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Workshop I:

Learning to be – challenges to learners

Social and civic competences allow individuals to participate in social and
working life in increasingly diverse societies; they include personal,
interpersonal and intercultural competence. Ability to communicate in
foreign languages widens individual’s horizons and increases awareness and
understanding of other cultures.
The workshop will focus on the development of communication in foreign
languages, social and civic competences:
-

stimulate the participants to share their experience with other
practitioners, experts and policy-makers;
raise awareness on the topic and strengthen mutual learning;
explore and discuss examples of good policies and practices identified
during the study visits.

The outcomes of the seminar will provide a better understanding of the
policy and practice in this area, will be included in a publication and used to
prepare study visits in the future.
The discussion should be structured on the following key points:
1. Why we need to develop key competences? What is the value of
communication in foreign languages and social and civic competences
for personal fulfilment, active citizenship and employability of
European citizens?
2. How is the development of these competences integrated in the
curricula in your countries?
3. Which pedagogical approaches, methods and materials that are used
in your institutions/countries prove to better support the
development of communication in foreign languages and social and
civic competences? What support is provided to teachers in your
countries?
4. Based on the discussions and on your own experience, which
competences should most teachers acquire in order to develop key
competences of students?
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DEVELOPING KEY COMPETENCES IN EDUCATION
AND TRAINING
Synthesis report on study visits 2008/09
1

Overview of the issue on the European agenda

The European framework ( 1 ) (European Parliament and Council, 2006) identifies
and defines eight key competences for lifelong learning that are necessary for
personal fulfilment, active citizenship, social inclusion and employability of
Europeans in a knowledge society:
communication in the mother tongue; communication in foreign languages;
mathematical competence and basic competences in science and technology;
digital competence; learning to learn; social and civic competences; sense of
initiative and entrepreneurship; and cultural awareness and expression.
Initial education and training should support the development of these key
competences to a level that equips all young people – including the disadvantaged –
for further learning and working life. Adult education and training should give real
opportunities to all adults to develop and update their key competences
throughout life (e.g., learn a foreign language or become familiar with new
technologies).
The Recommendation of the European Parliament and the Council on Key
competences for lifelong learning( 2 ) (2006) constitutes the main reference tool for
policy makers, education and training providers, employers and learners in
ensuring that the learning outcomes exceed knowledge and embrace skills and
attitudes. The acquisition of key competences by all citizens regardless of their
age, their social, cultural, religious background and their personal abilities is a
clear priority for education and training systems. In its recent communication “Key
competences for a changing world”, the European Commission maintained that the
framework of key competences has significantly contributed to the trend across the
EU towards competence-based teaching and learning and a learning outcomes
approach (2009)( 3 ). It noted a good progress made in the school curricula with
(1) Recommendation of the European Parliament and of the Council of 18 December 2006 on Key Competences for
Lifelong Learning (2006/96/EC). OJ L 394 30.12.2006
(2) Recommendation of the European Parliament and of the Council of 18 December 2006 on Key Competences for
Lifelong Learning (2006/96/EC).
(3) Commission of the European Communities (2009). Communication from the Commission to the European
Parliament, the Council, the European Economic and Social Committee and the Committee of the Regions. Key
Competences for a changing world. Draft joint progress report of the Council and the Commission on the
implementation of the “Education and Training 2010 work programme”. Brussels, 25.11.2009, COM(2009)640 final.
Available
at:
http://ec.europa.eu/education/lifelong-learning-policy/doc/joint10/com640_en.pdf
[cited
22.12.2009.]
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more emphasis on cross-curricular approaches and ‘real-life’ applications. Further
improvement is needed in supporting teachers’ competence development, updating
assessment methods, introducing new ways of organising learning with all learners
benefiting from innovative methodologies.
As part of the Lifelong Learning Programme (2007-2013), Cedefop is responsible for
organising study visits. Study visits are aimed at enabling experts and practitioners
to exchange on relevant developments, measures and to provide valuable evidence
for policy-making at a national level. The results of these exchanges are
documented in the reports that groups prepare during their visits. Group reports
provide a lot of interesting and useful insights into examined topics that Cedefop
strives to make known to wider audience of education and vocational training
policy makers and practitioners.
This synthesis report is based on the group reports of the study visits of 2008/09
academic year that were dedicated to the topics Language teaching and learning,
Content and language integrated learning (CLIL), Early language learning, Active
citizenship through education and training, Strengthening intercultural education
and its contribution to social integration, and European dimension. It provides an
overview of the main findings of 36 study visits that took place took place in
Belgium, Bulgaria, Czech Republic, Cyprus, Estonia, France, Italy, Hungary, Latvia,
Norway, Poland, Portugal, Romania, Spain, Turkey and the United Kingdom.

2

Summary of findings and impressions from the groups
reports

The current summary will focus on the teaching and learning foreign languages,
developing social and civic competences to foster social inclusion and active
citizenship and will specifically highlight innovative methodologies that stimulate
the development of these key competences.
The findings are organised around the following headings:
•
key findings from the study visits;
•
common approaches identified across the participating countries;
•
common challenges and potential solutions identified across the
participating countries;
•
examples of good practice identified in the participating countries.
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Communication in foreign language
Communication in foreign languages is based on the ability to understand, express
and interpret concepts, thoughts, feelings, facts and opinions in both oral and
written form (listening, speaking, reading and writing) in an appropriate range of
societal and cultural contexts (in education and training, work, home and leisure)
according to one’s wants or needs. Communication in foreign languages also calls
for skills such as mediation and intercultural understanding. 4
2.1.1

Key findings from the study visits

The most prominent messages from the group reports can be clustered as follows:
•

an early start in foreign language learning offers many advantages
including increased self confidence and improved communication skills.
Several countries (Italy, Latvia, Poland, Spain and the UK organise CLIL
activities from pre-primary level onwards (304 5 );

•

an effective organisation at every level - from governmental to that of the
individual teacher who should be enthusiastic and well-trained;

•

there is no single model of effective delivery of language courses (a
separate subject, bilingual programmes, CLIL) at school but a mixture of
arrangements and practitioners including the involvement of native
speakers, generalist and specialist teachers;

•

the use of ICT in foreign language teaching is growing in many countries;

•

the added value of the CLIL approach is widely acknowledged. However,
there are various CLIL practices and options depending on the country
(local language policies, number of hours allocated or amount of content
teaching in CLIL practices – i.e. just part of one subject to all subjects -,
way to organise teacher training, etc.);

•

the Common European Framework of Reference for Language Learning;
Learning, Teaching, Assessment (CEFR) 6 is widely used and acknowledged
as a good reference source for language teachers that provides clear
target levels (287, 477).

2.2

Common approaches identified across the participating countries

The most commonly reported approaches include:

(4) European Communities (2007). Key competences for lifelong learning. European Framework of eight key
competences.
Luxembourg.
Available
learning/keycomp_en.pdf [cited 22.12.2009]

at:

http://ec.europa.eu/dgs/education_culture/publ/pdf/ll-

(5) References to specific group reports are made throughout the text of the report. The number in
parenthesis indicated a group number. A list of visits is in the Annex.
(6) Document providing a practical tool for setting clear standards to be attained at successive stages
of learning and for evaluating outcomes in an internationally comparable manner. For further
information, see http://www.coe.int/T/DG4/Linguistic/CADRE_EN.asp
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•

making students aware of the need and benefits of mastering their own
language and other languages (306), providing ‘real life’ situations to
apply their skills;

•

supporting appropriate initial and in-service language teacher training as
well as the involvement of native staff members in schools;

•

promoting the communicative approach and interactive methods (e.g., elearning tools) within initial and in-service language teacher training ( 470,
476, 477 and 478).

•

appropriate funding and supportive school management (group reports
303, 306, 460);

•

using the Common European Framework of Reference for Languages and
performance-based approaches (476);

•

CLIL type provision as part of mainstream school education in the great
majority of countries at primary and secondary levels. Science and social
sciences are the subjects most commonly covered by CLIL in general
secondary education (304). Varying from a country to another in terms of
targeted subjects, time allocated, years concerned, CLIL curricula in the
mainstream school and pilot projects in primary education generally target
creative or play activities.

2.3
•

Common challenges
Ensuring teacher training that would equip teachers with modern
methodology of foreign language teaching and CLIL and creating
opportunities for teachers’ mobility to the host countries of the languages
taught constitute an important concern in most countries (460, 477 and
478).

Potential solutions
Teacher training could mix several forms of training (traditional and e-learning
training, intra-school training, initial training abroad, self-training) and should
focus on competences and learning outcomes (460).
Setting up mobility programmes for teachers (France, 306).
Setting up of immersion programmes on a regional/national basis could be valuable
for in-service and future teachers (306).
Creating initial training opportunities aimed to equip future teachers with dual
competency/qualification in language and subjects on a more systematic basis
(Poland, 478).
•

Financial constraints to fund programmes, resources (e.g. multimedia
equipment is said to unaffordable for schools in several countries),
training, etc. are pointed out in all group reports.

Potential solutions
Convincing local businesses of the added value (e.g. benefit in the long run as the
workforce will be multilingual) of sponsoring language-centred projects (304).
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Maximising the potential of EU programmes aimed at mobility and cooperation of
education and training institutions (e.g., encouraging schools to participate in
Comenius projects, e-Twinning programmes, etc. (306).
•

CLIL provision and early language learning are difficult to promote and
implement as very few countries have adopted legislation on these aspects
(303, 304 and 305). CLIL also suffers from a lack of support from school
management and teacher recognition (303 and 304).

Potential solutions
Common rules would be also needed to fix from which age early school teaching
should start, who should teach (specialised teachers or generalist teachers and
assistants); which methods would be the most appropriate; how many languages
should be targeted, etc. (460).
Support to the development of CLIL content, cooperation of subject and language
teachers, special arrangements for such cooperation (in Spain a paid leave is
granted to teachers for developing teaching and learning materials.
•

The need to implement new methodological approaches (e.g., more
cross-curricular approaches linking languages and history and cultures;
fostering the use of ICT in language learning activities, etc.) to meet
students’ needs in the field of foreign language learning (476 and 478) and
diversify the target languages (e.g., English learning is omnipresent in
many countries, 471).

Potential solutions
Interactive whiteboards could be a standard equipment in primary and secondary
schools, ICT training should be part of any forms of teacher initial training (470).
•

A lack of active cooperation between the different educational
stakeholders, including cooperation among teachers and educational
institutions is noted in most group reports.

Potential solutions
Setting up Internet platforms for sharing resources (304 and 306);
Develop training opportunities with other educational bodies that specialise in
language teaching, e.g., British Council (306).
Promote schools’ clusters where teachers can work together to develop materials
and resources and share good practice (304 and 477).
Involving parents and the local community in language related activities, e.g., in
promoting the benefits of the CLIL (304).
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2.4

Examples of good practice identified in the participating countries

Each study visit is expected to provide a relevant sample of good practices
highlighting those that are potentially transferable. The most significant concrete
examples were:
•

Early language learning

Talenacademie, Euregio school (Belgium, Germany and the Netherlands) the
project concerns students aged from 4 to 18 years old. The approach followed
resides on continuously learning (i.e. before, during and after formal courses),
learning in duo. Several forms of in-service (individual, collective) teacher training
are offered (http://www.talenacademie.nl).
•

Cooperation of teachers in the development and adaptation of materials
for pupils

CEIP Marian Aguilo’, public pre-primary and primary school (Spain):
thedevelopment and adaptation of materials for English language classes to young
pupils (aged from 3 years old) and use of ICT (http://www.cpmarianaguilo.com)
(304).
Educational Authority of Asturia (Spain, 306) 7 : teachers collaborate to create
and design new materials, share resources (online and published). A high level of
target language is shared amongst language teachers. Tailored training is offered
to all CLIL teachers (http://www.educastur.es).
Linguacast, Newcastle University (UK, 306): a team of 83 nationalities
representing more than 100 languages develops language learning material
(http://www.//linguacast.ncl.ac.uk).
CCN “CLIL Cascade Network” in Belgium (306) aims to consolidate local, regional
and national network activities in CLIL at a European level so as to accelerate
development of teacher competencies and qualifications, localised and regional
competence building.

•

Use of ICT for better language learning

Franel – an electronic language learning environment (Belgium, 474): free elearning programme founded by the EU and Belgian universities and involving
partnerships with other organisations, including TV companies. Franel is an
interactive system with good learning methods and assessments. It also enables
teachers to adapt the programme that best suits their teaching practice.
Language rooms (Cyprus, 273) 8 are offered in all secondary education schools in
Cyprus. They promote independent and creative English language learning and
7
8

Group report 306, Content and language integrated learning (CLIL), ES.
Group report 273, The European dimension through English language teaching and learning, CY.
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involve a regular use of ICT by both teachers and students to carry out research,
organise material and make presentations. Their purpose is to fully equip students
with appropriate linguistic skills for society needs (‘teaching for life’ concept as
opposed to ‘teaching for test’). They therefore involve them in exchanging on
issues of common relevance to EU members such as environmental questions,
immigration, unemployment and inter-cultural relations.
•

Bringing language learning to ‘real life’ contexts

Video conference between young school children in Bexhill Primary School in
Sunderland (UK) and Avignon (France): Videoconferencing enhances authentic
communication and establishes further relationships between children beyond
national boundaries. It fosters exchanges and mobility within Europe (470).
Imelda school in Brussels (Belgium, 474): vocational school with a high proportion
of non-Dutch speaking pupils, who have to firstly learn Dutch as a foreign language.
The methodology followed includes mind maps, practical vocabulary and language,
students managing their own learning, practical visit to banks, tourist offices and
supermarkets. Classes are divided into workshops consisting of up to ten students.
English, Dutch and Commerce are all delivered through team teaching where
students take responsibility for their own learning.
Project on multiculturalism in Mandala School (Belgium, 474) enhances student
learning using the language spoken at home (mainly Turkish).
Use of CLIL for cultural, social and environmental awareness in European
countries (Poland, 304): history, biology, sport and ICT result in making a
historical guide, arboretum and a moodle platform in the working language
(English) and national language of the partner countries.
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Social and civic competences to foster social inclusion and active citizenship
Social and civic competences include personal, interpersonal and intercultural
competence and cover all forms of behaviour that equip individuals to participate
in an effective and constructive way in social and working life, and particularly in
increasingly diverse societies, and to resolve conflict where necessary. Civic
competence equips individuals to fully participate in civic life, based on knowledge
of social and political concepts and structures and a commitment to active and
democratic participation 9 .
2.5

Key findings from the study visits

Social and civic competences have two complementary aspects:
•

with regard to the processes involved in positive social cultural and
intercultural communication which encompass the ability to communicate
constructively, to show tolerance, express and understand different
viewpoints;

•

as a body of knowledge of the concepts of democracy, justice, equality,
citizenship and civil rights 10 .

The most prominent messages can be clustered as follows:
•

equipping students with basic skills in the fields of active citizenship and
intercultural education is a concern of most education and training systems in
Europe. It is important to support and motivate, at school level, young people
(including from early school years) to be actively involved in democratic
processes; though reports lead to think that citizenship education mostly
concerns students enrolled in secondary education.

•

having a common practice to ensure equal opportunities and inclusion for all
EU citizens and those coming from outside Europe is considered crucial in
most group reports;

•

the definition of intercultural dialogue/education varies from one country to
another (i.e. each country views differently such terms as social inclusion,
integration, multiculturalism and diversity, etc).

2.6

Common approaches identified across the participating countries

• Education and training are perceived as ideal vectors to increase students’
awareness on aspects such as peace to prevent conflicts, means to live together
and collaborate to help the most disadvantaged persons; respecting disabled
people and being open to differences, etc. Schools are seen as a ‘frontline
service’ aimed to enable students to make their first social and civic
9
European Communities (2007). Key competences for lifelong learning. European Framework of eight
key competences. Luxembourg. Available at:
http://ec.europa.eu/dgs/education_culture/publ/pdf/ll-learning/keycomp_en.pdf [cited
22.12.2009]
10

Recommendation of the European Parliament and of the Council of 18 December 2006 on Key
Competences for Lifelong Learning (2006/96/EC).
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experiences (447). Initiating and/or strengthening the cooperation between
schools, local and regional institutions in the field of education, culture, politics
and the mass media is furthermore crucial to support effective implementation
of educational projects (440).
• Intercultural awareness and tolerance are enhanced with various educational
activities aimed at:
o language skills: language is a key means for developing cultural connections
within and between EU countries (444, 445 and 447). Several successful
language awareness campaigns/approaches are reported in Czech Republic
and the UK (445);
o a learning to learn skill: fostering thinking abilities is seen as a positive
means to foster and facilitate reflection on social values (447);
o freedom of expression and respect for other cultures: countries promote
respect for other cultural traditions through a variety of extra-curricular
activities centred around e.g. religious expression, sport, festivals, dance,
song and traditional food and cooking (444);
o ad hoc cultural provision for newly arrived immigrants (439, 440 and 444)
and fostering inclusive settings for pupils with special educational needs
(SEN) (447).
• Involving staff members in addressing active citizenship and intercultural issues
transversally is an important pre-condition raised in most group reports. This is
done through training to staff. In some countries, a service of ‘intercultural
mediators’ (Spain, the UK, 442 and 447) is provided. Their mission is to liaise
with students and parents in order to help them understand the mission and
values of the schools and solve the difficulties they may face.
• Fostering parental involvement: valuing mother tongue, encouraging speaking
and integration of learning support and involving parents in e.g. mediation or
translation tasks, consulting them on educational issues are considered essential
in most group reports.
• Promoting the exchange of good practices within the Lifelong learning
programme with particular emphasis on projects exploring the issue of the
European citizenship is suggested by several countries (440).

