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Introduction

The European Credit Transfer and Accumulation System (ECTS) is a tool of the
European Higher Education Area (EHEA) for making studies and courses more
transparent and thus helping to enhance the quality of higher education.

ECTS was instituted in 1989, within the
Erasmus programme, as a way of transfer-
ring credits that students earned during
their studies abroad into credits that
counted towards their degree, on their
return to studying in their home institu-
tion. In the following years, it came to be
used not only for transferring credits, on
the basis of workload and achieved learn-
ing outcomes, but also for accumulating
them in institutions” degree programmes.
ECTS helps in the design, description and

delivery of programmes, makes it possible
to integrate different types of learning in
a lifelong learning perspective, and facil-
itates the mobility of students by easing
the process of recognising qualifications
and periods of study. ECTS can be applied
to all programmes, whatever the mode of
delivery (classroom-based, work-based,
distance learning) or the status of students
(full-time, part-time), and to all kinds of
learning contexts (formal, non-formal and
informal).




The ECTS Users’ Guide offers guidelines
for implementing ECTS and links to useful
supporting documents. Following the re-
quest from Bologna Ministers in Bucharest
(Bucharest Communiqué, 2012), the ECTS
Users’ Guide of 2009 has been revised, in
order to strengthen the ‘meaningful im-
plementation of learning outcomes’ in the
EHEA. The Guide takes forward the objec-
tive of Ministers to ‘call on institutions to
further link study credits with both learning
outcomes and student workload and to in-
clude the attainment of learning outcomes
in assessment procedures’. This revised
version is based on a solid foundation of
work done in recent years, both within the
Bologna Process and in individual coun-
tries, to help the academic community and
other stakeholders in higher education to
move in the direction of the changes advo-
cated by the Bologna Process.

The revised Guide takes into account re-
cent developments in the Bologna Process
such as the establishment of the EHEA,
the consolidation of lifelong learning, the
paradigm shift from teacher-centred to
student-centred higher education, the in-
creasing use of learning outcomes, and the
development of new modes of learning
and teaching. It includes a specific focus on
programme design and delivery, and builds

on the experience of higher education
institutions in using qualifications frame-
works and in applying ECTS principles in
academic practice.

The Guide is offered to students and other
learners, academic and administrative staff
in higher education institutions as well as
to employers, education providers and all
other interested stakeholders. For ease of
reading, the term ‘student’ is used to re-
fer to all learners in higher education in-
stitutions (whether full-time or part-time,
engaged in distance, on-campus or work-
based learning, pursuing a qualification or
following stand-alone educational units or
courses).

The revised Guide has been written by a
working group of practitioners appointed
by Bologna countries and stakeholders’ as-
sociations. It has been submitted for con-
sultation to stakeholders’ associations, ex-
perts from countries in the EHEA, and the
Bologna Follow-up Group. The European
Commission has coordinated the drafting
and consultation process. Finally, the Guide
has been adopted by Ministers for Higher
Education of the European Higher Educa-
tion Area in 2015 at the Yerevan ministerial
conference. It is therefore the official Guide
for the use of ECTS.










ECTS key features

ECTS is a learner-centred system for credit accumulation and transfer, based
on the principle of transparency of the learning, teaching and assessment pro-
cesses. Its objective is to facilitate the planning, delivery and evaluation of study
programmes and student mobility by recognising learning achievements and

qualifications and periods of learning.

ECTS credits express the volume of learn-
ing based on the defined learning out-
comes and their associated workload.
60 ECTS credits are allocated to the learn-
ing outcomes and associated workload of
a full-time academic year or its equivalent,
which normally comprises a number of
educational components to which credits
(on the basis of the learning outcomes and
workload) are allocated. ECTS credits are
generally expressed in whole numbers.

