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I. Introduction: the general profile of the Transition Programme

The second Eurcopean Cammnity Action Programme on the Transition of
Young People from Education to Adult and Working Life was based on the
Resolutions of the Council and the Ministers of Education meeting
within the Council, of 13 July 1982 and 5 December 1985. It was de-
signed to assist Member States to develop their policies for young
people between 14 and 18 years of age 1). The Programme provided for
pilot projects in more than 30 areas spread across 10 Member States

of the Commnity, in order to develop, test and extend new approaches
in the field of education and training, which help young pecple to
become better prepared for their entry into work and adult life 2).

These pilot projects, many of them forming part of wider national pol-
icy initiatives, were designated by the national authorities in con-
sultation with the Comission of the Eurcpean Cammmnities. With half
their operating costs met by the Commission, they inwvolved hundreds of
schools, vocational training institutes and other institutions, seve-
ral thousand teachers and other staff, and many thousands of young
pecple 3).

The Programme was not only large in scale, but also thematically wide-
ranging. Particular attention was paid to the problems of disadvantag-
ed young people ard those living in disadvantaged areas of the Euro-
pean Cammunity. The projects also made considerable efforts to foster
better co-operation and more partnership between those in the educa-
tion system and those in the world outside it, including industry, the
local community, the social partners and manpower services.

Not all the Programme's thematic aspects can be considered in detail
in this report. The evolution of its working themes was described in
the camprehensive interim report presented by the Commission to the
Council, the European Parliament, and the Econamic and Social Commit-
tee 1n January 1986 4). Findings and conclusions from the projects!



work are being reported in a series of thematic publications on speci-
fic issues, such as education for enterprise, implementing gender
equality, the world of work as a learning resource, teacher training
strategies, new approaches to certification, co-operation in the field
of quidance, links between schools and industry - to give only a few
exanmples. Illustrative short studies of selected projects have been

published in a series of 40 information sheets called "Innovations"
5) .

Establishing and maintaining intensive working contacts between indi-
vidual pilot projects, and stimulating a continuous exchange of ex-
perience between them, have been major concerns in the management of
the programme throughout its operational period. A series of workshops
was organised, each focusing on a specific theme of cammon concern and
involving projects from different Member States, to compare approaches
and methods of work and identify cammon interests. In addition, an ex-
tensive programme of inter-project and study visits for project lead-
ers and staff has significantly enhanced exchange and collaboration
across national frontiers 6).

This Eurcpean Dimension was also visible in the work of the group of
National Policy Co-ordinators (NPCs), the senior officials designated
by each Member State to advise the Cammission on the planning and man-
agement of the Programme. In regular meetings with the Camission's
services they made a vital contribution to the development of a well-
balanced workplan for each year of operation, ensuring that it reflec-
ted the original policy concerns and priorities of the different Mem-
ber States in the Programme. The group alsc provided a forum for con-
tinuous exchange on new national policy developments relevant to tran-
sition themes, ard their implications for the development, analysis '
ard reporting of the pilot projects. In addition, the National Policy
Co—ordinators themselves played a valuable role in the transfer and
dissemination of ideas and approaches across the Community.

Most of the projects campleted their four-year pilot period at the end
of the school year 1986/87, though same are continuing until the end



of 1987. In all of them, the last year was focused on drawing conclu-
sions from their work, and disseminating their experience and out-
cames. The publication of project and evaluation reports, of teaching
and other materials, the presentation of project results at numerocus
local, regional and national seminars or conferences - all this is
part of a broadly-based dissemination process, which began early in
the life of each project and will continue in same Member States well
into 1988 7).

At Camunity level, a series of Eurcpean conferences was arranged in
1987, each devoted to a major policy area of the pilot projects' work,
to present the results of the Programme to senior officials and other
decision-makers fram the 12 Member States and to discuss their impli-
cations for future policy action 8).