2.7
•

Common challenges
Social inclusion remains a challenge. Finding appropriate solutions to foster
social inclusion (i.e. attracting and retaining individuals at risk of social
exclusion such as migrants, disabled students, early school leavers, etc. in
education and training systems) constitute a major issue.

Potential solutions
Provide such mentor/guidance systems to the disadvantaged groups that will
encourage quicker integration of migrants or disabled students in inclusive settings
(442 and 446).
School attendance from early childhood is seen as an important means to help
promote equity and tolerance in education (447).
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Involve parents in the school activities. Networks can be created between
educators, families, health centres and libraries (e.g. the’ Born to Read’
programme to encourage reading practice at an early stage, Germany, 447).
•

Positive responses to diversity are not integrated enough into the
educational systems or the national curricula in most of the participant
countries. The government, local authorities, school heads, teachers,
students, parents and citizens are furthermore not trained or well-prepared
to face diversity (437 and 447).

Potential solutions
Support flexible curricula (270 and 442). The CRIET model presented in Spain offers
an example of valuable opportunities for social integration (involving teambuilding
between pupils from different rural schools). A recent Norwegian government
initiative ‘Knowledge Promotion’ aims to develop personalised learning through the
use of technology and to build students’ social awareness and democratic skills.
Practice involves personalised teaching of every child according to his/her needs
and skills. The system also gives teachers the opportunity to adapt the curriculum
to the needs of each child (group report 203).
Support school autonomy (447).
Develop projects embedding education, citizenship and intercultural issues at
schools, colleges, places of non-traditional learning and training, youth clubs,
community centres, etc. (241, 444).
Education services should be encouraged to work in partnership with other school
institutions (e.g., twinning practices, 447), government departments and NGOs to
ensure that duplication of efforts does not occur (446). Findings from projects or
research need to be publicly disseminated (439).
•

Help people change their attitudes and behaviour

Potential solutions
Motivate students to participate in international school competitions to better
apprehend intercultural issues, become responsible citizens and increase their
desire to perform well at school (467).
Promote appropriate learning environments (e.g., tailor class sizes in order to
allow teachers to efficiently support students’ individual and personalised
educational needs (447).
Involve attractive learning tools such as ICT (e.g., children from rural backgrounds
being allowed to benefit from distance learning, laptops, etc) in order to enable
students to learn about other cultures, etc.
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•

The methods of approach followed by teachers to foster both intercultural
dialogue and active citizenship differ among the practitioners. Some focus on
providing information on different cultures without enabling any real
dialogue among students. Efforts to help them improve communication to
eliminate embedded stereotypes and prejudice of other countries, cultures
and religions should be encouraged (437). Providing information about
different cultures needs to be supported, whenever possible, by real
communication, exchange and common activities.

Potential solutions
Foster effective teaching methodology and in-service training (e.g., training
offered
by
Cambridge
education
at
Islington
(UK)
www.islingtonschoolsemas.net/training, 442).
Support migrant families to maintain the use of the mother tongue and transmit
their own cultural heritage to their children to foster exchanges and reflections
between students in an inclusive classroom situation (447).
Encourage representatives of migrant/ethnic minorities to become teachers and
head-teachers (241 and 447).
•

Financial constraints:
o
governments tend to place greater emphasis on other issues and tend
to sideline intercultural and multicultural approaches. There needs
to be greater awareness of the value of these approaches to develop
better relationship with other EU countries and effective integration
of e.g. ethnic minority/immigrant communities (439).
o

more funding would be needed to develop appropriate monitoring
methods aimed to identify and disseminate findings/good practice in
individual country (439 and 446).

Potential solutions
Create and promote national and European networks of organisations that would
share a common interest in intercultural issues. This would help bring together
funding and other resources to develop and deliver joint activities (439). Each
individual school should be furthermore encouraged or be given incentives to
participate to networks (447).

2.8

Examples of good practice identified in the participating countries

During study visits, participants visit educational and training institutions, learn
about effective polices and practices, share their own experiences on the topic. As
a result, some examples of good practices are identified and reported that are
worth further exploration and potentially transfer to other countries.
School parliament in Neumann Janos Secondary School (Hungary, 467): funded
through business commitments and some school fees, the school offers a student
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centred approach deeply associated with teaching staff to share individual
successes and failures. Involved in several EU initiatives, the school enables
students to actively participate within its ‘school parliament’ and tackle broad
ranges of educational topics.
The Capriotti technical high school (Italy, 438) involved in the network ‘schools
for peace’: the school is actively involved in the network, supported also through
the United Nations activities, that targets migrants and offers them appropriate
educational conditions to broadly foster peace values. The school l collaborates
with both local and European schools.
Pluralia - Strategies and methodologies to integrate migrant pupils (Grottamare
school, Italy, 438): teachers and students fill questionnaires focusing on
intercultural issues. Students developed a poster entitled ‘I am a citizen of the
world’ designed by the students; a CD; a theatre play ‘Racist, me?’ inspired from a
comic strip issued by the EU in several languages that targets students and
teachers from participant countries in order to make them exchange on racism, on
physical, linguistic, cultural, sexual and social differences.
Ecological approach to waste management and energy consumption in the
private primary school 439: Odtu Kyod School takes an active approach to manage
waste by recycling and is considering new ideas to alternative fuel e.g. introducing
wind turbines. From the first grade, school raises awareness of how to protect and
value the environment.
Inclusion By Art, Beja, (Portugal, 437): the project uses arts to involve children
and young people with migrant and/or disadvantaged background
(www.inclusaopelarte.programmeescolhas.pt).
Healthy Diet through Regional Cuisines, a multilateral Comenius partnership
within the LLP (Bulgaria, Italy, Poland, Portugal, 440), draws participants’
attention to the alimentary traditions of their countries, encourages the
participants to give more attention to the composition of their daily menus, etc.
(http://www.neac.eat-online.net/healthydiet/ang.html).
Supporting immigrant mothers “Become a mother far from home” (Italy, 442):
the project involves weekly meetings for mothers with educators; workshops and
activities on different issues (e.g. antenatal classes); courses in Italian for migrants
with small children. In focus groups mothers share their experience on being a
mother far from “home”, on their needs, difficulties, resources
(http://suv.comune.fe.it/index.phtml?id=2282). Similar practices are used in
Germany and Spain (447).
Family learning – Aqoon Children & Parent Centre, Leicester (UK, 447): The
centre offers a nursery service on a weekly basis and education (2 hours) to
complement school learning every weekend. It also offers family learning for new
arrivals through English language classes (http://www.aqoon.org).

18

Iecava Culture Centre (Latvia, 444): the centre provides a wide range of cultural
activities that accommodate the needs of the community from the very young to
the ‘more mature’. Most activities focus on traditional and contemporary music
and dance (www.iecava.lv).
Sibiu Children’s Club (Romania, 445): the practice enables children of all
backgrounds to have free access to cultural activities, including language learning
and Romanian traditional culture after school hours.
Supporting the access of migrants to the teaching profession, city of
Stuttgart/Ministry of Education (Germany, 446): the practice raises awareness of
young people with migrant background aware of the possibilities to become
bilingual
or
specialist
teachers
on
intercultural
dimensions
(www.stuttgart.de/migranten-machen-schule).
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Key findings from the study visits

The most relevant messages highlight:
•

student-centred approaches are more and more supported within education
and training systems;

•

there is a clear trend of emerging of competence-based approaches (or skill
based curricula) (Spain, Czech Republic, 213, 214). More emphasis is also put
on fostering relationships between educational providers and enterprises or
on promoting entrepreneurship at school (Czech Republic);

•

curricula formally promoting early language and learning to learn provision
associating ICT are emerging.

2.10
Common approaches identified across the participating countries
•
Attempts to better support and develop thinking skills (i.e. managing
information, thinking and solving problems, being creative) and personal
capabilities (i.e. working together and self management) are commonly
reported.
•

Provide equal education and training
complements the above-mentioned trend.

•

Promote competence-based curricula (i.e. involving more practical
activities), cross-curricular approach (i.e. associating the teaching/learning
of complementary subjects) and appropriate teacher training are pointed out
in all group reports.

opportunities

for

everyone

2.11
Common challenges
•
Teacher training should be adopted to prepare teachers to work ina changed
educational environment that embraces competence-based curricula,
learning outcomes approach and diverse and multicultural students
population (373).
•

Involving new pedagogical approaches and the inclusion of competence
development will also require further efforts to align the curriculum with the
assessment system (373).

Potential solutions
Assessment instruments should follow the objectives of the curricula. Assessment
process which does not only regard the evaluation of individual learning outcomes
but also takes into account the whole educational context (e.g., teaching
methods, delivery of the courses, assessment procedure, etc.) (373).

20

2.12
•

Examples of good practice identified in the participating countries
Promoting competence based systems

Mamenato (Czech Republic, 213): the practice consists of a competence based
system tailored to link key competencies with labour market needs
(http://www.mamenato.cz).
KVIC, Regional Institution for Further Education of Pedagogical workers
(Havirov, Czech Republic, 213): the practice focuses on ways to transfer key
competencies to education system through training teachers and supplying
appropriate materials and assessment methods.
•

Fostering partnerships with enterprises

DFDS Seaways entrepreneurship (UK, 470): the project focusing pairs local
private enterprise with school programmes at as a starting point for
cross-curricular projects, including language learning (http://www.dfds.co.uk).
•

Outdoor learning

KICKFAIR project (UK, 251): through pedagogical forms of approach to football,
the project creates realms of learning and experience, in which young people can
acquire the competence necessary for a positive attitude towards their everydaylife tasks. In different fields of activity, they learn how to deal with the demands
of an increasing global society. They are actively involved in the various projects’
design processes, take responsibility and thus become co-designers of their own
sociological environment. The focus of this process is the development of municipal
structures that make possible enduring learning-processes. Cooperation as equals
and learning from each other is the heart of the bilateral and multilateral learning
partnerships (http://www.kickfair.org).

2.13

Conclusions

The findings of the visits highlight that supporting the development and the
acquisition of key competences by all citizens in a lifelong learning perspective
constitutes an ambitious and complex task that education and training systems
have to tackle.
Based on the analysis of the common approaches and challenges identified in the
group reports, the following needs are of utmost importance:
•

to promote and implement more cross-curricular approaches, competencebased curricula and foster partnerships between schools and external
stakeholders (e.g. parents, enterprises, international networks involved in
intercultural activities, etc.);
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•

to support the development of new pedagogical (e.g. involving e-learning,
interactive functionalities, etc.) materials, innovative methods to efficiently
support the most disadvantaged individuals;

•

to look for solutions to develop and promote more easily early language
learning and content and language integrated learning;

•

to align assessment methods to knowledge and competence based
approaches;

•

to design appropriate initial and in-service teacher training in order to get
them appropriately equipped with key competences and feel committed,
supported and enthusiastic to share and transmit their knowledge.
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List of visits cited in the text
203 Schools and education systems in Sunnhordland - a Norwegian region

Norway

208 From local traditions to intercultural dialogue

Poland

213 Key competences for the labour market

Czech
Republic

214 Desarrollando estrategias lectoras

Spain

241 L´attention éducative à l´enfant malade sur le territoire de Madrid
capitale

Spain

251 Approaches for integration and quality education of the Roma Bulgaria
minority in Bulgaria
270 Education for peace and intercultural exchange: comparison of
educational systems

Italy

303 Content and language integrated learning –teaching in practice

Poland

304 The CLIL approach in a bilingual environment

Spain

306 Improving foreign language learning through innovation

Spain

373 Improving pedagogy: a skills-based curriculum, from conception to UK
implementation
437 Promoting intercultural dialogue for local development

Portugal

438 Les couleurs de la paix

Italy

439 Internalisation of multicultural or intercultural approaches on EU
dimension

Turkey

440 Cultural diversity is part of our common history

Italy

442 Cultural diversity in the 21st century school

Spain

444 Intercultural dialogue in multicultural society

Latvia

445 Multiculturality in and through education

Romania

446 Diversity attention. An educational answer to social changes

Spain

447 Community cohesion in Leicester schools

UK

460 Développer l'apprentissage précoce des langues

FR

467 Active participation of young people in public life

HU

470 Improving language teaching in the digital age

UK

476 Speaking European: teaching and learning foreign languages in
Europe

IT

477 Language teaching and learning in the primary school

UK

478 How to make foreign language teaching and learning effective

PL
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Examples of good practice presented

1. A Comenius project, "Friendship and universal peace", Ms Giuliana
Crocetti, Italy
2. The work of cultural mediators and the CRIET

project on social

integration, Mr Luis Angel Torres Lopez, Spain
3. Early language teaching in Poland, Ms Melanie Ellis, Poland
4. European dimension through the English language teaching and
learning in Cyprus, Ms Stella Conti-Theocharous, Cyprus
5. Using Content-Language Integrated Learning (CLIL) for cultural, social
and environmental awareness, Ms Sylwia Piekarczyk, Poland
6. Hobby education in Latvia, Ms Valda Liekne, Latvia
7. Language experience in out-of-class activities for secondary school
students, Mr Kasim Toraman, Turkey
8. The work of the Environmental and Civic Council (Conselho Cívico
Ambiental), Mr Rui Costa, Portugal
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A Comenius project ‘Friendship and universal peace’
Ms Giuliana Crocetti
Teacher
crocetti.giuliana@tiscali.it
Liceo Classico Stabili Trebbiani
Viale Vellei 10
63100 Ascoli Piceno, Italy
℡ & + 39 (0)736 259154
http://www.liceostabili.it/

Objective of the workshop
A study visit LLP “Les couleurs de la paix” took place in Ascoli Piceno in the region of
Marches from 29 September to 4 October 2008.
The Liceo Classico Stabili Trebbiani school centre for Europe of Education for many years
involved in the promotion and the diffusion of the European culture, has promoted this
initiative in collaboration with the school office of USR Marches General Department, with
the National Bureau LLP of Florence, with the school bureau of Ascoli Piceno, with
Education and Culture Department of the province of Ascoli Piceno and with the town of
Ascoli Piceno.
The aim of the study visit involving headmasters, school managers and inspectors coming
from France, Belgium, Romania, Spain and Turkey, was to let them know the good practices
set up in the local, provincial, regional and national area, concerning education of peace
and respect of human rights, in a European context of teaching.
We focused the visit on the comparison among different multinational realities, respecting
what is peculiar to the different educational systems, in every country.
The visit has contributed to the analysis of the concept of education for peace and the
human rights in every field through positive actions.
The visit allowed to participants to know the amount of teaching material produced by my
school, the Liceo Stabili Trebbiani, during these years and available on the website
www.comeniusforpeace.eu.
The website created in a previous Comenius project, in December 2007 got the prestigious
Elearning Award for the great awareness shown by the school to involve many of the
students and classes from different country and languages and let them work together on
the topic of peace.
The participants have also built the basis of the creation of an international school of peace
which has become the topic of the current Comenius project with Belgium and Germany as
partners, an experimental school involving students from different countries, who will work
using the teaching material developed in the project activities. The general plan is to
produce a cross-curricular teaching textbook, translated into four languages (Italian,
English, French and German).
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Mr Luis Ángel Torres López
Pedagogical Advisor
latorres@aragon.es
Servicio Provincial de Educación
C/ San Vicente de Paul, 3.
44002-Teruel, Spain
℡ +34 978 641257 & +34 978 641602
http://www.educaragon.org/

CRIET- Rural Centres for Innovation in Education in
Teruel (Centros Rurales de Innovación Educativa de
Teruel)
These centres were created in 1983 as an attempt to improve in general the compulsory education in
the rural areas of the Province of Teruel.
It was an experimental initiative that aimed to compensate serious social and geographical
disadvantages of the small and isolated villages of the rural part of the Province. Schools in these
villages are very handicapped to achieve some important social and civic competences not only for
their difficulties in accessing to material resources but specially for their isolation and lack of
opportunities for their children for a proper social exchange with pupils of their own age.
These CRIETS are distributed strategically in the depressed areas and offer to pupils and teachers of
several small schools the opportunity of sharing educational and vital experiences at the Centre
during a week in each term. There are specialised teachers and staff to support these pupils and
develop innovative programmes during this time. They all have full accommodation in the Centre.
During these more than 25 years of existence, these Centres easily adapted their offer to the
demand.