Learning outcomes are statements of what
the individual knows, understands and
is able to do on completion of a learning
process. The achievement of learning out-
comes has to be assessed through proce-
dures based on clear and transparent cri-
teria. Learning outcomes are attributed to
individual educational components and to
programmes at a whole. They are also used
in European and national qualifications
frameworks to describe the level of the in-
dividual qualification.

Workload is an estimation of the time the
individual typically needs to complete all
learning activities such as lectures, semi-
nars, projects, practical work, work place-
ments' and individual study required to
achieve the defined learning outcomes in
formal learning environments. The corre-
spondence of the full-time workload of an
academic year to 60 credits is often for-
malised by national legal provisions. In most
cases, workload ranges from 1,500 to 1,800
hours for an academic year, which means
that one credit corresponds to 25 to 30
hours of work. It should be recognised that
this represents the typical workload and
that for individual students the actual time
to achieve the learning outcomes will vary.

" This Guide uses « work placement » or « placement », « training period », « internship » and « traineeship »

as synonyms.



Allocation of credits in ECTS is the process
of assigning a number of credits to qualifi-
cations, degree programmes or single edu-
cational components. Credits are allocated
to entire qualifications or programmes ac-
cording to national legislation or practice,
where appropriate, and with reference to
national and/or European qualifications
frameworks. They are allocated to educa-
tional components, such as course units,
dissertations, work-based learning and
work placements, taking as a basis the allo-
cation of 60 credits per full-time academic
year, according to the estimated workload
required to achieve the defined learning
outcomes for each component.

Awarding credits in ECTS is the act of for-
mally granting students and other learners
the credits that are assigned to the qual-
ification and/or its components if they
achieve the defined learning outcomes.
National authorities should indicate which
institutions have the right to award ECTS

credits. Credits are awarded to individual
students after they have completed the re-
quired learning activities and achieved the
defined learning outcomes, as evidenced
by appropriate assessment. If students
and other learners have achieved learning
outcomes in other formal, non-formal, or
informal learning contexts or timeframes,
credits may be awarded through assess-
ment and recognition of these learning
outcomes.

Accumulation of credits in ECTS is the
process of collecting credits awarded for
achieving the learning outcomes of educa-
tional components in formal contexts and
for other learning activities carried out in
informal and non-formal contexts. A stu-
dent? can accumulate credits in order to:

- obtain qualifications, as required by
the degree-awarding institution;

- document personal achievements for
lifelong learning purposes.

? The question of whether to refer to ‘students’ or ‘learners’ was discussed in depth in the working group and
with stakeholders. The position reached recognises and welcomes the fact that higher education is moving
towards more flexible provision; it also recognises the fact that most higher education systems are organised
around provision of formal programmes to a clearly defined student body. While it was deemed premature
to use only the term ‘learner” in the Guide, the term ‘student’ is used to encompass all learners in higher
education institutions (whether full-time or part-time, engaged in distance, on-campus or work-based
learning, pursuing a qualification or following stand-alone educational units or courses)




Transfer of credits is the process of hav-
ing credits awarded in one context (pro-
gramme, institution) recognised in another
formal context for the purpose of obtaining
a qualification. Credits awarded to students
in one programme may be transferred from
an institution to be accumulated in another
programme offered by the same or anoth-
er institution. Credit transfer is the key to
successful study mobility. Institutions, fac-
ulties, departments may make agreements
which guarantee automatic recognition
and transfer of credits.

ECTS documentation: The use of ECTS
credits is facilitated and quality enhanced
by the supporting documents (Course Cat-
alogue, Learning Agreement, Transcript of
Records, and Work Placement Certificate).
ECTS also contributes to transparency in
other documents such as the Diploma
Supplement.



ECTS and the European

Higher Education Area
(EHEA)




ECTS and the European Higher Education

Area (EHEA)

In 1999 the Bologna Declaration included ECTS among the main objectives to be
achieved by countries participating in the Bologna Process. Through the reforms
implemented in the course of the Process, ECTS has become a key tool of the

Furopean Higher Education Area (EHEA).