The second Transition Programme has formed a major part of the Commun-—
ity's efforts aimed at improving the quality of education and train-
ing, and equality of opportunity, for all young pecple. From its be-
ginning, and throughout its course, bridges have been built to capi-
talise on other relevant Commmnity initiatives, e.g. in the field of
gender equality, in the area of guidance, and action to combat illi-
teracy and school failure. The Programme has in return provided same
significant input to these initiatives. It has also drawn on the con-
clusions and experience of the first Community Transition Programme
(1976-1982), which not only went a long way in identifying common
issues in the transition field and developing approaches to tackle
them, but also stressed the need for comprehensive, preventive, poli-
cies aimed at the establishment of better procedures and systems for
transition 9).

The two Transition Programmes have opened a new field for European co-
operation in education and training. They formed the first practical
attempt to grapple with young pecple's preparation for working life
and their progression fraom school to training, work and adulthood in
a Buropean context and through joint Cammunity initiatives. Experience
fram both programmes demonstrates and confirms that:



® Eurcpean co-operation in this field is possible, despite the dif-
ferences between the systems and traditions, can take concrete forms
at a practical level, and can be effectively organised within the
framework of the existing institutions and structures;

e a large degree of consensus, convergent policy trends and common
philosophy with regard to transition issues emerges within and between
the Member States, which can be brought out more clearly and be furth-
er developed through joint practical action;

e co—operation and exchange does provide a Eurcpean "added value

to the initiatives taken by individual Member States. It contributes
in a significant way to facilitating joint and cost-effective planning
and exploitation of "R & D" - investments in the transition field; and
to achieving greater ccherence and more consistency in the development
and practical implementation of transition policies within the Commun-
ity.

In this sense, the two programmes not only provided a test-bed for new
approaches to tackling the prablems of transition, but also offer
illustrations of how to translate the European dimension of such inj=-
tiatives into practical, concrete, terms at grass-roots level.

The present report provides a summary overview of the main outcames
of the second Transition Programme:

e Section IT puts into perspective the changing social and economic
context and challenges of the transition process;

e Section ITII illustrates the responses and approaches developed by
the pilot projects, grouped into the Programme's four main theme are-

as;

® Section IV puts forward the main policy messages derived from the
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projects' experience in the form of recammendations and priorities for
further development.

Although self-standing, this report has been designed to be read in
conjunction with the theme reports and other publications listed in
Annex III. One of its main aims is to stimilate and facilitate further
action aimed at implementing more widely the successful approaches
developed through the Programme. In doing so, it i1s hoped that it will
contribute further to the original aim of the Council's Resolutions

of 1982 and 1985, namely the design of strategies which will bring
education and vocational training policies closer to the needs of all
young pecple as well as to the evolving requirements of Furopean soci-
ety arxd its econamy.



II. Changes in the transition process

Young people's transition into the world of work and adult life, al-
ways a rough passage, is now increasingly complex:

e The combined effect of econcmic, technological and demographic
change on the labour market has been shortage of jabs and much fiercer
competition for them. Traditional employment and career patterns have
been transformed with fundamental consequences for the individual. The
qualities, aptitudes and personal skills now reguired to enter work,
and to progress once in a job, are in many respects unrelated to the
aims and methods of traditional education or training.

e Moreover, experience of depressingly high levels of youth unemp-
loyment over more than a decade - levels often even worse for young
wanen than young men - have altered the attitudes, aspirations and
patterns of behaviour of many young pecple in the transition age
group, arnd of their families.

e Finally, action taken by goverrments to cambat youth unemployment,
particularly the vast expansion of post-campulsory vocational training
in recent years, has made a considerable impact on the choices of
young pecple leaving school.

Policies aimed at preparing young pecple better for working life must
also take account of a number of trends in the transition process cau-
sed or reinforced by these factors. The most significant are examined
below.