Cultural mediators
The Intercultural Mediator Service in Education was created by the Department of Education, Culture
and Sports of the Government of Aragon.
The main aim is to help the educational community in the reception and integration of immigrants in
the educational context from an intercultural point of view. There are several native people
belonging to the main cultural areas where the immigrant population is coming from in those parts of
the region were they are required. They intercede in solving conflicts caused by cultural differences,
support educational centres in the process of schooling immigrants, help in improving relations
between families and school, etc.
This Service is very well perceived by the educational community and has increased during the last 5
years.
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Early language teaching in Poland
Ms Melanie Ellis
Teacher/teacher trainer
melanie@ellis.pol.pl
Nauczycielskie Kolegium Jezykow Obcych
Plac Warszawski 6
41-800 Zabrze, Poland
℡ & + 482785836
http://www.nkjozabrze.edu.pl/

From September 2008, foreign language teaching in Poland starts in the first class of primary school
with 6-7 year olds. The age of compulsory education is being lowered to start from the age of 6, but
being phased in over a 3 year period, which accounts for the mixed age group. In preparation for the
earlier introduction of FL (prior to this children started at age 10,) various initiatives for in-service
teacher training and support took place. This targeted two groups: general early years teachers and
language specialists.
1.

Training of generalist teachers:
•
language training (target B2, documented by Cambridge ESOL FCE or TOEFL equivalent);
•
qualification courses leading to an additional qualification in early language education for
children aged 6-9 (Ministry of Education programme 270 hours);
•
within teacher training colleges, recruitment of groups of mature students, which include
general early years teachers, (e.g. NKJO Zabrze) organized as part-time programmes in
language teaching to allow participants to continue working.

2.

Training of language specialists:
•
in-service courses/workshops in early language education (e.g. storytelling, drama
activities, CLIL);
•
conferences on early language education (ELE);
•
post-graduate diplomas in ELE (also open to generist teachers);
•
Young Learner Project co-funded by the National Centre for In-service Teacher Education
in Warsaw and the British Council and the Goethe Institute (1999-2002) for cascade
trainers for Early Language Education of English and German. This also produced support
materials for teachers, including video lessons and accompanying training materials.

3.

Initiatives in initial training of teachers (NKJO Zabrze)
• 30 hour module on teaching young learners introduced from 2002;
• part-time studies for groups of mature students (including general early years teachers)
introduced;
• 20 of 120 hours teaching practice done in early years classes.

4.

In 2009, new national core curriculum was introduced.

5.

In-service support for the curriculum reform
• a cohort of some 600 trainers in different curriculum areas, including foreign language, have
undergone preparation and are ready to start cascade training in the regions;
• dedicated website and self-access online material are available for teachers.

Thus, in early language education:
1. FL education is firmly seen as part of the whole education of the child - the support of their
intellectual, emotional, social, physical, aesthetic and ethical development.
2.

the FL programme should be adapted to each individual child, to their needs, stage and rate
of development.

3.

Aims of FL learning at this stage are to motivate a positive attitude towards language
learning and through the creation of a supportive and stimulating atmosphere encourage the
child towards the next stages of learning.
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The European Dimension through the English language
teaching and learning
Ms Stella Conti - Theocharous
Inspector of English
stellat@cytanet.com.cy
Cyprus Ministry of Education and Culture
Kimonos & Thoukidides str.
1434 Nicosia, Cyprus
℡ +35722800773/609 & + 35722800862
http://www.moec.gov.cy/

The purpose of the initiative was to emphasise the importance of including the idea of the
European Dimension, generally, within our educational system and more specifically within
the teaching of languages and especially the teaching of the English language due to the
existing interest mainly after the accession of Cyprus to the European Union. It is
considered very important to get to know not only our history and culture but also to get in
touch with the history and culture of the others. Thus, we will be able to accept and
respect them, coexist and cooperate with them, avoid racism and xenophobia and learn to
live all together in peace. Hence, educators become multipliers of human rights in
education.
Therefore, immediately after the Study Visit, ‘a journey to Ithaka’ was completed, and
everybody participating was excited and enthusiastic with the whole adventure. The
Language Inspectors, educators, students and pupils, at all levels within our educational
system, were informed through formal and informal meetings, seminars, workshops and the
various lessons, and the greatest part of the material was disseminated to all concerned,
such as speeches, lesson plans and so on.
Additionally, teachers seemed very willing to implement within their lessons the European
Dimension. It is also worth mentioning that the same effort continues this year, since such
endeavours are greatly appreciated and supported by the Ministry, in general. It is applied
from Pre-primary to the University level. However, because of my position, my main
interest is in Secondary Education. I have now noticed that the various schools collaborate
and exchange materials which the teachers are producing based on the course books set by
the Ministry and with the use of materials they find on the Internet after seeing and using
the existing ones, model lessons, presented during the Study Visit.
During my visits to schools and through discussions I noted that everybody seems very
satisfied with the implementation of the materials and the suggestions made based on the
school curricula and the use of the Language Rooms, an innovation in the Cyprus
Educational System. Thus, the teachers have realised that the inclusion of the European
Dimension within their teaching is not an obligatory task but a necessity for everybody.
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Science in English
Ms Sylwia Piekarczyk
English teacher, Comenius coordinator
spiekarczyk82@gmail.com
Gimnazjum im. Ojca Ludwika
Wrodarczyka
ul. Krzywa 18, 41-922 Radzionków, Poland
℡ & + 48323898727
http://www.gimnazjum.radzionkow.pl

After the good examples I have seen and experienced during the study visit in Mallorca in 2008 I have
decided to start classes on Science in English at the school I teach in.
The classes are carried out regularly every Friday since September 2009 and function as an
experiment. The students who take part in it are aged 15-16 and they voluntarily agreed to learn
Science in English.
Organizing and performing such classes was not an easy task, as in Poland we face the problem of
teachers who are specialists in their field but they have not got enough fluency in the foreign
language. I have solved that problem by cooperation with the subject teachers. First, together we
prepare the issues we want the students to be taught and later on I translate them into English and
prepare my own materials for the students. These include Power Point presentations, hand outs,
crosswords, experiment descriptions, etc. For the use of the students I have created a web blog,
where the students taking part in classes are also the authors and they can upload the tasks,
[cited
homework and experiments they perform: http://www.spiekarczyk.blogspot.com/
25.01.10].
The aim of the classes and the experiment is to prove that:
•
the students taking part in those classes will score better at the language exam they pass
at the end of the school, as their language fluency will rise;
•
the students’ notes in both the language they are taught at school and the subject being
taught in Polish will be better, as they will enlarge on their knowledge;
•
the interest in foreign language learning will rise, as the students will see it as a necessary
tool for their future study and work careers;
•
there is a demand for such classes in our school and they should be included in the schools
curriculum, not only as additional classes for volunteers, but also as regular classes
included in the students timetable;
•
information technologies used by the students and new techniques of gathering and
getting information during the classes and while working on their own is a necessity in
today’s world;
•
interesting classes give a far better alternative for the students to spend time
productively.
As the classes have been carried out only since September 2009, the aims I have already achieved are
the following:
•
Students eagerly take part in those classes;
•
The semester note in English of the participants appeared to be much better than the
previous year, so I assume that their language competency has risen;
•
The headmaster of my school realised the importance of such classes and decided to
include them in the school’s curriculum for the next school year for two carefully selected
classes of students and the teacher will be paid for carrying out the lessons, as now they
are taught by the teacher voluntarily with no financial benefit.
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CLIL in service of social, environmental and cultural
awareness
Ms Sylwia Piekarczyk
English teacher, Comenius coordinator
spiekarczyk82@gmail.com
Gimnazjum im. Ojca Ludwika
Wrodarczyka
ul. Krzywa 18, 41-922 Radzionków, Poland
℡ & + 48323898727
http://www.gimnazjum.radzionkow.pl

This Comenius project tries to contribute to develop our students’ communicative competence in
other languages through the activities which help us to encourage the simultaneous learning of
content and second languages (CLIL). Our methodology tries equally to stimulate the use of the new
technologies, as well as new practices like conceptual maps, the development of the students selflearning skills and the integration of students with social, cultural and linguistic problems. In the
same way, we want to encourage the teachers to use new methodologies. On the other hand, the
content is intended to help the students to acquire awareness about different issues such as
environmental problems or the social and cultural diversity.
The idea of the project, and the general concept was invented by teachers of different subjects from
the following countries: Poland, Spain, Italy, Finland and Czech Republic. We met on a preparatory
visit in the coordinator’s country - Spain. The project has been implemented for almost 2 years now
and the expected ending of it is bound to be in August 2010.
The target group in this project are students of Gimnazjum in Radzionkow – a Middle School, aged
between 13 & 16. The integration of the children from poor families with other students is the
priority. Another aim for Polish children is to make a firm connection with the partner countries and
to show them that we can have a multicultural dialogue using the information taught at school.
Our partnership mainly focuses on pupils’ involvement. They do activities, power point presentations,
work in groups with pupils from other countries, as well as choose the activities that are the best for
them. The teachers are also actively involved in the partnership by planning the activities and tasks
that students perform and are responsible for organization and supervision of the students’ work.
So far we have used a Moodle platform: http://www.comeniusclil.com/ [cited 25.01.10]; developed a
historical guide around the partner countries:
•
communicated and collaborated via concept mapping;
•
visited partner countries: Italy, Poland and Finland;
•
arboretum;
•
tried orientation during the visit in Poland;
•
sang and played popular Christmas songs;
•
staged a school play performed in English by students.
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Hobby education in Latvia
Ms Valda Liekne
Education specialist
valda.liekne@iecava.lv
Iecava Community Council
Skolas iela 4, Iecava, Latvia
℡ +371 639 41601 &
+371 639 41991

http://www.iecava.lv/page/1

Hobby education – realisation of person’s individual needs and desires, with respect of one’s age and
previous education (Law on Education, Art. 1).
Through hobby education; children and young people gain:
•
appropriate and thoughtful usage of leisure time;
•
creative self-expression, self development, talent improvement;
•
socialization (mastering of life skills, prevention of anti-social behavior, decreasing social
exclusion);
•
acquisition of professional skills and abilities for career planning;
•
improvement of knowledge and skills acquired in formal education.
Hobby education programmes are implemented at general and vocational schools, institutions of
hobby education (children and youth centres, centres for technical creative work, centres for
environmental education), institutions of pre-school education and of professional trend (music, arts
and sport schools).
Hobby education is coordinated by the State Education Content Centre (under the supervision of the
Ministry of Education and Science) that plans and implements hobby education, coordinates state
level events for youth (e.g., the Song and Dance Festival for School children); supports teachers of
hobby education through seminars, in-service training courses, methodological recommendations and
guidance; disseminates best practice for teachers; raises awareness of parents; facilitates of
cooperation among state and municipal institutions, non-governmental and international
organisations. State provides partial funding for the wages of teachers of hobby education.
Municipalities provide funding for the development of economically technical basis and partial
funding for teachers’ wages. Almost 80% of pupils are involved in hobby education irrespective of age,
ethnicity, gender, social status, special needs and residence.
Participation in programmes in 2008/2009

Other 8%

Programmes of social
w ork 1%

Youth clubs 4%
Environmental
education 3%
Programmes of
technical creativity 5%
Sports education
programmes 18%

Cultural education 61%
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Hobby education contributes to inclusive education by involving particularly talented children,
children from disadvantaged families and “street” children, children from low income families and
families with many children, children with special needs, children registered in juvenile Inspectorate
and probation services or youths in juvenile custody, and children of ethnic minorities.
In hobby education, various activities are provided, such as hobby clubs, groups and camps, rooms for
leisure time and playrooms, involvement in projects. The following are examples of hobby activities:
Cultural education: competitions and concerts of school chorus (various age groups); folk song
festivals for children of various ages and youth dance groups; festivals of modern dance; events of
school brass bands and musical collectives; competition of visual and applied arts; vents of school
theatres; project of creative activities for children and youth with special needs.
Environmental education: projects “Pupils’ experiment”, competition of environmental games
“Become acquainted with environment!”, conferences of environmental education “Be observant!”
Students’ scientific research activities: a camp “Alfa” for the winners of Olympiads of school subjects
and laureates of pupils’ research competitions; research conference of Latvian pupils.
Competitions of pupils’ technical creativity: Auto modelling, plane modelling, ship modelling,
construction, minicar and motosports, radio electronics, photo, etc.
Pupils’ self initiative programme: camp for the leaders of school self-governments “Academy of
Democracy”; school of summer expedition for the participants of the program of self-education of the
Duke of Edinburgh Award.
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Language experience in out-of-class activities
Mr Kasim Toraman
Head teacher
e111559@hotmail.com
Giresun Anadolu Otelcilik ve Turizm Meslek Lisesi
Aksu Seka Mah. Fizik Tedavi Yanı 28100 GİRESUN,
Turkey
℡ & +904542258797

http://www.giresunaotml.meb.k12.tr/

The initiative started with the aim of providing our students with real environments which
were thought to make students more motivated and enthusiastic with the subjects, English
and of course the school. It was first thought during a meeting 2 years ago and then we
started thinking about how that idea could be put into practice. During the implementation
period we had some problems like not being able to find an environment for the target
topics since we were working in a small building that didn’t have a kitchen or even a
garden but 3 months ago we moved to our new building which has everything from hotel to
the kitchen. Thus, it can be said that we have just started to implement our plan
completely and effectively.
The target group was Hotel and Tourism School students.
We tried to create and define the environment to be used for classes, first. And then, we
agreed on doing 25% of our classes outside the classroom e.g. in sports centre, kitchen,
room service, front-office, hotel and restaurant. We planned to use:
•
•

•
•
•

sports centre to learn about indoor and outdoor activities, to learn about
free time activities, to talk about rules and necessities and equipment for
any sports starting from the indoor activities possible in that centre;
kitchen to learn about kitchenware and utensils, to talk about what is used
for what, to describe food and drink, to talk about the staff in the kitchen
and their responsibilities, and to learn the recipes of some certain meals;
room service to learn about room types, room materials;
room instructions to be explained to the guests at their first arrival, to learn
about the room rules and to tell the guests about contact opportunities;
front-office to practice check-in and check-out procedures, to practice
answering the phones both from the rooms and outside, and also to learn to
welcome the guests;
hotel and restaurant to learn about welcoming the guests, to respond
complaints, to learn to describe the hotel.

The main goal for this implementation is to give an opportunity to our students to be able
to use English in their job environment, where they will probably work and earn their life
and to teach students what they will really need to use rather than overloading the
students with a lot of grammatical structures.
Finally, the results were very good for us because we had never seen our students that
motivated before, thus we entered the classes more willingly. We also noticed that they
learned better when they used the target language outside the class. We hope to continue
this practice with the newcomers as well.
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Environmental and Civic Council
(Conselho Cívico Ambiental)
Mr Rui Costa
Headmaster
rui.sss@sapo.pt
Agrupamento de Escolas de Abrigada
Rua General Humberto Delgado, Portugal
℡ +3512637698180 &
+3512637698186
http://agabrigada.ccems.pt/

The “Environmental and Civic Council” is probably the oldest and most consistent project developed
at Abrigada Schools Group, in the northern part of Lisbon district near a nature protected area
(Montejunto Mountain).
This initiative started more or less eight years ago (2002) as an “Environmental Council” which main
goal was to reduce the amount of garbage at school. Four/five years ago (2005), when there was a
school board change, the new team decided to do something about the miserable working conditions
at school, mainly because of students constant damages to the building, the school area and to most
of the school equipments with no serious punishments. One of the many solutions created was to
remodel this project and this was the 1st step to a major change about students, teachers, employees
and parents on the way they looked at their school.
Since then this project has been developed in a consistent way involving all the school students
(about 900) since 1st grade of primary school (6 years old children) to the 9th grade of lower high
school (15 years old teenagers) and even older students from professional courses. Some of the
teachers who worked at school these last years had the chance to participate in the meetings and
understand the methods used to motivate students and to make them feel useful and important.
Every month during the 1st week, a group of teachers (rotating role) debates in a group discussion
with each class leader student (21 students from the school) the good things, the problems and
opportunities in our school. After the debate each of the students goes back to the class and informs
all the other students about what this Council have decided and proposed to the School Head Office
in order to improve school quality. A new discussion is organized in the classroom and the class
organizes everyone’s ideas for the next meeting. The School Headmaster and his team answer every
month to the students in a retroactive process that has helped everyone to understand everyone’s
role and to participate in school management.
The major outcomes and results of this kind of leadership practice has been a complete change in the
students’ attitude towards school, as they were able to “decide” what was the best for the school,
what was the best for the students in many ways: what and how they could be listened and help in
the school management. Parents were always very fond of this project because they were forced by
some of the students to participate, helping school management in different tasks and achieving
certain goals.
The school area, building and materials have been within this few years completely restored and
renewed with the help of all members of the community and nowadays everyone understands this
project as the basis of the change.