ECTS is adopted as the national credit sys-
tem in most countries of the EHEA. In other
regions of the world, it is increasingly used
by institutions or interacts successfully with
local credit systems® based on comparable
criteria, thus playing a role in the growing
global dimension of education.

Within the EHEA, ECTS increases the trans-
parency and readability of the educational
process and thus plays an effective role in
stimulating change and modernisation, be-
cause its implementation encourages the
paradigm shift from a teacher-centred to
a learner-centred approach, which is, un-
der the term of Student-Centred Learning
(SCL), recognised as an underlying princi-
ple of the EHEA.

By using learning outcomes and work-
load in curriculum design and delivery,
ECTS places the student at the centre of
the educational process. Moreover, using
credits makes it easier to create and doc-
ument flexible learning pathways, thus
allowing students greater autonomy and
responsibility.

Due to its outcome-based approach, the
use of ECTS serves other purposes of the
EHEA:

* |t facilitates the recognition of
prior learning and experience
and encourages a higher level of
completion and wider participation in
lifelong learning;

* |t establishes a closer link between
educational programmes and
societal requirements and enhances
interaction with all stakeholders,
including the world of work and wider
society;

* |t facilitates mobility within an
institution or country, from institution
to institution, from country to
country, and between different
educational sectors and contexts
of learning (i.e. formal, non-formal,
informal and work-based learning),
through recognition and credit
transfer.

In national legislation the use of ECTS can
be a requirement for accreditation of high-
er education programmes or qualifications.

* ECTS has inspired the development of credit systems in other regions, for example in Southeast-Asia,

Latin America and most recently in Africa



Nota Bene

Student-Centred Learning (SCL) is a process of qualitative transformation for
students and other learners in a learning environment, aimed at enhancing
their autonomy and critical ability through an outcome-based approach.

The SCL concept can be summarised into the following elements:

Reliance on active rather than passive learning;

Emphasis on critical and analytical learning and understanding;
Increased responsibility and accountability on the part of the student;
Increased autonomy of the student;

A reflective approach to the learning and teaching process on the part of
both the student and the teacher.










This section deals with the design of educational programmes by higher
education institutions (HEIs) or by other providers. The use of ECTS credits aids
programme design by providing a tool which improves transparency and helps
to engender a more flexible approach to curriculum design and development.

From an institutional perspective, design-
ing a programme means planning a cur-
riculum and its components in credits, in-
dicating learning outcomes and associated
workload, learning activities and teaching
methods and assessment procedures/cri-
teria. The institutional credit framework
should cater for the needs of different pro-
grammes and support inter- and multi-dis-
ciplinary approaches.

The use of ECTS in HEIs requires both anin-
stitutional credit framework based on insti-
tutional regulations and a profound under-
standing of the system by each member of
the academic staff. Some institutions foster
this understanding by regular training for
staff members. Team-based decisions on
programme design enhance the coher-
ence of the programme.

An independent learner may accumulate the credits required for the
achievement of a qualification through a variety of learning modes. She/he
may acquire the required knowledge, skills and competence in formal, non-
formal and informal contexts: this can be the result of an intentional decision
or the outcome of different learning activities over time. The learner may
select educational components without immediate orientation towards a
formal qualification. ECTS supports this process, as described in Section 5 on

Lifelong Learning.

The following steps have been identified as helpful in designing programmes.



3.1 The programme context

When a new programme is developed, the first decision typically concerns the level of the
qualification to be awarded, which is defined on the basis of the relevant national legis-
lation and existing qualifications frameworks (European, national, sectoral, institutional).

It will be evident that not all learning outcomes are at the same level — hence the full imple-
mentation of a credit system requires level descriptors.

