 

target groups. Iceland, too, reports that a key weakness in assessing the needs of low-skilled adults 

in guidance is the fact that there is only limited data available on this cohort. 

Flanders reported on more formal structures for assessing client needs than the other GOAL 

partners, whether through initial assessment of literacy and language skills linked to assigning clients 

to the appropriate guidance programme (Leroy, 2014, 2105) or as a self-analysis exercise completed 

by clients (Verbruggen and Sels (2009) – although some service-users of this programme reported 

that they would have liked a more elaborate analysis of their own weaknesses. This said, a clear 

distinction is made between initial assessment and assigning a client to a particular programme 

based on needs and the programme itself (the first is done by VDAB, while the second is often 

carried out by an external partner). It has been argued that this distinction is artificial and that the 

two processes should be carried out by the same provider (Devisscher & Sanders, 2008). In 

Educational Guidance, an integrated approach to needs assessment is followed whereby the coach 

tries to get a holistic view of the all the factors in a client’s life, including potential barriers, that 

might influence the guidance process (Step and Learning Shop, 2014).  
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In Iceland, a key weakness in assessing the needs of low-skilled adults in guidance is the fact that 

there is only limited data available on this cohort (Gronvold, 2014). Furthermore, there is a need for 

more instructors with training in adult guidance/learning and for a greater variety of short vocational 

training courses (MESC, 2014). A greater selection of courses would better meet the needs of the 

target group (Gronvold, 2014).  

8.2 Development of a client action plan 

Client action plans set out the short-term targets for guidance service users, and the individual 

actions needed to reach these targets: longer-term targets and actions may also be outlined. 

8.2.1 International Literature 

Hawthorn and Alloway (2009) identify the importance of drawing up realistic action plans comprised 

of small step with this client group, and that it is critical to success that barriers are identified and 

steps included in the plan to help clients overcome these, including the use of additional services 

where necessary. It is important to note that for disadvantaged adults, the progression journey can 

take longer. There is also a greater likelihood that people may want to stay longer with the service 

than would normally be the case (and beyond when they need to). Services need to strike a balance 

between staying with the client long enough to give them the skills they require, but encouraging 

them to act independently. 

8.2.2 National Literature 

In Flanders, one study found that an action plan was made in just over half of the client cases (54%). 

Almost all action plans set clear short-term targets for the client (96%) and the individual actions 

needed to complete these targets (89%). In 63% of action plans, short-term and long-term actions 

were differentiated and 71% of action plans mentioned people or bodies which could help clients 

achieve their goals. Approximately 65% of action plans contained tools to assist clients in monitoring 

and performing the actions, such as a timetables, determining people and/or methods that may help 

to execute the plan, and times for evaluation. However, action plans did not often discuss risks, 

alternative scenarios (40% of plans) or approaches to deal with setbacks (present in a quarter of 

plans only). A more recent study, however, revealed that action plans (‘personal development 

plans’) are often considered as an administrative burden by counsellors than it is used as an 

instrument to support the guidance process, as it is used as a tool to control the results of the 

guidance process by the funder (VDAB,  2015). 

On the educational guidance programme (De Stap), the client is viewed as the coach of his or her 

own trajectory, with ownership of the problem and the possible solutions. The coach supports the 

decision-making process, but the decisions are the client’s responsibility. The clients determines the 

speed of the trial and error process. It is believed that this approach is necessary in order to achieve 

sustainable results and ensure that individual clients find their own personal and professional 

network (Step and Learning Shop, 2014). 

In both the adult guidance centres and the school centres in Slovenia, counsellors make action plans 

with clients. However, counsellors report that sometimes insufficient time is allocated to this 

process, and that the process would benefit from new tools (Pedagoški inštitut, 2015; Interviews 
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with 4 counsellors for Swot analysis, 2015). Counsellors also report that the process would benefit 

from new tools (Interviews with 4 counsellors for Swot analysis, 2015). 

In the Netherlands, no action plan in relation to guidance for low basic skilled is made. Action plans 

can be drawn in other guidance services, for example within local public employment services and 

local social services, and in vocational education. However, this is locally determined, or even 

depends on the individual counsellor (and in relation to the client’s wishes).  

8.3 Collaboration with other organisations 

8.3.1 International Literature 

In larger countries, sub-national coordination is necessary for effective implementation of policy 

actions (EU, 2015).  

Hawthorn and Alloway (2009) identified links with other agencies as one of 11 critical success factors 

in offering careers advice to adults. (So, in the case of the GOAL project, working with this client 

group involves working with the bodies that already have direct contact with low skilled adults 

[Windisch, 2015].) As they explain, their case studies showed that network arrangements are 

important in order to meet client needs through referral, to provide professional support, to 

encourage partnership working including setting up new joint initiatives, and to keep in touch with 

funding opportunities. Their review also stressed however, that networks can be time and resource 

consuming to maintain, meaning it is often more effective to capitalise on existing networks – 

identifying gaps and building on what exists already – rather than establish new ones. 

In an evaluation of services in Wales (BMG, 2011), advisers reported that partnership working was 

effective where there was 

 A shared goal between organisations, of helping people move forward 

 A mutual awareness – knowledge of each other’s strengths and selling points,  

 An understanding of each other’s organisations, maintained through regular and personal 

contact 

 To some extent, a physical location, perhaps through co-location, where opportunities for 

drop-in referral can happen. 

Although the views of advisors about partnerships were generally very positive in this evaluation, 

some possible disadvantages were cited, including the damage done to partnerships because of 

fluctuations in referrals or the risks involved of duplicating work, or of limited project funding. 

Research from Australia identified the success factors associated with national guidance forums, as 

(cited in Sultana 2008, p. 30-31) 

 shared understanding of the importance of guidance and counselling services 

 common understanding of guidance and counselling, as well as shared awareness of the 

importance of having a forum and of the goals that should be achieved; 

 holistic approach to career guidance, integrating issues arising from different sectors and at 

different levels; 
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 a lifelong and lifewide perspective, to ensure that, nationwide, services respond to the 

needs and demands of persons in different phases of their lives; 

 strong political and administrative support for career guidance and counselling, and for 

cooperation between the different actors; 

 clear evidence that career guidance and counselling are beneficial to individuals and the 

State; 

 the right balance between leadership and cooperation in managing a network likely to have 

many stakeholders and actors; 

 sensitivity to the fact that the dynamics of national guidance forums may be different in 

centralised and decentralised systems: while the goals may be the same, the strategies 

adopted may need to be different; 

 appropriate strategies to coordinate activities at national, regional and local levels; 

 coordination of activities to have a clear policy vision which helps to steer the activities of all 

relevant actors at all levels and across all sectors of career guidance and counselling; 

 national stakeholders remaining focused on career guidance, with the necessary financial 

support to sustain this interest; 

 awareness that different European countries have different legal frameworks regulating 

guidance services, and that therefore national guidance forums need to adapt their 

operational strategies to fit already existing structures, and may thus have to take different 

forms. 

