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1. Background

1.1. The future objectives for education and training systems in Europe

The new strategic goal for the European Union was set out at the Lisbon European Council on 23 and 24 March 2000. Europe was ‘to become the most competitive and dynamic knowledge-based economy in the world, capable of sustained economic growth with more and better jobs and greater social cohesion’. 

The specific objective of the Lisbon European Council was to determine the future objectives of education systems for the next ten years. The Lisbon European Council also identified five areas of ‘new basic skills’ for the knowledge-based economy:

· ICT

· technological culture

· foreign languages

· entrepreneurship; and

· social skills.

On the basis of a proposal from the Commission and contributions from the Member States, the Council (Education) adopted the Report on the concrete future objectives of education and training systems
 on 12 February 2001. This document outlined a clear and comprehensive approach to education and training, and was intended to inform national policy development throughout the European Union. The approach is based on the following three objectives:

· Objective 1: improving the quality and effectiveness of education and training systems in the EU;

· Objective 2: facilitating access to lifelong education and training;

· Objective 3: opening up education and training systems to the wider world.

In March 2001, the Stockholm European Council approved the Report on the concrete future objectives of education and training systems. As a direct result of the Stockholm meeting, a detailed work programme was prepared and adopted on 14 February 2002. The work programme was the subject of a joint Commission and Council report presented to the Barcelona European Council on 15-16 March 2002.

1.2. The Open Method of Co-ordination in the field of education and training

The Detailed Work programme on follow-up of the objectives of education and training systems
 in Europe will be implemented through the Open Method of co-ordination (OMC), as introduced in the conclusions of the Lisbon European Council in March 2000. This method is to be applied as an instrument for the development of a coherent and comprehensive strategy in education and training within the framework  of Articles 149 and 150 of the Treaty. It seeks to spread good practice and to ensure greater convergence towards Community goals. The Lisbon Council Conclusions indicated that it would be used “in a fully decentralised approach using variable forms of partnerships and designed to help Member States to develop their own policies progressively” The means of implementation of the OMC involves tools such as indicators and benchmarks, exchange of experiences, peer reviews and dissemination of good practice. 

The four instruments of the OMC are the following: 

1) Benchmarks, i.e. concrete targets, of a qualitative or quantitative nature, for a certain year or period, in either absolute or relative (e.g. a target rate of change/growth) figures.

2) Indicators, i.e. agreeing on certain data series which can be monitored over time as an indication of development/progress in the policy areas concerned. 

3) Exchange of good practice between Member States on policy measures that have worked well and from which lessons can be drawn for future policy development.

4) Peer review, which involves Member States submitting certain policy measures to a critical review by other Member States, as and when it is considered appropriate to acquire comments and opinions on the policy measure in question. 

1.3. Developments in the lifelong learning

In June 2000, the Feira European Council asked the Member States, the Council and the Commission to ‘identify coherent strategies and practical measures with a view to fostering lifelong learning for all.’ This mandate confirmed Lifelong Learning as a key element of the strategy devised at the Lisbon European Council in March 2000. 

In November 2000, the Commission’s Memorandum on Lifelong Learning
 initiated a consultation to which over 12,000 European citizens contributed. The feedback underlined the need for a radical new approach to education and training in a climate of sustained economic and social change. Basic competences to all, and particularly for the less privileged groups of citizens is one of the main areas by the Communication on Lifelong Learning
, which followed the Memorandum. 

The rationale for the establishment of a European area of lifelong learning – namely to enable the Member States, the candidate and EFTA/EEA countries to be more ‘prosperous, inclusive, tolerant and democratic’ – overlaps with the strategic goal set out at the Lisbon European Council. The fact that in 2000, only 60.3 per cent of 25 to 64-year olds (c 150 million people) in the EU had attained at least upper-secondary level education
 is a vivid illustration of the distance yet to be travelled in tackling inequalities. Further data from the Labour Force Survey (2000) indicated that only 8 per cent of 25 to 64-year olds in the EU were participating in education and training. Of perhaps even greater concern is the fact that workers with low educational attainments (i.e. less than upper secondary education) account for a disproportionately high rate of unemployment and are least likely to participate in adult education and training:

In 2000, 12.1% of those with low educational levels were registered as job-seekers compared to an overall average of 8.4%. During the same period, only 6.1% of the low-skilled received training compared to 8% of workers overall.

These data are a measure of what still needs to be achieved if access to lifelong education and training for all is to become a reality. Some of the examples presented in this report illustrate ways in which progress can be made, and contain important messages for policy-makers.

The integration of important elements of existing European-level processes, strategies and plans in the area of youth, employment, social inclusion and research is a key element in the realisation of the strategic objectives of the Lisbon and Feira European Councils.
 The open method of co-ordination (see Section 1.2.) is one way of ensuring coherent and economic use of existing instruments and resources. 
The model that unites the agendas contained within the Communication on Lifelong Learning and the Report on the concrete future objectives of education and training systems is one of a partnership between diverse actors: the Commission and the other European Institutions, the Member States and the candidate countries, the social partners, NGOs, and international organizations such as the Council of Europe, OECD, UNESCO. This is the framework that supports the exchange of examples of good practice and thus the identification of shared problems, ideas and priorities. 

International organizations also play a key role in the re-conceptualization of the notions of (new) ‘basic skills’ or ‘key competences’. The OECD’s Definitions and Selection of Competences: Theoretical and Conceptual Foundations (DeSeCo) Program is a salient example of developments in this area. DeSeCo is part of the OECD’s effort to develop ‘a conceptual framework for the definition and selection of the key competences need for effective participation in contemporary society’ (OECD, 2001, p 4; see also Salganik et al, 1999). 

2. The Working Group on Basic Skills, Foreign Language teaching and Entrepreneurship


In September 2001, a working group was established as part of the detailed work programme that resulted from the Report on the concrete future objectives of education and training systems in Europe. The working group initially comprised representatives from the Member States. However, in January 2003 it was enlarged to include representatives from the candidate countries, the EFTA/EEA countries and stakeholders’ groups (see Annex 1).
 The working group, which has met on eight occasions since its inception in September 2001, addressed the following three objectives: 

1.2 Developing skills for the knowledge society 
3.2 Developing the spirit of enterprise

3.3 Improving foreign language learning.

An expert group on Education and Training for Entrepreneurship, led by the Enterprise Directorate-General of the Commission, has issued a report on best practice on the development of entrepreneurial attitudes in young people, starting from school
. The report defines the personal qualities that are relevant to entrepreneurship, such as the ability to take initiative and to demonstrate creativity. It deals with education for entrepreneurship at primary, secondary level, and also at tertiary level, where there is greater emphasis on the particular skills and attributes necessary for creating and managing  a business.

A sub-group on languages has been established to contribute to the objective 3.3. Improving foreign language learning, focusing on the development of a linguistic competence indicator and on the action plan as a follow-up of the European Year of Languages. A Standing Group on Indicators has been established to monitor the use of indicators and benchmarks in the objectives process.


The key issues stated in the detailed work programme in relation to the first objective are the following:

(1) Identifying new basic skills, and how these skills, together with the traditional basic skills, can be better integrated into the curricula, learned and maintained through life;

(2) Making attainment of basic skills genuinely available to everyone, including those less advantaged, those with special needs, school drop-outs and  adult learners;

(3) Promoting official validation of basic skills, in order to facilitate  continuing participation in education and training, and to promote employability.