There are two European Qualifications Frameworks: the Framework for
Qualifications of the European Higher Education Area (QF-EHEA) and the
European Qualifications Framework for Lifelong Learning of the EU (EQF-
LLL). Both frameworks use learning outcomes to describe qualifications (e.g.
Bachelor, Master, Doctor) and are compatible with each other as far as Higher
Education is concerned (QF-EHEA cycles 1, 2 and 3 correspond to EQF-LLL
levels 6, 7 and 8) and cover qualifications at ISCED levels 6, 7, 8.

In the QF-EHEA, three main cycles, as well as a short cycle, are identified and
described by the so-called Dublin Descriptors, in terms of: applying knowledge
and understanding, making judgments, communication skills, and learning to
learn. The short, first and second cycles are also characterised by credit ranges:

* Short cycle qualifications typically include approximately 120 ECTS
credits.

* First cycle qualifications typically include 180 or 240 ECTS credits.

* Second cycle qualifications typically include 90 or 120 ECTS credits, with
a minimum of 60 ECTS credits at the level of the second cycle.

* The use of ECTS in the third cycle varies.



The EQF-LLL describes ‘levels of qualification” (without indicating any
credit ranges) — to provide a common reference framework which assists in
comparing the national qualifications systems, frameworks and their levels. It
is based on eight levels.

* Asaninstrument for the promotion of lifelong learning, the EQF
encompasses general and adult education, vocational education and
training as well as higher education.

* The eight levels cover the entire span of qualifications from those
achieved at the end of compulsory education to those awarded at the
highest level of academic and professional or vocational education and
training.

* Each level should in principle be attainable by way of a variety of
education and career paths.

* Learning outcomes are specified in three categories — as knowledge,
skills and competence. This signals that qualifications — in different
combinations — capture a broad scope of learning outcomes, including
theoretical knowledge, practical and technical skills, and social
competences where the ability to work with others will be crucial.

The different cycles of QF-EHEA are referenced to the levels of EQF-LLL as
follows:

* Short-cycle qualifications at level 5

* First-cycle qualifications at level 6

* Second-cycle qualifications at level 7
* Third-cycle qualifications at level 8

National education systems may include levels other than those included in
the overarching frameworks as long as national frameworks are self-certified
and referenced against the QF-EHEA and the EQF. For example, while the
EQF comprises 8 levels, the number of levels in national frameworks currently
ranges from 7 to 12. Therefore, the fact that short cycle qualifications are in-
cluded in the QF-EHEA does not oblige countries to include such qualifica-
tions in their national frameworks but it gives explicit recognition to the fact
that many national frameworks do include short cycle qualifications.



The QF-EHEA and the EQF provide overar-
ching frameworks against which national
and institutional frameworks and descrip-
tors should be calibrated.

National frameworks are normally more
detailed than these overarching frame-
works, reflecting the range of tertiary qual-
ifications offered in the country.

Higher Education Institutions which imple-
ment ECTS as a credit system will need an
institutional framework which correlates
with the national and international frame-
works. The institutional framework will in-
dicate how ECTS credits are to be used, nor-
mally specifying a minimum credit value for
an educational component to facilitate in-
ter/multi-disciplinary programmes (which
will be created by combining educational
components from across a range of disci-
plines). European and national frameworks
indicate the level of the final qualification.

3.2 The programme profile

Thus, institutions, recognising that not all
credits acquired in progressing towards a
qualification are at the same level (learning
outcomes achieved in the third year of a
Bachelor degree, for example, will tend to
be more complex than those achieved in
the first year) — may specify intermediate
credit levels with appropriate descriptors
which (together with progression rules)
will help students in progressing along
their learning pathways.

Before designing the programme in detail,
it should be set in the context of institu-
tional and departmental mission state-
ments, professional specifications (regula-
tions, requirements), and the institutional
academic framework for credit allocation.

It is also recommended to carry out a needs
analysis and to consult with stakeholders
(employers, graduates, society at large) to
ascertain the demand for the programme.

