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About this report

This report contains an overview of the Seconci European Community

Programme on Transition, covering :

the social, economic and educational challenges to which the

Programme was a response (Chapter 1);

the responses made in the 30 Pilot Projects (Chapters 2-6); and

policy conclusions and motions for education policy-makers

and practitioners (Chapters 6 & 7).

It marks the completion of 10 years' development work in the Coeximunity,

in close co-operation with Member States, to test new approaches to the

provision of education and training to help young people become better

prepared for their entry into work and adult life. Two 4-vear Action

Programmes (1978-1982 and 1983-1987) each of 30 pilot projects were

organised. Many projects formed part of national policy initiatives.

European-level interaction across national boundaries was an important

element. The two programmes showed that European co-operation in this

type of development work is not only rossible, despite the differences

of systems, languages and cultures, but profitable, in the sense that

it is an effective and economical way to investigate solutions to

shared problems.

They also demonstrated that the process of-working together in such a

field, difficult as it may be at first, is a contribution to "creating

the Community" in the minds and hearts of young people and educators.
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Flarther reading

More detailed reports have been published separately on nine main

theme-areas of the projects' work, under the `readings of :

School-industry links

The world of work as a learning resource

Guidance and the school

Enterprise education

Assessment and certification

Strategies to help the disadvantaged

Teacher training' strategies

Partnership : parents and secondary schools

Equal opportunities.

Forty 4-page illustrative studies ("Innovations") have also been

published on selected projects, under the title of "Innovations".

These publications are available free of charge in all Community

languages from the Programme Information Office, Brussels.



1. CHANGES IN "TRANSITION"

Three major changes have upset the traditional world of transition

schooling over the last decade :

Economic, technological and demographic change has led to acute

shortage of jobs and much fiercer competition for them. Traditional

employment and career patters have been transformed. The qualities,

aptitudes and personal skills now required to enter work have made

many of the aims and methods of traditional education and training out

of date.

Prolonged and high youth unemployment, even worse for young women

than young men, has altered the attitudes, aspirations and patterns

of behaviour of many young people and their parents.

Action taken by governments to combat youth, unemployment, parti-

cularly the vast expansion of post-compulsory vocational training in

recent years, has made a considerable impact on the choices of young

people leaving school.

roncrer and later transition

At the same time, the period of transition has beams longer. Young

people spend more time in formal education and training, whether

voluntarily or not.

- so: is education Box 1

In BalAtum, compulsory full-tine school now continues up to the
age of 16, and participation in r;..rt-time education is obligatory
up to 18. In Germany, where part-time schooling, compulsory up to
the age of 18, has been a feature of the education system for a
long time, compulsory full-time education has been extended from
9 to 10 years in soe Lander. In .1.19_41, compulsory schoolingm
was recently extended to 9 years. In n_a_51 the

on
exteren-

sion of compulsory education is part of secordary educati-
forms either planned or under discussion.
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The general trend in policy in all countries is towards delaying the

age of entry to the labour market nearer 18 or even 19.

Access to work is no longer just a problem for those without qualifi-

cations, or with only minima'! ones. Most young people now face diff4

culties in preparing for entry into working life. Education for tran-

sition has thus to take account of the needs of a much wider "client"

group than in the past.-

vocational tra. Box 2

Inmost Member States there has been a vast expansion and diversi-
fication invocational preparation and training, beginning after
the first cycle of secondary education, using pre-employment cour-
ses, linked training and education schemes, and many different
kinds of work experience and induction programmes. In France, the
introduction of the 'Baccalaureat professionnel' will, it is hoped,
help to bring the proportion of young people holding a baccalaureat
qualification up to 80% by the year 2000. The new qualifications
available at 17+ in Ireland and the introduction of 2-year youth
training in the United Kingdom are other examples.

Ti_ese developments have generated new challenges for education sys-

tems. Simply staying longer in education and training does not per se

improve a young person's employability or job chances. In some Member

States, e.g. the Federal Republic of Germany, the difficult threshold

for many young people no longer lies at the end of school but at the

end of their vocational training course. Another new problem is the

growing-phenomenon of "training programme careers", i.e. young people

moving fraa one scheme or programme to another, without finding a

job.

The extension of compulsory education has accentuated what many have

perceived for a long time, namely the need for substantial, even radi-

cal, changes in the school curriculum and in the style of teaching and

learning, if it is to benefit all young people, including those with a

strong inclination to leave school at the earliest moment.



Implications Box 3

Initiatives aimed at a genuine and broadly -based preparation for
working and adult life have had to start by redefining its proper
objectives and content. Existing assessment systems and practice
are being reviewed, to improve their effectiveness in motivating
young people and facilitating their progression through the maze
of education and training alternatives into a job. Closer links
between schools and training institutions are needed to c'.eroome
the increasingly artificial and often counterproductive separation
of general and vocational education.

Motivation

The young people of today have been brought up in a period in which

lack of work, in particular for the young, is clearly perceived as the

single most urgent social problem to be solved. Yet most people still

tend to agree that uncertainty about the future supply of work is go-

ing to persist.

This experience has changed the attitudes of sane young people towards

schooling, provoking a loss of motivation, and altering their values

and aspirations. But it also leads others to become more denanding,

and to claim more scope for self-initiative, tion and

negotiation in planning their future.

The difficulties facing young people in the transition years are not

limited only to education, training or job issues. Social problems

like bad housing, bad health, low income, unstable family situations,

drugs; cultural issues related to the integration of ethnic minori-

ties; and personal and developmental problems in growing from adoles-

cence into adulthood - all these are often inseparably mingled with

them. Education aimed at preparation for adult life must take account

of these factors, for instance through the kind of adult relation-

ships, the choice of curriculum, and the kind of guidance which it

offers to young people.

Fewer pupils

By the year 2000 the 15-19 age-group in the Comnunity will have de-

clined by 25% on average, but by as much as 40% or even more in same

Member States. This is already affecting the size of schools and the
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number of teachers being recruited, and is one of many factors which

have depressed teachers' morale in same Member States. It is a change

which calls for particular efforts in the field of in-service train-

ing, as well as imaginative action to try to maintain the range of

education choices open to young people.

Iplications 2 Box 4

These changes have meant a new climate in secondary education. In
the schools, the effect has been a push towards putting the student
more at the centre of the teaching/learning process. The challenge
is to stimulate re-thinking of the use of the school and its re-
sources in terms of what it can do for her/him, instead of how
young people can be fitted into what the school-system, or indivi-
(Iwo subject-teachers, have traditionally offered.

certainty,

Generally young people are faced with more choice, and more uncertain-

ty about what to choose for the best. Options formerly picked primari-

ly by the less well-qualified have become attractive for the better-

qualified too, sometimes only for the better job prospects or the

financial support they provide.

The traditional pattern of settling down in a stable job straight after

leaving school or training is a thing of the past. New forms of employ-

ment, part-time and contract work, self- employment and work in co-op-

aratives, job- sharing and temporary employment, participation in job-

creation programmes and voluntary work in the local community - have

all become more important. They can also offer young people possibili-

ties for combining work with father education and training.

lications 3 Box 5

Young-people need enocuragement and help to became more "entrepre-
neurial" in exploring these new opportunities, and to gain greater
breadth of experience. This means changes to the nature of the
school curriculum, and developing the use of teaching and learning
styles though which all young people can experience success. Per-
sonal and vocational guidance, whether provided by external servi-
ces or the schools, has to reflect the new diversity of transition
channels, and efforts need to be intensified to obtain the co-op -

erationoL parents in helping young people to make their choices.

10



Regional and social ineaualities

The unequal distribution of wealth and opportunity, within and between

different parts of the Community, has worsened in recent years, partly

because of the long-lasting social effects of high levels of unemploy-

ment paztly as a result of structural changes in the economy. Large

numbers of young people are affected. Some Member States have areas in

which youth unemployment is as high as 70 or 80%.

Unless positive action is taken in education and training policies,

young people will beccz polarised into those who obtain good, market-

able, qualifications and the unqualified, or nearly unqualified, whose

job prospects get continuously worse; into those who can rely on the

financial help and security of their parents, and the others, whose

range of education and training choices are limited by the income

level of their families.

In nearly all Member States there are marked regional disparities

affecting individual chances in the transition process :

in the availability of a variety of training places and of jobs;

in the quality and acx:essibility of guidance services and up-to-

date information;

in the level of equipment, staff and other resources of sdhools;

and

in the standards of transport and other public facilities.

Implications 4

For such areas, Community, national and regional economic re-devel-
opment policies cannot do everything. Schools, education authori-
ties and local communities also need to review whether they are
making the best use of their resources, and consider raternatives
which may lead to new, positive, developments.

Box 6
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1 Social disparities also play an important part. Many migrants have
limited choice, and are channelled into trzdning In vocational fields

with poor prospects, or go into the weaker sectors of the labour mar-

ket, on poorly paid and precarious jobs. Fran the start of their

career, they face high job instability, and have to rely frequently on

fami y or othet support.

inplicaticns 5 Box 7

Disadvantaged young people have a special need for
ffaz__Iipand__tp. hot only while they are

but also in the period after they have entered the
and/or vocational training.

extended gui-
still at school
labour market

_Local identity

The decline of major labour-intensive heavy industries all over Europe,

and their replacement by new capital-intensive, automated firms have

led aovernments to put more euphasis on local (or regional) initia-
tive, and wall-scale enterprise, as a scarce of new jabs. In parallel

there is also a move to reinforce the local (or regional) dimension in

education and training. Lessons have been learned rm negative exper-

ience in the past years, where new training programmes 17:lye sanetimes

been set up without proper regard to the local eccnomps grating or

declining needs for particular vocatic-nal and fran positive

experience with miccessful progrannes which have mashed into local
development and employment cpportunities.

In vocational training, enployncnt and ecax:mic pressures have impel-
led schools/colleges to be more outward-locking and responsive to the

needs of firms and development needs and prospects in their area.
Established links of this kind in sectors sort as mctal, textiles and

agriculture are being extended. Vocational sc:hools/colleges are becxm-

irg Tirs.sre active in =hating or publicising their training capacity as

.arts of the local develcpment effort.

edncarors see a long -term and lag-standingneed to open schools

.types, and at all levels, to their local camnanities, including



not just parents and people from the neighbourhood but all kinds of

creators of wealth, services or jobs in the locality, as well as those

cxwerned with its cultural and spiritual welfare. Such new approaches

to local partnerships with economic and social organisations and indi-

viduals have demonstrated their value in a number of ways. They con-

tribute to opening up new resources for schools, to new opportunities

for young people; and sometimes even to new prospects in local devel-

ciwent

Implications 6 Box

Ta implement an outward-looking strategy focused on local needs,
schools and training institutions usually need to adopt a new style
of management and internal organisation. Policies to generalise
this approadi will therefore have to begin by ensuring the neces-
sary degree of flexibility and autonomy for them.

Gender equality

Despite new policies and action programmes, there has been little real

change in many Member States, in the distribution of opportunities

between young men and young women. .1 few women have made important

strides in the past 10 years, with increasing =kers employed in pro-

fessional, administrative and technical posts and in managerial posi-

tions. But the majority are still concentrated in traditional occupa-

tions and in low-paid jobs in law- paying industries. The gap between

men's and women's earnings retains.

Such inequality is not only unacceptable but economically urscund. In

the next 10-15 years, the working population will significantly de-

crease in many Member States. Already, training opportunities in same

sectors of the economy, particularly in the craft field, are not being

filled because of a shortage of applicants, and small and medium -sized

firms report increasingr difficulties in finding trained workers. With-

out more women in the work-force at all levels, these problens will

get worse.

If young women are to play an eve 1 role in a technology-based economy

in the future, they need to became familiar with the world of techno-

13



logy early in their school careers. But in fact, girls tend still to

make the same sort of educational and vocational choices as always,

opting in greater numbers than boys for general rather than technical

subjects, pure science rather than applied science, and shorter voca-

tional courses rather than apprenticeships. Generally they restrict

themselves to a very narrow range of careers, many of which offer poor

employment prospects or are contracting as a result of the introduc-

tion of new technology.

Implications 7 B3X 9

Because change in the equal opportunities field is so slow, and
de-stereotyping takes so long, positive action needs to be pushed
energetically at all levels of education : to change attitudes, to
raise the awareness of all those involved in education and to
encourage girls to make full use of the opportunities available.