The activities of the Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship comprised three distinct but inter-related phases:

Phase 1: definition of concepts related to ‘basic skills’ or ‘key competences’ (the group’s preferred term); mapping of related work in the field; and identification of themes for the exchange of good practice.
Phase 2: identification of examples of good practice in the selected priority areas that aimed to promote the development of new basic skills; gathering and disseminating information on the perceived strengths and weaknesses of the initiatives presented.
Phase 3: presentation of relevant policy conclusions and recommendations for future action in the area of new basic skills across Europe; contributing to the work of the Standing Group on Indicators (See Section 6).

At the end of Phase 1, the working group presented an interim report to the Commission.
 This report introduces 8 domains of key competences with definitions and a list of knowledge, skills and attitudes that relate to each area of competence. The revised interim report (February 2003) reflects the contribution of the new members of the group. 

3. From ‘basic skills’ to  ‘key competences’

3.1. Definitions

Rapid changes in economic, social and political life, including those related to the advent of new technologies, pose major challenges to both individuals and governments. It is increasingly recognised at national and international level that the achievement of the three basic objectives that are at the centre of the Lisbon process – economic prosperity, social inclusion and personal fulfilment – is dependent upon the development of high levels of knowledge, skills and competences at individual, local and national level. These developments are paralleled by a broad shift away from an emphasis on knowledge acquisition towards the development of skills and attitudes. In other words, it is not just what individuals know that is important, but also that they know how and when to make use of this knowledge; and, perhaps even more importantly, that they acquire or further develop the disposition to learn.

The working group preferred the terms ‘competence’ and ‘key competence’ to ‘basic skills’ which was considered to restrictive as it was generally taken to refer to basic literacy and numeracy, and to what are known variously as ‘survival’ or life skills.’ ‘Competence’ was considered to refer to a combination of skills, knowledge, aptitudes and attitudes, and to include disposition to learn as well as know-how. 

The movement away from the term ‘basic skills’ towards ‘competences’ is paralleled in other related studies, for example, the ASEM (the Asia-Europe Meeting) initiative on Lifelong learning
. Here ‘competence’ is used as a generic term that encompasses skills and qualifications.  The term ‘competence’ refers to achieving a high degree of integration between the potential and capabilities of the individual with broader social objectives. 

DeSeCo
, as a part of the OECD’s INES programme, defines competence from demand-oriented, functional perspective, and provides an overarching conceptual framework that unites the personal and social dimensions. The knowledge, skills and attitudes that will make an individual more employable represent human capital at a societal level. Similarly, what is active citizenship at the level of the individual becomes social capital at the societal level; and collective personal fulfilment amounts to cultural capital. DeSeCo distinguishes between three broad types of competence: communicative — the ability to speak, listen, write, negotiate and mediate; analytical — the ability to operate within systems of formal logic, to create models, and to display a sociological imagination; and personal, for example to display ‘emotional balance’. All these are necessary pre-requisites for the achievement of the Lisbon goals that are based on economic growth and stability, creating employment and strengthening social cohesion. In this context, the acquisition of key competences by all is required for the attainment of three basic objectives that are attainable at the level of the individual and at the level of society:

1) personal fulfilment and development throughout life (cultural capital):key competences must enable people to pursue individual objectives in life driven by personal interests, aspirations and the desire to continue learning throughout life 

2) active citizenship and inclusion (social capital): these key competences should allow everybody to participate as an active citizen in society;

3) employability (human capital): the capacity of each and every person to obtain a decent job in the labour market.

As conclusion of these deliberations, the following definition was adopted by the working group:
Key competences represent a transferable, multifunctional package of knowledge, skills and attitudes that all individuals need for personal fulfilment and development, inclusion and employment. These should have been developed by the end of compulsory school or training, and should act as a foundation for further learning as part of Lifelong Learning.
The definition stresses that key competences should be transferable and therefore applicable in many situations and contexts; multifunctional, in that they can be used to achieve several objectives; to solve different kinds of problems; and to accomplish different kinds of tasks. Key competences are a prerequisite for adequate personal performance in life, work and subsequent learning. 

3.2. The domains of key competences 

Table 1 below presents a schematic overview of the eight domains of key competences agreed by the working group. (See Annex 2 for further details.) These apply across the full range of education and training contexts:

· general compulsory education, which is increasingly characterised by a change in emphasis — a shift away from ‘codified or explicit knowledge’ towards ‘tacit knowledge embedded in a learner’s personal and social competences.’ (Eurydice, 2002, p 13)

· adult education and training — from ‘compensatory’
 education (including the ‘foundation skills’ of literacy and numeracy) — to further and higher education and continuing professional development; 

· specific educational provision for groups at risk of social exclusion — for example, migrants; ethnic minorities; young people and adults with low levels of initial educational attainment; those living in remote and rural areas, etc. 

The examples of good practice described and analysed in this report provide illustrations of initiatives in all three of these contexts. 

Table 1. Overview of key competences defined by the Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship

	Competence
	Definition

	Communication in the mother tongue
	Communication is the ability to express and interpret thoughts, feelings and facts in both oral and written form (listening, speaking, reading and writing), and to interact linguistically in an appropriate way in the full range of societal contexts — work, home and leisure.



	Communication in a foreign language
	Communication skills in foreign languages were considered to have the same four skill dimensions (listening, speaking, reading and writing) as communication skills in the mother tongue. However, the level of mastery is not necessarily the same for all four dimensions, and there can be differences between languages (see Appendix 2).



	Mathematical literacy and basic competences in science and technology
	Mathematical literacy is the ability to use addition, subtraction, multiplication, division and ratios in mental and written computation to solve a range of problems in everyday situations. The emphasis is on process rather than output, on activity rather than knowledge. Science refers to the body of knowledge and methodology employed to explain the natural world. Technology is viewed as the application of that knowledge in order to modify the natural environment in response to perceive human wants or needs.



	ICT skills
	ICT skills comprise the use of multi-media technology to retrieve, store, create, present, sort and exchange information. 



	Learning-to-learn
	‘Learning-to-learn’ is defined as a foundation skill in Making a European Area of Lifelong Learning a Reality.  The working group agreed upon the following definition: ‘the disposition and ability to organise and regulate one’s own learning, to manage one’s time effectively; to solve problems; to acquire, process, evaluate and assimilate new knowledge; and to apply new knowledge and skills in a variety of contexts — at home and at work, in education and training.’



	Interpersonal and civic competences
	Interpersonal competences comprise all forms of behaviour that must be mastered in order that an individual is able to participate in an efficient and constructive way in social life, and to resolve conflict where necessary. Interpersonal skills are necessary for effective interaction on a one-to-one basis or in groups, and are deployed in both the public and private domains.

	Entrepreneurship
	Entrepreneurship has a passive and an active component: it comprises both the propensity to induce changes oneself and the ability to welcome, support and adapt to innovation brought about by external factors. Entrepreneurship involves taking responsibility for one’s actions, positive or negative, developing a strategic vision, setting objectives and meeting them, and being motivated to succeed.

	Cultural awareness
	The term ‘cultural awareness’ comprises an appreciation of popular culture and general social mores, as well as the ability to appreciate literature, art, music and other forms of creative expression. 


3.3 Some observations on definitions

The working group recognises the limitations of some of the definitions provided in Table 1. For example, the term ‘mother tongue’ is not unambiguous, given the frequency of early bilingualism in multilingual families. Nevertheless, as François Grin observes, ‘it remains relevant for a majority of residents in most European countries.’
 In sum, then, the term ‘mother tongue’ is used in the present context to describe the language that a person acquires in his or her early years, and which generally becomes his natural instrument of thought and communication. 