1. Prolongation of transition

The period of transition has became langer during the past ten years.
Yourg people spend more time in formal education and training, whether
voluntarily or not. Same goverrments have extended compulsory ecuca-
tion, as for instance, in Belgium, where compulsory full-time school
now contimies up to the age of 16, and participation in part-time edu-
cation is dbligatory up to 18; or in Germany, where in same 'Lander!
the statutory leaving-age for full-time education has been raised to
16, while part-time schooling, compulsory up to the age of 18, has
been a feature of the education system for a long time. In Portugal,
campulsory schooling was recently extended to 9 years, and in Italy
ard Spain the extension of campulsory education forms part of reforms
of secandary education either planned or under discussion.

The general trend in all countries is towards delaying the age of en-
try to the labour market until nearer 18 or even 19. The introduction
of the “"baccalaureat professionnel" in France, will, it is hoped, help
to bring the proportion of young pecple holding a baccalaureat quali-
fication up to 80% by the year 2000. The new qualifications available
at 17+ in Ireland ard the introduction of 2-year youth training in the
United Kingdom are other examples. Indeed, in most Member States there
has been a vast expansion and diversification in vocaticnal prepara-
tion and training, beginning after the first cycle of secondary educa-
tion. Pre-employment programmes, linked training and education schem-
es, and many different kinds of work experience and induction program-
mes have been set up.

These developments have certainly helped to reduce, or contain, the
level of unemployment in the 16-18 age group, offering young pecple
at least an alternative to work. They have also generated new challen-
ges for education systems. The extension of campulsory education has
accentuated what many have perceived for a long time, namely the need
for substantial, even radical, changes in the school cxrriculum and
in the style of teaching ard learning, if it is to benefit all yourg



people, including those with a strong inclination to leave school at
the earliest mament. Moreover, simply staying longer in education and
training does not per se improve a young person's employability or jab
chances. In some Member States, e.g. the Federal Republic of Germany,
the difficult threshold for many young people lies no longer at the
erd of school but at the end of their vocational training course. Yet
another new problen is the growing phencmenon of "training programme
careers", i.e. young pecple movineo from one scheme or programme to
ancther, without finding a jab.

These changes have raised many gquestions about the quality and ccher-
ence of educational provision. Initiatives aimed at a genuine and
broadly-based preparation for working and adult life have had to start
with a redefinition of its proper dbjectives and content. Existing
assessment systems and practice are being reviewed, to improve their
effectiveness in motivating young people and facilitating their pro-
gression through the maze of education and training alternatives into
a job. Finally, closer links between schools and training institutions
are needed to overcame the samewhat artificial and often counterpro-
ductive separation of general and vocational education.
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2. Changing characteristics of the transition population

The transition process has not only become longer. It is also marked
by a mumber of changes in the population involved.

Access to work is no longer a problem mainly for those without, or
with only minimal, qualifications. Across the whole range of ability,
young people now face difficulties in preparing for the rapidly chang-
ing requirements of entry into working life. Education for transition
has thus to take account of the needs of a much wider "client" group
than in the past. New policies now being applied, which aim at much
wider or even universal participation in education up to 18, add to
this camplexity by extending the age-range of the target populatiocn.

Unemployment was already biting when most of the young people now in
secondary education began school. They have been brought up in a per-
icd 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 sup~
Ply of work is going to persist. This experience has changed the atti-
tudes of same young people towards schooling, provoking a loss of mo~-
tivation, and altering their values and aspirations. But it also leads
many others to became more demanding, and to claim more scope for
self-initiative, co-determination and negotiation in planning their
future.

The difficulties facing young pecple in the transition process are not
only limited to education, training or jcb issues. Social problems
like bad housing, bad health, low or no income, unstable family situa-
tions, drugs; cultural issues related to the integration of ethnic
minorities; and personal and developmental praoblems in growing from
adolescence into adulthood, - all these are often inseparably mingled
with them. Education aimed at preparation for adult life must take
same account of these factors, for instance through the kind of rela-
tionships, the choice of curriculum, and the kind of guidance whach



-1 -

it offers to yourg pecple.