8.3.2 National Literature 

In some countries there is a high degree of collaboration between relevant stakeholders in 

educational and career guidance for adults (for example, schools, Public Employment Services, VET 

and HE institutions, local businesses and employers). Such collaborations appear to be more formal 

in Slovenia than in Lithuania (where there are no national agreements, only inter-institutional ones), 

but even in Slovenia there is a sense that collaborations tend to exist between partners who have a 

history of working with each other and that new collaborations, which might prove more beneficial 

to clients, are seldom initiated. Lithuanian research on career competences has recommended that 

there should be collaboration between all relevant stakeholders (including NGO, employers, and 

service users) in the area of career guidance service provision (Euroguidance LT, 2014). In particular, 

effective interaction between vocational training and career development can help to solve the 

problem of the opportunity trap (i.e. gained competence does not correspond to the needs of the 

labour market). Complex long-term tools are suggested including those which enable employers, 

professional organisations and trade unions to implement qualified activities of career designing 

(Tūtlys, 2013). In both the adult guidance and school contexts in Slovenia, the GOAL project offers a 

means to establishing new systems and partnerships in collaborative work. 

Improvements could also be made to the existing systems for collaboration in Iceland. A strength in 

Iceland is that collaborations forged between the Lifelong Learning Centres and the Education and 

Training Service Centres have proved effective in reaching target groups (Larusdottir & 

Guðmundsdottir, 2014); however there are weaknesses that stem from inconsistencies between 

educational institutions (in the evaluation of courses with the same curriculum for instance).  
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In Flanders, collaboration can be undermined where partner organisations are effectively in 

competition over clients and want to guide them to their own specialist counselling. For example, in 

the case of the Labour Shops, partner organisations limit their activities to their own target group 

and often their services are not aligned with the VDAB services and not integrated via the client 

tracking system. As partners often lead clients to their own offer of specialist counselling, the 

referral process lacks impartiality. A system whereby the Employment Service had responsibility over 

referrals and counselling could prevent this. Unstable funding can contribute to weaknesses in the 

collaboration system as a considerable time investment is needed to maximise the effectiveness of 

collaborations with partners. In The Learning Shop, the collaboration structure with educational 

providers (consortia) no longer exists. 

All main players in the Netherlands are part of the regional networks. In fact, without a partnership, 

there is no guidance centre. Ownership firmly rests with the partners themselves. The new 

nationwide action plan against low literacy, “Count on Skills”, provides new opportunities for 

partnership building, particularly because of the new involvement of the ministries of Health and 

Social Affairs. (Previously, only the Ministry of Education was involved in low literacy action plans.) 

There is a threat, however, that partners may shift priorities away from the guidance centres. 

8.4 Effectiveness of practitioners 

8.4.1 International Literature 

Section 7.2 of this report summarises evidence on practitioner capability. Ensuring the effectiveness 

of those practitioners is more problematic. One approach suggested by Hawthorn and Alloway 

(2009) is that services recruit practitioners from those who already have an understanding of the 

client group, and then provide guidance training following recruitment.  

Research from England on the Connexions service (Sheehy et al, 2011) highlighted the importance of 

the relationship built by the personal adviser with the young person, arguing that for some young 

people faced with complex and challenging circumstances, the relationship with their PA provided a 

uniquely stable and valued source of support. This underscores the link between practitioner 

competences and effectiveness; unless the counsellor’s role is understood, it is challenging to 

measure and monitor effectiveness. 

8.4.2 National Literature 

The process by which the effectiveness of guidance practitioners is measured differs between the 

GOAL countries. In both Flanders and Lithuania, effectiveness in the employment sector is partly 

judged on results – that is, by client employment rates and outcomes in the period after counselling. 

The Flemish VDAB programme promotes one general method for all counsellors called “everyone 

intermediary” (Iedereen Bemiddelaar) based on trust:  “gaining trust”, “giving trust”, and “working 

with trust”. Support for job-seekers is based on five career questions (What do I want? 'What can I 

do? Where can I work? Who can support? How should I go about it?). All counsellors use a checklist 

to be sure that all methodological steps are followed during a conversation with the client 

(encouraging, supporting reflection, informing, encouraging action) (VDAB, 2013b). 
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In Lithuania there are no equivalent indictors by which the effectiveness of guidance offered in the 

education sector is measured. Although the System of Career Education Monitoring provides some 

opportunities to evaluate the outcomes of the guidance interventions in schools (No Author, 2015c), 

without proper indicators of the effectiveness of guidance interventions the quality of services 

cannot be assured. 

A finding from the Slovenian evidence review probably holds good for all the GOAL countries: more 

work needs to be done to understand the component parts of the counsellor’s job, and especially 

where that role involves working with vulnerable adults, in order to evaluate the effectiveness of 

practitioners. In both the adult guidance centres and the school centres in Slovenia, counsellors are 

considered effective within the environment in which they currently work. In general however, 

counsellors working in the school centres face multiple demands on their time which can restrict the 

time they spend with individual clients (Pedagoški inštitut, 2015).  

No research is available from the Netherlands on the effectiveness of guidance practitioners. One 

reason for this is that effectiveness is strongly dependent on the quality of the individual 

practitioner, but there is currently no policy focus on the quality of the practitioners. This said, there 

are no indications of poor performance, although most guidance centres have reduced their staff in 

recent years due to reduced funding. 

8.5 Engagement of client 

8.5.1 International Literature 

In a study which identified eleven critical success factors when providing careers advice to adults 

with disadvantages, Hawthorn and Alloway (2009) drew attention to the importance of reaching the 

target groups, using the appeal of imaginative marketing and making sure the service “speaks the 

same language” as the target group. 

Successful engagement of clients can depend on the location of services. Hughes (2013) gives the 

example of a service where the high street location, in close proximity to shops, attracted a wide 

range of adults. 

The learndirect service in the UK is an example of the successful use of advertising and media 

promotion, where there are high levels of service recognition and very high volumes of service take-

up (cited in Hughes, 2013). One third of learndirect’s turnover goes into marketing – their brand 

recognition is over 80% of the public. 

8.5.2 National Literature 

One possible route to more successful engagement of clients in education and career guidance is by 

actively involving the client group in the development of guidance services. Although this has been 

recommended as a strategy in Lithuania (No Author, 2015c) in practice clients are rarely involved in 

initial phases of planning and development of career guidance services. In Slovenia, the GOAL 

project represents an opportunity to trial ways of actively involving clients in the counselling process 

and to measure the impact of this. Educational and vocational guidance, and prior learning 

validation, have proved to be successful ways of reaching low-skilled adults in Iceland (Arnason et al, 
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2010), but the complexity of the system, and the lack of transparency about available opportunities, 

poses a threat to client engagement (Hrafnkelsdottir et al, 2014). 

The current system of career guidance with the availability a wide range of recognised providers 

(over 150 in Flanders) has been in place for two years and was recently evaluated. The system is very 

successful and use has increased by 86% since its launch. 65% of the clients are high educated, 

almost 28% are middle educated (degree of higher secondary education) and only 7% is low 

educated.  The gap between high and low educated in the client group has increased in the last two 

years. However, the reasons for this decreasing participation by lower educated adults has not been 

analysed. (VDAB, 2015).  