The working group also emphasises that these eight domains are not mutually exclusive. The key competence of entrepreneurship (broadly defined) overlaps to a considerable extent with interpersonal and civic competences and learning-to-learn. By the same token, there is a strong interpersonal dimension to communication in the mother tongue and communication in a foreign language. Learning-to-learn encompasses both the disposition to take risks and to meet new challenges, as well as the range of social and interpersonal skills required to manage these. Indeed, learning-to-learn appears to be a prerequisite for human beings ‘to be able to survive, to develop their full capacities, to live and work in dignity, to participate fully in development, to improve the quality of their lives, to make informed decisions, and to continue learning’ (World Conference on Education, 1990).

4.  Key Competences in relation to Employment and  Social Inclusion

As a result of the close relation between education and training and employability,  the acquisition of key competences has been one of the priority areas in Community employment policy. The implementation of coherent and comprehensive lifelong learning strategies is critical in delivering full employment, quality and productivity of work,  social cohesion and inclusion.
 
Education and training have increasingly been used as preventive and active labour market tools to promote employability, adaptability and competitiveness. The Communication Taking Stock of Five Years of European Employment Strategy
 indicates that there is a positive long-term trend in participation in education and training ant attainment levels. However, the low level of participation of older workers, SME employees and those with flexible contracts illustrates that maintaining and acquiring skills is far from being a reality for all.

The report entitled The Assessment of the Implementation of the 2002 Employment Guidelines
 reveals that in Member States, attention is generally given to functional literacy, ICT competence, learning to learn skills and  the ability to read, write and count. Many countries have developed second chance
 education or training opportunities to address the problem of early school leavers, but also to give adults with no or low qualifications the opportunity to catch up. Increasing attention has been paid to promoting a better match between education and training supply and labour market demand by creating mechanisms better to anticipate skill needs in order to ensure more targeted training provision.

Since there is a clear link between the level of education and employability, combating school dropouts and reducing the number of young people without upper secondary qualifications continues to be a priority. In 2001 17,6% of people aged 18-24 in the EU had left the education system prematurely, with lower secondary education or less. 

Improvement of key competences among vulnerable groups such as minorities and migrant workers has been one of the priorities bringing together sectors of employment, education and training. The importance of co-operation between ministries in designing projects to meet both the employability and personal development agenda has also been identified as a key factor for success by the ad hoc Adult Basic Skills Group
. This group focused specifically on the skills that were considered the essential foundation for “learning to learn” for the most disadvantaged. 
The correlation between poor basic skills such as literacy and social exclusion has been highlighted by The European Basic Skills Network (EBSN) 
, which has been funded by the European Commission DG for Employment and Social Affairs. On average adults with poor skills earn lower wages and experience unemployment more frequently than those with higher levels of initial skills. Literacy has an important role in supporting democracy and promoting active citizenship – those with poor basic skills are less likely to participate in a community activity, and also less likely to vote.

However, adults with low skills are not a homogeneous group. On the contrary, it is vital to work with these adults where they are, starting from their individual needs. Literacy and other basic skills education is more effective when it is integrated into other necessary services.

5. Entrepreneurship

Objective 3.2. in the detailed work programme calls for education and training to provide an understanding of the value of enterprise as well as models of successful entrepreneurship. A sense of initiative, the ability to take risks and creativity should be promoted throughout the education and training system in order to develop a spirit of enterprise. 

The expert group on Education and Training for Entrepreneurship, led by the Enterprise Directorate-General of the European Commission, was established in June 2001. In November 2002, the group issued a report on best practice in the development of entrepreneurial attitudes in young people
. With reference to the activities of the Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship, the main conclusions were as follows:

· In almost all countries — although to varying degrees — there is a policy commitment at governmental/ministerial level to promoting the teaching of entrepreneurship.

· The development of indicators and the collection of quantitative data in this field are still very limited.

· The evaluation of measures undertaken is mostly done on a limited basis or occasionally.

· Initiatives aimed at promoting the development of an entrepreneurial spirit in pupils are still rare at the level of the primary school, although a number of examples of good practice can be found in this area.

· The current provision of specific training for teachers on entrepreneurship is insufficient. This is a major obstacle to introducing the concept of entrepreneurship into education and training programmes.

The DG Enterprise expert group has agreed on a common definition of entrepreneurship education. It includes the following two elements:
· a broader concept of education for entrepreneurial attitudes and skills, which involves developing certain personal qualities and is not directly focused at the creation of new businesses;  and,

· A more specific concept of training on how to create a business.

Building on the work done by DG Enterprise, the working group on basic skills sees, that the development of entrepreneurial spirit is related to learning to learn competence, interpersonal and civic competence in addition to the specific competence of entrepreneurship itself. The development of these competences forms a basis for more specific entrepreneurial skills. In most countries the national curricula at the primary level have adopted this broad conception of entrepreneurship. At secondary level, more specific objectives are introduced, pupils are encouraged to run mini-enterprises and have partnerships with local companies. Learning to manage one’s own learning, strong interpersonal and social skills together with a growing awareness of entrepreneurship as a possible career are the main elements at this stage. At the tertiary level, education provision tends to take the form of targeted courses on how to create and run business and understand risk assessment. In adult education and training, activities are needed to focus on the development of the entrepreneurial spirit, especially targeting less advantaged groups 
The teaching of entrepreneurship in the compulsory sector is based on cross-curricular and extracurricular approaches. In respect of teacher and other staff training, the main focus is on empowering schools to run activities and to create partnerships with local companies.

The working group on basic skills has not selected entrepreneurship as part of the themes for the exchange of good practice. However, it should form part of the second round, which will start in 2004.

6. Indicators

The Working Group on Indicators and Benchmarks (SGIB) has examined the indicative list of indicators in the “Detailed Work Programme on the follow up of the objectives of Education and Training Systems in Europe” and consulted all other working groups.

As response to this consultation, the working group emphasised that the Lisbon goals towards better employment and competitiveness need to be monitored. Carefully selected indicators and benchmarks, which show the progress in acquisition of key competences by all, may serve this purpose. There is a concern, however, that indicators may start to dominate too much what is taught and narrow the conception of key competences; indicators should always be seen in the context of other evaluation tools.

Of the eight domains of key competences, learning to learn was
considered the most important area to be measured by indicators and for this purpose, a new indicator is needed. The group also supported the development of language competence indicator as well as indicators for cultural awareness.

The development of new indicators should be consistent with the definitions of 'new' key competences. It should also be investigated how the present indicators could be expanded to meet the needs arising from the present conception of key competences. 

There is a need for research into assessment methodologies for adults with literacy and numeracy difficulties, since PISA is designed for assessing 15 year-olds.

(See annex 5 for detailed comments on indicators). 

7. Exchange of good practice – main findings

7.1. Selection of priorities for the exchange

As stated in the detailed work programme, the main question concerning Objective 1.2. Developing skills for the knowledge-based society is how the “new” key competences can be integrated in the curricula, learned and maintained through life. The second challenge is to make the attainment of key competences genuinely available to everyone, including those less advantaged, those with special needs, school drop-outs and  to adult learners.

Given the wide range of activities and priorities to fall within the scope of key competences, it was decided that the first round of examples should relate to the following priority areas:

· adult literacy and numeracy

· learning-to-learn

· interpersonal and civic competences

· cultural awareness.

Examples of good practice were collected from compulsory and post-compulsory education (primary through to upper secondary) to examples of ‘compensatory’ education. (See Annex 3 for an overview of the examples of good practice received.)