*

Thework of the pilot projects in response to these social and eco-

nomic changes can best be grouped under four broad fields of action,

as follows :

a forging closer links between schools and the economic world, in-

cluding the development and implementation of more varied forms of work

experience, the use of the world of work as a learning resource, and

initiatives to foster a more pro-active and "entrepreneurial" spirit

amongst young people and in the schools.

o action to meet new needs in the field of guidance and counselling

action designed to coMbat failure and to provide fairer opportuni-

ties to lower attaining and disadvantaged young people; and

e action to help teachers to cope with new tasks and roles.



2. CLOSER LINES BEIWEEN SCHCOLS AND LIME ECCiNCMIC WORLD

Closing the "gap" between education and the outside world, in particu-

lar the world of the economy, was a major concern for almost all pilot

projects. The projects saw this as their direct response to what many

policy-makers in Europe now see as the biggest challenge for secondary

education: to raise the quality of education and training at all lev-

els of the future workforce, and reduce the nuMber of ungualifed, in

order to increase economic efficiency and competitiveness and keep up

with the pace of economic and irriustrial change, accelerating under

the impact of the new technologies.

Individual pilot projects' responses took many different forms, but

centred on reviewing the curriculum and methods or styles of teaching

and learning, and adapting them to reflect more economic and technolo-

gical objectives, and to take account of local and regional economic

develapwrit. It also meant giving much more attention to the pre-voca-

tional dimension of compulsory education, in the sense of helping

young people to gain knowledge and experience of the world of work,

and of their social and economic environment. All this meant secondary

schools and vocational training institutions developing new forms of

co-operation with Industry.

The wider use of work experience and the introduction of enterprise
education

Work experience

Work experience schemes, in the traditional sense of short "taster"

paacenents in a firm, are an established part of the school systems of

some Member States. A new development is the more diversified and more

differentiated use now being made of them, to support a wider range of

educational objectives. Many projects reported on the positive value

of a work placement cn demativeRd young people and for the re-inte-

gration of early drop-outs, provided it is carefully prepared and fol-

lowed up, and forms part of a wider curriculum approach. Sane would go



as far as to propose that work experience should be included in all

young people's preparation for working life for its contribution to

their personal development.

Most pilot projects used work experience for one or more of 3 purposes :

to develop vocational knowledge, skills and attitudes aril to en-

hence motivation; e.g. projects in Belgium (B 2), France (F 9 and 12),

and Greece (GR 13, 14), in Modena (I 22a) and Biella (I 22b).*

to support vocational and educational guidance; e.g. Denmark (DK 3

and 4), and France (F 11), in Kassel. (D 7) ani Rotterdam OM 25).

Great interest was generated in the use of a sequential or phased

model in Aalborg (DK 3) where work experience placements of different

lengths and with different Objectives were combined (as they often are

in Germany) to form an integral part of the curriculum in the three

final years of compulsory education.+

to enhanoe personal development and cammication skills, and to

provide pert of social education; e.g. in France (F 9) , in Manchester

(UK 27) , Glasgow (UK 28) and Northamptonshire' (UK 30).

Many projects showed how to integrate work experience schemes properly

into the rest of the curriculum, whether as part of a separate sub-

ject, through a cross-curriculum approach, or in the form of project

work. In Shannon (IRL 18), work experience of various kinds forms an

integral part of the new, alternative, 16-18 courses, which lead to

the proposed new upper secondary Senior Certificates.**

Operational models of how to implement these objectives developed by

some projects are described in a separate report on work everience.44

Project numbers refer to the list of projects given in Annex II.

See : Work experience and guidance - Denmark, Innovations No.5, 1987.

**
See: Work experience integrated in the curriculum - Ireland;

ImairationsNb.3, 1987.

4+ The world of work as a learning resource, Brussels, December 1986.



3 keys Box 10

All the projects concerned highlighted :

the importance of developing co- operation between teachers;
the need for flexibility in the time-table; and
the need for support from the school management.

Simulated work experience

Placements in firms are not always possible. Other methods to provide

same form of experience of the world of work can be used, either to

camplanentpaacements or on their own. Sane projects; e.g. Duisburg

(D 8) and Val d'Elsa (I 20a) developed simulated work experience, same

using business games, others work projects in the local community or

training works:hops (in vocational institutions or colleges), and

involving the support of "professionals" from outside the school. In

Dublin (IRL 16), the project set up a "work exploration centre ", to

support curriculum initiatives in a group of inner-city schools aimed

at developing young people's social and vocational skills through

practical learning.*

Enterprise education

The term "enterprise education" was virtually unheara of at the start

of the second Transition Programme. It is raw being developed in a

number of countries, where the idea of schools teaching "enterprise"

is rapidly gaining ground. The Programme has contributed to this rapid

dissemination.

Education for enterprise Box 11

The term does not mean a new subject. it is used to describe a new
set of activities in education and training aimed at fostering
young people's creativity and influencing their behaviour in such
a way that they show more initiative and play a more active and in-
dependent role in detenmining or negotiating their awn future. It
mans an approach to change pupils' passive expectation of employ-
ment into a more dynamic attitude, directed to finding or creating
one's own job, through an introduction to the world of business,
self-employment and small firms.

See: Work Exploration Centre - Dublin; Innovations No.36, 1987.

--



The most ccmaan apprc.--tes are :

setting up "mini-enterprises", i.e. small, school-based businesses

run by the students, or the use of school co-operatives. They offer

real, though controlled, experience of the whole process of designing,

manufacturing/delivering and marketing a product or service, and of

management, role differentiation and grov-work in a business; e.g.

Shannon (IRL 18);

project-work; e.g. in France (F 11) or Italy (I 19b);

the provision of services to the local community, for instance

in the Greek LINK project (GR 15) ;

o contract work for firms, e.g. in Modena (I 22a), or in same

(vocational) schools of the Frendh F 9 project, which have twinning

arrangements with local enterprises.

In the curriculum ? Box 12

Education for enterprise ought to be fully integrated into the
school curriculum, as in Galway (IRL 17), where a one-year course
was introduced for 15-18 year olds in secondary school to develop
creativity, rescurcefulrp_f.z and entrepreneurial skills.* But it
can also be used as an extra-curricular activity, e.g. the co -oper-
atives set up by young people in some lower, and upper, secondary
schools in several Italian pilotrrojects.+

Me experience of the pilot projects showed :

that enterprise education is a promising approach, capable of

application in many forms according to the local context. It can sig-

nificantly contribute to personal and social development, as well as

to the economic knowledge and skills of all students, including those

not likely to achieve great "academic" success;

See: Enterprise Development; Innovations No.1, 1987.

See: School Co-operatives - Italy; Innovations No.4, 1987.
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Enterprise and independence Box 13

In Northern Ireland (UK 26), a secondary school for pupils with
Isarnim difficulties sumessfully introduced an enterprise edu-
cation project to promote initiative, independence and self-con-
fidence in girls aged 14-16.*

that enterprise education is a valuable framework concept for

developing learning aimed at developing initiative and independence,

whether based in the school or the outside world. The projects showed

the need to involve professional people and adults, other than tea-

chers, as consultants in such activities. One approadt to this is the

use of the "talent bank", developed in Shannon (IRL 18), an inventory

of people willing and available to offer their personal help, which

proved particularly helpful to the project schools. In Ireland, where

the enterprise movement has now gained national support and recogni-

tion, the local branches of the Bank of Ireland offer their services

too, as agents for local expert support, and providing financial and

administrative guidance and same limited funding (e.g. to mini-enter-

prises);

that, in rural, non-industrialised areas such as in Avellino

(I 21b), Calabria (I 19a), Sassari (I 19b), Powys (UK 29) or parts of

Greece (GR 13), enterprise educationputgranmes can enhance awareness

of the important role of schools and training institutions as a re-

source for stimulating economic development.

Adapting the curriculum

The call to schools to become more outward- looking and to open up to

their envirmment also stimulated a range of other innovative actions

in the pilot projects. These took the form of broader changes to the

curriculum, or the introduction of new learning activities related to

it. Creating links with the world of the economy, and contacts with

industry, ware seen as major aims of this kind of change. They also

often provided the resources required for it .+

See: Enterprise education in a special school; Innovations NO.10,
1987.

See: School- industry links; Brussels, June 1987.
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Most of the pa:A: projects saw as their first priority, in the field

of compulsory and general education, the need to provide all young

people with an introduction to the world of work, in same realistic

but manageable way, and set up work experience or enterprise education

programmes, on the lines just described.

But three other apprcoachEm;were also developed which can be grouped

under the following headings:

The introduction of a new subject or course, involving links with

local industry as one of its features.

Apart from the new programmes in Galway (IRL 17) and Shannon (IRL 18)

already mentioned, work-oriented courses were also developed by the

Rijndelta project (Rotterdam, NL 25) and are now being implemented,

on an experimental basis, inmost of the 12 Dutch provinces.* In

Scotland, a new course was designed by the Castlemilk project (UK 28).

It now forms part of a transition curriculum for students in compre-

hensive schools, age'14-16, to develop their social and vocational

skills. It provides experience-based learning (covering the three

areas of home, community and work) and is assessed as part of the

new Scottish Examination at age 16.+ In the German pilot projects,

school-industry links were further developed within the framework of

"Arbeitslehre" (Teaching about the world of work), which is part of

the curriculum of lower secondary schools throughout Germany, and is

incre. .'ngly being extended to other types of secondary schools.**

Acxoss-curriculum, or "infusion ", approach.

This approach does not imply any change to the number of subjects, or

their place in the timetable, but aims at introducing various ways of

teaching about the world of industry and work into same (eventually

See: Guidance Course - The Netherlands; Innovations No.26, 1987.

See: Social and Vocational Skills Course - Strathclyde; Innovations
No.21, 1987.

**
See: "Arbeitslehre" - Germany; Innovations No.38, 1987.

20



all) existing subjects. EXamples can be found in most of the Italian

pilot projects, and in the comprehensive school-based, curriculum re-

view project in Northern Ireland (TRAWL, UK 26). The cross-curriculum

approach is now in widespread use in many parts of the United Kingdom,

where techniques have been de eloped by the SCIP programme (School

Curriculum Industry Partnership), to help schools implement it.*

The project approach, using topic- or problem- centred learning

situations.

This approach, now cocoon in many secondary schools, provides a natu-

ral means to introduce learning about the world of the economy, and

contact with industry or the local community, into pupils' activities.

The majority of pilot projects in the Transition Proogranumt used the

"project" concept, for school-based or off-premises experiential

learning and for extra-curricular activities. Their experience has

confirmed the importance of inter-disciplinary and inter-subject co-

operation between teachers as an essential factor for success with

this approach.

Vocational education Box 14

Particularly close and specific links with industry were estab-
lished by those pilot projects which worked in the field of voca-
tional education.

By shifting the emphasis put on work experience from a vocational/
occupational objective to the development of social and personal
skills, the French F 9 project enabled teachers from general sub-
jects (i.e. French, modern languages, mathematics) to integrate
work experience into their teaching and to link their work with
that of their colleagues teaching technical subjects and of the
industrial tutors in the firms providing the placements.

The Flemish project (B 2), in the Provinces of Limburg and West
Flanders, developed a new type of sandwich vocational course
(' alternancel) for school-leavers. Same of its most innovative
features lay in the successful co-operation achieved bet,-Exall the
vocational training institutions (technical schools) and firms,
in the design and implementation of the course; its direct respon-
siveness to local needs; and the new methods of course-marketing.+

See: Schools, Industry and Curriculum; Innovations No.39, 1987.

+ See: Training for local needs - Belgium; Innovations No.29, 1987.
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Arrangements for sharing equipment can be of great help to bring
training up to the latest standards of technology, as in Kortrijk
(B 2), where firms have located laboratories, new machines and
operators in a technical school, using them ior their own purposes
as well as w-Aing them mailable for the school's training pro-
grammes.

The main obstacles faced by the propects in developing a more outward

looking curriculum, with strong links between schools and industry,

lay in :

o the rigidity of regulations governing the centrally -set curriculum

(in same Member States);

o the lack of flexibility in the timetable and management of the
school; and

the problem of formal recognition of new courses or extra-curri-

cular activities in examination and certification systems.

local support structures

In some pilot projects, individual schools and training institutions

had sufficient freedom in the management of their own affairs, to be

able to create an interactive working relationship with external

partners in their area, on their own initiative, without recourse to

outside administrative help. A good example is the use of local

liaison groups in Shannon (IRL 18) - i.e. informal local networks of

external people willing to lend their skills, and their time, to help

"their" schools.