Also from Flanders, an evaluation of the VDAB programme found that young people who are 

disengaged from the labour market are very likely to quit a guidance or educational programme and 

that it is easy for these people to stop coming to the programme and drop off the radar. This may 

indicate an aversion to all kinds of support institutions stemming from previous negative 

experiences in formal education and also with social and health services (Leroy, 2014, 2015). 

For intensive guidance services such as De Stap Ghent (Word Wijs!) where client engagement must 

be sustained over a relatively long period of time, a “friendly way of stalking” is one tactic that has 

proved effective. Friends and family can also be involved in keeping clients engaged. Clients can be 

motivated where work is done in small steps and moments of success are marked (Step and Learning 

Shop, 2014).  
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9 Service Delivery and Evaluation: Outcomes 

International Literature  

More research is needed to assess the effects, and in particular the longer terms effects, of 

participation in adult guidance. Research and evaluation is more likely to have taken place about 

career guidance rather than educational guidance. Most monitoring that takes place does so in 

terms of “top down” targets and performance indicators which are set by governments or by 

funding bodies (Hughes & Gration, 2009) and tends to focus on the outcome variables which are 

easiest to measure quantitatively. Benefits that are harder to quantify but which may be of more 

importance to users are equally valid but less easy to measure, meaning that there is a reliance on 

“counting that which can be measured rather than measuring what counts” (ibid: 10). This can lead 

to services chasing targets – as outlined in section 9.4 below, the most common example found in 

the literature is where quality is assessed by measuring employment outcomes. This can lead to 

clients being encouraged to take the first job, not the best job. This said, even those outcomes which 

seem to be easier to measure can be complicated, when it involves measuring longer-term impacts 

(because it is expensive and complicated to track adults over an extended period), and because 

causality is not easily established when so many other factors (such as family influence) and human 

behaviour are taken into account. As summarised by the OECD (2004), evidence is “stronger for its 

impact upon short-term learning outcomes than upon medium-term behavioural outcomes, and in 

turn this evidence is stronger than evidence on longer-term impacts. The longer-term evidence is 

quite weak, and obtaining it will require more and better longitudinal research” (p. 8). 

Measuring soft outcomes almost inevitably involves gathering data at two different time points, 

measuring distance travelled in terms of gains to confidence and so on. But changes can take a long 

time to be felt. Hearne (2005) for example cites one client who was “concerned about his age and 

the length of time it would take to reach his goal”: the change started in 2001 and it was 2005 

before he achieved “a qualification and new career”. Few evaluations have the capacity or the 

funding to track clients over such a long period. The best example from the literature is that 

reported on by Bimrose, Barnes and Hughes (2008) who conducted a five year longitudinal 

qualitative study of effective guidance in England, funded by the government, following the career 

trajectories of participants, with a starting sample of 50 in-depth case studies, ending in 29 

interviews in the fourth year. As Tyers et al (2003) point out tracking learners is additionally complex 

with some of the target groups relevant to this study, especially transient populations such as 

refugees, asylum-seekers and migrants, and ex-offenders (p. 81). 

The Kirkpatrick model of evaluation (1994, cited in Hooley, 201429) identifies four levels of impact 

that can result from training courses and programmes: (1) reaction (what participants thought and 

felt); (2) learning (the resulting increase in knowledge and/or skills, and change in attitudes); (3) 

behaviour (transfer of knowledge, skills, and/or attitudes from classroom to the job) and (4) results 9 

                                            
 

29 Kirkpatrick, D.L. (1994). Evaluating Training Programs: The four levels. San Francisco: Berrett-Koehler. 
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the final results that occurred because of attendance and participation in a training programme). 

Hooley adapts these levels to structure thinking about the impacts of lifelong guidance: 

1. Reaction. How do participants in guidance describe their experience? Did they enjoy it and 

do they feel their participation has been worthwhile? 

Reaction is most easily monitored through client satisfaction surveys (see 9.1 below) 

2. Learning. Is it possible to quantify what has been learnt? Measuring learning is particularly 

important because guidance is essentially a learning process, by which individuals learn 

about the world of learning and work and acquire the skills that they need to be successful 

within it (career management skills). An example of impact at this level therefore might 

include assessing the acquisition of career management skills (CMS) against a CMS 

framework. 

 

3. Behaviour. Do learners change their behaviour as a result of participating, e.g. working 

harder, actively exploring their careers, or entering a new course or job? 

As noted above, measuring this impact requires evidence to be collected at more than one time and 

requires caution in data collection over the difference between actual and reported behaviours. 

As European Union (2015) summarised, guidance can play an important role in changing adults’ 

disposition toward learning. Guidance can, for example, lead to clients making clearer connections 

between work and learning – this report cites the research of Taylor (2002) who identified this 

connection “as being important for making learning attractive for participants because it made 

learning directly relevant to them” (EU, 2015: 58). Guidance for learners has a role in raising 

awareness about the benefits of learning but also in changing their disposition towards learning 

(ELGPN, 2014). Tyers et al (2004, cited in EU, 2015) report that the Adult Guidance Partnerships 

across the UK were effective in recruiting learners to learning – 30% of clients surveyed reported 

that they had gained new skills since contacting the AGP. Evaluations of the Irish Adult Educational 

Guidance services (Hearne (2005) and Philips and Eustace (2010)) showed that clients of the service 

attributed their progression to further learning or employment to the guidance they had received. In 

one case, 20% stated that a guidance intervention played an important part in ensuring that they 

remained in education. 

4. Results. Are there any observable impacts on systems, organisations or individuals, e.g. 

increased retention or academic attainment, improved transitions, increased career and life 

success?   

As well as levels of impact there are different types of impacts: 1) educational; 2) economic and 

employment; 3) social – which can be viewed through a range of policy lenses. There are also 

different beneficiaries – guidance is usually directed at the individual, but can have wider 

consequences: individual; organisational; community; country; EU. 

As Hooley (2014) points out, the Kirkpatrick framework does not capture data on changes to 

attitudes (such an increases in self-confidence) – soft outcomes that can be critical steps on the way 

to making concrete changes; but also can influence the level of engagement experienced 
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As Hooley explains:  

Building evaluation into service design becomes more problematic as one moves up Kirk-

patrick’s hierarchy of impacts […] So it is relatively easy to ask client to give a reaction to the 

service that they have received and to routinely record this as a part of monitoring. Such 

forms of evaluation can provide useful ongoing management information, including meeting 

service targets (e.g. to consistently achieve an 80% customer satisfaction rating). However, it 

is far more difficult to routinely investigate learning, behaviour or results of services, as these 

generally happen outside the normal service interaction. Whether someone leaves a career 

guidance session and actually goes on to implement what they have discussed, for example, 

is not normally information that is available to those involved in service delivery, and requires 

additional resourcing to collect. (Hooley, 2014: p.59) 

Hooley (p. 60) argues that an evaluation strategy should address: 

 How does our evaluation approach fit with national and European approaches to evalua-

tion? In particular, how can it be aligned with the ELGPN’s QAE Framework?  