The profile presents the distinctive features of the programme (Lockhoff et al., 2010). It
indicates the field(s) of study (which may be expressed in ISCED-F codes), the level of the
programme, the main focus, the key learning outcomes expected on completion, the
learning environment and the main learning, teaching and assessment activities. An ef-
fective programme profile will make it clear to students and stakeholders what generic
and subject specific competences will be developed and the employability potential of the
programme. For this purpose, it is recommended that the profile is defined in consultation
with relevant stakeholders (such as academic peers, social partners, employers, graduates,
and student representatives) and is presented in a clear and transparent way.

The profile should be part of the programme description included in the Course Catalogue.



Across the EHEA, the terms ‘learning outcomes’ and ‘competence’ are used
with different shades of meaning and in somewhat different frames of reference.

For the purpose of this Guide:

Competence means ‘the proven ability to use knowledge, skills and personal,
social and/or methodological abilities, in work or study situations and in
professional and personal development. In the context of the European
Qualifications Framework, competence is described in terms of responsibility
and autonomy’ (Recommendation 2008/C 111/01). Competences can be
generic or subject—specific. Fostering competences is the object of a process
of learning and of an educational programme.

Learning outcomes express the level of competence attained by the student
and verified by assessment. They are ‘statements of what a learner knows,
understands and is able to do on completion of a learning process’ (Ibid.). They
are formulated by academic staff, involving students and other stakeholders.
In order to facilitate assessment, these statements need to be verifiable.



3.3 The programme learning outcomes

The programme learning outcomes are based on the programme profile and describe what
a student knows, understands and is able to do on completion of the programme.

Formulating programme learning outcomes

Considerable care needs to be taken in formulating learning outcomes. The follow-
ing non-exhaustive list provides a set of guidelines which has proved to be helpful.

* The learning outcomes should adequately reflect the context, level, scope
and content of the programme.

* The statements of learning outcomes have to be succinct and not too detailed.
* The learning outcomes have to be mutually consistent.

* The learning outcomes should be easily understandable and verifiable
in terms of what the student has actually achieved at the end of the
programme.

* The learning outcomes have to be achievable within the specified workload.

* The learning outcomes have to be linked with appropriate learning activities,
assessment methods and assessment criteria.

* There are no rules on the ideal number of learning outcomes at programme
level. Experience suggests that between 10 and 12 is appropriate.

* Awidely accepted way of formulating learning outcomes is based on three
essential elements.

1. Use an active verb to express what students are expected
to know and be able to do (e.g. graduates can ‘describe’,
‘implement’, ‘draw conclusions’, ‘assess’, ‘plan’).

2. Specify what this outcome refers to (object or skill e.g. can
explain the “function of hardware-components’, or can present
the ‘design of a living-room by hand’).

3. Specify the way of demonstrating the achievement of learning
outcomes (e.g. to give an overview of the materials most often
used in electro-engineering’; ‘to develop a research design by
applying up-to-date scientific methods’, etc.).

The programme learning outcomes should be included in the Course Catalogue and in the
Diploma Supplement.



3.4 The programme structure and allocation of credits

The programme profile is broken down into educational components which may consist of
single or several modules, other types of course unit, work and clinical placements, research
projects, laboratory work and other relevant learning activities. They may also include social
and community activities (for example, tutoring and mentoring) provided they fit the pro-
gramme learning outcomes and carry credits.

Learning outcomes, with related assessment strategies and assessment criteria, should be
defined for each educational component.

The learning outcomes of the programme and of its educational components are often
mapped to demonstrate their mutual reinforcement. Many institutions use a matrix to
correlate the learning outcomes of the degree programme with those of its educational
components.

Learning outcomes in educational components

The principles for formulating learning outcomes for educational components
are the same as for programme learning outcomes.

There are no absolute rules on the ideal number of learning outcomes for an
educational component. It will depend on the level and the nature of the unit,
as well as the estimated workload. However, good practice suggests that the
number should be limited and general experience indicates that 6 to 8 is an
appropriate number.

The annex contains a recommended literature list with guidelines on learning
outcomes.