But administrative support and strut:lases for co-operation have proted

highly effective, and in acme projects Indispensable, to pranote

school-industry links, or to cope with sane new tasks which cannot be

fulfilled by the individual school. The national-level encouragement,

by the French government, to individual schools and firms to sign

twinning agreements, has given a nationwide boost to the development
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of partnership arrangements, and was of great benefit to the wider use

of work experience in the F 9 project. In Kassel (D 7) the regional

co-ordination centre for work experience has became the essential

mechanism for finding opportunities for placements, and matching

supply and demand for them.

Sane projects have set up new types of local/rectional co-ordination

centres or "agencies" with a wider brief to support and promote links

between the schools and the world of work. Their scope is not limited

to purely administrative or co-ordinating tasks. It also includes

practical contributions to curriculum development, information and

guidance initiatives, or help with special teacher-training.

New structures
Box 15

The School Contact Committee in Aalborg (DK 3) is an informal body
set up in 1977 for co-operation and action on any aspect of school-
trade/industry contact, working through the existing agencies and,
especially, the guidance counsellors.*

In the Netherlands, a "ContactoentrtmiOnderwijs-Arbeid" (COA, or
School-Employment Liaison Centre) has been set up since 1982 in
each of the country's 12 provinces. Two of these centres provided
the structures for the Dutch pilot projects in the Transition
Programme /NL 24 and 25), piloting new approaches to the improve-
ment of work experience schemes, the co-ordination of guidance,
and information +

In Modena (I 22a) the new "Agenzia scuola-mondo di lavoro" (School-
Wbrld of Work Agency) has worked successfully to help students
and teachers to develop, maintain and exploit links with the world
outside the schools and training institutes.** A similar approach
was also introduced in Belgium, where a local centre ("Transvia")
was established by the Saint Ghislain project (B 1).

See: The School Contact Committee - Aalborg, Denmark; Innovations
No.14,1987.

See: "COA": School - Employment Centres - The Netherlands; Innova-
tions No.23, 1987.

**
See: School-Work Agency -Mbdena, Italy; Innovations No.15, 1987.
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Their legal status varies, but they are generally set up with support

from the education authorities and local or regional industry, for in-

stance flan Chambers of Commerce or professional associations. It has

Lecome evident, from the experience of the pilot projects, that these

agencies can play a vital role in actively stimulating and co-ordina-

ting links between the various partners at the local or regional

level, in creating new learning opportunities for yo'.4ng people and in

promoting a spirit of partrexship.

Action by firms, trade unions

Many pilot projects felt that a stable school-in dustrypertnership

should ideally be seen to be of benefit to both partners, and not pro-

duce a situation in which one of them was always the "giver", and the

other always the "receiver". It was held equally important that co-

operation involve both sides of industry, employers/firms and trade

unions. Firms and trade unions should therefore be encouraged to take

initiatives of their own, from their end, to establish links with

schools. Anumber of positive examples can be found in the Transition

Programme and elsewhere.*

The local community, and parents, as resources

Pilot projects from all Menber States also emphasised the valuable

role of 'ft. local community as a resource for experienced }rased

learning, over and above links with industry. A number of projects

were actively concerned with dovetailing the work of their schools

into the life of the community, using different approaches such as

placements, project work, open days, drama presentations, travelling

exhibitions, or offering their premises and equipment to adults and

institutions in the local area.

See: Schools, Firms and Trade Unions; Innovations No.37, 1987.
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Local community & parents as resources Box 16

In Greece, a variety of extra-curricular school -amity linking
activities were developed in several schools in the LINK project
OM 15), which forms part of a national programme to introduce a
new type of unified upper-secondary school, for pupils aged 16-18.
These activities build on the resources of the school, and the so-
cial and economic needs /opportunities of the local community, and
contribute to the curriculum, as well as to guidance and community
education.*

The Northamptonshire pilot project (UK 30) developed ways to ena-
ble students to learn by working in the community alongside adults,
and at the same time to strengthen the schools' contribution to
their environment.1"

Projects in Denmark, France, Germany, Ireland and the United
Kingdom stressed the *portant role of parents as a resource.**
The Venissieux project (F 10) and the Northamotonshireproject
(UK 30) succeeded in associating parents more actively in the
education of their children, especially the parents of lower-
achieving pupils. The schools developed ways to create a new
climate, provided new kinds of parent evenings, brought parents
into advisory groups, and involved them actively in curriculum
activities.++

Links between schools, industry and the wider local community, as des-

cribed above, also had a positive impact on the projects' activities

in the field of educational and vocational guidance, and on staff

development and in-service training for teachers. These aspects are

considered in Chapters 3 and 5 of this report.

See: School-Community Linking - Greece; innovations No.2,1987.

+ See: School, Community and Environment - United Kingdom; Innova-
tions No.24, 1987.

** See: Partnership - parents and secondary schools; Brussels, June
1987.

4+ See: Involving parents - United Kingdan; Innovations No.17, 1987.
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3. B1 PROVING EIX.ICATIONAL AND VOCATIONAL GUIaziNCE*

Offering opportunities to all young people to ac ire relevant know-

ledge, skills and personal competencies is one pillar of their prepa-

ration for working and adult life; enabling and helping them to use
these qualities to make informed educational, vocational and occupa-

tional choices, and for developing their ideas about their own future
- i.e. guidance - is the other. The two are - or ought to he -. insep-

arably connected.

Guidance - understood in these tams, and as seen by the pilot pro-
jects - goes far beyond the provision of up-krdate information on
careers and joke, or help to find a work experience placement. It
involve opportunities for active learning and personal elperience,
and should help pint into focus the personal. and social future of the
young person, not only his/her future Mark.

In the Transition rrogramre, there was a noticeable trend towards

giving the guidance process a more central place in the work of the
school. The pilot projects saw guidance :

as an integral part of teaching and learning;

e as a process which had to continue 1.=,:icind school; and

as a process requiring the active involvement of other partners

and sane inter-institutional co-opel..-ation.÷

A concise review and analysis of national guidance systems can be
found in a separate study recently published for the Coinission. See:
A.G. Watts et al., Educational and Vocational Guidance Services for
the 14-25 age group in the Etrmspean Comnini.ty; Brussels, 1987.

÷ See: Guidance and the school; Brussels, JUre 1987.
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Implications for the curriculum: active learning

If guidance is to be linked to the whole teaching and learning process

in the transition period, it roust in practice be integrated into the

curriculum. Different approaches were developed by projects with this

in view: introducing guidance as a separate subject or course, drawing

on various disciplines; or making it a part of several subjects. Most

of the activities and curriculum provision aimed at links with indus-

try or the use of the wider world outside the schools as a learning

resource (described above in Chapter 2), had an explicit guidance

objective. 'Though not the complete answer to the need to strengthen

the guidance process in a school, they are an essential part of it.

The most important factor was seen to be the emphasis to be placed

on promoting young people's autonomy, their self-awareness and their

capacity to plan their own future. Above all, this meant for the pilot

projects a shift towards more active and participative forms of learn-

ing across the whole curriculum, using a variety of learning places

and a range of methods (e.g. simulations, role-plays, group and pro-

ject work) ; enhancing students' ability for self- assessment; and deve-

loping more adult pupil-teacher relationships.

Guidance nodules Box 17

The French project (F 11) involved 60 selected CIOs (information
and guidance centres) in developing new approaches to their role
of supporting the guidance process in schools. The materials which
the project developed covered aspects like self-awareness, knowledge
of the world of work and planning one's future, and were designed
as flexible:units for joint use by teachers and guidance counsel-
lors.* Other projects - especially in Denmark, Ireland, Italy and
the United Kingdom - provided other examples of how the content
and style of delivery of the curriculum could be adapted so as to
contribute to meeting the guidance needs of young people.

* See: Group-work Guidance Material - France; Innovations No.9, 1987.
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A particularly conprehensive approach was introduced in Italy, enpha-

sising the need to link:young people's aspirations to the economic po-

tential of their "territorio" (region), and to develop their autonomy

and stimulate their sense of initiative as a resource for growth in

the local area. In all eight Italian projects, the schools were invi-

ted to explore how to participate in, and contribute to, the economic

welfare and development of their area. Drawing on a number of differ-

ent subjects, as well as extra-curricular activities, they set out to

enhance young people's understanding and experience of the particular

economic and cultural features of their region. One of the main objec-

tives in this "territorio" approach was to develop in the students,

both boys and girls, a greater awareness of, and a more positive atti-

tude to, the possibilities of work in small firms and self-euglment.

Special curriculum materials were produced for lower and upver-suxml-

dary schools, to support this process and to disseminate it more

widely.*

ilbsugh strongly advocating the need for guidance to be seen as an in-

tegral part of the curriculum, sane projects warned against treating

it singly as a vague "overarching" principle. They argued, from their
experienoe, that guidance should have a clear, identifiable place in

the school's curriculum. In their statements about their curriculum,
schools should therefore include a clear aocrinit of their procedures

or enxroach to providing guidance, especially an how they handle the
is of weaker ragls.

Continuity beyond school

Follow-up guidance for all young people who have left school - but

especially the low-qualified, or young migrants who may suffer from

cultural discrimination - was a strong focus in same pilot projects.

* See, as one example: School and "Derritorio" - Reggio Calabria,
Italy; Innovations No.25,1987.
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It reflects a growing concern, in a number of Member States, about the

need for continuing advice and tutorship of those young people:who

have not been able, for whatever reason, to enter post-school training

or work. These young people are difficult to contact, once they have

left school, and their guidance needs generally extend beyond the

question of vocational or occupational choice, to a broader range of

personal and social problems.

Maintaining contact

Same pilot projects stressed the importance of avoiding a break in the

cautinuity of personal contact with these young people at the point of

leaving school. Schools in the two Danish projects (I 3 and DK 4)

developed their approaches in the framework of national regulations

for follad-up guidance. Generally the guidance specialists of the

'Folkeskole' (ampalsory school) have a responsibility to maintain

contact with students after they have left school, several times over

the period until they have reached the age of 19 or have entered a

post-compulsory institution which then takes over the guidance

responsibility. Since the guidance specialists work part -time in the

school and pert-time outside it in the local canmuni:ty, and because

they work closely together with the class-teachers, this systent helps

to identify potential problems at an early stage, and is more likely

to provide continuous and coherent guidance support.

Similar approaches were successfully introduced in Germany (D 5 and

D 8), where special guidance teachers offered advice and personal sup-

port to young people, in particular to potential lad-achievers and

young migrants, not only during their last years of full-time compul

sory education, but also for sane time in the period thereafter. They

liaised with the providers of post-school opportunities, to find solu-

tions suited to the needs of the individual young person, and coopera-

ted closely with the local careers counsellors of the national employ-

ment agency ('Buniesantalt far Arbeit') . In Duisburg (D 8) the result

has been a coherent and oamprehensive support structure, covering a

large region.
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Re-establishing contact

Approaches designed to re-contact young people who had already left,

probably unqualified and with poor job prospects, were explored by

projects in other Member States. Recognising that many young people

distrust schools, and teachers in them, the Luximbourgprtdect (L 23)

established a network of locally- based sociaVyafthworkers (and

specific training for them). These "Transition Tutors" operated out-

side the schools but in close contact with them, as well as with

training institutes, local youth services, industry and authorities.*

In another example, in outreach centres run by the Dublin Inner City

project (IRL 16), cammity-based second-chance programmes were offer-

ed, which combined guidance with social and vocational preparation in

an informal, non-school environment.+ Similar developments were also

to be farad in Venissieux (F 10) and Kassel (D 7).

School- and corm:unity-based teams

The greater emphasis placed on guidance at the school level should not

be interpreted to mean that schools carry exclusive (or even, in same

countries, the main) responsibility for guidance. Schools, efforts

will have little effect unless they co-cperat.et with the other partners

in the guidance process. In hardly any other area of transition work

is the need for co-ordination more obvious than in the guidance field,

where a multitude of providers operate in parallel - public and pri-

vate specialised agencies, guidance and careers services inside and

outside the education system, parents, youth services, education and

training institutes, firms, and organisations in the local community.

Many young people, and teachers, find it difficult to see their way

through this bewildering complexity.

* See: Outreach Youth Centres - LuxeMburg; Innovations No.20,1987.