 What level of impact data should funders require and how should the collection and analysis 

of data be funded? What level of resourcing is needed to support both monitoring and 

evaluation? 

 What are the objectives of service evaluation? What kinds of impacts can and should be 

identified? How can Kirkpatrick’s four levels (reaction, learning, behaviour, results) be used 

to help to refine evaluation aims?  

 What should be monitored routinely? How will such monitoring data be used to inform 

service development? How will such data be used to provide a basis for evaluation? 

 How will evaluation be used summatively to explore the impacts of the service and to iden-

tify the return on investment? How will evaluation be used formatively to support service 

development? How will findings be fed in to support strategy development? How will 

findings be fed back into service delivery? 

 How will practitioners and managers be engaged in understanding, acting and developing 

the evidence base for the services that they deliver? 

 Who will be responsible for conducting the evaluation? Will professional evaluators be 

utilised? Will an independent, external agency be responsible for overseeing or undertaking 

the evaluation? 

 How will results from the evaluation be published to contribute to the broader evidence 

base in the field? 

 How will evaluations connect to wider policy goals in a way that supports the development 

of evidence-based policy? 
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The Canadian Research Working Group on Evidence-Based Practice in Career Development (2014) 

points out that, in Canada at least (but the observation holds good for other countries) careers 

service evaluations are currently extremely crude30:  

“As a country, we (Canada) measure whether clients become employed or not (and 

sometimes how long that takes) and, often, the nature of the employment (e.g., full-time or 

part-time) […] 

Traditional performance measurement systems measure very little about fundamental 

concerns such as the quality of employment (Does it fit with the person? Will they stick with 

it? Is it suited to their skill set?), the means by which the client went from being unemployed 

to employed (What interventions work?; How does self-help differ from practitioner-help?); 

the context in which the client is seeking a change (Is training available near them? Is work 

readily available?), or the living context the client carries with them as they walk in the door 

of the employment office (How hopeful are they? What needs do they have? What barriers 

are in their way?). (pp. 1-2) 

However, lack of consistent measurement in these indicators means that getting meaningful or 

robust data on how these indicators affect each other is problematic – Canadian researchers 

therefore embarked on their project with the aim of finding consistent measures and connections 

between what they measure.  

In the domain of outcomes the study looked at: 

 Changes in any Employability Dimension (knowledge or skill)  

 Changes in Life Circumstances  

 Changes in Personal Attributes  

 Quality of Working Alliance and Client Engagement  

 Employment or Training Status (employed, in training or waitlisted, neither)  

 Fit of employment/training with skill and qualification levels  

 Fit of employment/training with goal  

 Fit of training with employment opportunities  

 Adequacy of salary  

Neither employed nor in training:  

 Indications of client progression toward employment or training  

9.1 Client satisfaction 

9.1.1 International Literature 

                                            
 

30 The most commonly tracked indicators are: current employment status of client; current education level of 
client; designated group status of client; client participation in: Employment Services, Skills Development and 
Upgrading, Work Experience, Combination of work experience and skills development, Workplace Based Skills 
Development, Action Plans Opened and Completed;  
Labour Force Attachment at end of service and at 3 and 6 months post service; Client earnings.  
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Client satisfaction is the easiest aspect of a service to measure as it is relatively easy to ask client to 

give a reaction to the service that they have received and to routinely record this as a part of 

monitoring. Such forms of evaluation can provide useful ongoing management information, 

including meeting service targets (e.g. to consistently achieve an 80% customer satisfaction rating). 

Kirkpatrick (1994, cited in Hooley, 2014) argues that evidence usually collected through feedback 

forms and customer satisfaction surveys which attempt to identify and understand the experience of 

the service user should be a critical element of service design and evaluation. 

The problem with rating client satisfaction is that for most services, this process tends to take place 

shortly after the guidance session itself and it is rarer to follow-up on client satisfaction. Longitudinal 

qualitative evidence gathered by Bimrose et al (2008) over five years suggest that although levels of 

satisfaction with the original guidance remained high, these levels did drop with time, with clients 

becoming less convinced of its usefulness. 

Client satisfaction levels are traditionally high: Hearne (2005) in evaluating an adult guidance service 

in Ireland reported that 89.4% of clients experienced benefits and 94.5% would recommend the 

service to others; Tyers et al (2003) evaluating adult guidance pilots in England reported that “Client 

ratings of the service they received from their AGP were overwhelmingly positive. Over 80 per cent 

found the service either fairly or very useful. Around two-thirds would probably or definitely use the 

service again if it was available, and half of users found the AGP to be very useful.” (p. x) 

9.1.2 National Literature 

Unsurprisingly, client satisfaction is the impact that is most likely to be measured in the GOAL 

project countries, usually through surveys of service users. It is common practice for guidance 

services in both the employment and education sectors to evaluate client satisfaction. 

Research from the Icelandic Ministry of Education and Culture (2014) indicates that service users are 

generally satisfied with the adult education system (Source 25). Through individual in-depth 

interviews with participants, Sigurdardottir (2010) found that having study time shortened through 

the validation of competences, receiving intensive career guidance through the process, and being 

able to study with other adults, were factors that motivated adult participants to complete their 

studies. 

In Lithuania it is common practice for guidance services in both the education and employment 

sectors to evaluate client satisfaction. Clients report high level of satisfaction with career services at 

schools (No Author, 2013c). In terms of dissatisfaction with services, clients report the need for more 

career guidance services at schools, giving priority to individual career counselling and opportunities 

for job shadowing/work experience placements (Teresevičienė et al, 2006). In Slovenia, client 

satisfaction is regularly monitored and evaluated in the ISIOs (regional guidance centres) and school 

centres. A 2011 evaluation from the Netherlands reported positive results for client satisfaction. 

A more nuanced picture emerges from Flanders, where Verbruggen and Sels (2009) reported high 

levels of service user satisfaction across a number of measures including value for money, counsellor 

competence, and relevance and impartiality of advice. Survey respondents gave an average 

satisfaction score of 8.7 out of 10 shortly after the end of the programme. This score fell slightly, to 

7.8, six months later. Breaking these scores down to the component parts of the programme found 
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that all aspects carried an average satisfaction rating of more than eight out of ten, with price (9.5 

out of 10 – the service was free for most respondents) and the competence of the counsellor (8.9 

out of 10) rated particularly highly. Respondents felt that the counselling they received was highly 

relevant. Six months after the programme ended, nearly three-quarters of participants said that they 

still regularly reflected on insights they had gleaned during the programme (Verbruggen & Sels, 

2009). However, adults with low levels of qualifications and those aged over 50 tended to be less 

satisfied on average with the service.  