The results from the International Adult Literacy Survey (OECD, 1997; OECD, 2000) presents evidence on the nature and magnitude of the literacy gaps faced by OECD countries. The findings reported in Literacy Skills for the Knowledge Society reveal that low literacy is a much larger problem than previously assumed in every country surveyed: from one quarter to over one-half of the adult population failed to reach the threshold level of performance considered as a suitable minimum level for coping with the demands of modern life and work. These findings were the explicit trigger for Case 1 below.
The three other priority areas were selected in order to learn how these competences are integrated in the curricula at compulsory level in order to ensure better attainment of these competences and to prevent dropout. As we saw above, in 2001 17,6% of people aged 18-24 in the EU had left the education system prematurely, with lower secondary education or less, and, also in 2000, the proportion of 25-64 year olds in the EU who attained at least upper secondary level education was just 60.3%. 

7.2. Breakdown of examples by priority area

Table 2 provides an overview of the examples received, broken down by the priority areas outlined above. 
Table 2: Breakdown of examples by priority area

	Priority area
	Examples from 
	Total

	Adult education (including literacy and numeracy and provision for disadvantaged groups)
	DK, IE, MA, NO (x2), PL, NL, RO, SE, UK
	10

	Learning-to-learn
	AT, BE, CY, CZ, DK, FI, GR, HU, IT, LT, PT (x4), SI (x3), NL (x2), SE
	19

	Interpersonal and civic competences
	AT (x 10), BE, CY, CZ, DK, F (x4), HU, DE (x2) GR, IS, NO (x2), PL, PT (x3), NL, SE
	30

	Cultural awareness
	AT (x2), BE, CY, CZ, F, GR, HU (x2), IT (x2), NO, PT (x2), NL (x2) 
	16


We begin our overview of the findings in an area where there was a large degree of overlap between priority area and target group – adult education (including literacy and numeracy). As we shall see, the focus in the majority of the examples presented was on the development of ‘foundation skills’ – especially literacy – for adults with low levels of initial education. However, there was a general consensus that motivating learners and promoting a lifelong disposition to learn was the key to an effective adult education strategy. In this respect, many of the examples implicitly addressed the priority area of interpersonal and civic competences.

7.3. Adult education

As can be seen from Table 2, most of the adult education examples presented were from northern European countries. The rationale for the development of the vast majority of these was to foster social cohesion by promoting social inclusion. For example, in Sweden, the rationale for the five-year adult education initiative established in 1997 was to halve unemployment by the year 2000. The main target group was adults who had not attained the level of competence expected from those who had completed upper secondary education. Similarly, in Norway, the target group was adults who had completed lower secondary education. In the case of Norway, there was a strong top-down incentive for action, in that the Norwegian Parliament adopted a resolution that adults who need primary and lower secondary education have an individual right to such education. This was considered an extremely effective lever for change.

The aim of the Swedish initiative referred to above was to provide low-skilled adults with low levels of basic education with a range of educational opportunities that facilitate entry into the labour market, or help adults to increase the depth and range of their skills in order to secure their position in the labour market. In the wake of this initiative, money has been devolved to the municipalities in order to enable them to expand educational provision in their localities. The success of the initiative was considered to reside in providing a flexible, locally-based response to individual needs; and providing adult education recruitment grants to socially disadvantaged adults aged between 25 and 50. Co-operation between municipalities, county councils, adult education centres and other education providers, such as employers was considered to be a key element in the success of both the Swedish and Norwegian approaches. 

Like the other Nordic countries, Denmark has a long-standing tradition of lifelong learning for adults. This includes liberal adult education, general qualifying and adult vocational education. The organisation of adult education is decentralised, and is based on networks and on self-managing teams. In respect of vocational training and work-based learning, there is a tradition of involving a range of social partners. Employers and employees play a key role in decision-making. The social partners decide on the aims, content, duration and final status of the programmes, which receive official recognition by the Ministry of Education. 

In England the focus is on the traditional basic skills of literacy and numeracy, including English for Speakers of Other Languages (ESOL). In March 2001, the government launched Skills for Life, a national strategy for improving adult literacy and numeracy skills. The target is to help 1.5 million adults improve their skills by 2007. This will be achieved by working with partners to boost demand for basic skills training; ensure the capacity of the basic skills supply; improve the quality of learning and teaching in literacy, numeracy and language provision; increase learner achievement through a new learning, teaching and assessment infrastructure and reduce barriers to learning. 

Significant progress has been made to date. Between April 2001 and July 2002, 319,000 adults improved their literacy, language or numeracy skills. A highly effective promotional campaign, which generated 240,000 calls to a free telephone helpline, is encouraging more adults to address their skills needs. And literacy and numeracy provision continues to be available free to the learner no matter where or how it is delivered.

Raising standards and ensuring that learners have access to high quality learning opportunities is central to the strategy. A new learning and teaching infrastructure has been developed, including national standards for literacy and numeracy core curricula; the development of national tests for literacy and numeracy; and a programme of teacher training and continuing professional development. To test this new infrastructure, a number of pilot projects (Pathfinders) were commissioned in 2001. Early research on the delivery of the new provision in Pathfinder areas was encouraging (CRG, 2002; TNS, 2002; DfES, 2002). Teachers were implementing the provision with enthusiasm, and learners had favourable perceptions both of the courses and, where these had been taken, of the National Tests. In 2003, further Pathfinders have been established to test the ESOL learning and teaching infrastructure.

Learning Across The Community Headway (LATCH) is an example of implementation of the Skills for Life strategy at local level is. It targets disadvantaged adults with basic skills needs, including the need to learn English in case of minority ethnic communities. As in the examples from Norway, Denmark and Sweden, the outreach activities are carried out in partnership with other actors and the project seeks to promote opportunities for improving basic skills at community events. A learning mentor works actively with the target group and also bi-lingual staff is available when appropriate. Outreach counselling services are offered throughout the local area and students attend for therapeutic counselling on a regular basis. Potential students can book a visit to a college for more information. Each course has a student induction built into the programme and during the courses additional support in small groups is available. Target groups are involved and motivated by negotiations on the content and delivery of the basic skills curriculum. 

The aim of the LATCH is to work with the communities to find alternative learning paths, which are responsive to the needs of the learners. It involves and supports voluntary agencies, networks, neighbourhood committees and individuals by working alongside these to develop community capacity, leadership and skills. Developing working groups the whole range of Lifelong learning activities can be more responsive to local needs and avoid duplication with other providers.

In Poland, the focus is on social inclusion. The priority in the example provided was to address the needs of adults (c. 6.3 per cent of the population in 1995) who have not completed eight years of primary education (now reduced to six years following the reform of the school system in 1999). Adults who have left education after third year of primary school are now entitled to enter the last (sixth) year of primary school, provided that they have passed examination in the basic subjects on curriculum of 1 – 5 year of primary school. Adults over the age of 21 years are also able to take exams on the curriculum of the primary school and to receive a formal certificate.  This entitles them to participate further training.

Case 1: Ireland

Policy Initiatives in Adult Literacy in Ireland: intensive courses for the unemployed and workplace literacy

Introduction

Adult literacy initiatives in Ireland are being pursued in the context of the White Paper on Adult Education (2000) and the Report of the Task Force on Lifelong Learning (2002). The key goal of the White Paper was to set out a comprehensive policy for the future development of adult learning in Ireland. Technology, globalisation and demographic change and the need to promote economic competitiveness and social inclusion are the key drivers of investment in adult learning. In addition, the EU Lifelong Learning agenda requires Member States to make a commitment to increase investment in this area.

Objectives

To address the low base of educational and literacy levels of the Irish adult population (as evidenced by the findings from the OECD Adult Literacy Survey, which revealed that 25% of the Irish population — at least 500,000 adults — scored at the lowest level (Level 1); to improve access to learning opportunities; and to enhance the level of support services available.