4' See: 1.1he7 Outreach Programmes - Dublin; Innovations No.19, 1987.
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The pilot projects tackled this problem on various fronts. In the

French F 11 project, the 60 Information and guidance centres, which

form part of the education system but are based outside the schools,

concentrated on developing a more interactive and organic working

relationship with teachers and schools in their "constituencies".

Among its many actions, including the production of guidance modules

for use in the schools, the project established a special group to

study the type of networks which young people used outside the formal

guidance system. The results are now being used to raise awareness,

among teachers and counsellors, of the diverse sources which can be

tapped, to help with personal guidance for young people.

In Germany, where careers guidance is provided by the careers coun-

sellors of the Employment Agency, the projects in Mannheim (D 5) ,

Kassel (D 7) and Duisburg (D 8) concentrated on developing closer co-

operation between these counsellors and teachers, especially the "con-

tact teachers" (see below) nag being introduced in many schools.*

Special arrangements were developed, including in-service training,

which significantly improved the quality and co-ordination of guidance

services in the project areas.

"Contact teachers" Box 18

Another good way to improve the guidance process is the develop-
ment of working links between general and vocational schools/
colleges.

The Mannheim project (D 5) set up joint working-groups of teachers
from "Bauptsohoilen" (lower-seccridary, general education, schools)
and "Berufschulen" (vocational schools or colleges) designed to
improve Mauptscitale teachers' awareness of the opportunities
available in vocational training schools, through direct contact
between teachers, joint visits to firms and joint curriculum
development. In the first Transition Programme (1978-1982) a sys-
tem of "contact teachers" and "contact groups" on these lines was
set up in the whole of the 'Land' of 13aden-Wiirttemberg. Over 60
contact groups were formed, involving about 2000 teachers, from
"Hauptschulen" and vocational schools. These "contact teachers"
were expected to transmit the information and experience they
gained to other colleagues, thus improving the guidance expertise
in their school.+

See: Guidance Training and 0o-ordination; Innovations No.6,1987.

See: School-linking, Baden-Wiirttemberg; Innovations No.30, 1987.
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School-linking was similarly emphasised in the Venissieux project
(F 10), in the regional do-ordination system in Kassel (D 7), and
in the Strathclyde project (UK 28).

Setting up a local, inter-service, task-force has been another appro-

ach successfully used in the Transition Prcgrarmre, to co-ordinate and

develop guidance activities and the provision of education/training

opportunities in a municipality.

The "youth team" in Hvidovre (DR 4) is a particularly good example.

It brings together in one group, meeting once a month, representatives

of four local services:

Youth Guidance (i.e. the counsellors working in the schools and

the local community);

Youth Etployment (offering training places in public sector

employment projects);

Social Welfare; and

the State EMployment Office.

The group operates as a clearing-house to provide coherent, comprehen-

sive guidance and training programmes for school-leavers and young

unemployed, tailored to the individual needs of the young person. It

organises its work in suds a way that the local guidance cousellors

can act as a single contact point for young people, giving access to

all four services.*.

Youth teams have also been started now in other nvnicipalities in

Denmark. The approach can be =pared to that of the French 'Missions

Locales', a network of local task-forces set up since 1982 all over

See: The Youth Team; Innovations No.8, 1987.
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the country, to co-ordinate, stimulate and develop education, training

and other provision for young people, especially those 'en difficult0

between the ages of 16 and 25.*

The value of having available, at the local level, a special clearing-

house and development capacity to net the needs of young people with

particular problems is also illustrated in the work of the "RAAs" in

NorthrhineWstfalia ("Regionale Arbeitsstellen zur Forderung aus-

landischer Kinder une, D'ugendlicher" - Local agencies for the support

of migrant children aalyouth). use agencies were set up recently

in 8 different cities in the vast industrial Ruhr region, including

the cities of Duisburg and Oberhausen, where they joined in the D 8

project of the Transition Programme. Using inter- disciplinary teams

(teachers, social workers, trainers, psychologists) they develop pro-

grammes for inter-cultural communication, run inside the schools and

outside in the local community; they help to improve existing local

infrastructure and facilities for young migrants; provide special

counselling and guidance in co-operation with the schools; and develop

forms of community education.,+

AU the local apart and co-ordination stzuctures for school-industry
links, described in Chapter 2, have also proved highly effective for

guidance purposes. The sane applies to the approaches, developed by

various pilot projects, involving parents lore closely in the life of

the school and in contact with teachers.

Substantial experience has also been gained, in the Transition

Programme, always in which young people themselves can support each

other, and complement the work of schools and specialists in the gui-

dance process. Several strands can be seen in thts development :

See: The "Missions locales" - France; Innovations No.13, 1987.

See: 'TAM - Germany; Innovations No.16, 1987.
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the involvement of young people in schools' efforts to ensure that

information material related to guidance is available to, and used by,

those leaving school;

the formation of mutual help, or self-help, groups to cope with

the problems of intermittent unemployment, through organising projects

in the local area; and

the networking of information and self-help projects, so as to

provide mutual support and encouragement.

All these developments promote a change in the role ofIromg people,

frau that of passive client to active partner. Many pilot projects

have providedabasis for Changes of this kind, through their emphasis

cm active learning, enterprise education or by providing activities

and materials to self -assessment and walf-guidance. This ex-

perience is beinggreatlyHextendelby a range ofIkxithProjects,

Domed by yang people themselves, utich..theCamnissiaahrms supported

in associatim with the 'Transition Programme.*

Sex-destereotypincr and widening girls' choices

Challenging traditional thinking among adults about the roles of wo-

man, and raising the self-awareness and self-confidence of girls, were

seen by many pilot projects as the essential first steps in this

field. Projects therefore concentrated on :

actions aimed at teachers, administrators, parents and counsel-

lors. In 1985, an Action Handbook addressed to these target groups,

See: Info Action 1985 - Youth initiatives in the European
Calamity; Brussels, February 1986.
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was published to follow up the Council Resolution to promote equal

opportunities for girls and boys in education, adopted on 3 JUne

1985;*

action aimed at improving the quality of guidance for girls, to

encourage them to choose technical subjects, to learn to use a can-

pater, to participate in mixed -group project work, and work experience

programmes.4

Curriculum materials Box 19

In Castlemiik (Scotland, UK 28), a new short course, the "Girls
Programme", was developed for 14/15-year-old girls, comprising
five 1-hour sessions, using stimulus material and small-group dis-
cussion. The course is taught in single-sex groups - with the pu-
p dls being withdrawn from their normal lessons for it - to avoid
boys daninating the discussions and prevent boys and girls from
adapting rigid stereo-typical position-i.**

The Shannon project (IRL 18) developed a carprehersive teachers'
resource pack, entitled "Why-not broaden your horizons ?", con-
taining a teachers handbodk, student work-cards and video mater-
ials. The pack is addressed to guidance counsellors and subject
teachers, and includes guidelines for activities, in and out of
the school, to cover about ten 40- minute periods. It is mainly
designed for use with girls aged 11-16, but has also proved
effective with mixed groups.44

The experience of the projects confirms the value of such curricular

initiatives. But many projects also stressed the need not just for

a specific course, but for continuous action pervading all curriculum

and guidance activities in school.

See: Action Bandbook: How to implement gender equality;
Brussels, November 1985.

+ See: Equal opportunities; Brussels, 1988 (in preparation).

** See: The "Girls Programme" - Castlemiik, Glasgow; Innovations
No.35, 1987.

44 See: The "Why Not ...?" Course - Ireland; Innovations No. 31, 1987.



4. GATING SCHOOL FAIIDRE AND DISADVANTAGE

A large number of projects piloted practical approaches to support

young people, who are at risk of 'failure' in compulsory schooling,

by whatever standards apply in the education system. Their starting

points included :

the (=sequences of the extension of secondary education, whether

de jure or de facto, which raise difficult questions about the appro-

priateness of the "academic" curriculum for those young people;

the challenge to break the vicious circle in which a lack of posi-

tive experience or recognised success leads to apathy, or rejection of

learning at school, and destroys the motivation for any further educa-

tion;

the need for schools to pay more serious attention to the problem

of basic skills - compulsory education may provide in many cases the

last opportunity for diagnosis and remedial action.

what ? Box 20

Being disadvantaged does not, of course, necessarily condition
young people to failure at school. Nor do all young people face
the same difficulties.

Disadvantage has many roots; they may lie in the personality or
personal history of a young person or stem from eocnomic social or
structural problems in the area he or she lives in. Other young
people are discriminated against because they belong to an ethnic
minority or-were:brought up in a different culture. All these fac-
tors can become serious obstacles to young people developing their
full potential and meeting traditional standards for success at
school.
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Curriculum responses

Many of the curriculum innovations referred to in the preceding parts

of this report were particularly relevant to helping young people with

learning difficulties :

e putting the emphasis on experiential, or active, learning;

using the world out-of-school as a resource;

introducing enterprise education and work experience schemes.

Though they are now coming into rlif4h wider use for young people with

all kinds of ability, the educational philosophy and concepts under-

lying them were, in fact, derived from their successful use with these

students, who by traditional standards showed only modest attainment.

Same projects worked on the development of "alternative" curricula for

disadvantaged and lower-achievirxj pupils in compulsory education,

especially in the UnitedKingdon: in Manchester (UK 27), Northampton-

shire (UK 30) and CastlemiLk (UK 28); and in Venissie= (F 10). These

alternative curricula are more precisely related to the individual

learning needs and capacities of their clients. They incorporate the

key concepts which are covered by orthodox subject based curricula,

but organised in a different and more flexible way, using a system of

units of work or short "..modules". Sane of these modules are subject-

related, others aim at the development of personal or practical abili-

ties, or at skills in the use of new technology. For each module, ob-

jectives, methods and expected learning outcomes are precisely defin-

ed, so that they are not only clear to the staff, but also - and this

proved very important - to the young people, and can be negotiated

between teachers and students.

Such alternative curricula, as developed in the pilot projects, draw

an the full armoury of experience-based learning, inside the school
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and outside, in industry or the local camunity. They require flexi-

bility not ally in the organisation of ccntent, but also in the time-

table and the physical arrangements (space, equipollent etc.) for work.

In the schools of the Manchester project (UK 27) for instance, the
conversion of traditicnally-arranged classrooms into multi-purpose

learning spaces, equipped for project ani group-work as well as class-

work, was seen as Jr:portant.* In Castled lk (UK 28) aM Northamptcn-

shire (UK 30), close working links with the local vocational colleges

were developed, facilitating the use of their premises by the schcols.

The experience of these projects in the U.K. and France, where the

F 12 project also used this approach for post-octpulscxcy courses, sug-

gests strongly that their alternative programmes for lower-attaining
pupils teach the basic skills mach more effectively than conventional

curricula, though earlier experience of traditional learning often im-

pedes the students' learning capacity. But they also call for higher,

not lower, skills and standards on the part of the teactxtrs.

New approaches to assessment

Far too many young people drop-cut of educatian before the statutory

leaving mje or immediately after it. Nearly one student in five in
Germany leave the "Hauptschuleft (lower-seccndary educaticn) without

a certificate of any practical value; and the corresponding figures

are hider still elsewhere.

A key objective in 110st pilot projects was therefore to extend, or
provide, crportunities enabling a students to obtain at least a
basic recognised qualifiratian, the most essential formal =edition
far access to further training ar work.

* See: Classroom for active learning - Manchester; innovations
No.18, 1987.
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lItaa approaches can be distinguished :

some projects cax:entrated on curriaahmi&velownt and new forms

of remedial action, to tutor young people who were "at risk" through

the existing "maimitram0 systems ae certification. This was charac-

teristic of all the projec'es in Germany and same in France.

projects in Ireland and the United Fingdam challenged the appro-

priateness of existing assessment and certification procedures for

their new courses and curricula. They worked on new approaches which

put the emphasis on recognising what has been achieved by the indivi-

dual young peman, rather than on classifying him/her as a good or bad

Amain thrust in these latter approaches has been the use of new tech-

niques and instruments such as "Student Profiles", "Activity Record

Sheets", "Statements of Adhievement", or "Letters of Credit" which

provide each pupil with a systematic, externally validated, record and

certificate of "work." done at school. Same of these techniques were

piloted in the first Transition Programme.+ They were further develop-

ed and more widely used i'- same projects of the second Programme; e.g.

in Galway (IRE, 17), Shannon (1E41,18) and all the British projects.