Half of the respondents (52%) were offered a follow-up session. Only 31% of those invited took up 

this opportunity. Of the respondents who were not offered a follow up session, the large majority 

(60%) reported that they felt no need for one, with just under a quarter (23.5%) reporting that they 

would have like one. Almost one in ten respondents (9%) reported that they would not engage in 

guidance again. After the end of the guidance, 25% of respondents had personal contact with the 

career counsellor (not as part of a follow-up session). Usually this was in the form of a call or e-mail 

in which the client informed the counsellor of their current situation or, sometimes made contact to 

ask for practical advice, for example, help with a job application. 

An evaluation of the De Stap Educational Guidance (De Stap) programme found lower levels of 

satisfaction (although satisfaction was generally still high) among migrants, although these 

differences may stem from the differing expectations of the various client groups (Van Laer et al, 

2011). 

Across other impact measurements, relatively little evidence is gathered in any of the GOAL 

countries. 

9.2 Changes in knowledge or skill 

9.2.1 International Literature 

No relevant evidence was found in the international literature. 

9.2.2 National Literature 

Very little data is currently gathered in the GOAL project countries about outcomes related to 

changes in guidance clients’ knowledge and skills. The Netherlands is an exception, because clients 

have their basic skills (literacy and numeracy) assessed before the guidance begins. Programme 

evaluations have found that 71% of service-users score better on the basic skills test six months after 

the guidance service and initiation of education course. In Lithuania, a strength of career education 

programmes in schools is that individual career portfolios are used to record the development of 

career competences, including knowledge, skills and attitude components (Sokolova, 2014) and 

research has recommended that tools for evaluating the acquisition of career competences be 

developed (Euroguidance LT, 2014). 

Assessments of basic skills stand at the centre of the GOAL intervention strategies piloted in the 

Netherlands. Client performance on a basic skills test (in literacy or numeracy) will be used as a 

selection tool to signpost low-skilled, unemployed adults to appropriate provision. It is anticipated 

that there is potential to later link to data which will allow for changes in skills levels to be measured 

following participation in a programme of learning. 
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9.3 Changes in life circumstances 

9.3.1 International Literature 

The impact of guidance may be felt in many aspects of clients’ lives. One outcome here, for example, 

would be those related health. Often change in career is forced by ill-health (Beddie et al, 2005: p. 

18), and then these health issues are ameliorated or overcome by re-engagement in activity such as 

learning or work-related training. 

However, there are two key problems in monitoring these kind of data – the need to follow clients 

over a long time period, and the difficulty of connecting changes in life circumstances directly to the 

guidance received. 

A problem when measuring changes to attitudes and behaviours lies in capturing baseline data. Any 

survey of service users administered after the guidance runs the risk of measuring factors which 

have already changed; but gathering these data before the start of the session(s) may compromise 

the relationship between the counsellor and the client, or impact on the outcomes. 

9.3.2 National Literature 

The national literature reviews from Flanders, Slovenia and Lithuania found very little evaluation 

evidence on changes in the life circumstances of service users following guidance. In Iceland two 

studies have reported on “soft” outcomes from programme participation, in terms of positive 

changes to levels of self-confidence. Hrafnkelsdottir et al (2014) noted that service users reported 

that they had more confidence and believed that their job security and their wages would be 

positively affected. Participants on another programme indicated that the guidance process 

increased their self-confidence and assisted them in reaching a goal that had seemed unreachable 

for a long time. The career guidance that was provided during the programme was shown to be 

crucial to the success of the project (Larusdottir & Guðmundsdottir, 2014). 

Only the Netherlands has gathered robust quantitative data on this impact as part of service 

evaluation: 58% of clients reported being more active in social/leisure activities after using the 

guidance service, 51% reported feeling more socially included and around 50% reported better 

health. 

9.4 Changes in employment or training status 

9.4.1 International Literature 

Outcome data in the form of destination data indicating that clients have gained a job or embarked 

on a course of learning following the guidance is, after client satisfaction, the variable most likely to 

be monitored by guidance services or their funders. In some cases changes of employment can 

include a move into voluntary work experience – which may include work experience in the service 

itself (Hawthorn & Alloway, 2009). 

This area is, however, problematic, primarily because of the connection between these data and 

programme funding. As Sultana (2003) points out: “the fact that the criterion for evaluation of 

provision tends to be the rate of successful job-placements of clients skews services towards 
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brokerage and networking with potential employers” (43). There is also a challenge at the funder 

level, on government-funded programmes: “There can be a conflict between the need to restrain 

expenditure on unemployment benefits and the need to ensure rapid returns to work on the one 

hand, and the longer-term career development interests of individuals on the other” (OECD, 2004). 

9.4.2 National Literature 

In the national literature, more data emerges on the impact of participation in guidance 

programmes on employment or training status. In large part, evidence is available because of links 

between programme funding and “success” in delivering this type of outcome. However, although 

data are collected, local evaluators stressed that there is a threat that the relationship between 

funding and subsequent rates of employment may mean an overreliance on getting the client into 

any available job, rather than the most suitable or most sustainable employment option. This is 

underscored by the fact that few studies could be found in the national literature that evaluated the 

fit between the employment or training outcome of the guidance and the skills and aspirations of 

guidance clients (see below). In Lithuania, statistics are gathered within the education sector on the 

transitions of guidance clients to other education sector opportunities or into employment. In 

education, indicators have been developed for the number of graduates from VET and HE who are 

registered with the Public Employment Services a year after graduation. In Slovenia, changes in 

employment or training status are evaluated occasionally in the regional guidance centres. 

In the evaluation of guidance services in the Netherlands, 21% of guidance service users reported 

having found a paid job, 36% were actively looking for work, 26% reported having found an 

internship, and 28% participated more (actively) in voluntary work.  

In Flanders, funding is based on results, that is, client employment rates three months after the 

guidance. A number of programmes in Flanders have tracked the status of clients following their 

completion of the programme over a range of time periods, usually six months, but up to 21 months 

in some cases. Success rates varied between programmes: Verbruggen and Sels (2009) found that 

25% of respondents changed their job type and 40% changed employer in the six month period after 

counselling. A programme, TB werk, working with more vulnerable people, recorded lower rates of 

success, with only around one in five unemployed adults finding a job within 12 months (VDAB, 

2014). In one Icelandic study (Hrafnkelsdottir et al, 2014), users felt that their employment 

possibilities had increased.  

9.5 Fit of education, employment or training with client skills and 

aspirations 

9.5.1 International Literature 

The appeal of measuring, for evaluation or quality assurance purposes, the fit between the outcome 

of the guidance and the client’s abilities, aptitudes, interest and achievements is clear and thus this 

“matching” process is a traditional feature of guidance practice within a practical framework. 

This practice is not without criticism, however. As Bimrose et al (2008) summarise, matching fails to 

take into account human behaviour, and that individuals do not always act in their own self-interest. 

Disadvantaged adults may be more likely than others not to act in a rationale way (by, for example, 
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not turning up to a job interview, or leaving a training course before it is completed). Notions of 

adaptability and intuition need, therefore, to be incorporated in attempts to try to develop a more 

rigorous understanding of adult transitional and career behaviour (32). 