Target groups

The initiative was targeted at early school leavers, older adults and the unemployed, as these were the groups found to be at greatest risk.

Providers

The Industrial Training Authority, the Adult Literacy Service (education providers),Vocational Education Committees and the National Adult Literacy Agency working in partnership.

Key activities

The provision of work-experience placements in a community or voluntary setting. These schemes usually run for 20 hours a week over 1-3 years, and are intended for the long-term unemployed. Participants receive a training allowance from the Industrial Training Authority.

Evaluation

Experience has demonstrated that for many participants with literacy difficulties, a work experience setting with minimal training does not address their core educational and basic skills needs. This corroborates the findings from some recent research conducted in the UK (Brooks et al, 2001) which suggested that intensive courses with directive teaching improved the likelihood of making progress in learning basic skills. As a result of the evaluation, sponsors agreed to release participants on a half-time basis for literacy tuition. This combination offered the advantages of intensive levels of tuition and the incentive of a training allowance.

In respect of provision for other disadvantaged groups, the example presented by Romania (‘Second chance project’) suggested combining basic education and pre-vocational training in a one-stop-shop model with a view to re-integrating socially marginalised groups whose education has been interrupted – for example, the Roma community. In this case, the focus was on adapting the curriculum to the needs of those participating in the project, with a view to enabling them to attain the minimum standards necessary to pass the final examination for compulsory education. There was also an emphasis on providing training for school managers, project co-ordinators from each school, teachers and school mediators. The role of the mediator — individuals of Roma extraction — was considered crucial to the success of the project. These individuals ensured the link between the school and the community, and played a vital role in securing the co-operation and support of parents — a critical factor in the ultimate success of the initiative. In Hungary too the focus was on the needs of a marginalised minority ethnic group. The approach adopted in respect of promoting social inclusion amongst the gypsy community was to create coherent educational pathways from secondary to higher education. This was achieved by providing financial support for ‘talented’ gypsies; and by promoting gypsy culture through networks, etc. The second example presented provided details of courses for teachers ( c 80) to enable them better to support the education of gypsy children. The development of teaching aids and classroom observation for full-time students in disadvantaged schools was also envisaged as part of a broad-based approach.  The main purpose of the various courses on offer was to  familiarise teachers with the specific features of gypsy cultures: the value and norm systems, the behavioural patterns, the main features of community relations and the main traditions. One of the examples from Iceland took the form of a course for adult dyslexics, which emphasised a participative approach in which small groups of participants (c 15) were invited to explore and confront the challenges presented by their condition. 

7.4.
Developing compulsory education sector

7.4.1
Curriculum reform

The majority of the examples presented concerned reform of the compulsory school curriculum and took the form of ‘framework curricula’ or other forms of ‘educational improvement projects’ (see, for example the examples presented by, France, Germany and Turkey). 

By their very nature, most of these initiatives were undertaken at a national or regional level and generally involved a centralised, top-down approach. In the relatively few cases where the drivers for curriculum reform were made explicit (as, for example, in those presented by the Czech Republic and Cyprus), it was evident that the reforms had been triggered by comparisons with the performance of other countries. This had been made possible through the use of quantitative indicators such as PISA and TIMMS. This in itself is a vindication of the key role played by indicators in the development of educational reforms throughout. It appears that one outcome of the Lisbon process is that there is an increasing tendency to engage in international comparisons, and under-performance at national level is more readily visible (cf Eurydice, Key Competences Survey, 2002, p 23).

Case 2: The Czech Republic

Introduction

The framework curricula for primary and secondary education currently under development in the Czech Republic are founded on a competence- rather than a knowledge-based approach. They are considered as a common framework for schools, which then create their own school level curricula adapted to local circumstances.

Objectives

To develop key competences for the knowledge society among primary and secondary pupils.

Target groups: primary and secondary school pupils; parents; teachers; the general public; representatives of universities; and employers

 Key activities
Cross-curricular approaches play an evident role. The initiative is being piloted in a small number of schools, where continuous monitoring is taking place. In the Czech case, the key to the successful implementation of the framework curricula is a revitalisation of the teaching profession: the provision of initial teacher training and continuing professional development (CPD) that reflected the salience of a competence-based approach. The ultimate success of the programme of reform was considered to reside in creating effective partnerships between schools, regional administrations and teacher training institutions.
7.4.2
The role of partnership

It is important to note that at the level of implementation partnership plays a key role. For example, in the case of Cyprus as indeed in the Czech example presented above, one of the perceived strengths of the programme for the introduction of national standards was close co-operation at institutional and personal level: between the Ministry of Education and the University of Cyprus on the one hand; and between practitioners and academics on the other. Co-operation over an extended timeframe (in this case five to six years) was considered vital in order to secure the commitment of the teaching profession. 

7.4.3
Cross-curricular approaches: a ‘flexible zone’

The evidence suggests that a cross-curricular approach was considered most appropriate for promoting learning- to- learn and interpersonal and civic competences, as by their very nature these span several subject areas and are themselves closely interlinked. The Flemish framework curriculum defines “cross-curricular final objectives” as a kind of ‘safety net’ for core objectives that are hardly covered in discrete subject areas. Cross-curricular final objectives refer to competences that do not belong to the content of one or more subjects, but that can be taught, practised and applied in it, such as learning to learn and social skills. Secondly, certain cross-curricular final objectives must also be regarded as a complement to the final objectives of the subject, rendering them more coherent and interconnected. As was evident in the example from the Czech Republic cross-curricular objectives require co-operation with external partners, such as pupil guidance centres. They often involve goals for which the whole school is responsible and for which the school has an exemplary role towards the pupils.

In Greece, the cross-curricular approach has been defined as a process, within which students and teachers co-operate, experiment and learn while creating their own activities and producing educational material. The concept of the ‘brede school’ (broad-based school) presented by The Netherlands and the examples presented by Germany, Iceland and Slovenia support this approach. In the latter case, the very title of the example submitted — ‘The Link among school subjects builds up knowledge’ — makes such cross-curricular links evident. Furthermore, the Slovenian case suggests that a cross-curricular approach creates a synergy that makes both teaching and learning more efficient and effective; and encourages the ‘use of up-to-date active methods of teaching’. The example from Greece confirms this: a cross-curricular approach is considered to make ‘school life more flexible, creative and happier’. In the Icelandic example, the emphasis was on cross-curricular life-skills, with a view to developing initiative and independent and creative thinking in young people; and to supporting the development of a broad range of social skills. The evidence suggests that the teaching profession plays a key role in the successful implementation of curriculum innovation. If teachers are actively engaged with the development process and have been involved in shaping a collective vision, then the initiative is more likely to succeed. The full support and involvement of senior management in schools is essential. The example from Lithuania demonstrates that even a small group of committed teachers can act as a catalyst for change. The main aim of this project was to develop the professional competencies of teachers in order improve the quality of teaching and learning in primary schools. And as we saw from the Hungarian example, a key element in the success of the ‘supporting gypsy pupils’ programmes was raising teachers’ awareness of gypsy culture. In Iceland too, ‘providing training and services to support adults in helping young people deal with the complex issues faced during daily life’ was an integral part of the Lions-Quest/SFA life-skills programme. 