A further, quite different, change in the transition population has
bequn to take effect: the shrinking mmbers of young people. First it
was primary schools, now it is secondary schools which face falling
enrolments, By the year 2000, the 15-19 age group in the Cammnity
will have declined by 25% on average, but by as much as 40% or even
more 1n same Member States. This is already affecting the size of
schools and the mumber 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 training, as well as imaginative action to try to keep the
range of education choices open to young people.

All 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 ard its resources
in terms of what they can do for her/him, instead of how young pecple
can be fitted into what the school-system has decided to offer.



3. The diversification of the transition process

Many of the broad, well-known, avenues of the past, leading from sch-
ool to work, are now overgrown and replaced by a multitude of differ-
ent paths through the transition stage. The transition process has be-
cane more diversified, at least for boys or young men. Generally youry
people are faced with more choice, but also greater uncertainty about
which particular choice is the best for them. Options formerly picked
primarily by the less well-qualified have became attractive for the
better qualified too, not necessarily by inclination but for their
better jab prospects or the financial support they may provide. Inc-
reased efforts are made necessary to help the lower-attaining stu-
dents, to safeguard their campetitiveness.

Furthermore, the traditional model, which implies that successful
transition means settling down in a stable job straight after leavj_ﬁg
school or training has been overtaken by a new reality. New forms of
employment, including part-time and contract work, self-employment and
work in co-operatives, jcb sharing and temporary employment, partici-
pation in job-creation programmes and voluntary work in the local com-
mnity - all these have become more important. These new patterns of
employment fregquently offer possibilities for cambining work with fur-
ther education and training, - a highly desirable development.

Youry pecple need encouragement and help to became more “entrepreneur-
ial" in exploring these new opportunities. Policies aimed at a better
preparation for working life must therefore enable them to gain great-
er breadth of experience, through the nature of the school curriculum.
They must foster their motivation for further education ard training
by developing the use of teaching and learning styles through which
all young pecple can experience success. Personal and vocational guid-
ance, whether provided by external services or the schools, has to re-
flect the new diversity of transition channels. last, but not least,
efforts need to be intensified to obtain the co-operation of parents
in helping young people to make their choices.
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4. Changes in the distribution of opportunities

The unequal distribution of wealth and opportunity, within and between
different parts of the Camwmnity, has worsened in recent years, partly
because of the long-lasting social effects of high levels of unemploy-
ment, partly as a result of structural changes in the economy. Large
nmumbers of young pecple are affected. Same 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,
the trend will be towards a society in which young pecple become more
polarised into those who cbtain good, marketable, qualifications and
the unqualified, or nearly unqualified, whose jcb prospects get con-
timuously worse; into those who can rely on the financial help and
security of their parents, ard the others, whose range of education

and training choices are limited by the income level of their fami-
lies.

In nearly all Member States there are marked regional disparities af-
fecting individual chances in the transition process, - disparities
reflected in the availability of a variety of training places and of
jobs; in the quality and accessibility of guidance services and up~to-
date information; in the level of equipment, staff and other resources
of schools; and in the standards of transport and other public facili-
ties. For such areas, Cammunity, national and regional econamic re~
development policies cannot do everything; schools, education authori-
ties and local cammumnities also need to review whether they are making
the best use of their resources, and consider alternatives which may
lead to new, positive, developments.

Sectoral disparities also play an important part. Many migrants and
young wamen have limited choice, and are chamnelled into training in
vocational fields with poor prospects, or go into the weaker sectors
of the labour market, on poorly paid and precarious jobs. Thus, from
the start of their career, they face high jaob instability, and have
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to rely frequently on family or other support. These young pecple have
a special need for extended guidance help and tutorship, not only
while they are still at school but also in the period after they have
entered the labour market and/or vocaticnal training.
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5. The increasing significance of the local dimension

The decline of major labour-intensive heavy imdustries all over Eur-
ope, ard their replacement by new capital-intensive, autcomated firms
have led goverrments to put more emphasis on local (or regiocnal) ini-
tiative, and small-scale enterprise, as a source of new jcobs. In par—
allel there is also a move to reinforce the local (or regional) dim-
ension in education and training. lessons have been learned from nega-
tive experience in the past years, where new training programmes have
sametimes been set up without proper regard to the local economy's
growing or declining needs for particular vocational skills; and from
positive experience with successful programmes which have meshed into
local development and employment opportunities.