Bimrose et al go on: 

The situation where guidance practice is still heavily influenced by the matching paradigm 

presents a major challenge in providing high quality guidance services for adults that clients 

value and want to use. Practitioners should be required, and supported, to engage with 

continuing professional development that keeps them up-to-date with new thinking, practice 

and research findings. They need encouragement in taking the risks in their practice that 

would enable them to try out new approaches, perhaps through the more widespread 

introduction of supervisory practice and greater familiarisation with web-based approaches 

to guidance. In addition, the broad community of guidance practice needs to take 

responsibility for developing measures of ‘softer’ outcomes for guidance interventions. The 

concept of ‘distance travelled’ also needs to be accepted, respected and integrated into 

service delivery, both by practitioners and their managers at different levels (58). 

9.5.2 National Literature 

Very little national data was found on the fit of employment or training with the skills and 

aspirations of guidance clients: the Czech, Dutch, Icelandic and Lithuanian evaluators found no 

relevant sources, and although this relationship is evaluated occasionally in Slovenia’s regional 

guidance centres, no results from these evaluations were available. 

The exception to this is Flanders, where Verbruggen and Sels (2009) examined the impact of career 

guidance on four career management skills: (1) clients’ self-confidence in managing their own 

career; (2) clients’ adaptability; (3) clients’ networking skills, and (4) clients’ self-direction. Most 

participants improved their career management skills significantly during the career guidance, with 

two out of three participants linking these improvements, especially in self-direction, to the career 

counselling. Fewer than half of the participants (40%) thought that the guidance influenced the 

improvement in their adaptability. However, improvements were not always sustained, and a 

follow-up survey six months later found that skills in adaptability and networking had been partially 

lost. The same study found that respondents improved their self-knowledge, their labour market 

knowledge, and their views on their career goals and path significantly, and that the great majority 

believed these improvements were partly connected to career guidance they had received. 

Furthermore, six months after the guidance ceased, respondent scores on self-knowledge and 

labour market knowledge were still significantly higher than at the start of the guidance programme 

(Verbruggen & Sels, 2009). 

9.6 Fit of education or training with employment opportunities 

9.6.1 International Literature 

No relevant evidence was found in the international literature. 

9.6.2 National Literature 
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Some evidence emerges from the literature of good practice in ensuring a fit between training offers 

and employment opportunities. In Lithuania, for example, VET institutions which specialise in 

providing training for adults have successfully cooperated with local businesses regarding the 

recruitment and further training of employees, and programme offers in VET and higher education 

are based on labour market needs’ surveys and consultations with employers’ organisations 

(Cedefop, 2014). In contrast, educational and vocational counsellors in Iceland report that the 

structure of the programme there is too homogeneous, with a substantial emphasis on academic 

studies but a far more limited focus on vocational training (Hrafnkelsdottir et al, 2014). 

9.7 Sustainability 

9.7.1 International Literature 

A Cedefop (2010) study on at-risk youth highlights a recurring point in the literature on lifelong 

guidance for adults – that funding in guidance is more likely to be attached to project-based 

approaches and not sustainable strategic practice. 

Careers advisers interviewed as part of an evaluation of the Careers Information, Advice and 

Guidance (CIAG) Project in Wales (BMG, 2011) reported that limited project funding had a “possible 

negative impact on partnership working, and since it could be hard to establish ongoing relationships 

where finance or funding restricted the continuation of services” (p. 2).  

9.7.2 National Literature  

Lack of sustainability both presents a major threat to guidance and orientation services and to the 

continuity of the reform process itself. In both Lithuania and Slovenia, the main threat to guidance 

services for adults, and for low-skilled adults, is the precariousness and time-limited nature both of 

funding and of the action plans developed as part of national strategies. A 2014 state audit of 

Lithuania school career guidance services funded under the European Social Fund 2004-2013 

concluded that a lack of sustainability was a major deficiency (No Author, 2013c) – this was also the 

situation for services run in VET and in Higher Education Institutions. In the Netherlands 

discontinuation of national funding to the Education and Career Guidance Points would mean the 

collapse of more than half of these guidance centres. This said, a strength of the system in the 

Netherlands is that services, which were launched in 2010, are evaluated regularly, and the positive 

evaluations to date have helped ensure the continuity of the service. Evaluations also offer the 

opportunity for service improvement. In addition, services in the Netherlands are more sustainable 

due to co-financing (at least 50% of required funds) by local and regional partners. A further 

weakness of the current situation, however, is that although there is funding for services, the levels 

of funding are relatively low, and some guidance points are rather dormant as a result. 

This situation has become particularly acute in all countries the years following the 2008 economic 

crisis with funding levels dropping year on year; at the local level, guidance services for adults must 

compete with other funding priorities. In Slovenia, the foundations for a sustainable guidance 

service are present in both adult guidance and school centres, in that the practical infrastructure, 

including trained and motivated counsellors, is well established. To ensure the sustainability of 

services in Lithuania, recommendations have been made that in the new ESF period (2014-2020), 
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instead of allocating a large percentage of funding to career service provision (i.e. staff salaries), the 

focus should be on innovation (No author, 2013a).  

The expectation in all countries is that the GOAL project offers the opportunity to build sustainable 

services that contribute to national action plans. 
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10 SWOT Analyses 

The primary purpose of the SWOT exercise was for the six local evaluation teams to analyse the pre-

programme environments in each of their implementation sites, in order that this assessment of 

needs could be incorporated into the experimentation protocols being developed for those sites. 

Given that each country’s SWOT analysis was, therefore, designed to give an account of the 

strengths, weaknesses, opportunities and threats in the local environment, there is little to be 

gained from a detailed synthetic analysis of these national reports. This said, a number of common 

issues and themes emerged from the SWOT analyses and from the discussion of these at a partner 

meeting held in Ljubljana, Slovenia in November 2015. Therefore, this final chapter of the Needs 

Analysis Report provides an overview of each section of the SWOT template, highlighting shared 

strengths and concerns. 

The full SWOT analyses completed by the six GOAL partners are included in Annex 2 of this report. 

There are nine SWOT reports in total, with three countries submitting one amalgamated report for 

both their sites (Czech Republic, Netherlands, and Slovenia) and three countries submitting one 

report for each of their two intervention locations (Flanders, Iceland, Lithuania). 

10.1 General SWOT  

The IOE template for the local SWOT analysis (see Annex 1: A) comprised of two sections. The first 

section was used to obtain a general overview of the issues covered in greater detail in the second 

section.  

Section one focused on two aspects of the general situation: current service provision and the target 

group. Local evaluators were urged to view this section as an “executive summary” which identified 

the “headline” or most important issues/factors in their implementation locations.  

10.1.1 Current service provision 

Clearly there was a wide range of reporting in Section One. At one end of the scale, although the 

Czech Republic has a flexible education system with many opportunities and a base of counsellors 

who have an excellent knowledge of the education and training landscape, there is currently no 

careers guidance provision for low-skilled adults, no outreach provision and none of the project 

partners have experience of working in career guidance. In contrast, the GOAL project in the 

Netherlands will refine, strengthen and improve educational guidance tools that are already in use, 

monitored and evaluated. 