There are variations and differences, between the projects, in the

forms and uses of these new approaches to assessment, and in the way

they are validated. But the main advantages, emphasciss4 by all pro-

jects, were that :

these new forms gave a fuller and fairer account of a wider range

of experience gained by a young person at sdhool;

See: Ansessment and Certification; Issues arising from the Pilot
Projects; Brussels, 17Uly 1986.

+ See: NreArDevelcsments in Assessment: Profiling; Brussels,
September 1984.
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they recognised types of achievement which do not lend themselves

to conventional methods of assessment;

they are easily adaptable to a "nodular" organisation of the

curricultnn and active learning; and

they foster a "podagogie de la rdussite" (learning through suc-

cess), a conoept strongly reflected also in the Vdnissieux project

(F 10), throuzfil providing a continuous record of tasks successfully

adhieved by the student.

This experience points strongly to the amclusicn that changes in the

methods and ingtruments used for assessment can be of benefit to all,

not only so-called "disadvantaged" young )people. The general ime of
such methods will also help to avoid the stigmatization and separation

of the lorher-attainers. Way young people, particularly but not only

those "at risk", would find it helpful to be able to present to train-

ing institutions or employers a "certificate" or portfolio which des-

cribes the positive achievements of their school career.

The pilot projects, however, also faced some major difficulties in
implementing such new approaches:

time : using profiles and other methods means considerable extra

work for the teachers, and the students;

ove=cmdixj possible prejudice against such new assessment methods

in the eyes of parents, and, even more, employers.

Mese problems form part of the general obstacles to the dissemination

of such approaches. But the projects also argued that time constraints

should be taken into account in the broader context of a more flexible

organisation of the curriculum; and they demonstrated locally that

employers were willing to use these forms of assessment if approached

and informed in advance about them: many confirmed that they found

them more informative than traditional school reports or examination

results.
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"Third -place" approaches

A "third, place" is somewhere whidh is neither school nor home. By the

pilot projects, this term was used to describe a place such as a local

'centre' with an atmosphere different from school, which is more in-

formal and not constrained by timetables, or "standards" to be met;

and which is also not submitted to parental control or other pressures

in the family. A "third place" thus provides same basic advantages for
work with disadvantaged young people, who reject school or feel inti-

midated by it; and with those who do not find support or facilities

for learning at home.

A nuMber of pilot projects applied the concept of the "third place" to
providing a new form of educational and guidance activities of various

kinds, designed to complement pupils' work at school or sort out prob-

lems encountered there. They were also used for work with early drop-

outs and young unemploved. The considerable success of all these

approaches was largely attridxAuxito the atmosphere of these centres,

which were easily accessible for informal contact, and which enabled
action to be taken which provided a faster response to indivirinal or

group needs.

The "outreadh centres" and the "work exploration centre" of the Dublin

Inner City project (IRL 16) have already been referred to in Chapters

2 and 3. Other examples can be seen in Berlin, Venissieux and Treviso

(see Box an the following page).

In all these projects the schools underlined that these "thiltdplaces"

made an essential and positive contribution to help than tackle the

problems of school failure and counter-act different kinds of disad-

vantage. The demands on, and requests for, such centres have steadily

grown in the projects. More widespread use of the "third place" philo-

sophy is strongly advocated by them.
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"Third-place" centres Box 21

The Berlin project was located in Kreuzberg, an economically decli-
ning inner-city area, with about 70% TUrkish children amongst the
school population. The project was based in a "Youth and Culture
Centre" which enabled whole classes from schools in the neighbour-
hood to spend a week on various kinds of art activities. It used
painting, music, theatre, etc., to stimulate young people's self-
confidence, to give them a taste of success and to cope better
with same of the socio- economic disadvantages fram which they suf-
fer. The centre has also became an important platform to facili-
tate caumunication between the TUrkish and German coununities.*
The Berlin project also cooperated with a special centre, in the
neighbourhood of one large school for TUrkish girls. Guidance
activities, homework tutoring and personal counselling were the
main activities in it+

In France, a similarly successful innovation was started in
Venissieux (F 10), a post-war suburb of Lyon with a large immi-
grant population. The "Lieu a(p)prendre" (a name meaning both
"Learning place" and "Place for you to take over") was conceived
to fight the high rate of school failure in the 11-16 age groups
of young people.

The small centre offered help with homework, with learning how to
learn, personal counselling and advice. P.asically staffed, each
evening, by teachers, it involved the local community also in an
active way, i.e. parents, older students, cammityworkers and
other people, sharing in the responsibility of helping young peo-
ple cope with their educational, personal and social problems.**

Another example can be found in the printing-shop set up to help
drug-addicts in the Treviso Project (I 21a) which also success-
fully combined vocational teaching with an informal, therapeutic,
atmosphere.

See: Youth and Culture Centre - Berlin; Innovations No.12, 1987.

See: Ttrkish Girls Centre - Berlin; Innovations No.32, 1987.

** See: The "Learning Place" - Venisseux, France; Innovations No.11,
1987.
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Guidance

Work in the three areas of curriculum development, assessment and the

use of a "third place" was complemented by special efforts in the

guidznce field.

Statutory procedures and services are not always adequate to respond

to the particular problems of young people who face difficulties at

school, drop out early and are frequently socially or otherwise dis-

advantaged.

The main responses by projects have already been described in Chapter 3 :

the "yc th team" developed in Hvidovre ( 1K 4);

the "contact teacher" system of linking general and vocational

schools;

the "RAA"s system operating in the Cuisberg project (D 8); and

the local action groups and "transition tutors" of the Luxemburg

project (L 23).



5. PREPARING TEACHERS FOR NEW TASKS AND ROLES

Teacher training and re-training was one of the priority areas in both

Transition Programmes. From the early 1980s, the impact of demographic

change on the school systems was already visible, with a steady fall

in the recruitment of new teachers in many Member States. Hence the

emphasis placed, in the second Programme, on in-service training,

recognising the fact that it is above all the existing teaching force

which will have to cope with a number of dramatic changes which were

less pronounced when these teachers received their initial training.

There are basically two big challenges which affect the tasks and

roles of teachers :

o the need, at all levels, to update subject knowledge and reflect

the new wisdom in subject-based teaching. Though not new in any way,

this need is ma more and more difficult tx)/uset, given the pace and

complexity of change in many fields and the concern about raising the

standards and quality of education, let alone the ever-increasing

qualification, demands of the labour market. Most existing in-service

training is still geared towards this objective;

e the other challenge arises from growing awareness of the problems

which young people face in their transition from school to work and

adult life, and the implications of these problems for their work at

school. Teachers are under much more pressure than in the past to

prepare students for active participation in the economic and social

world, many important aspects of which do not traditionally form part

of the life of the school. This is all the more difficult for the

transition process itself being subject to rapid change (see Chapter 1).

Most teachers have not been specially trained to respond to this

second challenge. It involves a change of attitudes and a diversifica-

tion of teachers' roles and tasks unparalleled in the past. Teachers

are expected to be the organisers and facilitators of the learning
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process, rather than the conveyors of knowledge. They have to fulfil

new tasks in the guidance process. 'They must became co-ordinators and

liaison agents with the world outside school, are increasingly concer-

ned with the social, health and other problems of their students; and

have to buildup new types of relationships with parents. They are

front-line operators in overcoming sex-stereotypes in education and

widening girls' aspirations and choices. In short, teachers are -

rightly - seen as the key agents of change in the education system,

but far too often working under rigid constraints, such as regulations

on school organisation and timetabling, financial inflexibility, lack

of basic support facilities and inadequate conditions of service.

Staff development related to this "transition" aspect of in-service

training was an explicit or implicit objective in almost all pilot

projects of the second Programme. The projects' work was however not

concerned with statutory provision of in-service training generally

in the system, which is considered in another recent omission study.*

They concentrated on initiatives which could be taken by individual

schools, or groups of them, and on activities at a local level. This

experience can be summarised under three main aspects, or strategies,

which are considered below.+

Providing contact with the outside world

Most activities carried out in the pilot projects, whether as part of

the formal curriculum or not, were aimed at opening the school up to

its environment - the pervading theme of the whole Programme. The

experience of many teachers was that getting directly involved in as

many aspects of these activities as possible itself made a crucial

See: "The in-service training of teachers in the twelve Member
States of the EUropean Cpuratunity. V. Blackburn and C. Moisan,
Maastricht, 1987.

+ See: Teacher training - Strategies from the second Transition
Programme; Brussels, December 1986.
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contribution to their training. For them planning, implementing and

evaluating a project, a mini-enterprise or work experience programme

provided important, practical learning opportunities.

The projects however underlined the importance of two conditions for

successful exploitation of this training resource: teachers need to

be motivated for active participation, and they need opportunities to

compare, and reflect on, their experience with colleagues and other

professional partners. The formation of teacher groups, involving

teachers concerned with similar problems and where possible experts

from outside, or the use of class-council meetings for these purposes,

has been a valuable "training" instrument in a large number of pilot

projects.

Beyond this general strategy of learning by doing, some pilot projects

took specific action to it teachers in contact with the world of work

and the community in their local area.

Putti r r teachers in toudil Box 22

In Aalborg (1K 3) a special course was developed, to help class-
teachers prepare and run the new work experience programmes for
students in the three last years of compulsory school. It involved
intensive visits to work places in industry.

The Dutch project in Zeeland (CE, 24) successfully piloted a work
experience scheme for teachers from lower secondary vocational
schools. It also involved teachers of careers education and social
studies frau general secondary education. The scheme provided for
3-day placements in firms. It is now proposed to spread it to all
parts of the Netherlands.*

The countrywide Greek SEP project (GR 13) developed a 5-months
course to train teachers fran 19 areas of Greece for guidance
tasks in their schools. The fifth month of this course was en-
tirely spent on "field-vork", i.e. visits and contacts to local
industries, meeting with teachers and people from the local com-
munity, etc., in the areas in which these new guidance teachers
would have to operate.*

See: Work Experience for Teachers - Zeeland; Innovations No.22,
1987.
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In Kortrijk (B 2) teachers in a technical institute were seconded
for several months to industrial firms, as part of their in-ser-
vice training.

To prepare these various types of field experience, lectures and semi-

nars were organised for the teachers, involving expert input fray out-

side professionals. Seminars and workshops formed the starting point

in all Italian pilot projects for implementing their "territorio"

approach (see Chapter 3). Addressed by economists and people from in-

dustry and commerce, these seminars offered a broadly based introduc-

tion to the thematic focus which each project had chosen, reflecting

the priorities and the potential for economic growth in the respective

project areas: the development of tourism, in Calabria (I 19a) and

Sassari (1 19b); the development of sma/l and medium-size industry in

the tertiary sector, through better administrative organisation and

management, in Val d'Elsa (I 20a) and Viterbo (I 20b); agriculture and

food processing industries, in Treviso (I 21a) and Avellino (I 21b);

and the use of advanced technologies, particularly with regard to

small enterprises, in Modena (I 22a) and Biella (I 22b).

These seminars helped teachers find out more about their own region

and provided opportunities for joint preparation of practical pro-

jects, curriculum material and teacher guidebooks for use in the

projects' schools. They had also great value in bringing together

teachers from general and vocational schools (from both compulsory

and post-compulsory education).

Developing information and working links between teachers from differ-

ent types of schoo.Ls, especially between those from general and voca-

tional education, was generally seen as an important source of staff

development and, indirectly, of contact with the world of work. A

See: Field Experience for Guidance Teachers - Greece; Innovations
No.7, 1987.



number of projects made extensive use of these opportunities (see Box

23). The teacher circles set up in the St. Ghislain project (B 1)

brought together not only teachers from various sectors and levels of

education, but also fran schools of the different "reseaux", i.e. the

state, communal and private systems - a unique. development in Belgium.

Inter-school seminars and working groups were also used in Mannheim

(D 5), Venissieux (F 10), the Northern Ireland curriculua revioF pro-

ject (UK 26) and in Powys (UK 29) as one of the main instruments for

in-service training.

A particularly interesting comprehensive in-service course to prepare

teachers for their new tasks in "transition" education was developed

in Kassel (D 7), combining a number of the methods described above. It

was addressed to teachers fran general and vocational schools, and was

mainly aimed at strengthening their guidance skills. (See Chapter 3

and Innovations No.6).

Innovative action as training experience

Participation in a pilot project, such as those in the Transition

Programme, is itself a major learning experience for many teachers.