In the vocational training field, employment and economic pressures
have impelled schools and teachers to be more outward-looking and res-
ponsive to the needs of firms and development needs and prospects in
their area. Established links of this kind in sectors such as metal,
textiles ard agriculture are being extended; and vocatiocnal schools/
colleges are becoming more active in marketing or publicising their
training capacity as part of the local develomment effort.

More generally, many educators see a long-term and long-standing need
to open schools of all types, and at all levels, to their local comm-
nities, including not just parents ard pecple fram the neighbourhood
but all kinds of creators of wealth, services or jobs in the locality,
as well as those concerned with its cultural and spiritual welfare.
Such new approaches to local partnerships with econamic and social or-
ganisations and individuals have demonstrated their value in a number
of ways. They contribute to opening up new resocurces for schools; to
new opportunities for young pecple; and scmetimes even to new pros-
pects in local develcopment.

To implement an ocutward-looking strategy focused on local needs, sch-
ools and training institutions usually need to adopt a new style of
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management arxd internal organisation. Policies to generalise this app-
roach will therefore have to begin by ensuring the necessary degree
of flexibility and autonomy for them.
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6. Policies to promote gender equality

The need for stronger action to implement equality of opportunity for
girls and young women, in all sectors and at all levels of society,
has been reiterated in many goverrment statements in recent years. A
mumber of Member States have adopted policies and action programmes
in favour of equality ard positive discrimination.

Despite these efforts there has been very little real change in the
distribution of opportunities between young men and young women. A few
wamen have made important strides within the past 10 years, with inc-
reasing numbers employed in professional, administrative and techmcal
posts and in managerial positions. But the majority are still concen-
trated in traditional occupations and in low-paid jobs in low-paying
industries. The gap between men's ard wamen's earnings remains.

Such inequality is not only unacceptable: it is also econamically un-
sound. Within the next 10 or 15 years the working population will sig-
nificantly decrease in many Member States. Already, training opportun-
ities in some sectors of the econamy, particularly in the craft field,
are not being filled because of a shortage of applicants, and small
and medium-sized firms report increasing difficulties in finding trai-
ned workers. Without stronger participation of wamen in the workforce,
at all levels, these prablems will get worse.

If young wamen are to play an equal role in a technology-based economy
in the future, they need to became familiar with the world of techno-
logy early in their school careers. But in fact, despite a lot of eff-
ort to introduce equal treatment in education and training, 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 vocational courses rather than apprenticeships. Generally,
they restrict themselves to a very narrow range of careers, many of
which offering poor employment prospects or are contracting as a re-
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sult of the introduction of new technology.

Because change in this 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. It also has to recognise the fact that in
many ways the transition problem is even more camplicated for girls
than for boys, since marriage and/or having children are additionally
important for them when it cames to making educational and occupation-
al decisions.

These were the pressures and challenges to which the second Transition
Programme aimed to respord, calling for substantial changes in the way
schools perceive their role, organise their work and relate to the
cutside world. The six 'priority points' in the Resolution setting it
up provided guidelines on the type of action and pilot projects which
should participate in it. But individual areas and schools were natur-
ally free to select between these priorities as they judged most ef-
fective in their particular circumstances.