Strengths 

Existing guidance services are broad and generally offered free-of-charge; these services include 

information sessions, guidance towards education and/or employment and, in some of the GOAL 

partner countries, also provide opportunities for the accreditation of prior learning. Guidance is also 

provided in different types of locations (in schools, in adult education centres, in unemployment 

offices, in the community) and by different delivery mechanisms (for example, in group sessions and 

individual one-on-one interviews with a counsellor).  



 

142 

 

Importantly, existing services are provided by strong teams of professionals who are committed to 

their jobs and to their colleagues, who have a positive attitude, and are highly client-orientated. 

In all countries there are well-established methods of cooperation between partners and, in most 

cases, a shared agenda underpinning this cooperation. Strategic plans are often based on clear and 

simple models and in some countries there is also legislative support for guidance provision.  

Weaknesses 

All countries cite limited resources as the greatest weakness in current provision of guidance 

services – chiefly in terms of limited financial and staffing resources. Longer-term service success is 

dependent on substantial investment in both. 

Financial resources are uncertain; and services can be patchy and uneven where they roll out across 

a wider area. There are both too few staff, and too few staff who are not in the position of having to 

balance their role in guidance with other job roles. Some counsellors with experience of working 

with one type of target group may lack knowledge of the adults targeted by the GOAL project and 

the opportunities open to this group. Additionally, there are some cohorts, such as foreign workers 

in Iceland, that existing services are failing to reach. 

Opportunities 

For all countries the intervention strategies being piloted through the GOAL project represent an 

opportunity to establish or to expand, extend or improve existing services so that these better meet 

the needs of low-skilled adults. Moreover, the GOAL project presents the opportunity to ensure that 

these new services are of a high quality and that their impacts are measured and monitored. There is 

also the opportunity to market these services. 

Threats 

The main threat that emerges across the SWOT analyses of the six countries is the threat to 

sustainability that comes with a time-limited project. This is underscored by the complexity of 

dealing with low-educated adults: reaching this target group and achieving positive outcomes may 

involve more resources and more time than is feasible.  

One threat in some countries is that the current refugee crisis in Europe may impact both on the 

numbers seeing guidance and on resources. 

In Flanders in particular, but in most other countries (excepting the Netherlands) there are threats 

linked to the gathering and use of personal data. There are questions to be answered during the 

pilots about how and where data can be used and what the practical challenges associated with 

privacy are. 

10.1.2 Target Groups 

The GOAL project in general is aimed at low-educated adults but in some countries interventions are 

targeted to specific cohorts within this wider target group – for example at older adults (Slovenia), at 

prisoners (Iceland), and at migrants (Flanders). 
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Strengths 

From existing services there is evidence that coaching/guidance works with target groups. 

Weaknesses 

Exclusion and poor communication skills are key issues for the target group that undermine the 

effectiveness of services. In terms of the complex range of problems the target group may 

experience, there are likely to be fewer supports to them available in adult education institutions 

than there would be in schools for example. Many of the target group have low self-esteem, 

particularly about education and learning stemming from negative experiences in formal schooling. 

Moreover, adults are busy people, which impacts on their ability to access services during working 

hours. 

In the Czech Republic, where interventions will be targeted at unemployed people, the benefits 

system, existing relationships with welfare system and abuses of this have the potential to 

undermine guidance services. 

In some countries there are currently insufficient opportunities for the target group when needs, for 

example, basic skills needs, are identified. In others there is still insufficient understanding of the 

target group. 

Opportunities 

In all countries the GOAL project offers the opportunity to reach previously marginalised or hard-to-

reach adults. New technology and social media present opportunities for engaging with younger 

clients in particular. In general then the project offers a chance to motivate the target group. 

The experiences of adults present opportunities themselves: in Lithuania there is the perception that 

adults accessing the guidance service are more aware about their capacities, strengths and 

weaknesses and have clear goals and motivation for their future. 

GOAL also may provide opportunities to use the positive experiences of individuals as role models 

and examples to others, especially individuals from socially disadvantaged or marginalised 

communities (such as Roma). 

Threats 

The target group at its widest is both heterogeneous and complex – this will place many demands on 

counsellors and means complex services and resources will be needed to meet the needs of 

individual clients. 

Some clients are looking for quick gains – in employment in particular – and systems where 

outcomes are used as targets currently support this, meaning that emphasis is placed on any 

outcome rather than the best possible outcome.  

It can be hard to sustain motivation with this target group for as long as it is needed. There is a 

danger with the target group that there can be an overreliance on the coach/counsellor. 
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10.2 SWOT Analysis for each of the five intervention strategies 

The second section of the SWOT analysis presented findings under headings corresponding to the 

five intervention strategies that will be used during the GOAL project. 

10.2.1 Establishing/improving networks and partnerships with relevant organisations  

There were three types of networks to report on under this heading: a) existing 

partnerships/collaboration; b) new collaboration and c) improve and extend existing networks with 

new partners. 

Strengths 

There are strong existing partnerships in many countries that will work effectively to ensure the 

identification and contacting of target clients; in some countries, such as Flanders, these 

partnerships also have a wide geographic reach. Generally such partnerships are based on shared 

objectives at the policy and the management levels. 

Weaknesses 

Sometimes networks lack an established platform to build on: although there is shared agreement at 

higher levels this has not be translated into practical experience. Sometimes services are limited by 

the rules of the partner organisations – for example who can be referred to certain services and 

when. Levels of involvement in networks also vary between partners. Often networks lack strategic 

underpinning; cooperation may have only existed in the past for time-limited projects and there may 

be no formal partnership, especially where arrangements have previously been ad hoc. 

The smooth running of networks and partnerships is often dependent on good will, but this is 

undermined in organisations where staff changes are common. 

Opportunities 

The GOAL project presents an opportunity for teams create a brand and be more visible in 

partnership arrangements.  

Threats 

There is a threat where networks are large and complex that it is too complicated to meet regularly 

and that collective agreement will be undermined by conflicting or differing viewpoints. There may 

also be competition between different organisations in the network, especially where resources are 

limited – this in turn can impact negatively on the objectivity of the advice.  

Threats are also posed where employers are stakeholders – employers are important gatekeepers to 

guidance but may be reluctant to refer employees to educational guidance that may cause them to 

leave their employment. 

As with other aspects of the interventions on the GOAL project, there is an awareness from the 

country teams of the threat posed by economic and political developments within the countries and 

within Europe which may impact on the project as, for example, political priorities shift. 
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10.2.2 Developing high quality tools aimed specifically at facilitating guidance to low 

skilled adults 

The research protocols developed for the 12 sites include many kinds of tools, and many tools which 

are specific to the site – in general, however, there is a commitment to making better and greater 

use of online and digital resources. Most countries identify a need to develop tools which add more 

structure to the guidance process (for example, by giving formal structure or scripting to guidance 

interviews) and to employ tools which enable clients from this target group to reflect in a productive 

way on what they want to achieve from the guidance process. 

From discussion of this intervention strategy in Ljubljana it is clear that there are important 

opportunities here for the six countries to work together to share existing tools and to compile a 

toolbox of possible tools to use with this client group. 