THE
CHANGE
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teachers and trainers
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Synthesis report
Examples of good practice
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Workshop II:

Learning to teach –
teachers and trainers

challenges

to

In the context of constantly changing educational environment, teachers should
become committed lifelong learners and, consequently, to support this, teacher
training should be coherent from initial training through induction to continuous
professional development.
The workshop will focus on innovative approaches in teachers’ initial and in-service
teacher training in terms of dealing with new content and new educational
environment:
-

to stimulate the participants to share
practitioners, experts and policy-makers;

their

experience

with

other

-

to raise awareness on the topic and strengthen mutual learning;

-

to explore and discuss examples of good policies and practices identified
during the study visits.

The outcomes of the seminar will provide a better understanding of the policy and
practice in this area, will be included in a publication and used to prepare study visits
in the future.
The discussion should be structured on the following key points:
1. Has the perception of teachers’ role changed in recent years in your country?
In what sense?
2. Is teaching an attractive career in your country? What is done to achieve this?
3. What has changed in teacher training in your countries to support the new role
of teachers? How are individual training needs of teachers and/or schools
determined and met in your countries?
4. Based on the discussions and on your own experience, which competences
should most teachers acquire in order to develop key competences of students?

39

40

ENSURING HIGH QUALITY OF TEACHERS AND TRAINERS
Synthesis report on study visits 2008/09
1

Overview of the issue on the European agenda

Key players in supporting the learning experience of learners, teachers and trainers
therefore need to adapt their skills and working practices to the changing context.
Ensuring a better quality of teaching and training requires that teacher and trainers
embrace a broader range of duties and acquire more skills than in the past. For
example, a teacher or a trainer should be able to continuously upgrade his/her skills,
adapt lessons to students according to their individual needs, capacities and learning
styles, be in contact with parents, use latest technology to facilitate learning, etc.
There are challenges that teachers and trainers face in their work. They have to:
•

deal with more heterogeneous groups of students and enhance the integration of
disadvantaged students into the mainstream education and training;

•

master, develop and apply new teaching and training approaches. This implies
more individualised approaches to teaching and learning, good communication
skills, methods of teamwork, democratic schooling management and supportive
mechanisms for pupil assessment and school evaluation;

•

be able to develop not only learners’ basic skills such as numeracy and literacy,
but also with all key competences: use of information and communications
technology (ICT), languages, creative and entrepreneurial skills, learning to learn.
Learning to learn 1 becomes one of the main competences to develop and one of
the main challenges.

•

benefit from a revalorised image of the profession;

•

be actively involved in the school improvement processes.

As part of the modernisation of the education and training systems’ rationale,
improving the quality of teaching and training has been steadily addressed at national
and EU policy level. In the updated strategic framework for European cooperation in
education and training (‘ET 2020’) 2 ensuring high quality teaching is considered as a
factor to contribute to the strategic objective of improving quality and efficiency of
education and training. This can be achieved through adequate initial teacher
education and continuous professional development for teachers and trainers and
making teaching an attractive career choice.

1

A process oriented competence typically transversal to all educational and training activities.

2

Council of the European Union (2009). Council conclusions of 12 May 2009 on a strategic framework for
European cooperation in education and training (‘ET 2020’), 2009/C 119/02, Official Journal of the
European
Union,
Brussels,
28.5.2009.
http://eurlex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:C:2009:119:0002:0010:EN:PDF [cited 25.11.2009.]
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Complementary with the policy statements set out above, European countries have
agreed upon a set of common principles for teacher and trainer competences and
qualifications 3 that maintain that:
•

teaching should be a well-qualified profession, with teachers graduating from
higher education and vocational education and training (VET) trainers being highly
qualified in their professional areas with the necessary pedagogical competences;

•

teachers should participate in lifelong learning throughout their careers, and their
institutions should value this learning;

•

teaching should be a profession based on partnerships (teacher education
institutions should work collaboratively with schools, industry and work-based
training providers and mobility (teachers and trainers should be encouraged to
benefit from mobility experience in other European countries).

As part of the Lifelong Learning Programme (2007-2013), Cedefop is responsible for
organising study visits. Study visits are aimed at enabling experts and practitioners to
exchange on relevant developments, measures and to provide valuable evidence for
policy-making at a national level. The results of these exchanges are documented in
the reports that groups prepare during their visits. Group reports provide a lot of
interesting and useful insights into examined topics that Cedefop strives to make
known to wider audience of education and vocational training policy makers and
practitioners.
This synthesis report is based on the group reports of the study visits of 2008/09
academic year that were dedicated to the topic The teaching profession, challenges to
teachers and trainers and provides an overview of the main findings of 13 study visits
that took place took place France, Germany, Italy, Portugal, Spain, Turkey and the
UK.

2
Summary of findings and impressions from the groups
reports
The findings are organised around the following headings:
•
•
•
•
2.1

key findings from the study visits;
common approaches identified across the participating countries;
common challenges and potential solutions identified across the participating
countries;
examples of good practice identified in the participating countries.
Key findings from the study visits

The most prominent messages can be clustered as follows:

3

Common European Principles for Teacher Competences and Qualifications, European Commission 15
March 2005. http://ec.europa.eu/education/policies/2010/doc/principles_en.pdf
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•

(Re-)designing education and training systems should be based on the
assessment of the learners’ needs: ensuring good quality resources focused on
learners’ needs is vital for teaching and in-service training as well as for
students’ achievements and learning outcomes.

•

Staff’s and students’ commitment and motivation are important pre-conditions
for effective functioning of education and training systems. Depending on the
country (Austria, Estonia, Finland and Spain), the practices to ensure it range
from the formal provision of psychological or advisory service in some or all
schools to more specific projects (287 4 );

•

Mutual learning and partnerships in education and training: it is crucial to
clarify, articulate and share the values with all in the learning community
(including central, regional and local authorities, educational institutions,
parents, enterprises, etc.).

•

Approaches that simultaneously promote and support the acquisition of several
key competences both by teachers/trainers and students are considered
significant in terms of increasing the motivation of teachers/trainers and
students (for example, this refers to languages/CLIL 5 approaches combined with
the use of ICT and others) (289 and 295).

•

The need to foster inclusive approaches. This aspect relates to practices aimed
to support equity and social cohesion 6 through integrating and supporting
students experiencing special educational needs (292 and 299).

2.2

Common approaches identified across the participating countries

Aside from a shared commitment to support lifelong learning and the need to tailored
training provision in accordance with national systems’ specificities, study visits
participants identified common approaches across their countries in terms of:
•
initial training;
•
in-service training;
•
quality assurance of teachers’ and trainers’ competences;
•
partnerships/networking needs.
2.2.1
•

Initial training: growing requirements and new programmes

Countries require higher qualifications for entering the teaching profession.
Some countries have already introduced a Masters programme as part of the
initial teacher training (Bulgaria, Germany, Portugal, and Romania) (298).

4

References to specific group reports are made throughout the text of the report. The number in
parenthesis indicated a group number. A list of visits is in the Annex.
5

CLIL stands for Content and Integrated Language Learning. The concept corresponds to a dual-focused
educational approach in which an additional language is used for the learning and teaching of both
content and language.

6

i.e. in order to ensure that "appropriate provision is made for those young people who due to
educational disadvantage caused by personal, social, cultural or economic circumstances need particular
support to fulfil their educational potential" (Recommendation of the European Parliament and of the
Council of 18 December 2006 on key competences for lifelong learning (http://eurlex.europa.eu/LexUriServ/site/en/oj/2006/l_394/l39420061230en00100018.pdf).
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•

More attention is given to induction and probation programmes. Induction
programmes consist of a compulsory period aimed to facilitate support to
teacher trainees and to introduce them to their new working environment. The
trainees are regarded as paid candidate teachers and are supported by mentors.
Probation programmes consist of a compulsory period during which new teachers
have to follow training (for example, in Scotland). Similar programmes exist in
Germany, Ireland, Poland, Slovakia, Turkey and Italy (for primary school
teachers only) (290).

2.2.2
In-service training: a widely acknowledged added value for lifelong
learning
•

The in-service teacher training is a valued and recognised process and
countries have clear policies and practice to ensure it. In-service training courses
are prepared and delivered in specialist training centres that offer short courses
focusing on policies and priorities, courses focusing on improving pedagogy and
longer courses enabling the teacher to improve qualifications (286, 287, 290 and
295). In-service training courses are becoming more focused on learners’ needs.

•

Traditional in-service training methods are complemented by new forms, such
as distance learning, aimed to promote lifelong learning and staff motivation
(287).

•

Contractual commitments for in-service training exist in some countries (for
example, Hungary, Poland, Scotland (UK)). In Scotland (290), such commitments
may take the form of a contractual obligation between individual teachers and a
professional body, the General Teaching Council, responsible for teaching in the
country.

2.2.3

A variety of tools to quality assure teachers’ competences

•

Systematised forms of quality control of teachers’/trainers’ work emerge. In
Murcia (Spain), a regional permanent centre responsible for teacher training
involves teachers and trainers in a reporting exercise aimed to identify the
strengths and weaknesses encountered in their daily practise. This activity is
particularly expected to strengthen their motivation (295).

•

Forms of ‘certification’ may be provided after the successful conclusion of inservice training modules (295).

•

Findings from evaluation by independent inspectorates of education that exist
in Germany, Ireland, Italy, Poland, Slovakia and Spain help provide relevant
insights about the quality of work of teachers and trainers (290).

•

The need to develop self-evaluation models for schools results from the fact
that more and more countries become aware that teachers can make a
difference in improving educational standards at school level. Self-evaluation
instruments based on quality indicators are reported in Ireland, Portugal and
Scotland (UK) (290). Depending on the country, such a model can include a selfevaluation form (also online) to be filled in by teachers or trainers as well as
evaluation forms filled in by school heads and students.
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2.2.4

Towards more partnerships/mutual learning

•

All participants of the study visits value the opportunities to learn from
colleagues from other countries that are provided through European education
programmes to European educational specialists and decision makers. Such
learning brings the European dimension into education and training,
cooperation is established between education partners throughout Europe. For
example, as a result of the study visit The professional development of teachers
in Scotland close relationship has been established among teacher education
institutions and education partners in Germany and Scotland to help both future
and working teachers/trainers rethink their mission with regard to current
educational priorities (290).

•

A number of educative communities that involve main educational actors school heads, teachers/trainers, pupils/students, parents, representatives of the
labour market - into sharing good practice are observed (286). The reports
provide examples of practices aimed to promote an effective collaboration of
different educational actors, including online settings for exchanging materials,
ideas and maintaining contacts with different actors (286, 292, 295).

•

Educational
institutions
work
more
with
the
labour
market
(industrial/business/commercial partners). This collaboration ranges from
traditional work placements to the designing vocational curricula focused on
business and developed in cooperation with business in order to better meet
labour market’s needs (286).

2.3
Common challenges
participating countries

and

potential

solutions

identified

across

the

During their discussions, participants of study visits identify challenges to the teaching
profession that are common to their countries and examine possible solutions that can
be used in their countries to address the challenges. The following challenges have
been addressed by the 2008/09 study visits:
•

The teaching profession is often not an attractive career choice due to the lack
of prestige and low remuneration. Lack of motivation and ‘burnout’ syndromes
are observed in many countries.

Potential solutions
Combine professional development with career advancement; implement more
reflexive practice during initial and in-service training; better assess and take into
account individual needs of teachers to increase responsibility and ownership of their
training and professional development (289).
•

Financial constraints, especially the ongoing economic crisis, can limit
investment in teachers’ and trainers’ education and training.

Potential solutions
Training is seen as becoming more important during a slowdown in economic growth,
the need for retraining and skills updating is anticipated to present a real opportunity
for training providers. More forms of dedicated schools’ budgets for in-service training
(as set up in some countries) could be valuable (286).
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•

A great diversity of requirements for teaching and training practice across the
member states and lack of mutual recognition of qualifications (notably in VET)
presents a collective challenge in terms of regulating and accommodating
distinct qualification pathways. To illustrate this, participants of the study visit
on Professional development and status of teachers and trainers in Spain
differentiated two main types of VET systems in Europe. On the one hand, the
German dual system distinguishes between teachers (university graduates with
formal academic teacher training) and trainers (highly skilled and qualified
vocational specialists who deliver workplace training but have little formal
teacher training or professional development in teaching and learning). On the
other hand, other countries, for example, UK (England) require that all who
deliver state funded vocational learning have the same level of teacher
education and continue professional development in order to remain in
profession (286).

Potential solutions
Teaching is a regulated profession in many countries, which means that access to and
practice in the profession are subject to the possession of a specific professional
qualification. However, further efforts to achieve a greater transparency of teacher
qualifications are needed at the European level to foster mutual recognition and
mobility processes. Setting out specific instruments such as codes of professional
practice, shared standards for teachers and trainers (Ireland, Scotland) could also
constitute interesting means (286, 290).
•

It is not simple to achieve that teachers and trainers become lifelong learners,
that they embrace change and engage in reflection about their mission.

Potential solutions
- design and develop alternative in-service training methods such as distance learning
with the use of mentors and more flexible approaches to training;
- appoint ‘inspirational’ in-service training leaders in schools to motivate and enhance
the learning experience of all teachers;
- implement teachers’ and trainers’ enrichment programmes. For example, a
‘chartered teacher programme’ in Scotland and Poland that involves teachers
registered to the main body responsible for education at central level in study at
masters’ degree level. These teachers are then expected to exemplify high quality
teaching skills in schools. The practice was positively received with regard to its
potential to develop and retain within schools highly-trained and skilled pedagogues;
- collect evidence on the impact of in-service training on daily teaching/training
practice (290).
•

How to better meet the needs of the labour market

Potential solutions
Promote education/enterprises partnerships and business focused vocational curricula,
enable best vocational specialists to works towards teacher status through training
roles and offering industrial secondments or placements to teachers who are removed
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from current business practices; encourage companies to provide placements and even
job guaranties for a maximum number of graduates (286, 292, 297).

2.4

Examples of good practice identified in the participating countries

During study visits, participants visit educational and training institutions, learn about
effective polices and practices, share their own experiences on the topic. As a result,
some examples of good practices are identified and reported that are worth further
exploration and potentially transfer to other countries.
•

Mentor and/or induction systems for teachers

In a Scottish induction programme a new teacher’s working week is divided into class
contact time (70 % of time) and curriculum reflection and pedagogical reflection and
dialogue (30 % of time) (290). In the mentoring system for new teachers provided in
Flanders (Belgium), all newly appointed teachers are coached and supervised by an
experienced teacher during their first year (298).
•

Promoting teachers’ excellence and involvement

The Scottish General Teaching Council is an organisation where teachers, of their
own will and at their own expense, actively celebrate their professional standing, set
quality indicators for members, manage and maintain professional standards and
govern the conduct of its members. The approach puts a strong emphasis on teachers’
self evaluation of individual strengths and needs. The concept was considered as being
potentially transferrable to other countries (290).
•

Linking schools through online learning networks

The
Glow
website
managed
by
Learning
and
Teaching
Scotland (http://www.ltscotland.org.uk/glowscotland/) aims to link every school in
Scotland in a learning network and to provide instant access to resources for learners
and teachers (290).
•

Involving e-learning as part of both initial teacher education and continuing
professional development

The FOR (http://for.indire.it) project in Italy provides teachers/trainers and school
heads with various online materials and interactive tools, for example, articles,
databases, a forum to discuss pre-defined topics, videos, opportunities to participate
in online classes with experts (298).
•

Supporting bilingual education and enhancing teachers’ language skills

In Andalucía (Spain), bilingual education is in the focus of attention. That is teachers’
needs and capacities are taken care of by incorporating ICT tools in the teaching and
learning and fostering cooperation. The region offers extensive in-service training for
teachers in language schools, distance learning courses, language training for teachers
working with immigrant students (287, similar in 295 and 299).
•

Promoting the teaching/use of ICT at school and the emergence of a virtual
educational community
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Virtual Learning Environment (VLE) in Andalucía (Spain) uses the Moodle 7 as the
platform. 100 000 computers in Andalucían schools are linked into a central network,
ensuring access to the same resources and information across the whole system. The
project also involves an online tool that enables any interesting educational actors to
exchange materials, ideas (e.g. plans for cultural exchanges, visits, etc. to foster
mutual learning) and maintain contacts (287).
•

Fostering collaborative and learners’ centred approaches

The Senza zaino (Without backpack) programme in Italy is an interesting practice
focused on organising classrooms in such a way as to make primary school pupils work
both collaboratively and autonomously. It also involves parents in the school
community through joint education projects and offers a discussion forum that fosters
reflection and exchange among school heads, teachers, pupils and parents (291). The
programme Life together (group report 295) in Murcia (Spain) promotes collaborative
programmes for educational actors, for example, publishing stories written by primary
pupils, involving parents in environmental education projects, promoting CLIL in
primary schools, etc (295).
•

Use of self-evaluation instruments and indicators to improve the quality of
teachers’/trainers’ work

A common instrument Looking at our school (Ireland) sets quality indicators for
primary and secondary schools. A national quality indicator framework, How good is
our school? (Scotland), consists of a set of quality indicators across relevant areas and
is implemented through advice on the self-evaluation methodology and booklets for
self-evaluation (290).