After the constituent parts of the pro-
gramme have been identified, the overall
structure should be outlined and credits
allocated to each component, on the ba-
sis of its learning outcomes and associat-
ed workload, taking into account that 60
credits correspond to a full-time-equiva-
lent academic year.

When educational components are of reg-
ular size (e.g. 5, 10, 15) they are often called
‘modules’. In a programme made up of
modules (a modularised structure), half
credits may be used when justified (for ex-
ample, in the case of 4 modules per semes-
ter), but other decimals should be avoided.
It is helpful if the institution determines the
basic credit currency in terms of the mini-
mum number of credits for acomponent as
this will facilitate collaboration on curricula
across subjects and faculties.

Establishing ‘mobility windows’ in the cur-
riculum will facilitate learning mobility. Mo-
bility windows may be prescribed both in
content and timing in the programme de-
sign or may allow flexibility in timing and in
content for the individual student. Mobility
windows are preferably not used to repli-
cate what would be studied at home, but
to allow students to benefit from diverse
educational experiences in other settings.

Progression requirements must be explicit
if students are to navigate the programme
successfully and obtain the intended quali-
fication. Progression requirements may in-
clude inter alia prerequisites, co-requisites
and recommendations. Progression rules
may be expressed in terms of the num-
bers of credits or credit ranges required
at different stages within a programme of
study (e.g. a minimum number of cred-
its required to pass from one academic
year/semester to another). They may also
be formulated in terms of detailed rules
on what components must and/or can be
taken at what stage and of what level (e.g.
compulsory courses, optional courses and
prerequisites).

Independent learners joining a formal pro-
gramme should receive appropriate coun-
selling/advice to support them in comply-
ing with progression requirements. Where
relevant, this counselling should include
recognition of prior learning and experi-
ence. Flexible programme structures allow
students’ choice, including by incorporat-
ing possibilities to access new modes of
learning and teaching.



3.5 Learning, teaching and assessment

Higher education institutions need to de-
fine their learning and teaching objectives
in relation to their study programmes and
how they should be delivered and assessed.

General principles for learning, teaching
and assessment

Some general principles concerning learn-
ing, teaching and assessment should be
taken into account when delivering a pro-
gramme of study, regardless of the mode
of learning and teaching.

Open dialogue and participation

The student-centred approach requires an
open dialogue and reflective feedback be-
tween students, teachers and the relevant
administrators, through which their needs
and aspirations can be expressed and dis-
cussed. All stakeholders should be involved
in constructive discussion of programme
design and delivery. Student representa-
tives should participate in such discussions
with full voting powers.

Transparency and reliability

The Course Catalogue should provide re-
liable, up-to-date and quality assured in-
formation on degree programmes, as well
as on single educational components. It
should provide an accurate description
of the degree programme, including all
details: structure, components, learning
outcomes, workload, learning/teaching
approaches, assessment methods, assess-
ment criteria, and progression rules.

Consistency

The academic staff responsible for de-
livering the programme and its compo-
nents should ensure consistency between
the learning outcomes stated in the pro-
gramme, the learning and teaching activ-
ities and the assessment procedures. This
constructive alignment (Biggs, 2003) be-
tween learning outcomes, learning activi-
ties and assessment is an essential require-
ment for educational programmes.

Flexibility

A flexible programme structure is essen-
tial to allow for students’ choices and meet
different needs, e.g. opportunity should
be given for developing personal learning
pathways and optional activities should be
offered. A flexible organisation of learning,
teaching and assessment activities, includ-
ing flexibility in the timetable and more
opportunities for independent learning
is essential for accommodating different
learning styles. This widens the choices of
learning and teaching materials and ac-
tivities, and opens up opportunities for
students with different profiles or needs
(e.g. people with caring responsibilities or
people with disabilities). The integration
of digital technologies in higher education
provision is having a significant impact on
learning and teaching approaches. The al-
location of credits to learning outcomes
which are achieved through new modes of
delivery made possible by technology, are
based on the same principles as the allo-
cation of credits to learning outcomes for
traditional educational components.