Case 3: Austria

Austria presented a basket of inter-related projects addressing the theme of developing interpersonal and civic competences, an area that is being actively promoted by the Austrian Ministry of Education. The hallmark of the Austrian approach was a strong focus on staff development. Teachers were encouraged to ‘walk the talk’ by experiencing the ‘procedures and contents they are supposed to teach in class’. (See http://www.sozialeslernen.at for further information. Similarly, the aim of the Centre for Social Competence (Sozialkompetenzzentrum) was to provide teachers with information and know-how on developing social competences (cf also the internet platform at http://www.frewilligenweb.at — the Stock Exchange; and ‘From a Strong I to a new You, the aim of which was the ‘intensification of self and social competence of teachers in the areas of self-esteem; communication; conflict resolution; creativity).

The example from Malta was the only case where there was an explicit focus on supporting pupils with specific learning difficulties (in this case children with dyslexia) and their parents.

7.4.4
Learning-to-learn

As we saw in Section 3.2. above, the working group offered the following definition of the  ‘learning-to-learn’:

 ... the disposition and ability to organise and regulate one’s own learning, to manage one’s time effectively; to solve problems; to acquire, process, evaluate and assimilate new knowledge; and to apply new knowledge and skills in a variety of contexts — at home and at work, in education and training.

In many respects, learning-to-learn is just as much a ‘foundation skill’ as the traditional ones of literacy and numeracy. It is closely related to social and interpersonal competences; and to the broad definition of entrepreneurship offered in Section 3.2.: ‘taking responsibility for one’s actions ... developing a strategic vision, setting objectives and meeting them, and being motivated to succeed.’ The promotion of learning-to-learn skills was a tacit driver of many of the cross-curricular approaches described in Section 7.4.3 above and underlies the development of problem-solving capacities. For example, the case from Portugal ‘Supported development of learning competences and skills’ covers study materials and working environment arrangements organised according to individual and group’s learning styles.

One of the examples presented by Italy concerned a network of simulated enterprises. The aim of the initiative was to promote education-industry links by giving 16-19 year olds the opportunity to experience the conditions of working life in the school environment. The rationale for the development of the project was to increase motivation amongst potentially disaffected students; to promote the development of transferable skills; and to give students an insight into working life. One of the examples from Hungary focused on learning-to-learn at the beginning of formal education, and elucidated seven ‘critical elementary skills’ for children between 4 and 8 years old at the point of transition between kindergarten (nursery school) and primary school. These critical elementary skills are for example writing movement co-ordination, phoneme reception and relational vocabulary – all necessary skills for oral communication, writing and reading. Teachers are trained to identify the presence or the need for the development of these skills in Kindergarten and in initial years in primary. Activities are planned according to developmental needs of children. The approach tackles the developmental differences of children in early years at school when the basic motivation, self-concept and fundamental competences are created. The theoretical background is strong which from its own part creates a vast demand for in-service training of teachers.

The example from Finland comprised an assessment framework for learning-to-learn devised on behalf the National Board of Education by the Centre for Educational Assessment at the University of Helsinki.  The example contains a conceptual framework for assessing learning-to-learn that distinguishes between context-related beliefs, self-related beliefs and learning competences.

7.4.5
 Interpersonal and civic competences

As seen above, the examples from Austria focused extensively on the development of interpersonal and civic competences among both students and teachers within the framework of an integrated approach to curriculum innovation characterised by a strong emphasis on dynamische Fähigkeiten (dynamic competences). As the very term suggests, these span diverse curricular areas.

In Iceland, Life skills course is part of the national curriculum. Life skills and Social and Emotional Learning uses Lions Quest programme (‘Coping with Life’) as a tool to prepare children to make right choices in difficult situations related to alcohol, drugs etc. Teachers are provided three-day workshops to learn to use the programme.  The programme itself consists of 80 lessons for learning life skills through different activities.

Another focus was on adopting a whole-school approach to challenging violent and anti-social behaviour (including bullying) through the Olweus-programme
. The programme aims to activate the whole school community to guarantee a school environment where students feel comfortable and enjoy security. The programme involves administration, teachers and other staff, students and their parents as well as partners in sports and youth activities to a speak with one voice for securing a good learning environment for all. 

 The same programme is in use also in Norway, where the government, the Commissioner for Children, the teachers unions, the association of local and regional authorities have worked together with parents’ organisations to produce an anti-bullying manifesto.

In case of Germany one of the examples presented is an educational programme entitled 'living and learning democracy'. The target group comprised primary and secondary school pupils and their teachers, academics and representatives from civil society. The overarching aim of the project is to develop participants' understanding of living and working in a democracy. A key feature of this programme is the partnership between

schools and civic authorities and attempts to make schools more democratic institutions; and, in the case of 'Project 21: education for sustainable development', the use of clusters of c. six schools, which were themselves part of broader, inter-regional networks sustained by an internet platform, newspapers, conferences, etc. The programme "21" also aims to promote cultural awareness and learning to learn competences e.g. by providing multiple ways of learning about sustainability.
Democracy was also the explicit focus in the examples from France, Greece and Hungary, all of which featured some form of youth assembly or parliament. 
These three are good examples of co-operation between ministries responsible for education and national parliaments. Election procedures are carried out by imitating electoral systems of the countries, thus giving them models for active citizenship. In France, students learn the meaning of participation also through “Le Conseil de la vie lyceenne” (CVL) by having a say together with adults on every day life conditions at schools.

The Belgium French Community example of learning democracy by electing class representatives gives pupils an opportunity to express their wishes at the classroom, but also at the school level. It promotes peaceful means of solving problems through a structured dialogue between pupils themselves but also between pupils and teachers. Elected participants get training by external associations and a website is provided for further exchange of views. A committee evaluates and develops the system constantly with the financial support from the Ministry on an annual basis. 

7.4.6
Cultural awareness

The examples relating to the development of cultural awareness took a variety of forms. Most of the examples presented related to the compulsory education sector, although as we saw in Section 7.3 above, developing an awareness of other cultures was a key theme running through several of the examples relating to adult education. Austria presented an example of a project in which the explicit focus was developing cultural awareness in adults. In the project entitled ‘The Useful and the Strange’, apprentices received a three-day cultural education programme in which trained mediators organised and supervised events for young people undergoing vocational training.

In one of the examples presented by Portugal, the emphasis was on developing primary pupils’ understanding of a key feature of their local heritage (slate craftsmanship) across the curriculum. In the example presented by Greece, the emphasis was also on enriching the primary school curriculum by enhancing the cultural dimension in education. The Melina Programme began in 1995 as a pilot project in 46 primary schools, and has since been extended to include 90. Here too, there was a strong teacher trainer element (see Section 7.4.1 above). 

In both Norway and the Netherlands, ‘cultural and artistic education’ had been introduced as a discrete subject area into schools. In the Netherlands, this concerns secondary schools and in Norway both primary and secondary schools. In both countries, one of the objectives was to promote co-operation between cultural organisations and schools. A national initiative “The Cultural Satchel” in Norway is based on the objectives of cultural education in the national curriculum. It creates a meeting point where pupils and professional artists can co-operate and experience together. The Cultural Satchel is anchored at the local level, local schools and based upon national curriculum. The programme is financed by government and a substantial increase is expected in the following years.

The Dutch example also provides a further illustration of the links between cultural awareness and interpersonal and civic competences: ‘cultural activities can improve the ambience; pupils work together more frequently on [cross-curricular] projects and discover qualities among their fellow pupils that had not emerged in other educational activities’. Interesting incentive in the Dutch example is the “Cultural voucher”, given to student to pay tickets of cultural events. Pupils are also provided a “Cultural Youth Passport” which give the discount on entrance fees. The Culture and School programme is funded by the state and aims to promote co-operation between schools and cultural organisations. Another innovative initiative to develop the sense of responsibility for the protection and conservation of historic environment is that schools are able to adopt monuments. Primary and secondary schools can make contract with the owners of monuments and learn about history, protection and conservation and to connect this experience with curriculum to make it livelier.