But apart from such comprehensive initiatives, any innovative action

of a less complex type can provide a stimulating framework for staff

development. In this context, the tarm innovation does not necessarily

refer to developments which are new in a global sense, i.e. affect the

whole system of education or parts of it. All types of initiatives, or

projects, which introduce a new aspect or experience into the life of

an individual school can have this effect, if they actively involve

the teachers and are supported by the school management.

The pilot projects of the Transition ProgranmE saw the training poten-

tial of innovative action to be in the new types of activity involved,
but above all in the climate and conditions whic:h an innovation offers

for staff development :
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it creates a context in which new cbjectives are being defined in

CaLII1011;

it sensitises colleagues to give each other support and exchange

experience;

it provides saw continuity of stimulus and support, over a period

of weeks, months or years, depending on the scale and targets of the

innovative project.

In the pilot projects, such positive effects app.. tired, or were actual-

ly intended, in a number of specific activities. Two fields of action,

however, seem to offer particular potential, because they concern, ex-

plicitly or implicitly, many aspecb3 of the schools' work : curriculum

review and reviewing assessment.

Curriculum review, in a broad sense, means reviewing content as well

as style and methods of delivery. School self-review of this kind was

the main strategy successfully developed with 18 schools in Northern

Ireland by the TRAWL project (UK 26). Other projects worked on similar

lines.

Writing week-ends Box 23

In Manchester (UK 27) where the main emphasis was on alternative
curriculum strategies, teams of teachers were brought together in
residential (week -end) meetings, as a device to crystallise the
experience of their project schools on selected themes. These
meetings produced materials for use in staff development
activities.

The procedure solved a problem felt by many schools in the pro-
ject, namely how to identify the key factors for success in an
innovation, and express and record them in a form in which they
can be transmitted to a wider audience.*

See: Writing Teams, for Staff Development - Manchester;
Innovations No.28, 1987.

f 49



Mixed cairses Box 24

In a French project (F 11), schools were asked to revim the con-
tent of their text-books and teaching materials for evidence of
sex-stereotyping. In one of the project regions, the "Acaddmie"
(i.e. educational district) of Rennes, the project set up a series
of short workshops as part of a regional programme for heads of
schools, trainers of teachers and mixed groups of guidance coun-
sellors, teachers, school administrators and parents, to raise
their awareness and encourage positive action with regard to
widening the choices made by girls.*

Review assessment

"Ocncentraticn an assessment encourages a re-appraisal of every aspect

of a school's aim, curriculum, methodology, orty...aisatiai, staffing,

and its relationship with parents arx3, the cm:unity at large. As such
it can be exhilarating, challenging ar disruptive, depending on the
ability of the institution to cope with the carclusicns which emerge."

This quotation from a report on assessnent in secondary schools in

Manchester applies in particular to the situation in the United

Timdan, where - compared with many other education systems in the

EUropean Community - local auth..;,,rities and inaividual schools have

more autonomy in curriculum matters; henc the importance attached

to assessment issues, and to matching the assessment process with the

requirements of externally-lralidated certification.

The Manchester pilot project (UK 27) damonstrated the funslamental

changes called for on the part of teachers, especially as ;aids

their attitudes to low-attaining pupils, when asked to design suitable

units of work and appropriate assessment methods for these students.

The process helped to expose unrealistic teacher expectations and to

identify training needs.

* See: Widening Girls' Occupational Choice - France; Innovations
No.33, 1987.
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But such outcomes were not only stressed in the United Kingdom, simi-

lar effects were also found in Ireland. And in those Member States

where curricula, and criteria for controlling the pupils' learning

process, are established centrally and thus limit the scope for inno-

vative action by the individual school, some projects broke new ground

in this particular field. There, the need to take a fresh look at

assessment practices, and teachers' attitudes to them, emerged with

regard to the existing curriculum, and was met without affecting its

overall structure. Where, as for instance in Venissieux (F 10), pro-

jects used the flexibility they had in curriculuntdelivery to set

achievable targets for their students, rather than giving priority to

defending "standards", teachers felt they learned a great deal about

the needs of their pupils.

Teachers sharing students' experience

Teachers can also pickup training for transitiw education by learn-

ing alongside their students. In the Transition Programme, many teach-

ers underlined the training benefits to themselves of activities

involving them in joint learning with their students - even if they

only realised this afterwards. These opportriities are, however, most-

lyumexploited as a source of staff development. One reason is that

such training outcomes often emerge as an unexpected "by-product", are

difficult to predict, and therefore cannot be planned in detail into

the design of the activity or learning situation. Work in the pilot

projects identified or confirmed different types of joint action and

experience which clearly have this potential and lend themselves to

staff development.

Quite a lot of the practical activities initiated in the Programm pit

teachers in roles in v.thich they were no longer the expert or source

of infaanation, but closer to the situation of the student, being pre -

sented with the task of solving a problem and having to work out what

to do.
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Enterprise schemes, project work, practical "design and make" tasks,

and many others, can produce this situation. By putting the teacher

in a non- traditional role in relation to students, these activities

illustrate and "teach" that role. In Aalborg (DK 3), one of many ex-

amples, this method was used to raise class teachers' awareness of

sex-sterotypes, and to help them develop and run programmes for stu-

dent work experience which reflected such awareness.

In many projects, residential experience shared by teachers and their

class, or study-visits, including those to other countries, confirmed

their value for staff development, apart from the very positive impact

on students' personal and social competances. Teachers found out more

about their students, discovered new qualities in them, and learned to

develop a relationship with them as young adalts. Similarly positive

experience was also derived from "third place" situations, as descri-

bed in Chapter 4 of this report. Joint work in such infamal settings

helps to remove barriers to different kinds of interaction between

student and teacher. It provides an opportunity for teachers to try

out new roles for themselves, away from the structured and exposed

conditions of the school.

Institutional development

All pilot projects stressed that staff development is inseparable from

institutional development. Schools face changes and MI demands just

as much individual teachers. In-service training must therefore be

planned as part of the development of the school itself.

School -based training initiatives, including the options described

above, were seen as essential complements to more formally structured

provision, e.g. that offered by teacher training centres. The crea-

tion, at the level of eacit iraivitinal school, of same special co-ordi-

nation capacity (e.g. introducing a "staff development" officer) in

some projects proved of great value for mobilising, in an active way,

all the possible resources and methods for in-service training, and

involving the whole staff, or large numbers of them, in it.
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6. POLICIES FOR THE FLYIt3RE

The Transition Programme was, according to the 1982 Resolution, set up

as a tool for policy development. This meant that it provided a privi-

leged framework for innovation and pilot action, involving in many

cases some alteration or re-negotiation of the existing division of

responsibility between national and local, or local and institutional,

authority, and considerable freedom for experimental work. It also

implied an expectation that the pilot projects should generate new

insights, but also a recognition that not all their outcomes would

necessarily be generally applicable.

Generally, pilot projects are used far policy develc>pment in different

ways. They can be set up to fulfil :

a stimilatian and desrcnstraticn role. In this sense projects are

intended to function as a "model", exploring and illustrating alterna-

tive routes to meeting specific educational needs and influencing

other institutions in the same or similar directions;

an experimental role. Here the expectation is that the experience

and results of pilot projects will provide policy-makers with relevant

information to decide on a particular issue;

an implementation function, i.e. to start the process of giving

practical effect to same nationally- (a: regionally-) approved policy

or thematic priority.

All three types were present in the Transition Programme. At this

stage, when the projects have just reached the end of their pilot

period, it appears to be premature to make firm statements about hag,

and to what extent, they have, individually or collectively, influen-

ced or confirmed national policies (though their local effects are

quite evident in many cases). This will have to be left 'co evaluation
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by each Neer State.* Their subsequent impact on policy (at local,

national and Community level) depends on now they are assessed, what

lessons are drawn, and whether and how their work is followed up, in

future agendas for action.

But clearly the projects have yielded both process changes (i.e. chan-

ges to people, to teaching methods or institutional roles) and pro-

ducts (such as teaching materials, new curricula, new certificates

etc.). In this and the following section, policy conclusions and re-

counterrlations for action in seven areas are therefore listed not only

concerning follow-up in individual Member States but also at Cornunity

level.

1. Partnershi

The need for more interactive co- operation between schools and their

local partners outside - including industry, the local canmunity, and

educational and youth services of various kinds - was perhaps the

strongest stimulus and "leitmotif" in the majority of pilot projects.

It pervaded most of their activities in all fields of action.

The experience of the projects forcefully illustrated how, through

co-operation and pooling of resources, a wider range of learning

opportunities can be mobilised, and more flexible responses can be

offered, to meet individual and collective local needs. In the

language of the Programme this was called the "district approach".

* Unlike in the first Transition Programme, no structured provisior
was made at Community level for formal and scientifically-based evalu-
ation of the second series of pilot projects. But many Member States
made their own arrangenents for external evaluation. The COmnission,
through its team of experts, gave priority to identifying and repor-
ting, as opposed to assessing, interesting developments and approaches,
on a continuing basis as and when they emerged, during the whole course
of the Programme.
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Policies for transition must put more explicit emphasis on developing

a co-operative dimension to the work of all schnols concerned with

this partimawr stage of semniunreducation. They should stimulate

a sense of shared responsibility between all those who are, or should

be, involved in facilitating the transition of young maple, particu-

larly at the local or regional level. For further development three

main aspects seam important:

o First, near policies Rust constantly challenge the belief, still

widespread amongst schwas, that they are surrounded by legal and aci7,

ninistratdvekerriers, which severely or totally impede their scope

for co-operation. Schools and teachers must be encouraged to be more

entrepreneurial in outlook; to be less pre- occupied with the extent

of the impossible or the forbidden and to exploit actively and to

their limits the possible and the permissible. Heads and inspectors

have a vital role to play in encouraging this change of attitude. The

administration can provide incentives and rewards to stimulate it.

Secondly, it is impact:a:Int that schools have greater flexibility

and more autonomy in planning and fulfilling their tasks. Co-operation

requires time, for internal co-ordination, for planning and discus-

sion, and practice. It requires flexible and varied forms of interac-

tion and exchange, and the Sharing of tasks. Schools should be given

positive encouragement to respond more directly tc local needs, to

develop their rcle in the market-place, and to project their attrac-

tiveness to potential partners. This could include the provision of

special staff-training programmes tuned to local or regional develop-

ments, contract work for local partners, cr offering the use of infra-

structure and equipment to people and institutions in the local COMM-

nity.

co Finally. the new policies should foster organic and ongoing rela-

ticmShips betweentheweld of education and the world of work in as

many fields as possible. Links between schools and industry/ommuniry

need to go further than contacts whiCh are incidental co specific pro-

jects or single events. Schools and training ir.sritutions should oe

urged by their authorities to explore the full :ange of possibilities
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for oo-operation with external partners in their local area. In doing

so, they should seek the co-operation of both employers and trade un-

ions. Experience in the pilot projects shows that links with the trade

unions are rare, and difficult to maintain. The appropriate authori-

ties should therefore stimulate initiatives which bring together

schools and the social partners at the local or regional level, and

should appeal to both sides of industry to offer their active support.

These aspects should be given particular attention in the dissemina-

Um and wider implementation of outcomes from the Transition Program-

me. They are important factors for success in creating the climate and

capacity, in schools and training institutes, to co-operate with part-

ners in the local or regional environment.

2. Innovation

All education systems in the Connunity face strong pressures to adapt

to, prepare for, or even help to stimulate and direct economic and

technological change. But generally their response is slaw, and fre-

quently lags behind developments. Too often inertial forces prevail

over innovative practice, both at administrative level and within

individual education institutions.

Further development work in the transition field should therefore be

coupled with a deliberate policy to strengthen the capacity of the

systems, and of the individual institutions in it, to manage change,

and explore and disseminate transferable experience.

One important strategy to achieve this should be the wider use of pi-

lot projects. Their role is not limited to the development and testing

of new approaches. They also have a significant demoonstration func-

tion, providing illustrative:models and encouragement to stimulate the

mainstream development of education systems. Experience from the

Transition Programme :

indicates that this potential is in many cases under-exploited;
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underlines the value of feedback between pilot projects,

authorities and policy-makers;

demonstrates the need for a clear dissemination strategy to be

built into the design of each pilot project from its beginning.

Five ways to follow-up pilot projects Box 25

1) Generating a snowball effect, i.e. starting with a limited
number of project schools and gradually associating others, as
and when innovative action in the "lead"-institutions starts to
dhow success - examples D 5, D 6, D 8; F 9, F 11; NL 2.1, NL 25;
UK 27, UK 30.