Appropriate assessment of achievements

Credits are awarded when appropriate as-
sessment shows that the defined learning
outcomes have been achieved at the rele-
vant level. If the student has not achieved
the learning outcomes, no credits will be
awarded. The number of credits award-
ed to the student who demonstrates the
achievement of learning outcomes is the
same as the number of credits allocated to
the component.

Assessment methods include the whole
range of written, oral and practical tests/
examinations, projects and portfolios that

are used to evaluate the student’s prog-
ress and ascertain the achievement of the
learning outcomes of a course unit or mod-
ule, whereas assessment criteria are de-
scriptions of what the student is expected
to do, in order to demonstrate that a learn-
ing outcome has been achieved.

In order to be appropriate, the assessment
methods and criteria chosen for an edu-
cational component have to be consistent
with the learning outcomes that have been
defined for it and with the learning activi-
ties that have taken place.

Doctoral education is in the process of a change — with a greater variety of
routes to a doctorate and the recognition of the principle that high level train-
ing is helpful to develop third cycle generic (transferable) and subject-specific
competences. In some countries and institutions, ECTS is also used in the third
cycle. ECTS credits are either allocated to the whole degree programme, or to
some/all educational components (e.g. taught course units).

If ECTS is used, the guidelines contained in this ECTS Users’ Guide should apply,
taking into account the specific nature of doctoral degrees. The related infor-
mation should be included in the Course Catalogue.

Defining learning outcomes for specific milestones in the third cycle could in
some cases allow candidates who interrupt their studies to have some certi-
fication of what they have achieved up to that point. It can also be valuable
in demonstrating to future employers the achievement of specific high level
generic and subject specific competences.



3.6 Monitoring of credit allocation

The programme is monitored to establish
whether the credit allocation, the defined
learning outcomes and the estimated
workload are achievable, realistic and ade-
quate. Monitoring can be managed in dif-
ferent ways through questionnaires, focus
groups, or interviews, or by monitoring the
results achieved. Whatever method is used,
feedback from students, staff and where
appropriate, stakeholders should consti-
tute an essential element for checking and
revising credit allocation. Data on comple-
tion times and the assessment results of
programmes and their components should
also be used.

It is important to inform students and staff
about the purpose of the monitoring exer-
cise, and how it will be carried out, to ensure

accurate answers and a high response rate.
If the information gathered reveals a dis-
crepancy between the workload foreseen
and the time actually taken by the majority
of students to achieve the defined learning
outcomes, it will be necessary to revise the
workload, credits, learning outcomes or
learning and teaching activities and meth-
ods. This could also involve redesigning
the study programme and its educational
components. The revision should be done
as soon as possible without creating prob-
lems for those who are currently taking the
programme and should be communicated
to those who had participated in the mon-
itoring exercise, in order to foster an on-
going, cooperative feedback culture in the
institution.
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ECTS for mobility and credit recognition

This section deals with credit transfer and recognition in general, which takes
place both in degree mobility and credit mobility.

Successful learning mobility requires ac-
ademic recognition and transfer of cred-
its. Recognition of credits is the process
through which an institution certifies that
learning outcomes achieved and assessed
in another institution satisfy the require-
ments of one of the programmes they offer.

Given the diversity of programmes and
HEls, it is unlikely that the credits and
learning outcomes of a single educational
component in two different programmes
will be identical. This is even more the case
in recognising learning from other learn-
ing contexts (for example vocational edu-
cation and training). An open and flexible

4.1 Degree mobility

approach to the recognition of credits ob-
tained in another context, including learn-
ing mobility, is therefore recommended,
based on compatibility of learning out-
comes rather than equivalence of course
contents. In practice, recognition means
that the number of credits gained for com-
patible learning outcomes achieved in