3

CONCLUSIONS

To sum up, the findings of the study visits on the challenges to teaching and training
highlight that there are many common challenges and common approaches to
improving the quality of teaching and training in the participating countries, among
them, the need for providing quality initial and in-service training that focus on
learner-centred approaches, e-learning, mutual partnerships, deeper involvement in
self-evaluation practice, etc) and for increasing the attractiveness of the teaching
profession and motivating teachers and trainers to engage in lifelong learners.
It is worth noting that the findings of the study visits presented above resonate with
the latest policy statements at the EU level of the Conclusions of the Swedish
Presidency of the EU on education and training 8 that recognised ‘the motivation, skills
and competences of teachers as well as the quality of school leadership’ as key factors
in achieving high quality learning outcomes’. The Presidency stated that school

7

Moodle is a free web application that school heads and teaching staff can use to create online learning
platforms.
8
Swedish Presidency of the European Union (2009). Informal neeting for Ministers of Education.
Presidency summary. 24.09.2009. Available at:
http://www.se2009.eu/polopoly_fs/1.16329!menu/standard/file/Conclusions%20med%20logg%20eng.pdf
[cited 25.11.2009.]
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leaders could benefit from opportunities to share good practice and professional
development across national boundaries’, which the study visits also provides.

List of visits cited in the text
286 Professional development and status of teachers and trainers
287 The role of in-service teacher training professionals
289 More e-learning in Teachers’ training and Continuing Professional
Development
290 The professional development of teachers in Scotland
292 In-service training for teachers: advisory system, teacher centres
295 Quality in Teacher Training
297 How to attract students to vocational education. Sharing experiences
for developing VET
298 Practice of teacher students at school
299 Continuous teacher’s training: towards teaching quality improvement
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Spain
Spain
Portugal
UK
Spain
Spain
Turkey
Portugal
Spain
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Examples of good practice presented
1. CLIL/ bi-lingual programme and PALE training programme for CLIL
teachers in Asturias, Mr Gilberto Terente Fernández, Spain
2. Team teaching, Ms Anne Søvold Vikanes, Norway
3. In-service teacher training for teachers in the Basque Country: advisory
system, teacher centres, Mr Martin Cassado, Spain
4. Teacher training programmes in CLIL in the region of Catalonia (paid
study leaves for language learning; CLIL material preparation), Ms Nuria
Carrillo Monso, Spain
5. The induction year for newly qualified teachers, Ms Pauline Morgan, UK
6. Standard for Chartered Teacher (SCT) in Scotland, Ms Rosa Murray, UK
7. Student-run school as part of practice in teacher training, Mr Tim Hope,
Norway
8. A dual qualification in subject area and in language, Ms Beata
Tomaszewska, Poland
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CLIL/Bilingual programme and training CLIL teachers (PALE) in
Asturias

Mr Gilberto Terente Fernández
Foreign Language adviser and teacher trainer
gilbertotf@educastur.princast.es
Centro de Profesores de Oviedo
C/El Monticu s/n
33008, Oviedo, Spain
℡ + 34.985240794
www.educastur.es

Asturias has a long tradition supporting foreign languages. We had a pilot project to implement
foreign languages at early ages since 1990s. We participated in many European projects and
we’ve divided groups at secondary schools for English since more than ten years ago (there are
usually 15 pupils maximum for English).
I have run two Study visits on foreign languages in Asturias since 2004 and I have helped my
colleagues in other four study visits. I also gave a talk on study visits in 2005 for our National
agency in Madrid. I also promote European joint projects.
We started bilingual CLIL education in our region, Asturias, in 2004. We started with four pilot
secondary schools and nowadays we have more than half of our primary and secondary schools
as bilingual schools for English and seven secondary schools for French.
We have a regional support programme for bilingual education. All the schools with a bilingual
programme have a language assistant and all the teachers participating have two free teaching
periods to prepare lessons and one hour a week for meetings.
PALE is a national support programme for foreign languages. It is a 200-hour course for primary
and secondary CLIL teachers with three stages:
•
•
•

a 3 week training course in Asturias covering their posts at schools with supply teachers;
a two week course in England at the end of June with methodology, English language
and school visits;
a 40-hour workshop to produce materials for each subject (materials are available at:
www.educastur.es).

As a result of our initiative, pupils and teachers have improved their command of English and
have developed their key competences to understand a global 21st century world thanks to
improve student achievement. This means to have an understanding of CLIL education.
We wanted to share the experiences we had in schools where we had a special focus on
leadership for change, developing culture for on-the-job training for teachers and culture for
adjusted learning for students. The purpose was to build capacity and to raise teachers’
awareness on their role in the classroom. We wanted teachers to share good practice and learn
from each other. A good school leader should have a moral purpose change, have ability to
make relationships and inspire to share knowledge.
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Team teaching

Ms Anne Vikanes
Headmaster
anne.s.vikanes@bomlo.kommune.no
moster.skule@bomlo.kommune.no
Moster school
5440 Mosterhamn, Norway
℡ + 47.53423602, +47 53423601
www.bomloskulen.no

Moster school is a combined primary and lower secondary school with 330 pupils and a staff of
50. The school opened in January 2009. It consists of pupils and staff from former Håvik
School, former Moster school and pupils from Skogbu reception centre for asylum seekers.
In the planning process of building a new school for the future, I asked my staff: What do we
want for our pupils? What will they need? Should we choose traditional or modern architecture?
Should we have ordinary classrooms or open landscapes? We chose to focus on flexibility, areas
with a lot of possibilities, enough space for the pupils so they can learn, grow and develop. The
school building has an open layout with many smaller rooms (break-out rooms), which permit
different forms of teaching.
One of the reasons why we didn’t end up with the traditional classrooms, were our strong team
teaching form. This form of teaching has been a common phenomenon among the teachers for
several years, long before we opened the new school. The old Moster school was too small,
and there weren’t enough space. So we had to keep two classes in the biggest classroom, and
the teachers discovered so many benefits always being two or more adults. After a while this
was the standard way of teaching. Håvik School was a small village school with only 30 pupils
and staff of six. Their key strengths were: mixed age groups, close individual pupil/ teacher
contact and also high expertise in teaching children with special needs, and they also had a
custom of team teaching and team planning.
During autumn 2008, there was a lot of cooperation between staff at Håvik and Moster to
coordinate the teaching at the new common school. Combined with qualities from both
schools, we’ve managed to create an efficient organization of a new learning environment,
with strong focus on adapted and differentiated education. And I think the team teaching is
one the main reason that we have succeeded.
There are a lot of benefits with team teaching: the teachers always have a discussion partner;
they complement each other; they don’t need to plan everything, they can share the
workload. The education can be organised in several ways, and it enables flexible approaches
to the curriculum, pupil grouping and the organisation of learning and teaching. And combined
with the school facilities layout, it increases the possibility to tailor the teaching to pupils’
needs. The pupils have several adults to relate to. There is a spirit of community and
wellbeing. If there are conflicts between the students, you can take action at once. Of course
there are challenges too. It puts great demands on chemistry, cooperation and
planning/structure. And we have to allocate enough time for this work.
All pupils are of equal worth, but none of them are alike. Moster school is an inclusive school;
children with special needs are included in their respective grade, with education in classroom
or various break-out rooms. We wish to strive for the ideal goal which is to give all our pupils
adapted and differentiated education based on their own abilities and needs. Team teaching
is one of the main reasons why we can help pupils to develop fundamental skills that will
enable them to participate actively in our society.
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In-service teacher training for teachers in the Basque Country:
advisory system, teacher centres

Mr Martin Casado
Head of the institution
martincasado65@gmail.com
arionbilbao@gmail.com
Ortuella Berritzegune (Teacher Centre)
Urioste s/n
48530, Bizkaia, Spain
℡ + 34. 946640027, + 34.946641684
www.studyvisitbilbao.tk
www.educastur.es

The topic of the visit is “In-Service Training for Teachers: Advisory System, Teacher Centres”.
This initiative, hosted by Basque Education Department, started in 2001. The reason was: one
of the organisers had taken part in a previous Arion Visit in 1998 and realised that, in spite of
having a lot in common with other educational systems, we could always learn from them, and
share with them our good practices related to the topic, specially in-service training
institutions: pedagogic centres or Berritzegune.
The initiative has been implemented for 10 years. The evaluation of the visits has always been
very positive. This way, the contents of the visits have been changing according to visitors’
suggestions and their encouraging feedback. In order to have a good visit the best way is to ask
visitors for their opinions!!
The target group is very broad. Different people are in charge of in-service training along
Europe, depending on the countries and local authorities: inspectors, heads of schools,
administrators, teacher trainers, etc. usually most of them have been teachers or have direct
daily contact with them, so that we never put aside teachers’ point of view.
We have exchanged lots of materials, findings and resources between teacher trainers from
different countries. Some schools take part in Comenius, etc through these European contacts.
Our educational system and schools can receive positive feedback in articles in local press
regarding the study visit… But above all, visitors and organisers have learned that problems
and solutions in education are very similar across Europe, that most of the problems are
solved by inclusive approaches, adaptation of methodologies, school-community feeling,
teaching-learning by competences, and solid leadership at schools. And schools need training
to improve in these fields.
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Teacher training for primary and secondary school teachers in
schools
Ms Núria Carrillo Monsó
Teacher advisor
ncarrill@xtec.cat
Ms Jordi Margelí Ribera
Responsible of Foreign Languages Department
jmargel1@xtec.cat
Ministry of Education of Catalonia
Via Augusta 202
08019, Barcelona, Spain
℡ + 34.93 5516900 Ext.3376, + 34. 93 2415343
http://www.xtec.cat/formacio/index.htm#llengues
Since the school year 2006-07, the Ministry of Education of Catalonia has started a wide-ranging plan to
improve the level of foreign languages (especially English) of pupils at primary and secondary schools.
With this aim, there is a huge offer of foreign languages training for teachers and schools can apply for a
special Foreign Language School Project (Early foreign language learning, How to improve oral foreign
language, CLIL projects, or Project work), with three years to implement. Teachers who work in those
schools follow a specific teacher training in the first year of project implementation. This wide-ranging
linguistic plan started in 2006 and it is aimed to last till 2015. The number of schools involved in the CLIL
initial training has increased from 30 primary and 19 secondary in 2006-07 to 48 primary and 26 secondary
in 2009-10.
Initial Teacher Training: primary and secondary school teachers (B2 level in foreign language) whose
schools are in the 1st year of a CLIL Project follow a 30 hours training (4 sessions of 6 hours and 6 on-line
hours) in order to learn the theoretical basis of CLIL and to begin the production of their own materials
starting by a mind map of their unit, lesson plans and activities and to put their project into practice
during the second and third year of CLIL project. The training is provided by experts from the University
of Nottingham (before 2007-08) and since 2008-09 by 20 teachers from our educational system who have
attended a 10-week stay in Great Britain (paid study leave "llicència D") or have had one year paid study
leave "llicència C". They have been through a trainer course for trainers "Train the trainer" with Do Coyle
and members of the CIREL (Centre for Innovation and Resources on Foreign Languages)
Continuous training:
Teachers whose schools are in the 2nd or 3rd year of a CLIL project and have attended the initial training
paid study leave ("Llicències D") are entitled to a paid study leave of 10 weeks in Great Britain (NILE,
Norwich or University of Nottingham and University of Aberdeen) in order to deepen in the
methodological principles upon which CLIL is based and to apply these principles to classroom practice; to
improve linguistic confidence and competence and to develop materials for a didactic unit of 10-15 hours
with lesson plans and student and teacher materials so as to be published on the web of the Ministry of
Education, by CIREL.
Teachers whose schools are in the 2nd or 3rd year of a CLIL project or have finished their project and
they have not taken a paid study leave participate in decentralised training courses (e.g., work groups,
seminars and decentralised training courses in the different areas in Catalonia) on order to exchange
experiences; evaluate their own and other teachers’ CLIL experiences; develop new materials or adapt
their own or adapt materials from other sources and to deepen in this methodology.
Individually, teachers can develop their CLIL training through summer courses granted by the Ministry of
Education, Lifelong Learning Programme (LLP) courses (Comenius, etc.) and other activities organised by
other institutions and granted as training credits by the Ministry of Education (Universities, teachers’
associations, trade unions)
Lots of teachers are following foreign language training and they are improving their linguistic level and
more teachers are getting involved in their foreign language school projects. Teachers, who are
implementing CLIL in their classrooms, conclude that pupils enjoy learning a foreign language more as
they find it more useful. With CLIL, pupils are learning to use the foreign language and using the foreign
language to learn. From the paid study leaves, there is a bank of "ready to use" CLIL materials, which
increases every year and they can be found in the following web: http://www.xtec.cat/cirel.
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An induction year for newly qualified teachers

Mrs Pauline Morgan
Deputy Head
paulinemorgan@ntlworld.com
St Teilo’s High School
Llanedeyrn Road, Penylan
CF23 9DT, Cardiff, UK
℡ + 44.02920 434700
http://www.stteilos.cardiff.sch.uk/

The Induction year for Newly Qualified Teachers serves as a bridge from initial teacher training
to effective professional practice. This statutory one year programme aims to ensure that
Newly Qualified Teachers (NQTs) continue to meet the standards for the award of Qualified
Teacher Status (QTS) on a consistent basis. The award of QTS is presented at the end of the
Post Graduate Certificate of Education course (PGCE). In the PGCE course, trainee teachers
are assessed on professional characteristics, knowledge and skills. During the induction period,
the professional development of the NQTs in these specific areas is supported in an
employment context.
In Wales, all newly qualified teachers (NQTs) who gained Qualified Teacher Status after April
2003 are required to complete the period of induction and meet the End of Induction Standard,
in order to teach in maintained schools.
At the start of the induction period, the newly qualified teacher will be directed to the key
personnel involved in induction. A team of people, inclusive of the head teacher, the
induction tutor, curriculum and pastoral leaders within the school, together with
representatives from the Local Education Authority (LEA) and the General Teaching Council for
Wales contributes to the induction process.
The NQT is actively involved in planning their induction programme. Following appointment,
and on entry to a school, the NQT will work closely with the Induction Tutor in creating a
personalised induction programme. This programme should offer monitoring, support and
guidance tailored to the individual strengths and needs of the NQT. These issues will have
been identified by the NQT and College/University Tutor at the conclusion of the initial
teacher training course, and presented in a document known as the Career Entry Profile. The
programme should also develop the NQT’s knowledge, skills and achievements as delineated in
the QTS and Induction Standards.
To fulfil all requirements, the Induction Tutor will work with the NQT in setting short, medium
and long-term objectives. These emerge from individual, department and school priorities and
support is given to enable the NQT to meet such aims. Regular lesson observations,
professional reviews and discussions, attendance at training courses, observation of
experienced teaching staff and monitoring of all work are undertaken in the highly structured
programme. The role of the Induction Tutor is crucial in monitoring and supporting on a dayto-day basis in order to maximise the NQT’s strengths, minimise weaknesses and thus raise
standards of teaching and learning in the school. Other team members also contribute to the
induction period.
Entry into the teaching profession can be frightening and formidable. New teachers are
bombarded daily with new and complex demands, as they seek to promote learning. The
Induction programme serves to reduce fear, to improve practice, and to ensure success, prior
to proceeding to further professional development.
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Standard for Chartered Teacher (SCT)