Most of them implemented a broadly-based programme of action, rather
than single and isolated initiatives, concentrating on the 14-18 age
group ard particularly, though not exclusively, the final years of |
campulsory education. In doing so, they provided a fund of experience
for the formulation of strategies aimed at helping schools and train-
ing institutions at large to play a more innovative and developmental
role in the transition process, and to use their resources in more
creative and effective ways.
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III. Responses by the pilot projects

In deciding the nature of their programmes, most pilot projects did
not limit themselves to developments aimed at changes in particular
subjects, or a single aspect of the curriculum or the functioning of
the school. The majority adopted a more global philosophy, reviewing
the various facets of their approach to young pecple's transition as

a whole. As a result, the presentation of their main outcomes in this
report does not follow the structure of the priority points or themes
of the Resolution. It has appeared preferable, instead, to group the
results under four broad fields of action, which emerged from the pro-
jects' work.

These four fields of action can be summarised as follows:

e forging closer links between schools and the econcmic world, inc-
luding the development ard 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;

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

® action designed to cambat failure and to provide fairer opportun-
ities to lower attaining and disadvantaged young pecple; and

e action to help teachers to cope with the new tasks and new roles
they have to fulfil.

The policy implications, for the wider implementation of such action,
are considered later, in Section IV.
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1. Closer links between schools and the economic world

Closing the Y“gap" between education and the ocutside world, in particu-
lar the world of the econamy, 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 secordary
education: to raise the quality of education and training at all lev-
els of the future workforce, ard reduce the mumber of unqualifed, in
order to increase eccnamic efficiency and campetitiveness and keep up
with the pace of econamic and industrial charge, accelerating under
the impact of the new technologies.

Individual pilot projects' responses took many different forms, most
of them centred on reviewing the curriculum (the content and organisa-
tion of courses) and methods or styles of teaching and learning, adap-
ting them to reflect more econamic and technological cbjectives and
to take account of local ard regicnal econamic development. This meant
giving much more attention to the pre-vocational dimension of campul-
sory education, in the sense of helping young people to gain knowledge
and experience of the world of work, and of their social and econamic
enviroment. It also meant secondary schools and vocational training
institutions developing new forms of co-operation with industry.

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

Work experience: Work experience schemes, in the traditiocnal sense
of short “taster" placements 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 cbjectives. The pilot projects
demonstrated the value of work experience schemes for various purpo—

ses:
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e to develop vocational knowledge, skills and attitudes and to
enhance metivation; 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) 10);

e to support vocational and educational guidance; e.g. Dermark (DK
3 ard 4), and France (F 11), in Kassel (D 7) and Rotterdam (NL 25);

e to enhance perscnal develcpment and cammmnication skills, ard to
provide part of social education; e.g. in France (F 9), in Manchester
(UK 27), Castlemilk (UK 28) and Northamptonshire (UK 30).

In fact, most of the 30 pilot projects were concerned with one or
other of these uses. In same projects, clear cperaticnal models of how
to implement one or more of these abjectives were developed, together
with a variety of materials related to them 11),

Many projects stressed the need to integrate work experience schemes
properly into the rest of the curriculum, whether as part of a separ-
ate subject, through a cross-curriculum approach, or in the form of
project work. For instance in Shannon (IRL 18), work experience of
variocus kinds forms an integral part of the new, alternative, 16-18
courses, which lead to the proposed new upper secondary Senior Certi-
ficates 12),

A1l 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 fram the school management.

Great interest was generated in the use of a sequential or "phased"
model - similar to approaches to be found in Germany = in Aalborg (DK
3) where work experience placements of different lengths and with
different objectives were cambined to form an integral part of the
curriculum in the three final years of compulsory education 13).