Strengths 

Online resources are often free and have wide availability; several of the tools cited in the protocols 

have been specifically developed with this target group in mind.  

Written tools and plans are valuable to clients as they are clear and tactile; they can also be shared 

with all organisations involved in the guidance process. 

Tools for reflection enable counsellors to look at all the component of a client’s life – reviewing the 

situation and mapping where to go next. 

Weaknesses 

Time and resources have to be found to train counsellors in the use of some tools. In this there is the 

added dimension that counsellors come from different backgrounds and experiences. Updating 

existing documents also takes time; in some cases existing websites are tailored to professional 

stakeholders and not to clients 

Online tools require levels of digital literacy that clients may not have, thus increasing the amount of 

support required; clients in the target group are also more likely than those in the general 

population not to have internet access. 

Some potential tools have been developed for use in the school sector and not with adults; these 

need to be adapted for the target group. 

There is a widespread concern that tools which are personal and require reflection can be 

demanding on the individual client and more so perhaps for this target group than for others. As 

they need hard work and trust and for clients to understand why this process is being engaged in, 

they are therefore linked to maturity and career maturity. 

Opportunities 

The opportunity is there to use tools that actively involve the client in the guidance process, thus 

giving clients more control over the guidance process. For example, Lithuanian experience argues 
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that physiological tests can be engaging for younger people who are eager to find out more about 

themselves. 

Most countries highlight the opportunity to put written tools on the website and to share 

documents and the opportunities to involve a range of different stakeholders in securing a good 

outcome for clients, be these professional stakeholder or friends and family. 

Threats 

Some tools are dependent on client engagement for their effective use – but this target group may 

be prone to disengagement. 

Offering a range of tools may mean that there is fragmentation. 

Successful implementation of tools is linked to competence of practitioner: for example, Slovenian 

evaluators pointed out that where the counsellor is not an expert in the field of knowledge and 

experience, there is a danger that the candidate will not gather all the appropriate documentation 

that he or she could. 

10.2.3 Defining competences needed for counsellors to enable them to address the 

specific needs of Low Skilled Adults 

Strengths 

Some competence profiles for counsellors already exist (in Flanders and Slovenia for example) 

meaning that there is an established profile onto which the specific competences needed to work 

with the target group can be added. Even in cases where there are no nationally recognised 

competences there are job profiles to build on. 

Weaknesses 

Counsellors come from different starting points and will have different needs and it is hard to 

develop a competence profile in situations where not all staff are professional counsellors; but 

money is not always available for training, nor is it possible to offer training during working hours.  

In the Netherlands there is no control over the appointment of counsellors. 

Opportunities 

The GOAL project offers the opportunity to trial the competences needed to work with this group in 

a real setting. 

A particular strength cited by countries here and in GOAL project meetings is that this aspect of the 

project will be particularly useful to be shared with other teams to compare the competences. 

Threats 

Training can be project linked. 

10.2.4 Outreach: bringing guidance services to specific target groups  
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Outreach may occur through “reaching out” to the target group directly, but it also will occur 

through “reaching into” organisations that serve the target group. Local evaluators were asked to 

consider existing outreach strategies/activities and indicate the needs for improvement and, in cases 

where the organisation needs to begin outreach strategies within the programme, to make a SWOT 

analysis of the current situation to realise plans related to outreach strategies. 

Strengths 

Some services (for example, in Flanders) have a wide geographic reach and lots of contact routes 

through which clients can make appointments. 

Weaknesses 

Some services are hard for clients to “see” – either because of where the physical location is, or 

because they are attached to other services or organisations. 

There is a need for more information sharing on the service. Work still needs to be done in 

improving understanding of the service. Where outreach activities are organised by an institution, 

guidance can get lost. 

Where outreach locations are different to the centre then there are problems getting adequate 

staffing and with ensuring that staff know the differences between their familiar area and the 

outreach location. 

Opportunities 

The project offers the opportunity to reach out to people who have previously not experienced this 

kind of service. It is an opportunity to work with employers, Public Employment services and Unions 

It is a good way to reach individuals, plant seeds and motivate towards taking action. 

Threats 

Counsellors may have insufficient time to do outreach work; in the Czech Republic there are also 

safety concerns. 

Local evaluators also recognise that there is a threat that if outreach services are extended and 

accessible there may be too many people wanting to access the service too quickly, thus impacting 

on quality. Also, where services are free, this can mean that clients have a loose relationship with 

the service – and are not fully commitment to coming to appointments. Where the landscape is 

complex – for example in learning – and changes rapidly, there is a challenge to be faced in staying 

up to date 

10.2.5 Providing high quality guidance services in order to improve service users’ 

outcomes 

Strengths 

A key strength lies in experience and in the political will to do something; there is a strong base to 

work from that has high rates of client satisfaction. In the case of the Netherlands this strong base of 
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service provision includes a well-developed monitoring and evaluation process, particularly in the 

area of outcomes and effects – this is also seen in other countries in current services offered through 

educational institutions that collect destination data on students. In Iceland for example, counsellors 

are well-qualified and networks well-established and well-known. In Flanders, a particular strength is 

perceived as lying the current approach which is very client-led. 

Weaknesses 

A weakness emerging from a number of countries is that people employed as counsellors often have 

other components to their job. This is part of a general issue about resources: for example, how 

space for the service is allocated, and what hours it can open (especially where services are attached 

to schools that are open in working hours only). It is also perceived in a number of countries that 

services are currently not able to, or are not offering an holistic service, but are targeted to 

education and careers without looking at any personal problems, although it is often these barriers 

that hinder adults most – or that the current guidance process is too short both to be sufficiently 

comprehensive and to allow for adequate follow-up. In some countries educational pathways for 

low-skilled adults are lacking. 

There are also weaknesses related to current lack of knowledge about the target group, and in some 

countries, lack of experience (from the counsellors) of working with the target groups. Budgets may 

not be available for the professional development of counsellors. 

Opportunities 

In terms of offering high quality services, the opportunities lie in the wider and better use of tools, 

especially through training counsellors in their use; in the opportunities presented to improve the 

quality of counsellors (in their qualifications and competences, in understanding their job more; in 

working out how to work with the client group); the opportunity to measure and monitor 

effectiveness in ways other than client surveys and to see which data are collectable and most useful 

in monitoring impact in particular; the opportunity to improve connections and networks to the 

benefit of clients and the service, both in terms of widening the referral system and widening the 

range of educational or employment opportunities that are available to low-skilled adults.  

The project also presents the opportunity to bring visibility to the service; to have a shop front for 

the guidance. 

Threats 

Threats are seen in terms of sustainability; financing remains the major threat, but also that 

although working with this target group may be a priority of the GOAL project this may not be the 

case for the institutions offering counselling services and thus for the counsellors themselves.  

Services face pressure to find quick fixes for people – which is in conflict with attempts to keep the 

process client-led. There is a general feeling that positive outcomes might be dependent on a time-

intensive process that may not be affordable. 
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