Ms Rosa Murray
Professional Officer
(Professional Learning Development)
rosa.murray@gtcs.org.uk
The General Teaching Council for Scotland
96 Clermiston Road
EH12 6UT, Edinburgh, UK
℡ + 44.0131 314 6082
www.gtcs.org.uk
The Chartered Teacher was introduced in Scotland in 2003 as a result of a national agreement titled ‘A
Teaching Profession for the 21st Century’ also referred to as the ‘McCrone Agreement’ (Scottish
Government, 2001). This national agreement was made with the Scottish Government, unions and
employers to reform the career structure, conditions of service and salaries of the teaching profession.
The status of Chartered Teacher is available to all teachers in Scotland, once they have reached the top
of the main salary scale, this would typically be after six years of practice. The Chartered Teacher
status, with its enhanced pay structure, (around £7000 per year increase) was introduced with the
purpose of providing an alternative career pathway for a teacher who wished to remain in the classroom
instead of pursuing the only option available at that time which was a career in management.
Until 2008 there were two ways of becoming a Chartered Teacher: an accredited route, provided by the
General Teaching Council for Scotland and through a post graduate Masters level programme of study at
one of the nine accredited (by the General Teaching Council for Scotland) providers in Scotland. The
accredited route ended in 2008, in line with the terms of the agreement. The Chartered Teacher study
programmes reflect the key features and expectations of a Chartered Teacher as stated within the
Chartered Teacher Standard:
“The Chartered Teacher is an accomplished, innovative teacher who demonstrates sustained enhanced
expertise in practice. The Chartered Teacher embraces and actively promotes the values, principles and
practices of equality and social justice in all areas of work. The Chartered Teacher is a critically
informed, reflective practitioner who systematically evaluates the nature and extent of impact achieved
for learners and learning. The Chartered Teacher plays a leading role in the professional development
of colleagues and makes a recognised contribution to the educational effectiveness of the school and the
wider professional community (Scottish Government, 2009). ”
To date there are 979 Chartered Teachers in Scotland. This number remains small relative to the size of
the teaching population in Scotland (55,000). This was a factor in the decision to have a Ministerial
Review of the Chartered Teacher initiative in December 2006. This Review (Scottish Government, 2008)
is now published and the recommendations are progressing currently.
However those teachers who have achieved Chartered Teacher status are very positive about their
professional development and learning within the study programmes and the subsequent effects in
practice.
They said:
“I am more reflective and have rediscovered the joy of teaching.”
“I believe I have become a better teacher...after twenty years of teaching it is both a delight and
revelation that I still want and need to learn more.”
“My teaching has been transformed and I now endeavour to create learning environments with an
emphasis on the management of learning rather than behaviour.”
“I am sought out by my colleagues, who now regard me as an expert teacher, for advice on teaching and
learning.”
The Chartered Teacher programme in Scotland is at the forefront internationally among other systems to
recognise and reward enhanced practitioners. It is highly developed standards based professional
learning system leading to qualification and accredited by the General Teaching Council for Scotland. It
represents the commitment, in which Scotland seriously invests, to improving the quality of the teacher’s
learning and development to ensure high quality learning experiences for the learners.
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Student-run schools as part of practice for students in teachertraining
Mr Tim Hope
Director of Teacher education unit
tim.hope@uia.no
lu-post@uia.no
Teacher education unit
University of Agder
Service box 422
N-4604 Kristiansand, Norway
℡ + 47.38141000, +47.38141191
www.uia.no/lu
Students of pre-school teacher education, general teacher education, and post-graduate teacher
education at the University of Agder have, as one of several practice periods, one where they for 1 to 6
days (depending on program) take over the many responsibilities at a school while the faculty of teachers
there are gone off school grounds together to increase their competence and socialize. Students have
been given this form of practice experience for last 7-8 years.
There are three main reasons why this initiative took place:

•

•

•

letting student-teachers try the profession more or less alone for a period of time will give them
valuable experience in what it is to be a full-time teacher. During this practice period, studentteachers take part in all parts of school activities; teaching, faculty meetings, parent meetings,
monitoring pupils play areas etc. at the same time as they get guidance from a designated
experienced teacher at the practice school;
there is a big demand from schools to have time to increase their competence on many levels.
Expensive substitute cost and lack of available substitute teachers makes it almost impossible for
a school to leave their school grounds together to take part in a course or seminar. However, by
using the teacher-students in practice as substitute teachers, schools now may spend 1-6 days off
school grounds together;
during this initiative of student-run schools, teachers in education from the university move some
of their classes to the practice school, which helps bring practice and theory closer together.

Target group of the initiative:

•

students in the three teacher education programs who are evaluated to either pass or fail the
practice;
• faculty and administration at our practice schools who evaluate and guide the students during
practice;
• university teachers in the teacher education programs who visit the schools and observe their
students in action.
Main activities implemented to achieve the objectives:

•
•
•

pre-practice period meetings with student-teacher, administration and faculty at practice school,
university teachers in the teacher education program;
making of a special “student-run school” guidebook (ca. 15pages) which is given to everybody
involved;
courses on relevant topics from school-life given by/for student-teachers, experienced teachers
and university teachers at practice school bridging the gap between theory and practice.

As a result of this practice, schools eagerly apply to have this form of practice; student-teachers see a
much better link between practice and theory, and they also gain a stronger feeling of responsibility and
a better experience of what it may be like to teach full time when they are finished with their certificate
of teaching. Student-teachers also learn the complexity of how a school is run outside the classroom.
University teachers get a better chance to visit the practice field and meet with school teachers to share
latest experiences from the field of education.
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Dual qualifications in subject area and in language

Ms Beata Tomaszewska
Head of English Department
beata.tomaszewska@onet.eu
college@nkjo.torun.pl
Foreign Language Teacher Training College
Ul.Sienkiewicza 38
87100 Toruń,Poland
℡ + 48.56 6617585 , +48.56 6617555
http://www.nkjo.torun.pl/

Foreign Language Teacher Training College in Toruń is a three-year-school for adults who want
to qualify as teachers of English, German or French. Students have 1080 hours of practical
language, 510 hours of literature/linguistics/history classes and 480 hours of methodology,
together with 150 hours of teaching practice at schools. Graduates receive the diploma of the
Teacher Training College, which gives them full qualifications to teach a given language at
school (primary and secondary level) and after taking extra classes at University, they can
obtain a Bachelor's degree of Nicholas Copernicus University in Toruń.
What we have noticed recently is that among our students there are more and more of those
who study a subject at university (e.g., history, geography, chemistry) and attend our college
at the same time. These students have to cope with two timetables, more examinations and
term papers, and often writing their MA thesis while still studying a language at college.
Thus, the first aim of our initiative, which we started introducing three years ago, was to
reorganise our studies to provide help to students who attend two courses at the same time.
The following initiatives have been undertaken:
o individual organisation of the studies to make it possible for students to attend as
many classes as possible, both at university and at college;
o individual system of counselling and continuous support, especially methodological,
offered to students;
o courses run on MOODLE Platform (still in the phase of development).
The second aim of our project was connected with the fact that our students were experts in
other fields. We decided to take advantage of this situation and combine students’ subject
knowledge with their language skills; so that they are able to plan interesting CLIL classes
and/or teach their subjects in a foreign language.
We introduced more CLIL into our Methodology course; History/Literature courses; our teacher
trainers have modified their teaching techniques to provide a model to follow by teacher
trainees. We encourage students to teach elements of their subjects in a foreign language
during their teaching practice at schools and motivate students to write their diploma projects
on CLIL or on teaching their subjects in a foreign language. We developed teaching/learning
materials and use other projects (e.g., students of history acting as guides during study visits in
Toruń).
Each year about 90% of our students manage to graduate both from the university and college,
thus, obtaining dual qualifications. Some students take a year off to write their MA thesis at
university, and then they resume their language studies. Students with dual qualifications find
it easier to get a job at schools, as they can teach two subjects (still unusual in Poland) and,
what is more, they are able to run courses of the subject they specialized in and do it in
English, German or French.
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Workshop III: Learning to lead
educational leaders

–

challenges

to

The role of school leaders has changed as rapid technological change, economic
globalisation and increased migration and mobility challenged schools to become
learning communities, to equip young people with knowledge, skills and attitudes and
to involve wider communities in the governance of education and training.
The workshop will focus on the new role and approach for school leaders:
•
•
•

to stimulate the participants to share their experience with other practitioners,
experts and policy-makers;
to raise awareness on the topic and strengthen mutual learning;
to explore and discuss examples of good policies and practices identified during
the study visits.

The outcomes of the seminar will provide a better understanding of the policy and
practice in this area, will be included in a publication and used to prepare study visits
in the future.
The discussion should be structured on the following key points:
1. What is a good school (education or training institution) nowadays?
2. Which new approaches in educational management have been observed in
recent years in your countries? Which competences does a school leader need
in today’s education and training?
3. How should school leaders be trained to respond to the changing roles and
today’s challenges?
4. Based on the discussions and on your own experience, which competences
should most leaders acquire in order for schools to equip students and teachers
with key competences?

63

64

EDUCATIONAL LEADERSHIP AND MANAGEMENT
Synthesis report on study visits 2008/09
1

Overview of the issue on the European agenda

Greater decentralisation of school systems and new demands in the forms of more
equity, efficiency and quality of education and training have induced the need to
review traditional ways to organise schools. The concept of governance of education
and training which results from the above has progressively emerged as a key area of
action across EU Member States.
Its main purpose resides on addressing new means to organise school management
with effective and dynamic leadership. This implies school leaders to be forefront
players. However, the impact of the above demands has been considerable on them
seeing that school autonomy has coincided with greater pressures from the public and
from national governments for schools to be accountable through external and
internal evaluation systems (involving national standards, outcome-based curricula,
pupil assessment and more interaction between all educational stakeholders). In this
new context, school leaders are supposed to be able to cope with a wider range of
competences and responsibilities than in the past.
Though varying across the countries, their tasks may be summarised as follows:
•
•
•
•
•

administrative, pedagogic and strategic management of the institution;
hiring staff;
making decisions related to teacher training;
designing school curricula;
developing collaborative management styles with parents and the wider school
community.

As such, the concept of governance is to be understood as a complex method of
approach aimed to support new ways of organising the functioning of schools in the
forms of new requirements to the school leaders and new ways to involve other
educational stakeholders (local community, parents and students) into governing
schools (e.g. through school councils).
Such context results in an important number of challenges. This includes the needs to:
•

(re)define school leadership responsibilities – autonomy in school leadership
should be well defined and supported by appropriate resources and guidance. It
should focus on learners and ensuring that they receive better teaching and
achieve better learning outcomes.

65

•

distribute school leadership – meaning that school leadership is a cooperative
process at both school (school boards) and national/regional (teams and
networks) levels.

•

develop skills for effective school leadership – through targeted induction and
in-service training, improved quality and consistency of the training offer, and
more varied training content and methods for school leaders.

•

make school leadership an attractive profession – this implies ensuring that the
recruitment of school leaders is professionalised (i.e. putting in place options are
available.

•

ensure that schools and educational institutions are at the heart of their
communities and creating effective partnerships.

•

foster the quality of schools through the implementation of internal or selfevaluations as this process is becoming a widespread measure to improve the
quality of education and training provision in many European countries, etc.

Not surprisingly, governance and the role of school leadership in improving quality in
European education and training have been steadily addressed in various policy
documents at EU level. Among them, recurrent references are provided within the
‘Education and Training 2010’ work programme 1 and its successor, the new strategic
framework for European cooperation in education and training 2.
As part of the Lifelong Learning Programme (2007-13), Cedefop is responsible for
organising study visits. Study visits are aimed at enabling experts and practitioners to
exchange on relevant developments, measures and to provide valuable evidence for
policy-making at a national level. The results of these exchanges are documented in
the reports that groups prepare during their visits. Group reports provide a lot of
interesting and useful insights into examined topics that Cedefop strives to make
known to wider audience of education and vocational training policy makers and
practitioners.
This synthesis report is based on the group reports of the study visits of 2008/09
academic year that were dedicated to the topic School management and Quality
assurance in education and vocational training and provides an overview of the main
findings of 30 study visits that took place took place in Austria, Belgium, Bulgaria,
Czech Republic, Denmark, Estonia, France, Germany, Italy, Latvia, Lithuania, Malta,
the Netherlands, Norway, Portugal, Romania, Spain, Turkey and the United Kingdom.

1

The ‘Education and Training 2010’ work programme is the contribution of education and training to the
Lisbon strategy. It integrates all actions in the fields of education and training at European level,
including vocational education and training (the Copenhagen process) and the Bologna process, initiated
in 1999.
2

See the Council conclusions of 12 May 2009 on a strategic framework for European cooperation in
education and training (‘E&T 2020’)
http://eur-lex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:C:2009:119:0002:0010:EN:PDF
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2
Summary of findings and impressions from the
groups reports
The findings are organised around the following headings:
•
•
•

key findings from the study visits;
common approaches identified across the participating countries;
common challenges and potential solutions identified across the participating
countries;
examples of good practice identified in the participating countries.

•
2.1

Key findings from the study visits

The key ideas conveyed by the study visits can be summarised as follows:
•

The function of school manager should be better defined. Most group reports
highlight that professional school management demands a special training. A
few reports (334 3 , 335 and 336) stressed that this would be of particular
relevance in the case of small schools which are by nature different and face
specific needs.

•

There is no standard concerning school management across European
countries. Most concerns are about to find out whether it could be possible to
create a common status.

•

As shown above, the role of school leaders is a key in ensuring the quality of
individual schools or institutions. Enabling them to be appropriately trained
to manage evaluation processes is crucial. In the meantime, most reports
addressed the need to develop common criteria and standards for correct
self-evaluation systems considering the diversity of ways such evaluation is
carried out from a country to another.

•

How to deal with more school autonomy? Enabling school leaders to find the
right balance between quality management rules formulated at central level
and self-evaluation process defined and undertaken at school or institution
level is seen as a major concern in most group reports.

•

Governance of education and training requires processes of reflection
involving cooperation, sharing and team decision. An open communication
between the school management, the training staff and the users (i.e. pupils,
parents, employers, etc.) is recommended in all group reports. Such
cooperation is supposed to facilitate transparent communication, positive
attitudes, greater commitment and be fundamental for evaluation (both
internal and external) processes.

3

References to specific group reports are made throughout the text of the report. The number in
parenthesis indicated a group number. A list of visits is in the Annex.
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2.2

Common approaches identified across the participating countries

Overall, participants reiterated the importance of the role of school leaders as well as
the need to foster collaborative practice among stakeholders. More guidance and
standardised tools were also required to enable the different partners to jointly
achieve their goals.
2.2.1
The need for an overall school management reorganisation is widely
claimed by most countries.
•

Promoting less bureaucracy in education systems and implementing new,
flexible and creative teaching methods (e.g. more flexible curricula to better
respond the needs of varied groups of pupils; a wide choice of textbooks and
other teaching/learning materials) is widely reported (325, 328, 330 and 333
in particular).

•

Adapting school management in accordance with school autonomy and
decentralisation processes is crucial (most group reports).

2.2.2
School heads: the importance of their role with regard to the quality of
education and training
•

The role of school heads in terms of ensuring the quality of their school and
getting teaching staff fully committed to this same goal is widely reported.

•

More school autonomy and appropriate competences in different subjects as
financial management, human management, pedagogy or communication are
needed (most group reports).

•

Most countries highlight that school leaders should benefit of a constant
development of their skills with regard to undertaking internal or selfevaluation 4 .

•

Tailoring school heads’ competences in accordance with the size of the
schools or institutions is crucial. This concern was particularly noticed within
study visits focusing on the vulnerability of small schools (322, 334, 335 and
336).

•

Supporting active collaboration among school heads (e.g. via teambuilding
methods) and their overall commitment towards enhancing the quality of
their school is crucial (322 and 328).

2.2.3

Fostering the collaboration between the different educational actors

•

The need to promote open communication between the school management,
the knowledge providers and the users is considered as very important in
many group reports.

•

The level of involvement of educational actors (parents, students, staff, the
community, businesses, etc.) in governance-related processes (e.g.

4

Self-evaluation is viewed as a tool for whole school development. It corresponds to a systematised
process based on criteria using specific methods and tools to inform change. Most of them include
surveying of students, teaching staff, parents, employers, etc. There is however differences in the way
this is carried out.
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participation to school council, to evaluation processes, etc.) varies from a
country to another as widely reported.
•

Getting committed teaching staff (e.g. fully aware of the features of the
schools’ environments and of their inputs on the quality of the school or
institution) is crucial (330) 5 .

•

Benefiting from mutual learning and good practice is also largely expected
from the participants of the different study visit groups.

2.2.4
Having appropriate process Quality Assurance (QA) models/structures to
support governance of education and training
•

An appropriate QA model/structure is necessary to deliver an effective
quality management. This includes identifying which areas of quality need to
be improved, a strategy for how to improve quality, a plan for how to deliver
the improvement and a method for evaluating whether quality has improved.
School leaders should be closely associated to the overall reflection. This
aspect is raised in most reports.

•

The need to identify and apply common criteria to measure quality in order
to foster transparency, consistency and comparability of and between
systems (356, 369, 370 and 371).

2.3
Common challenges
participating countries

and

potential

solutions

identified

across

the

During their discussions, participants of study visits identify challenges to the
governance of education and training that are common to their countries and examine
possible solutions that can be used in their countries to address the challenges. The
following challenges have been addressed by the 2008/09 study visits:
2.3.1

Financial constraints

•

A lack of money and funds for human resources is reported in most reports;

•

Financial constraints are more important within small schools which are by
nature more expensive to maintain (321, 334, 335 and 336);

•

The world economic crisis is also pointed out as a challenge for several
participants.