2) Pooling experience: different projects (or separate "units" of
a large project), working on a common theme or problem, are regu-
larlybrought together to conparemethods and outcomes of their
work, as a means to strengthen mutual support and the exploitation
of experience, and the joint production of materials for wider
dissemination (e.g. F 11).

3) launching pilot projects as part of a wider (national) plan or
programme. Examples : the Flemish project (B 2) formed part of the
government's programme to develop new forms of part-time education/
training; the Venissimpcproject (F 10) was involved in the ration-
al curriculum development programme for the general secondary
schools, as well as part of a large-scale prograime to introduce
new experimental classes for low- attaining pupils; the LINK pro-
ject (GI 15) was part of a wider programme in Greece to introduce
a new type of upper secondary school; the Dutch School Employment
Liaison Centres ("COAs", NL 24 and and the "low-attainers"
projects in Manchester (UK 27) and Northampton (UK 30) were part
of wider national initiatives. Pilot projects in such situations
have, or should have, a ready-made target audience for the dissem-
ination of their innovative outcomes.

4) Using input from pilot projects for teacher training and staff
development. In-service trainimprograrmes provide the ideal vehi-
cle to transport new concepts and experience. Many pilot projects
used, or created, opportunities to present their approaches and
outcomes to a larger number of teachers in their local area or
region, not only at the end but also during the course of their
pilot period.

5) Disseminating the products of pilot projects, and not only
reports, throth print and audio-visual media. A number of "pack-
ages" (e.g. teadlimnaterials, whole course programres, handbooks
and guidelines) were produced in the Transition Programme for use
by teachers, couLlellors and other staff within and outside the
projects (e.g. F 12).

.121.tie...=ait
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Combinations of these approaches to dissemination should form an inte-

gral part in the design of future pilot projects (whether Member State

or Community initiatives), to exploit more fully their potential as

stimulators of change. Countries or regions, which do not have a tra-

dition, or expertise, of pilot project work should be given assist-

ance, by the Community, for this purpose.

3. European co-operation

The use of pilot projects, as demonstration and illustrative models,

needs to be considered in a similar way at European level. The

Transition Programme clearly showed their value as agents for stimula-

ting cross-national co-operation and development :

initial contacts between projects from different Member States

developed into continuous, bilateral and multi-lateral working rela-

tionships, providing an operational framework for the transfer of

experience between projects front different parts of the Community.*

the series of thematic workshops, organised at Community level for

leaders and staff of the pilot projects, enabled experience to be

pooled inter-nationally;

at Etropean level, the pilot projects' responses to questions of

central significance across the Meter States, were identified and

described in terns which were not context-specific, and therefore

could be related to the readers' own circumstances more easily (in the

series of "Innovations").

See: European Co-operation and Partnership: a report prepared
jointly by 8 pilot projects fram 5Member States, on their common
initiative to organise the transfer of experience between their
countries, 1987.

58



4. School self-review

The use of pilot projects can only affect a limited number of schools

and pupils in each country. Broader strategies still are needed to en-

hance the capacity for continuous development and innovation in all

parts of the school and training system. All schools should be invol-

ved in development work, of some kind. Policies concerned with staff,

school - management and curriculum organisation should be reviewed with

regard to :

offering teachers more time for innovative work and encouraging

school heads to support it;

promoting the concept of school-centred self-review and providing

the methodology and "tools" for it;

facilitating teachers' access to external resources (through sti-

mulating contact with other schools firms, community, and the use of

external resource persons in the school);

promoting the idea of "school projects" which set specific targets

for school - improvement and involve the whole staff (e.g. "reducing me

number of drop-outs by x% this year").

Offering the schools the means to appoint a special co-ordinator for

innovative curriculum action (acting as a liaison agent and resource

person) can also provide a key to introducing a permanent stimulus to

change and innovation at the level of the individual institution.*

Actual needs vary between different areas, and mobilisation and pool-

ing of resources for change depend on local commitment and initiative.

It is essential that strategies to reinforce innovative capacity focus

strongly on the local potential, recognising that responsibilities for

implementation lie at that level, and stressing that central support

should be matched with local/regional resources and development.

See: Curriculum Co-ordinators - Manchester, United Kingdom;
Innovations No.27, 1987.
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7. RECOMMENDATICNS IN 7 ACTION AREAS

Sane specific direction- for further development in Member States'

education systems, can pe drawn from the Programme, extending the

proposals for policies for transition which emerged at the end of

the first Transition Programme, five years ago.

Action area 1 : schools and the world of work

1. Action should be taken at all levels (Commanity, national, local)

to exploit the understanding gained in the Programme on the successful

formation and use of school-industry linking, to create, at local

level, dynamic partnerships, e.g. in the new technologies field, bet-

ween firms and schools.

2. In developing schemes for the effective use of work experience as

part of the curriculum and the guidance process in schools, education

authorities should build on the experience gained in the Poogramme of
using a phased, or sequential, approach designed to reflect and meet

the different objectives in the educational process to which work
experience can contribute.

3. Action shoaldbe taken at national and other levels to engage

industrial and business firms of all kinds and sizes in the develop-

ment of schemes of enterprise education.

4. Trade union organisations should be urged to review their partici-

pation in school-industry linking activities in the light of the posi-

tive experiance in same countries reported in the Prograzarm.

5. Education authorities at regional/local levelshould consider the

need for linking madhanisms/staff, to work at institutional or local

area level, to develop and maintain links and co- operative activities

between schools and the world of industry.

60

.11WIERliml



6. In areas with specific economic problems, e.g. in rural and spar-

sely-populated areas, or those with declining industries, the appro-

priate national or regional authorities should take action to bring

together educational, training and economic development, so as to

forge two -way co-operation aimed at maximising the contribution of

compulsory education and vocational training to local economic needs,

and the support of local economic organisations for the education and

training process.

Action area 2 : guidance

1. The guidance responsibility the school should be clearly as-

signed, either to appropriate tezchers or to guidance specialists, or

both. Schools should review the contribution made to the guidance pro-

cess by all their activities, as part of their ongoing process of in-

ternal development and self-review. Each school should, as a result,

be able to &fine its approach to meeting pupils' guidance needs, in a

way which promotes co-operation with others concerned in the process,

whether formally or informally, such as parents, other guidance agen-

cies, and the young people themselves.

2. Education and other authorities' policies for the provision of

specialist guidance staff should be co-ordinated and ta...3 account of

the benefits to be derived from having specialist guidance staff with

a dual responsibility, partly in the school and partly in the local

community.

3. Appropriate training should be provided to equip all staff for

their guidance role.

4. Schools should be given responsibility, backed by specialist staff

or resources, to follow up all school-leavers by means of a stated

minimum number of contacts over a period of 2 years after they have

left school.
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5. Local, community-based, services with guidance, training and rela-

ted responsibilities for young people should be given an explicit re-

nit to make active contact with each other to develop co- operation and

co-ordinate their contact with young people in their area.

Action area 3 : school failure and early drop -out

1. Schools should be encouraged, and helped, to review their curricu-

lum arrangements for their weakest pupils; and the necessary freedom

should be secured for them to oraanise learning/teaching activities

appropriate to such pupils' needs.

2. Such reviews should pay particular attention to the content and

style of the curriculum, and methods of assessment, so that the full

range of abilities and achievement are given proper recognition.

3. Education authorities should consider the potential contribution

of modular curriculum structure, learning through prr^tical experi-

ence, personal tutoring and intensified guidance help, and the provi-

sion of facilities outside the school which have a remedial education/

training character, in order to sustain, enhance or restoremrtivation

in such pupils and thereby enable them to obtain recognised certifica-

tion.

4. Education authorities should further consider whether certifica-

tion systems need to be adapted or extended so as to ensure that for-

mal recognition is given to the achievements of all pupils on the work

they do at school.

Action area 4 : in-service training for teachers, and school development

1. Schools should be urged by their authorities to identify, on a reg-

ular basis, their needs for staff training and should be encouraged

to suggest or design training programmes accordingly. All teachers
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should be assured in-service training periods, adding up to at least

two weeks per year, which can be used flexibly to met these needs.

2. School- -based in-service training should draw explicitly on the

training potential of innovative action and development work within

it schools, especially on all activities involving contact and

co-operation with the outside world. In particular, more extended

opportunities need to be provided for teachers to gain practical ex-

perience outside the education system.

3. Special provision needs to be made to prepare teachers for speci-

fic new roles they have to fulfil in the guidance process, in develop-

ing and co-ordinating new forms of teaching and learning in the school,

in developing or applying new methods of assessment, and in involving

all parents, actively in support of their own children's education.

4. Education authorities at the local level should arrange for on-

going, task-oriented working contacts between teachers from different

types of schools, in particular between general and vocational educa-

tion, so as to strengthen curriculum continuity and to raise awareness

of local training opportunities on the part of secondary schools.

Action area 5 : gender equality

1. Each school should be requested and encouraged to develop an ope-

rational plan of action to raise awareness amongst teachers, students

and their parent.: of the limitations impo..cd by gender stereotyping;

and to review and change the practice of teaching and learning, and

of the guidance work in schools, in order to widen the range of sub-

ject and vocational choices for girls.

2. Local and regional education authorities should stimulate and

facilitate joint action and exchange of experience between schools

in their area, so as to promote a sense of initiative and mutual

support with regard to tackling issues of gender equality. Education
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authorities should also be urged to co-operate with other sectors of

public administration, and with industry, trade unions and other

bodies in the local/regional area, in order to develop and implement

a concerted approach to opening up broader perspectives in education,

training and employment to young women, and to secure their access to

opportunities which are traditionally taken up by young men.

3. Special efforts are required to monitor the effects of policies

aimed at promoting gender equality. Different types of intervention

and positive action are needed to overcome gender-stereotypes and to

change conventional patterns of behaviour. Their impact should be

regularly reviewed in order to adjust policies where necessary, and

to develop guidelines for the wider use of strategies which have

proved successful. Practical provision should therefore be made, at

national and regional/local levels, for the evaluation of measures

taken to ensure equality of opportunity, for the dissemination of

positive experience, and to identify priority areas in which further

development work and experimentation is needed.

Action area 6 : support }z parents

Education authorities and secondary schools should review their policy

and practice in order to reflect more closely the following objec-

tives:

an active partnership between school and parents, reflected in

practical arrangements for receiving parents on the school premises,

attractive and informative published material (including video) for

parents about the school's programmes, and social as well as profes-

sional occasions for teacher-parent contact;

the active involvement of parents in the guidance process;

schools' use of parents as resource-persons to support learning

activities in the curriculum /guidance process, in the school and the

community;
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0 the development of parents associations, with appropriate finan-

cial/technical support, to play an active role in support of the

school vis-a-vis parents and the local community.

Authorities should provide or secure the provision of training to en-

able headteachers, teachers, and parents to op-operate in these ways.

Action area 7 : co-operation at Community level

1. The use of there-based programmes for policy development should

be extended so as to broaden the framework for the exdhange of experi-

ence at European level in education and training, based an rolling

national, regional and local development programmes: participating

projects should be of differing degrees of "maturity", so that new

projects can learn fran already-established ones, working in their

field.

2. The dissemination and exdhange of ideas Should be planned in such

prcgrammes from their beginning, and Community resources should be

applied not only to support visits, meetings and other direct contacts

between participating areas, but also the analysis and publication of

Short information sheets, in all official community languages, on spe-

cific innovations in a format suitable for their use by local adminis-

trators and professional practitioners.

3. Proper recognition should be given to the many starting-points in

European co- operation which spring fram such a Programme and which

deserve continued Community support for their potential in realising

the European dimension at the grassroots level, e.g. : the formation

of computer links between schools, already in operation between some

pilot project areas of the Transition Programme; networks for recipro-

cal work experience and placement schemes; networks of schools and

training institutions engaged in mini - companies, and enterprise educa-

tion; and networks of schools and local centres engaged in environmen-

tal issues related to vocational training for young people. Exchanges
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in these networks should not only involve teachers and other profes-

sional staff but also students, parents, elected representatives and

others.

4. European multi-national companies, and similar international links

between, e.g. municipal authorities, professional associations, Cham-

bers of Commerce etc., should be more actively explored to spread

innovative practice with regard to school-industry nnks, and to sup-

port the networks described above.

5. EMphasis should be laid on increasing and exchanging, at European

level, expertise in the field of the management and methods of innova-

tion and development work in education, especially in regard to the

role of local/regional authorities in supporting the development pro-

cess.
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Annex

PILOT PRaTECTS

The list below gives addresses for direct contact, a brief description
of the area concerned and the objectives of the pilot projects.