The cases from Hungary and Italy both centred on music education. In Hungary, music education has a major role in promoting child’s harmonious development. Starting from their own traditions, children’s’ “musical mother tongue” and national identity are founded. Music contributes to a lot of skills such as rhythmic skills, perception skills and receptivity, but also broader competences such as social relations and cultural awareness. Music education in close relation to research has a strong tradition in Hungary and many pedagogical approaches are based on the use of music. In the Italian example, music labs were established in the framework of a legislation that aimed at promoting equity between schools. Over 400 music labs serve both in school and extra school activities, many of the networking in order to optimise resources. They also promote co-operation between local authorities, associations and schools. Funding is based on an EU programme and the future prospects include expanding networks at national and European levels.

8.
Conclusions

8.1.
Adult education and training

The Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship concluded that the key issue in respect of adult education was as follows: all adults, particularly the less advantaged, should be enabled to develop and maintain key competences throughout their lives.

As a conclusion, the successful initiatives in the adult education are characterised by the following features:

· A thorough need analysis with clear aims and specific outcomes is a good starting point for the formulation of a coherent policy directed at a specific target group. 

· There is urgent need for research into assessment methodologies for adults with literacy and numeracy difficulties. The Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship considered the use of existing instruments, such as PISA inappropriate in this context.

· A cohesive infrastructure for adult education involving key stakeholders and government agencies that is firmly located in the regional contexts is a pre-requisite for success. Enabling adults to combine work and training; providing work-based training opportunities; ensuring that participants have access to support for childcare and offering part-time provision are hallmarks of such an infrastructure.

· Outreach activities involving key stakeholders need to be effectively directed at particular target groups, and information disseminated accordingly through formal and informal networks — information at club and union meetings; in companies, in shopping centres, via the internet, house-to-house calls, street theatre, advertisements in the local press. 

· The learner-centred approach means that the needs of the learner should be the starting point for any educational activity. Negotiating the curriculum with users and taking into account the preferred learning styles and mode of delivery have proved to be an effective strategy in order to ensure that provision meets the learners’ needs and that motivation is maintained. 

· ‘Learning mediators’ can play a key role in liasing with marginalised populations, and have proven to be particularly effective in recruiting adults with literacy difficulties. Adults with poor experiences of education or members of other marginalised groups, such as minority ethnic communities may respond positively to opportunities to talk frankly about their difficulties in a ‘safe’ environment.

· Greater investment in guidance services is required in order to help learners identify their own individual learning paths and support structures should be in place to facilitate participation 

· Incentives, such as training allowances, can play a key role in facilitating participation and sustaining motivation. 

· Initiatives should provide national certification pathways, offering a variety of modes of assessment, including credits and accreditation of prior learning.

8.2.
Compulsory education

Compulsory education provides the foundation for the acquisition of key competences to all citizens and serves as the basis for lifelong learning. By the end of their compulsory education, pupils should have developed the necessary competences to enable them to pursue further educational opportunities in a variety of contexts. 

The examples underline the findings from the Eurydice Survey on Key Competences, namely that these feature either implicitly or explicitly in the framework curricula of most countries. There is now an emphasis on acquiring transversal key competences in addition to acquiring knowledge. 

The approach to key competences such as learning-to-learn, interpersonal and civic competences and cultural awareness is based on cross-curricular activities and on a general shift in emphasis from teaching to learning. Most of the countries included in the study have adopted a holistic, learner-centred learning culture with a strong emphasis on a range of social and interpersonal competences that are also essential to the development of a broad-based spirit of enterprise. This approach requires a well-structured guidance and support system, especially for those with learning difficulties. 

The ultimate success of curriculum reform is dependent upon the full support and commitment of the teaching profession. The evidence suggests that the new emphasis on interpersonal and civic competences and learning-to-learn presents particular challenges for teachers, and that these need to be addressed through initial and continuing teacher education. Irrespective of the subject specialisation, teachers should have awareness and the ability to support learners to develop their key competences and involve all necessary partners within and outside the school into this process.

The demand for new competences of teachers is twofold. First, to promote the acquisition of key competence through cross-curricular activities, they should be able to manage group dynamics among pupils who come from a variety of backgrounds with different learning needs. Secondly, teachers need to be enabled to co-operate and participate in decision making at the school level; to evaluate their working methods with others; and to agree on common areas to be developed further. They also need competences to involve parents in their children’s learning process and to deal with the variety of expectations that the parents have.

The shift of the school towards a learning culture, which is based on co-operation at all levels and on acknowledging that learning is a continuing task for everyone, poses a major challenge as regards the competences of the heads of schools and of those working in the administration of education and training systems. They should be trained to lead and manage change and to find ways of ensuring that all the staff in the school is committed to a common vision.

 The examples suggest that the following pedagogical and didactic approaches are particularly effective in promoting the acquisition of the following key competences: learning-to-learn; interpersonal and civic competences and culture awareness:

· Links with the local community; co-operation with local actors and activities promotes civic skills and develops individuals’ understanding of their own learning. Innovative approaches in this area include, among others, partnerships with local companies, Cultural Passports for young people, vouchers for cultural activities; and youth parliaments, where young people can gain first-hand experience of the democratic process.

· Encouraging pupils to plan, set goals, schedule and implement their learning activities through project-based work.

· Adopting whole-school approaches to combating bullying, and thereby ensuring a safe learning environment and providing constructive approaches to conflict resolution.

· In addition to the horizontal approach, targeted courses, projects and lessons to promote learning-to-learn skills; and life-skills — preparing pupils to cope with challenging issues, such as substance misuse and violence. 

· Targeted support for pupils with learning difficulties and the involvement of their parents.

· Promoting the use of art in children’s general development, behaviour, social skills and motivating young people by giving them opportunities to integrate music into their own learning.

9.
Recommendations

The working group on Basic skills, foreign language teaching and entrepreneurship recommends the following:

· The eight key competence areas identified and defined by the working group should be taken into consideration in formulating a European framework to be embedded, as appropriate, within all national education and training frameworks, in close co-operation between policy-makers, practitioners, researchers and teacher training institutions.

· Schools and other educational providers should be empowered to plan and adapt curricular frameworks to meet local needs by providing them with resources in the form of staff development and incentives for co-operation with the local community. Guidance on the acquisition of key competences should, for example, be extended to parents, in order to ensure their full support for their children’s learning.

· Teachers, trainers and others who support learning, should be trained to support the acquisition of key competences of all learners in co-operation with all necessary partners — irrespective their subject specialisation.

· Partnerships between all actors involved in education and training should be promoted in order to facilitate the identification of emerging social problems affecting particular target groups, to share responsibilities and solutions, and to  disseminate  results.

· The development of key competences should be one of the overarching principles in Community-supported programmes in the fields of education and employment social affairs.

· Indicators should be developed for learning to learn and adult literacy. A useful starting point would be a survey of available data.

9.
Future prospects

A number of gaps were identified in respect of the focus of the examples presented. For example, good practice in early years education was considered an area for future development, as were examples in the field of learning support and learning disabilities. One key weakness in the examples presented was the lack of evidence that systems were in place for monitoring and evaluation.  On the other hand, it was also emphasised that changes in education take time before the improvements can be identified (four to five years); and that teachers need to be empowered to use their professional judgement and expertise to take innovation forward. 

Co-operation with the expert group on Entrepreneurship education should be strengthened, especially to find ways to promote cross-curricular learning, to improve co-operation between education and entrepreneur sectors at all levels and to form a common position on indicators development.