Potential solutions
Set-up centralised strategies (as reported in Estonia) which explicitly involve funds to
support the improvement of quality in education and training (356).
With regard to small schools, a practice reported by Austria (334) stresses the
importance of increasing policy-makers’ and public opinion’s awareness on the added
value of maintaining/supporting small schools in remote and/or rural areas. In this
5

For further details, see the synthesis fiche entitled ‘Ensuring high quality of teachers and trainers
through initial and continuous training’.
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country, the value of a school is considered so significant (i.e. for the overall welfare
of the local population) that the municipalities are prepared to invest in their schools
over a long period of time.
2.3.2

Decentralisation/school autonomy issues

•

Moving from centralised systems of control towards more decentralised
systems is a major challenge reported in all group reports. The main issue is
to establish the right balance between state control and internal quality
evaluation. As questioned in group report 328, should the control be with the
state, the school, the school head, politicians, the municipality, etc.?

•

The lack of support and counselling for implementing the changes required by
decentralisation process was raised in group reports 323 and 324;

•

The fact that rules from central level remain too strict was noticed in France,
Italy and Turkey (331).

•

The difficulty to have many systems with the same country and make them
efficiently collaborate has been reported for Germany and Italy (331).

Potential solutions
Support an autonomous system that enable school heads to directly employ school’s
staff, as reported in Bulgaria, Germany, Denmark, Poland and Slovenia;
Find ways to decrease school inspection system as it exists in Denmark; promote
PRISMA self-assessment (see section 2.6 for further information) as it exists in Portugal
(368);
Educate teachers in self-evaluation and encourage school heads to achieve more
school autonomy as observed in Denmark and Romania (322);
Design flexible curricula (e.g. national curricula combining basic guidelines for
teaching and space offered to every municipality to set down specific projects and
implementation process; curricula involving decisions on how much influence parents
should have on decisions about school) (361 and 368).

2.3.3

School heads’ new roles and challenges

•

School heads face the problem of a general change in society on several
levels (e.g. in demographic structure, in parental behaviour, etc). In many
countries the question of what education and school should and can do is no
longer as clear-cut as it used to be a decade ago (322).

•

School heads’ function requires the acquisition of new competences (involving
accounting, ICT, motivating staff to get involved in quality assurance
processes, etc.) and to work with clear targets. Initial and in-service training
provision has to be adapted accordingly (325, 329, 330 and 332).

•

Given the complexity and variety of tasks to be fulfilled, supporting the
establishment of management teams and shared leadership would enable
school heads to benefit from mutual learning. This is not a common practice
so far.
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Potential solutions
Develop proper headship qualifications at Master level would be valuable. Examples of
such qualifications are reported in Malta where fast track Masters’ degrees are offered
on a compulsory basis to all aspiring principals (329). A similar example exists in
Scotland with the institutionalised Scottish Qualification for Headship (290 6 ).
To ensure good leadership quality, some countries appoint school leaders only for a
limited period (e.g. 4 years in Sweden). Depending on their performance during this
period the school leader’s contract can be renewed. This limited duration of a leading
position does not only seem to be a useful tool to ensure motivation and quality in the
leader’s work, but may also help people make the decision to become a school leader
more easily (328).
Creating structures of intermediate leadership to allow school heads to delegate some
tasks is to be seen as a precondition of successful school management. Building up
good teams of co-leaders is important while school heads’ teamwork skills are
indispensable for that process (322).

2.3.4

Simplifying Quality Assurance tools/processes

•

Challenges relating to internal/self-evaluation processes: though being
widespread tools for quality management, internal or self-evaluation need to
be standardised, in order to have comparable input data for development at
local, national and international level. The development of self evaluation
into an effective tool for staff development is a challenge reported in all
group reports (356, 357 and 368 in particular).

•

The role of external evaluation in accountability and support: the nature and
role of external evaluation is a challenge which is being met quite differently
across Europe. As raised in the majority of reports, the methods of approach and thus the results – may for instance target the school as a whole or only its
teachers; take (or not) the context of the school into account and/or allow
for (or not) a cyclical approach/regular follow-up to improvement.

Potential solutions
Explore the use of the concept of ‘target agreements’, in use in Saxony, and School
Improvement Planning, as ways of following up external evaluation for all school
(370);
Refer to existing common frameworks for internal-external evaluation (357, 359 and
372);
Identify effective evaluation tools that would focus on a few crucial indicators (361).
In the Flemish community of Belgium, the CIPO (Context Input Process Output model)
is for instance used to identify context in external evaluation. In Ireland, evaluators
use context indicators. In Northern Ireland, Scotland and England schools’ attainment
is benchmarked against that of similar schools (361).

6
Group visit ‘GTC for Scotland’ part of the topic relating to ‘Ensuring high quality of teachers and
trainers through initial and continuous training’.
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Set up a European-wide working group to discuss and identify a common terminology
for evaluation across Europe. The latter could e.g. involve organisation such as EFQM 7 ,
the Institute of Standardisation and Organisation (ISO), etc (327).
2.3.5
Cooperation, networking and exchange of good practice to create a
culture of quality
•

A challenge is achieving commitment from each stakeholder in the selfevaluation process at national, regional and local level. Each stakeholder
needs to see a benefit for themselves which will lead to them taking
ownership of the process (357 and 359). Among them, the lack of motivation
and/or active commitment of teachers combined with the effective ability of
school heads to support and stimulate them are particularly pointed out
(most group reports).

•

Getting all educational stakeholders aware of the benefits of mutual learning
and exchange of good practice is another widely reported challenge (most
group reports).

Potential solutions
Developing cooperation networks among schools is seen as a valuable practice by
several participants (322, 323, 328, 356 and 367). School clusters
(http://www.olvgroeninge.be) that are organised in the Flemish Community of
Belgium constitute an interesting illustration of innovative arrangement involving
teamwork between school leaders. Results show that such cooperation fosters
solidarity and interaction between schools, increases the general level of knowledge
and the support for managers and tends to optimises school resources (323).
The e-school concept: this concept developed in Estonia is presented in group report
356. It relates to an innovative use of IT aimed to allow stakeholders such as parents,
pupils and schools to maintain a valuable three way process of communication. The
advantages are numerous and benefitted all the groups mentioned above. The group
report stresses that with the advancement of technology, e-school should be
considered as a way forward for educational establishment.
Other potential solutions entail identifying and disseminating good practice,
concluding educational pacts between stakeholders, offering incentives (e.g. linking
effective self-evaluation methods and processes into practitioners’ performance
management, to organise international and national projects, etc. (327).
2.4

Examples of good practice identified in the participating countries

Each study visit is expected to provide a relevant sample of good practices
highlighting those that are potentially transferable. The most significant concrete
examples were:
Tailoring school heads’ skills to new needs and responsibilities

7

European Foundation for Quality Management is a non-profit membership foundation. Its goal is to
promote a methodological framework for evaluating quality improvement.
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•

Fast track Masters’ degrees for all aspiring school heads: the University of
Malta faculty of Education has set up mandatory Masters training for all
principals and has started discussing ways to associate the practice with portfolio
accreditation for access into further and higher vocational education (329).

•

Supporting school heads’ continuing professional development and mutual
learning: Järfälla Commune (Sweden) actively supports pedagogical leadership
in schools as part of in-service training. School leaders are required to set time
aside for this training which targets four main practical areas: organisational
development; leading improvement; methodology in quality management and
self evaluation; and role of the school head (328). Teambuilding is furthermore
institutionalised. Alongside in-service training, school heads, head teachers and
deputy heads meet once to twice monthly in order to discuss common matters,
offer mutual support aiming to establish high quality of the school system.

•

Fostering management teams and shared leadership: every upper secondary
school in Linkoping (Denmark) has several principals. The leader of each school‘s
principals is a Chief of upper secondary school. Once a month the Linkoping
department of education meets all the chiefs to discuss common issues and
identify solutions in order to jointly achieve better results. The meetings result
in a common agenda, signed by all parties, that fixes how to meet the objectives
(322).

•

Guidelines for school management: a reference book giving a clear definition of
every aspect related to school management and especially with the work of a
school manager is offered on formalised basis in France (332). In addition to the
guidelines offered within the document, each school head benefits from a two
rear-duration in-service training.

Addressing the challenge of increasing school autonomy
•

The training for the implementation of the Northern Ireland Curriculum has
followed a capacity building model (see www.ccea.org.uk). School heads are
seen as people at the forefront of strategic planning and are currently receiving
training to become more effective in their roles. They are deeply associated to
the designing of the curriculum which aims ‘to empower young people to achieve
their potential and to make informed and responsible decisions throughout their
lives’ in a way that encourages teachers to be more collaborative and to have
more personal input into their lesson planning (361).

Innovative quality standards to help address the governance of education and
training institutions
•

Use of quality standards: a practice from the Estonian government targets ways
to improve quality assurance in school institutions. It consists of providing
appropriate financial support to schools and colleges; ensuring a standardised
approach supported by an independent external evaluation which complements
a culture of rigorous self evaluation within the establishment. This enables to
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identify strengths, weaknesses and possible areas of development and to inform
all interested stakeholders (356).
•

Using guidance on self evaluation: the English and Scottish education and
training systems have established guidance on self evaluation. The process has
proven successful and is now expected to be supported by external advice
(School Improvement Partners in England and Local Authority Quality
Improvement Officer in Ayrshire/Scotland) in the future (361).

•

PRISMA – Maia schools’ quality assessment network. Two models of selfevaluation are offered in Portugal: one is based on the reference to ISO 8 9001
standards, the second on a common framework called PRISMA offered in Maia
area. The purpose is the latter is to actively engage school heads and teachers
in self-evaluation, set up self-evaluation teams in schools, provide common
criteria in self-assessment at regional level to make it comparable, combine
external and self-evaluation in the process, analyse results and share good
practice among the different schools involved (368).

Fostering the participation/commitment of all educational stakeholders
•
Councils for evaluation and quality within each school to better identify the
consequences of evaluation was reported in Romania (359). The country has set
up a system whereby each school has such council. The councils consist of 5
members – 1 parent, 2 teachers (primary and secondary levels), 1 mayoral
representative, and one community council representative. There are no
members from the leadership and management team. A similar case is reported
in Lithuania (Council of Internal Audit/Evaluation (CIA)).
•

The ‘Learning Walk’ tool used in Lincolnshire area, UK (357): this tool based on
the practice of surveying students and parents to give their opinions on the
school and thus give useful information for whole school development is a novel
tool in reflection by the school on its work. The latter introduces the role of
‘critical friend’ which is seen as an effective response to the increased
commitment challenge. An experienced practitioner works to assist in
identifying issues and to support a group of schools in meeting the challenges of
their situation. Through the school improvement system, the critical friend has
the potential to support professional development and to provide a bottom up
motor for change which has more value and greater tangible benefits than the
top down model seen in the inspection system.

•

In Sweden, an institutionalised system of conferences is offered. It involves
parents, students and teachers to develop and individual educational plans for
each student. This model has given evidence that such approach enabled each
student to have more autonomy and responsibility for his/her learning (367).

8

International Organisation for Standardisation http://www.iso.org/iso/home.htm
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Conclusions

The findings of the study visits highlight that there are many common challenges and
common approaches in the field of governance of education and training. Resulting
from greater school autonomy, school leaders have progressively emerged as key
players. In the meantime, increased demands and pressures from policy-makers and
the public opinion on education and training systems’ performance have legitimated
the need to involve all educational stakeholders in educational governing processes.
This results in a complex equilibrium that is still to be found and formalised in many
countries.
Among the main challenges, the study visits highlight that school leaders often lack of
appropriate initial and continuing professional development to be able to perform
efficiently in their function; that effective communication among educational
stakeholders which is supposed to lead to mutual learning, better financing and
management of schools still needs to be institutionalised in most cases.
Echoing the recent Conclusions of the Swedish Presidency of the EU on education and
training 9 , school leaders should be supported ‘to develop the skills necessary to
facilitate, encourage and inspire learning by both pupils and school staff’. Considering
the similar challenges faced by the Member States, the policy document furthermore
stresses the need for school leaders to benefit from ‘opportunities to share good
practice and professional development across national boundaries’. The present
synthesis which offers several interesting practices could consequently constitute a
valuable tool in this respect.

9
Swedish Presidency of the European Union (2009). Informal neeting for Ministers of Education.
Presidency summary. 24.09.2009. Available at:
http://www.se2009.eu/polopoly_fs/1.16329!menu/standard/file/Conclusions%20med%20logg%20eng.pdf
[cited 25.11.2009.]
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List of visits cited in the text
321 Let’s reshape schools of the future together

Turkey

322 Leadership and change in the educational system

Denmark

323 Management of educational institutions

Czech
Republic

324 La carrière de proviseur dans l’enseignement

Romania

325 Project Management: learning from successes and failures of Czech
educational projects
Republic
326 School Management: Role of Head teachers, Principals and
Inspectors
327 Beratung
der
Lehrkräfte
durch
Weiterentwicklung von Unterricht

die

Schulleitung

Spain

zur Czech
Republic

328 Heads of Schools

Sweden

329 Leadership in the Educational Network

Malta

330 Le chef d’établissement dans le système éducatif français

France

331 Autonomy and leadership

Portugal

332 Development, alteration and evaluation of school management

Turkey

333 School management in a learning organisation. How can leadership
influence the learning outcome for students ?

Norway

334 Small primary schools in Europe, schools in geographically Austria
disadvantaged areas
335 Le collège, lieu d’intégration scolaire

France

336 Schools in their territory: a network improving one another

Italy

356 Experience of quality assurance in education

Estonia

357 Raising Standards through Self Evaluation

UK

359 The influence of evaluation and self-evaluation on the quality of
education

Lithuania

360 Qualitätsentwicklung und Qualitätssicherung in der Berufsbildung

Austria

361 The balance of accountability, support and school autonomy

Germany

362 Quality of school management and learning process

Netherlands

363 How is quality assessment managed at a medium-size vocational
college in Denmark

Denmark

366 Qualitätsentwicklung und Qualitätssicherung in der Berufsbildung

Bulgaria

367 Quality – a holistic approach to environmental education

Sweden

368 PRISMA – Maia schools’ quality assessment network

Portugal

369 The role of school inspection in improving

Bulgaria

370 Monitoring and evaluating education

Belgium

371 Monitoring the quality of general education

Latvia

372 Evaluating Work Based Learning Programmes

Lithuania

76

Examples of good practices presented
1. School management in Tromso, Ms Astrid Holm, Norway
2. Quality assurance and Educational leadership, Mr Christopher Bezzina, Malta
3. Manager Development Group Focus on Pedagogical Leadership in Schools and a
job shadowing practice in Järfälla Commune, Ms Christina Erenvidh, Sweden
4. Spanish system of appointing headteachers, Mr Jose Antonio Poves Espi, Spain
5. The work of an association of schools, Mr Jukka Mattila, Finland
6. The work of school clusters, Mr Lieven Viaene, Belgium
7. Research project “Is Small Beautiful” (managing small schools in Austria), Ms
Martina Grogger, Austria
8. School self-evaluation system in Kaatros school, Mr Atso Vilokkinen, Finland
9. The initiative “How to change a bad school into a good school” in the Lilla Edet
Municipality, Mr Magnus Olsson, Sweden
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School management in Tromsø

Ms Astrid Holm
Principal
astrid.holm@tromso.kommune.no
Grønnåsen school
Dramsveien 197
NO-9010 Tromsø, Norway
℡ + 47.77665700 +47.77665701

Leadership for change gives best outcome where the whole school was included. Five schools
made different approach.
We wanted to share the experiences we had in schools where we had a special focus on
leadership for change, developing culture for on-the-job training for teachers and culture for
adjusted learning for students. The purpose was to build capacity and to raise teachers’
awareness on their role in the classroom. We wanted teachers to share good practice and learn
from each other. A good school leader should have a moral purpose to improve student
achievement. This means to have an understanding of change, have ability to make
relationships and inspire to share knowledge.
Our development project has lasted for three years and is still going on.
o
o
o
o

set a stage – leadership group pull together;
decide what to do – create vision and strategy;
make it happen – communicate, empower others, set short term goals;
make it stick – create new culture.