B 1 Saint Ghislain
Transvia, Cite des Petites Preelles 129,
B - 7330 Saint Ghislain. Tel° 32-65-78 61 85

Aor;a: a mixed urban-rural area with declining industry, and a fairly
stable population of migrants.
Objectives: cooperation between various types of schools to develop
active learning methods in vocational edu- cation and to support staff
development.

B 2 Limburg and West Flanderen
Alternerend Leren, Centre P.M.S., Inikersteenweg 56,
B - 3500 Basselt. Tel° 32-11-22 17 38

Alternerend Leren, Kamer voor Handel and Nijverheid, Casinoplein 10,
B - 8500 Kortijk. Tel° 32-56-21 66 01

Area: both areas have high youth unemployment, and Limburg has a large
migrants population.

Objectives: new courses alternating training and work experience for
unemployed young people.

DK 3 Aalborg
Hans Bruun, Udskoling- et EF Projekt, Hasserisvej 174,
DK - 9000 Aalborg. Tel° 45-8-11 22 11 Ext. 4170.

Area: a shipyard and commercial town in North Jutland.
Objectives: to improve the use of work experience, careers education
and guidance.

DK 4 HVidovre
Peer Lindholm, Skole- og Fritidsforvaltningen, Hvidovrevej 59a,
DK - 2650 Hvidovre. Ter 45-1-78 12 11 Ext. 1207 and 1208.

Area: a suburb of Copenhagen.

Objectives: 14-16 curriculum development, and developing co-operation
between guidance counsellors and other agencies providing services for
young school leavers.
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D 5 MannheimiWeinheim

Helga Redndel, D3-Ittdellversuch, Beratungsstelle, H 2 2,
D - 6800 Mannheim 1. Tel° 49-621-1 47 30

Area: industrial tydn of Mannheim, and semi-rural area of Weinheim
Objectives: co-ordination of all existing support facilities in the
region to inprove young migrants' access to vocational education and
training.

D 6 Berlin
thristel Hartmann-Fritsch, Jugend- and KUlturzentrum,
Schlesische Str. 27,D - 1000 Berlin 36. Tel° 49-30-612 40 95

Area: Kreuzberg district of Berlin, an inner city area with a high
percentage of migrants.
Objectives: to develop alternative curriculum activities through
theatre, literature, music, painting, and photography.

D 7 KaBSSI

Volkmar Hopf, Regionales Verburxlsystem Kassel, Hauffstrasse 5,
D - 3501 Fuldatal 1. Tel° 49-561-81 81 58

Area: the city and region of Kassel.
Objectives: to promote inter-agency co-ordination in the region, bet-
ween the employment offices, firms, general and vocational schools.

D 8 Duisburg
Achim Scharf, EG45orIP1 lversudh, Stadt Duisburg,
Amt 51-02, Niederstr. 7, D - 4100 Duisburg 1. Tel° 49-203 283 44 35

Area: the industrial cities of Duisburg, Oberhausen and Moers in the
Ruhr.

Objectives: to develop guidance and vocational preparation for irm-
attaining pupils before and after the end of compulsory education.

F 9 6 academies

Patrick Chauvet, DLC4, Ministere de l'Education Nationale,
107 rue de Grenelle, F - 75007 Paris. Tel° 33-1-45 50 11 16

Area: 20 vocational schools spread over 6 regions: Lille, Nancy,
Toulouse, Orldans-qturs, Versailles and Poitiers.
Objectives: improvement of work experience schemes and assessment of
the value of work experience for personal and social development.

F 10 Vemissieux
Florent Cibue, Cellule Vie Scolaire, Rectorat de l'Academie de Lyon,
92 rue de Marse..J.e, F - 69354 Lyon 7. Tel° 33-78-69 81 12, Ext. 3371

Area: a large housing estate in the suburbs of Lyon.
Objectives: improving the curriculum, guidance and social integration
of low-achievers.
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F 11 60 C.I.O

Bernard Giraud, DLC6, Ministers de l'Education nationale,
107 rue de Grenelle, F - 75007 Paris. Tel° 33-1-45 50 03 45

Area: 60 information and guidance centres distributed throughout 15
regions.

Objectives: reappraisal of the guidance process, and its links with
the curriculum of lower secondary schools.

F 12 CaeniCrdteil
Maggy Pillods, CREDIF, 11 ay. Pozzo di Borgo, F - 92211 Saint- Cloud.
Tel° 33-1-46 02 63 01

Area: disadvantaged suburbs of Paris and Caen.
Objectives: the social and vocational integration of young migrants,
emphasising the value of their bi-lingualism.

GR 13 SEP
Demetra Scavdi, KEE - SEP, 6 Manzarou Street, GR - Athens.
Tel° 30-1-360 07 86

Area: initially in Athens and north-western Greece; expanding in 19
areas of the country.

Objectives: development and testing of a new training programme for
teachers of careers education and guidance, and the development of
regional centres to support their work.

GR 14 AGRO
Ioannis Eazazis, Ministry of Education, 15 Nitropoleos Street,
GR - 10185 Athens. Tel° 30-1-323 57 22

Area: Patras, Beraklio, Larissa, Eavala, Kozani and the Thessaloniki
area - rural areas with village co-operatives.
Objectives: to train young people in managment for jobs in agricultu-
ral co- operatives.

GR 15 SEP

Alexandros Falofolias, 15 Mitropoleos Street, GR - 10185 Athens.
Tel° 30-1-323 23 19

Area: Rethymno (Crete), Veria (Macedonia) and Nee Philadelphia (a
sublido in North Athens).

Objectives: the experimental application of the new comprehensive
upper-secondary schools with emphasis on participation in and by the
local community.

IRL 16 Dublin

Tbny Crooks, CDVEC Curriculum Development Unit, 28 Westland Row,
Trinity College, IRL - DUblin 2. Tel° 353-1-60 24 33

Area: an inner-city area.

Objectives: the social and vocational preparation of young people with
poor prospects of employment, including special courses for young women.
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IRL 17 Galway

Marian O'Riordan, Curriculum Cevelopownt Centre, V.E.C., Island House,
Cathedral Square, IRL - Galway. Tel° 353-91-622 66

Area: Galway Town, and South County Mayo.
Objectives: "integrated education" emphasising the utilisation of the
out-of-school environment, developmnt of work experience and educa-
tion for enterprise.

IRL 18 Shannon

Jim Gleeson, Curricultna Development Centre, St. Patrick's Cbmprehen-
sive School, IRL - Shannon, Co. Clare. Tel° 353-61-3618 78

Area: basically agricultural with developing industrialisation.
Objectives: the development of new two-year post-campulsory programmes
and activities aimed at the diversification of girls' vocational
choices.

I 19a Reggio Calabria

Francesco Latella, Via Petrillina Diramazione I 21,
I - 89100 Reggio Calabria. Tel° 39-965-33 16 50

Area: coastal area, mainly agricultural.
Objectives: to encourage pupils to acquire business knowledge, parti-
cularly about co-operatives and small companies, and a basic under-
standing of the tourist industry.

I 19b Sassari
Giancarlo Arru, c/o Provveditorato agli Studi di Sassari,
Corso G. Angioi 1, I - 07100 Sassari. Tel° 39-79-23 48 70

Area: the towns of Sassari (agricultural), Porto Torres (industry in
decline), and'Alghero (tourist industry).
Objectives: to provide in-service teacher training and curriculum
development aimed at making pupils aware of job opportunities in the
tourist industry.

I 20a Val d'Elsa

Giuseppe Italian, Provveditorato agli Studi di Firenze, c/o Liceo
Scientifico, "Il Pontormo", Via XX Settembre 31, I - 50053 Empoli (FT).
Tel° 39-571-726 73

Area: the district of Val d'Elsa, in the province of Florence.
Objectives: to promote a greater understanding of local industry and
the local labour market in schools. Also to introduce micro -cc ter
technology for information purposes.

I 20b Viterbo
Massimo Faggiani, c/o Progretto Pilota CEE, Via del Paradiso ',
I - 01100 Viterbo. Tel° 39-761-23 91 28

Area: the province of Viterbo, agricultural with some tourism and
industrial development.
Objectives: to promote a greater awareness in schools of developments
in the local economy.
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I 21a Treviso
Adrian Maccari, Liceo Scientifico, Via Kennedy 12,
I - 31015 Conegliano (TV). Tel° 39-438-359 44

Area: the zone of Sinistra Piave in the Province of Troviso.
Objectives: to improve young people's knowledge of local resources,
particularly agricultural ones.

I 21b Avellino

Luca Iannuzzi, Provveditorato agli Studi di Avellino, Via de Renzi,
I - 83100 Avellino. Tel° 39-825-250 40

Area: the province of Avellino, 40 communes, 80% in the zone struck by
the 1980 earthquake.

Objectives: to encourage local agriculture by courses and seminars for
teachers and pupils in the lower and upper secondary schools, and to
fottermotivation for the development of co-operatives.

I 22a Modena
Ennio Ferrari, Provveditorato agli Studi di Modena, Via Painuso 100,
I - 41100 Modena. Tel° 39-59-33 53 35

Area: the town of Modena and its surrounding communes.
Objectives: the development of pupils' awareness of their economic and
social environment, with emphasis a.. new technologies.

I 22b Biella
Novarino Panaro, Ufficio Scolastico Regionale del Piemonte,
Corso Matteotti 32a, I - 10121 Torino. Tel° 39-11-53 17 84

Area: the area of Biella in
industry.

Objectives: the improvement
opportunities in advanced

the province of Vercelli, with textile

of guidance and orientation towards job
echnologies.

L 23 IuxeMbourq
Fernand Sauer, 75 rue de Bettembourg L - 5811 Fentange.
Tel° 352-36 94 41

Area: 4 regional locations, including urban and rural areas.
Objectives: the vocational and social integration of young people
withonA:vccational qualifications.

NL 24 Zeeland
Hinke de Graaf, CCIA Zeeland, Postbus 2034, NL - 4460 MA Goes.
Tel° 31-1100-305 48

Area: the province of Zeeland.

Objectives: the development of a-co-ordination centre (COA), to in-
crease and improve work experience provision for pupils and teachers
in secondary education.
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NI, 25 Riindelta

Paul Schings, CO A Rijndelta, Coolsingel 47-49, NL - 3012 AA Rotterdam.
Tel° 31-10-433 17 44

Area: the Rijnmond region, including Rotterdam and 15 smaller cities.
Objectives: to improve the co-ordination of work experience placements
and to develop vocational guidance in the curriculum.

UK 26 Northern Ireland
TRAWI,Pralject, NICED Information Office, StranmLi.lis College,
Stranmillis Road, GB - Belfast BT9 5DY. Tel° 44-232-68 24 14

Area: secondary schools throughout Northern Ireland.
Objectives: school-based curriculum review and development, case-
studies and develcstent of guidance.

UK 27 Manchester
Kathy August, ACS Project Office, Manchester Polytechnic, Brook House,
Hathersage Road, GB - Manchester M13 05A. Tel° 44-61-224 96 00

Area: 7 schools in the inner-city and suburbs.
Objectives: to develop an alternative curriculum for 14-16 pupils, in-
cluding active learning methods, work experience placements and action
aimed at eradicating gender stereotypes.

UK 28 Glasgow

Evelyn Lennie, Glenwood Secondary School, 147 Castlemilk Drive,
GB - Glasgow G45 9UG, Scotland. Tel° 44-41-634 9367

ti-ma: post -war housing estate south-east of Glasgow (Castlemilk)
.

Objectives: curriculum development, improved guidance, and community-
based activities for all 14-16 pupils, especially under- achievers.

UK 29 Powys

Anthony Bell, PREP, Radnor College of Further Education,
Llandrindod. Wells, GB - Powys 7D1 5ES. Tel° 44-597-4407

Area: a rural county in mid-Wales.

Objectives: to develop curricula with a special emphasis on business
and craft job opportunities in a rural area.

UK 30 Northamptonshire
Lynn Lewis, Project Office, Cliftonville Middle School,
Cliftonville Road, GB - Northampton NN1 5BW. Tel°44-604-28853

Area: a mixture of schools in an industrial/rural county.
Objectives: development of new curricula for 14-16 pupils with emphasis
on community-based activities, school- parent co-operation, and work
experience.
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