Co-operation with the related working groups (languages, teacher education, ICT) is needed in order to form a coherent policy on promoting key competences and to identify the elements, which are crucial in this respect. It might be useful to use smaller subgroups with specific responsibilities, e.g. for adult learning, less advantaged groups, curriculum reform and entrepreneurship to prepare papers for further discussion within the expert group as a whole.

In order to ensure the acquisition of key competences of all, attention should be paid to those with learning difficulties, special needs and to dropouts.

Small groups involving researchers in key competences should examine and determine the content and minimum standards for key competences for compulsory education and for groups with special needs, including the talented young people.

The work should focus on areas where there are benchmarks adopted to provide a complementary qualitative and organisational aspect to quantitative data. 

In order to promote mutual learning, the use of examples sent by members should be organised in a way that national experts can use them as widely as possible.

10. References

ASEM Lifelong Learning. Thematic Report 1. Ensuring Basic Skills for All. (ND)

Assessing Learning-to Learn. A framework. Centre for Educational Assessment, Helsinki University in collaboration with the National Board of Education in Finland, Helsinki, 2002.

Communication from the Commission Report on the concrete future objectives of Education systems COM (2001) 59 final. 

Communication from the Commission Making a European Area of Lifelong Learning a Reality, COM (2001) 678 final.

Communication from the Commission eLearning, designing tomorrow’s education COM(2000) 318 final.

Communication from the Commission to the Council New European Labour Markets, Open to All, with Access for all COM(2001)116 final.

Communication from the Commission to the Council, the European Parliament, the Economic and Social Committee and the Committee of the Regions COM (2000) 379 final.

CRG (2002) Skills for Life — The National Strategy for Improving Adult Literacy and Numeracy Skills: ‘What Works — Early Findings from the Pathfinder Projects, DFES Research Brief/Research Report No. 342.

Detailed work programme on the follow-up of the objectives of education and training systems in Europe. (2002/C 142/01)

European Commission (2001) From Lisbon to Stockholm: Basic Skills for Employability and Citzenship. Report of a Working Group from Portugal, the United Kingdom, Ireland and Denmark.

European Commission European benchmarks in education and training: follow-up to the Lisbon European Council, COM (2002).

European Commission. Directorate General Employment and Social Affairs. Communication From the Commission to the Council, the European Parliament, the Economic and Social Committee and the Committee of the Regions, COM (2002)72.  Commission’s Action plan for skills and mobility.

European Commission (2002a) The Commission Action Plan on Skills and Mobility (European Commission 2002a).
European Commission (2002b) “Best Procedure” Project on Education and Training for Entrepreneurship. (http://europa.eu.int/comm/enterprise/entrepreneurship/support-measures/index.him)

European Commission Memorandum on Lifelong Learning. 2000.

European Commission Joint Employment Report 2001 COM(2001) 438 final.
EURYDICE (2002) Key Competences. A developing concept in general compulsory education. (Survey 5).

DfES (2002) Delivering Skills for Life: Pathfinders: Lessons for Success. 
OECD (1997) Literacy Skills for the Knowledge Society: Further Results from the International Adult Literacy Survey. Paris: OECD.
OECD (2000) Literacy in the Information Age: Final Report of the International Adult Literacy Survey. Paris: OECD.

OECD (2001) Definition and Selection of Competences from a human development perspective. Additional DeSeCo Expert Opinion presented by Daniel Keating. 

OECD (2002) Education at a Glance. Paris: OECD.

Presidency Conclusions, Lisbon European Council, 23 and 24 March 2000.

SALGANIK, L H, RYCHEN, D S, MOSER U and KONSTANT, J W (1999), Projects on Competences in the OECD Context: Analysis of Theoretical and Conceptual Foundations. Neuchâtel:SFSO, OECD, ESSI.

Taylor Nelson Sofres (TNS) (2002) Evaluating Outcomes for Learners in Pathfinder Areas, DfES Research Brief/Research Report No. 343.

Working Group on Basic Skills, foreign language teaching and entrepreneurship (Working Group B) (2003) Interim Report.

World Conference on Education (1990) World Declaration on Education for All: Meeting Basic Learning Needs.

� Council document 6365/02 of 14/02/2001


� Detailed work programme on the follow-up of the objectives of education and training systems in Europe. (2002/C 142/01), see http://www.europa.eu.int/comm/education/doc/official/keydoc/keydoc_en.html


� European Commission Memorandum on Lifelong Learning. 2000.





� Making a European Area of Lifelong Learning a Reality, COM (2001) 678 final





� Source: Labour Force Survey (LFS) (2000). See also the UNESCO report Basic education: gaps on the map (http://www.unesco.org/courier/2000_03/uk/dossier/txt03.htm).





� European Commission. Directorate General Employment and Social Affairs. Communication From the Commission to the Council, the European Parliament, the Economic and Social Committee and the Committee of the Regions, COM (2002)72.  Commission’s Action plan for skills and mobility.





� Cf, for example the European Employment Strategy; the European Social Agenda; the Skills and Mobility Action Plan; and the eLearning Initiative.


� The informal meeting of Education Ministers from EU and candidate countries in Bratislava 2002 invited the EEA and candidate countries as well as relevant stakeholders at European level participate in the working groups from the beginning of the year  2003.


�  Final Report of the Expert Group “Best Procedure” Project on Education and Training for Entrepreneurship. November 2002. http://europa.eu.int/comm/enterprise/entrepreneurship/support_measures/index.htm





� The Key Competences in a knowledge-based economy: a first step towards selection, definition and description. The European Commission, 27 March 2002.


� ASEM Lifelong Learning. Thematic Report I. Ensuring Basic Skills for All, see http://www.asemlll.dk.


� DEELSA/ED/CERI/CD(2002)9 DEFINITION AND SELECTION OF COMPETENCES (DESECO): THEORETICAL AND CONCEPTUAL FOUNDATIONS. STRATEGY PAPER.


� This is the term used in the Communication from the Commission Making a European Area of Lifelong Learning a Reality, COM (2001) 678 final (p 22) to refer to ‘the provision of learning that should have been acquired during compulsory schooling’.


� François Grin (2002) Using Language Economics and Education Economics in Language Education Policy. Council of Europe.


� The Council decision on guidelines 2003 for the employment policies of the member states (COM(2003)176 final)


� COM (2002) 416 final


� Commission Staff Working Paper  COM(2002)621 final


� See also The Commission Action Plan for Skills and Mobility, COM (2002) 72


� Progress report Spring 2003, EU Adult Basic Skills Group. Established by the Ministries responsible for Education, Training , Labour and Employment in Denmark, Ireland, Portugal and the United Kingdom .





� Tackling Social Exclusion through Improved Basic Skills. The European Basic Skills Network (EBSN) Project No: 98 007303


� Final Report of the Expert Group “Best Procedure” Project on Education and Training for Entrepreneurship. November 2002. http://europa.eu.int/comm/enterprise/entrepreneurship/support_measures/index.ht


� Assessing Learning-to Learn. A framework. Centre for Educational Assessment, Helsinki University in collaboration with the National Board of Education in Finland, Helsinki, 2002, p 38.


� A coherent approach to tackle bullying at schools developed by Professor Dan Olweus, Research Centre for Health Promotion, University of Bergen, Norway. See: http://www.uib.no/elin/elpub/uibmag/en01/bullying.html�








Commission européenne, B-1049 Bruxelles / Europese Commissie, B-1049 Brussel - Belgium. Telephone: (32-2) 299 11 11.

http://europa.eu.int/comm/dgs/education_culture
PAGE  
2