As a result, our teachers get an improved sense of being part of a bigger professional group and
principals get support of a leadership group and the certainty of knowing what parents can
expect from the school.
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Quality Assurance and educational leadership

Dr. Christopher Bezzina
Permanent Secretary
christopher.bezzina@gov.mt
Ministry of Education, Culture, Youth and Sport
Casa Leoni, 476, St. Joseph High Road,
St. Venera, Malta
℡ + 35.6 21485100
www.education.gov.mt

Quality control systems in Malta
The Quality Assurance Department (QAD) is mainly responsible for implementing a number of
particular functions of the Directorate as stipulated by the Education Act (2006). Whilst
respecting and seeing to the implementation of functions particularly related to the
Directorate, the QAD will provide: “…a professional service of support, guidance, monitoring,
inspection, evaluation and Reporting on the process of teaching in schools, on the application
of the curriculum, syllabi, pedagogy, assessment and examinations, and on the administration
and on the assurance and auditing of quality in Colleges and schools.” (Part II, para. 18.11)
A strategy has been developed that is aimed at seeing the QAD as one that engages with
colleges and schools in a different way with the two main aims being that of providing support
and evaluating practices to see that standards and a quality education are provided. Support
will be provided through continuous professional development/training sessions to school
leaders in the state and non-state sectors; preparation of documents to support schools in
school development planning and school self-evaluation; and preparation of the documents
that will help schools adequately prepare themselves for external audits.
Master degree in educational leadership
A reviewed programme is currently being finalised. The degree is targeted at educational
leaders seeking to develop their organisations to meet the challenges of an increasingly
complex and independent world. The course investigates leading edge research and critical
thinking about the creation of the effective learning environments needed to meet the
demands of the information age. Participants will be engaged in the design, maintenance and
development of learning organisations through a mixture of taught modules, open learning
materials and reflective learning.
The course attracts candidates with at least five years teaching experience. Over the years we
have made it a point to take on students with varied backgrounds, different ages and
respecting a gender balance. This has proved to be successful as one of the aims is to allow
participants to learn from each other. This diversity allows for interesting dynamics and
learning to take place.
Seven objectives guide this programme:
1. to present and discuss different models of leadership and management in education;
2. to introduce course participants to the contemporary literature on the theory and practice
of educational management and leadership;
3. to explore the essential skills of management and qualities of leadership;
4. to help evaluate and understand the policy environment in which education functions;
5. to help and understand change in complex institutions;
6. to help inculcate the concepts of the learner, learning and the learning organisation;
7. to explore and develop the knowledge and skills required to become more effective
managers and leaders in education at various levels and in various roles.
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Manager development group, focus on pedagogical leadership in
schools and job shadowing experience in Järfälla Commune

Ms Christina Erenvidh
International officer
christina.erenvidh@jarfalla.se
Järfälla Kommun, Järfälla Gymnasieskolor
Mälarvägen 2,
SE-177 42, Järfälla, SWEDEN
℡ + 46.704808589
www.jarfalla.se

The initiative started around 2000 when the Chief Executive Officer of Education discussed the
interest for international cooperation. It was clearly stated that it was important to see and
compare Järfälla´s education with other European institutions. The first study visits were
focused on quality, children´s rights, learner autonomy and then on management. During 2001
we started and we received for the first time in 2002. In Sweden there has been a hesitant
opinion towards EU so it was very important to highlight the possibilities offered. After the
first three hosting visits we found out that we needed to get the heads and the management
more involved. The in-service training was focused on both national and international study
visits for heads and managers to be able to learn and share knowledge and experiences with
others in Sweden and in Europe.
The primary and secondary education has earlier been one unit and the secondary education
another so the training was different. During the last two years, all the managers in education
belong to the same unit. In 2009, there was a study visit to Finland since they are prior to us in
the OECD results and for 2010 the visit will go to Gothenburg in Sweden.
The initiative targets all the managers, the heads of the institutions but it will also affect
teachers, counselors and other staff as well as students.
The vital point is to show the different heads in action to our visitors in combination with the
local demands as well as the national demands. We both inform about the rules and regulations
as well as inviting the guests to job shadowing to create a meeting with the heads of schools.
The meeting in the job shadowing is supposed to lead to a dialogue between the persons and a
sharing experience. In this exchange there might be issues discussed leading to development in
the organisations.
These visits have created an interest among the managers and about one per year has applied
to participate in a study visit. There is an increased interest about internationalization and
comparing our situation to working conditions, to salaries, to curriculum, to tests, to education
and courses offered in other European countries. So far the upper secondary education has
been more active and all the managers receiving guests are very keen on hearing what has
been the outcome and how to continue.
At the upper secondary level there is a full-time international officer who serves 5 upper
secondary schools. All these schools have at least one EU project per school. The primary and
secondary education can use the international officer on a consultancy basis. Some projects
have been initiated at that level and the interest is growing. The contacts from the visits are
extremely important for Järfälla when looking for partners because the visitors function as
door openers and as an extra link into the rest of Europe.
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The work of the Finnish Association of Local Secondary Schools:
Quality Management Chart for Finnish K-12 Schools

Mr Jukka O. Mattila
President
jukka.o.mattila@armas.fi
The Finnish Association
Schools (FALSS)
Torpankuja 6
FIN-13880 Hattula, Finland
℡ +358 (0) 50 9101 596

of

Local

Secondary

Purpose of the initiative is to provide a 360 degree directory for finding out what to improve
within the working conditions and service of the school. The roots of the chart are in EFQM and
international excellence competitions within business companies and public and NGO
communities. The Quality Management Chart for Finnish K-12 Schools was created not to
compete with anybody but to suggest targets for improvement for the Principal and the whole
teaching staff. The Chart was developed some years ago. As it suits equally for all levels of
general education, the target group is K-12.
The Chart is divided into 8 sectors, beginning from Leadership and ending to Environmental
impact. The division is based on the Finnish Excellence Award Competition 2000, carefully
transforming its contents into the language of the school. In each sector, only the most
prominent features are introduced here. At each of the sectors, each subtopic, e.g. “Induction
of new students”, further fans out into a set of examples of proven good practices of that
subtopic. Therefore, the Chart itself is only a directory, just the top of an iceberg.
Main use of the Chart is to provide a sound and proven basis for in-service training of teacher
staff. At a typical training session, teachers freely choose both their companion(s) and 1-2
development topics from the Chart. The groups start planning how to adapt that specific topic
to their own school. Main outcome has been a school with some better practices, and a variety
of proposals for later development. On the other hand, on the basis of the Chart a general Selfevaluation questionnaire for K-12 schools has also been developed. With that, different levels
of schools (e.g. elementary school and senior high school) can be compared with each other
with a common evaluation scheme.
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The work of the Finnish Association of Local Secondary Schools:
the annual Yellow Pages of good practices
Mr Jukka O. Mattila
President
jukka.o.mattila@armas.fi
The Finnish Association of Local Secondary Schools
(FALSS)
Torpankuja 6
FIN-13880 Hattula, Finland
℡ + 358 (0) 50 9101 596

Partly because of historical reasons, partly due to the sparsely population of the country, the size of
Finnish upper secondary schools is generally very small in international comparison.
The Finnish Association of Local Secondary Schools (FALSS) currently comprises of 127 small secondary
schools in rural & scattered settlement all around Finland (out of the roughly 400 Finnish senior high
schools). Every member school has less than 120 students (student age 16-18 years).
Being small and scattered, FALSS member schools are generally well equipped with modern IT learning
facilities for video conferencing and distance education. However, most of the member schools nowadays
face threat of being either shut down or united to neighbouring larger senior secondary schools.
Publishing of the annual Yellow Pages of the good practices of Finnish small senior high schools was
started ten years ago. The tenth issue (60 pages) shall be published in spring 2010.
On the Yellow Pages, each of the 127 schools present two things: a) Their own good practices they
would like to introduce to other schools for benchmarking purposes and b) The practices they would like
to adopt from other schools.
Purpose of the Yellow Pages is threefold:
1) To collect and spread the good practices within the community of the member schools,
2) To enhance the mutual sense of unity and solidarity amongst the member schools,
3) Outside of the community: to spread goodwill and positive attitude towards the community of small
senior secondary schools.
Target group of the initiative is the community of the member schools. Main outcome is the spreading of
the good practices for the benefit of the whole FALSS community.
Please find below examples of the good practices of two schools (out of the altogether 127 member
schools). Ylitornio SHS in Lapland has 90 students and Äetsä Sarkia SHS in southern Finland has 84
students, on three grades (student age 16-18 years).
The examples have been translated into English only for this “Description of a good practice”. Otherwise
the Yellow Pages are printed exclusively in Finnish language. The examples below are on page 53 of the
2009 Yellow Pages booklet.
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Schools clusters

Mr. Lieven Viaene
Coordinating head of the schools cluster
cdir@olvgroeninge.be
lieven.viaene@olvgroeninge.be
Scholengemeenschap OLV van Groeninge
Diksmuidekaai 6, bus 30
B-8500, Kortrijk, Belgium
℡ + 32 56 44 47 78 +32 56 44 47 79
www.olvgroeninge.be

The purpose set by the government is to realise a transparent landscape of study possibilities
(different disciplines) in the region for pupils and their parents. That should lead to a better
and objective orientation of pupils, and secondly, to more efficient spending of the means.
There is a list of various levels in which the schools must work together (legal aauthorities of
the cluster). Besides that, the clustering of schools creates for the school boards a possibility
to work together on others aspects and realize a creative network in which expertise can be
centralised and shared. This new structure is operational in secondary education since 1
September 1999. For primary schools, it exists since 1 September 2003.
A schools’ cluster is a collection of different schools of the same level of education (nursery,
primary and secondary education) located in the same region that belongs to the same
educational network through Flanders. The schools may belong to the same or to different
governing bodies, school boards.
The schools conduct a lot of meetings and consultations (also with parents, pupils, personnel
delegates, town, continuing education, etc), work together at various levels, make
arrangements and engagements, implement common activities, such as a day against senseless
violence, a political debate, etc. As a result, schools are getting used to work together on
different levels and make arrangements. The network creates a higher standard of the
realised work.
The most important pitfalls we challenge: Individual interest ~ general interest, peculiarity ~
autonomy, expectations ~ own contribution, different speed/ expectations, bureaucracy ~
effectiveness, policy making ~ policy implementation (school boards ~ school heads).
The most important conditions for networking we recognize: eexplicit and clear strategic
orientation, streamlined objectives (<-> conflicting), sufficient learning opinions (collective
learning), collective learning skills, not too strong context interference, time and money and
last but not least leadership.
In many countries, the government tends to decentralise the management of school
regulations. To improve the success of decentralisation, it is necessary to create a local
network of schools. In that network you have to provide additional training and support for all
the heads involved. All stakeholders need to cooperate and thus it is necessary to work on the
conditions for networking.
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Research project “Is Small Beautiful”

Prof. Marina Grogger, Mag. Dipl. Päd
International Office
marina.grogger@phsalzburg.at
Pädagogische Hochschule Salzburg
(University of Education Salzburg)
Akademiestraße 23
5020 Salzburg, Austria
℡ + 43.6644249416 +4366263881010
www.phsalzburg.at

It is a scientific research on the role and effects of small schools in their communities in
Austria (Salzburg and Styria) that was designed in collaboration with the University of Graz.
The project has been implemented in October 2009. It is foreseen to end after a period of two
years. Primary schools with one, two or three classes are called small schools in Austria. In a
class there can be two, three or four different age groups. The number of pupils is low, with a
variety of age groups.
Communities of villages are strong in their belief and determined to maintain their small
schools. Each community must have a primary school if it wants it and pupils should learn
where they live. The small school is so strong in Austria because of the commitment by the
whole community. The schools are the centre for culture and education for the adults as well
as the pupils. There is a strong belief that when pupils are able to stay in the village for their
education it is more likely they will remain in the village as adults so protecting the future of
the village itself, not just the school. Schools are the centre for music, ICT for adults and the
building are also used for public events –they bring through the activities they offer, life into
the village.
The project targets teachers and headteachers from small schools in Salzburg and Styria (250
schools) who will be surveyed. Mayors of communities are being interviewed about the impact
of small schools in the villages.
The main themes of the questionnaire and interviews are the partnership between the school
the parents and the wider community. There is a focus how schools are enabled to generate
social capital for a small society. The quality of small schools should be reflected in the study
and a comparison of results between federal countries of Salzburg and Styria should be given.
During the study visit “Small Primary Schools in Europe, schools in geographically
disadvantaged areas” that took place in Salzburg in March 2009, challenges and problems small
schools are faced with were discussed. The findings of participants about quality of small
schools were summarized in the group report as following:
“Austria has a broader understanding of quality – not just academic results. It regards quality
of life, the relationships between children, relationship between school and communities as
important and stresses collaboration rather than competition in the small schools.”…..”in the
group’s view there is the opportunity for more research to be carried out to achieve this
outcome.”
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School self-evaluation system in Kaatros School

Mr Atso Vilokkinen
Head teacher
atso.vilokkinen@suonenjoki.fi
Kaatros school
Koulukatu 19
77600, Suonenjoki, Finland
℡ + 35.8047071344
http://www.peda.net/veraja/suonenjoki/kaatro

Previously in Finland, there were so called school inspectors, who supervised how the school
laws and orders were obeyed in a school what the quality of its activities was. In general, the
system worked so that the school inspectors, situated in different regions, supervised the
activities of a school unit by visiting it regularly. The inspection system was renounced while
the comprehensive school system had reached the whole country. The control system made by
the state officials was finally ended in 1987. After this control, the evaluation of the school
activities has been based on self evaluation. The government has made laws to regulate
education in schools and has given the basis to curricula. These guidelines must be followed in
school activities. In communes teachers have made local and more accurate versions of the
curricula. Moreover, local school authorities have formulated education strategies, which
specify the visions and objects how to develop and carry out education in a commune.
In our school, the head teacher and the teaching staff are responsible for carrying out the self
evaluation. The head teacher, as the operational leader of the school, starts and controls the
evaluation activities. The main task of school is teaching and educating. School has to evaluate
its work all the time considering this main task. How well has school succeeded in it? The staff
of the school has to seek an answer to that. The first step of self evaluation is the assessment
method used for pupils' learning results and the fact whether this method is functional.
Following the development of learning results gives important information of the success in the
main task of the school.
The activities of the school are being followed and evaluated regularly by the teaching staff
and other personal in staff meetings; this action is the core of the self evaluation. Besides,
information about the school activities is collected regularly, is analysed in the school and it is
passed to the school authorities and other quarters.
Information is collected with a method called Balanced Score Card. According to the principles
of the Balanced Score Card, the activities of the school are divided into four fields: clients
(meaning pupils and parents or other guardians); processes (teaching, pupil welfare and other
aspects of activities inside the school); staff and leadership; economy. The information,
collected from these above mentioned fields, is gathered together, so that the situation of the
school activities can be examined and analysed as a whole. Fields which need correcting and
developing are found easily and it is possible to start improving them immediately.
It is fair to call our system complicated and difficult to be implemented effectively. It can be
true, but the system is covering and when it is carried out carefully, it gives an opportunity to
develop activities, interfere in the problems, and besides, it is equal to all acting in school.
The role of the qualified and motivated teaching staff is crucial in carrying out the evaluation.
In Finland, it has been considered important to invest in augmenting the teachers' professional
skills, and nowadays teachers of all levels are academically qualified in universities. It's a big
challenge to the head teacher to put the evaluation system into effect. For the wholeness to
function, leadership has to succeed well. In the Finnish school system, a head teacher has a
strong position, his or her duties as the responsible leader of a school unit, are written in the
Comprehensive School code and a head teacher has been given wide powers of action. By that
means, a head teacher has good chances to succeed in his demanding task.
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How to change a bad school into a good one

Mr Magnus Olsson
School manager
magnus.olsson@stromsslott.se

Lilla Edets kommun
Skarsjövägen 3
45932 Ljungskile, Sweden
℡ + 46 (0)706-859710
www.lillaedet.se

In the autumn 2005 Fuxernaskolan in Lilla Edet municipality was mentioned in the Swedish
tabloids as the worst school in Sweden. The school was in great trouble:
•
•

•
•
•
•

there were serious problems with violence among the pupils, even against the teachers
and other staff, with the police visiting the school daily;
the school was full of scribbles with bad language, racism etc; the damage to school
cost about one million Swedish crowns (100 000 Euro) every year, the school's
environment and the school's attitudes described by the National Board of Education's
inspectors as ”unacceptable”;
the school had in the spring 2005 one of Sweden's definitely poorest study results;
the media (newspapers, tabloid, television, radio) monitoring was in periods very
intensive and it strengthened the poor helix;
25% of the pupils which normally should belong to the school chose other schools;
the school had 8 different schoolheads in 3 years.

The situation required a change. The initiative to change the school was implemented in the
autumn 2006. The target group of the initiative was teachers, pupils and their parents but also
the general public.
A vision of change was created based on four headlines:
1.
2.
3.
4.

a physical environment;
new rules and new relations;
a strong investment in knowledge;
building up the confidence of the school/the trademark of the school.

After three years, the situation has changed:
•
•
•
•
•
•

no violence and no police;
the destroying of the school during school time has ceased, the cost in one year
including nights and weekends is less than 10 000 Euro;
the results of the school are increasing;
the reputation of the school is much better and most of the pupils have come back;
the school has been involved in many different development projects and international
cooperation;
media gives the school a strong support.

The school receives many visitors from other schools, from researchers, from the parliament
and even the general director has visited the school together with his entire management
group.

88