Placements in firms in the neighbourhood of the schools are not always
possible. Other methods to provide same form of experience of the
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world of work can be used, either to camplement placements or on their
own. A nmumber of projects - e.g. in Duisburg (D 8), Dublin (IRL 16),
Shannon (IRL 18), and Val d'Elsa (I 20a) - developed simulated work
experience, same using business games, others work projects in the
local cammnity or training workshops (in vocational institutions or
colleges), and involving the support of “professionals" fram cutside
the school. In Dublin, the project set up a '"work exploration centre",
to support curriculum initiatives in a group of inner-city schools
aimed at developing young pecple's social and vocational skills
through practical learning 14).

liany projects reported on the positive value of a work placement on
demotivated young pecple and for the re-integration of early drop-
outs, provided it is carefully prepared and followed up, and forms
part of a wider curriculum approach. Scame would go as far as to pro-
pose that work experience should be included in all young people's
preparation for working life for its contribution to their perscnal
development.,

Enterprise education: The concept of “enterprise education" was vir-
tually unheard of at the start of the second Transition Programme. It
is now being developed in a mmber of countries, where the idea of
schools teaching "enterprise" is rapidly gaining ground. The Programme
has contributed to this rapid dissemination.

Education for enterprise is not a new "subject", nor is it limited to
specific subjects. The term is used to describe a new set of activi-
ties in education and training aimed at fostering young pecple's crea-
tivity and influencing their behaviour in such a way that they show
more initiative and play a more active and independent role in deter-
mining or negotiating their own future. It means an approach to change
pupils' passive expectation of employment into a more dynamic atti-
tude, directed to finding or creating one's own job, through an intro-
duction to the world of business, self-employment and small firms.

Most of the pilct projects in Ireland, Italy and the United Kingdam
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worked on this concept, and the approaches developed by them have been
taken up in various ways by projects in other Member States 15).

The most cammon approaches to enterprise education involve the setting
up of "mini-enterprises", i.e. small, schocl-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, manu-
facturing/delivering and marketing a product or service, and of man-
agement, role differentiation and group-work in a business. But many
other forms have also been successfully tried out, including student
projects, e.g. in France (F 11) or Italy (I 19b); the provision of
services to the local caimunity, for instance in the Greek LINK pro-
ject (GR 15); or contract work for firms, e.g. in Modena (I 22a), or
in same (vocational) schools of the French F 9 project, which have
twinning arrangements with local emnterprises.

Education for enterprise can be, and preferably should be, fully inte-
grated 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, rescurcefulness and entrepreneurial skills 16),
But it can also be an extra-curricular activity, e.g. the co-cpera-

tives set up by yourng people in same lower, and upper, secondary sch-
ools in several Italian pilot projects 17),

The broad range of experience in the pilot projects illustrates that
enterprise education is a promising approach, capable of application
in many forms according to the local context. It can significantly
contribute to personal ard social development, as well as to the eco~
nomic knowledge and skills of all students, including those not likely
to achieve great "academic" success. An unusual and telling example
can be fourd in the TRAWL project in Northern Ireland (UK 26), where
a secondary school for pupils with learning difficulties successfully
introduced an enterprise education project to pramote initiative, in-
dependence and self-confidence in girls aged 14-16 18),

The projects have helped to confirm that enterprise education is a
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valuable framework concept for developing this kind of learming oppor-
tunities, based in the school and in the cutside world. They have .
shown the need to involve "professionals" and other adults as consul-
tants in such activities, and not just teachers. One approach to this
way is the use of the "talent bank%, developed in Shannon (IRL 18),

an inventory of pecple willing and available to offer their personal
help, which proved particularly helpful to the project schools. In
Irelarnd, where the enterprise movement has now gained national support
and recognition, the local branches of the Bank of Ireland offer their
services too, as agents for local expert support, ard providing fin-
ancial and administrative guidance and same limited funding (e.g. to
mini-enterprises).

last but not least, enterprise education programmes - particularly in
rural, non-industrialised areas such as in Avellino (I 21b), Calabria
(I 19a), Sassari (I 19b), Powys (UK 29) or the Greek AGRO project (GR
13) - have enhanced awareness of the important role of schools and

training institutions as a resource for stimulating econcmic develop-
ment.

School-econamy links and curriculum change

Over arnd above these two specific developments, the call on schools
to become more cutward-looking and to open up to their envirorment
also stimilated a range of other innovative actions in the pilot pi'o-
jects. These tock 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 econamy, and contacts with industry, were
seen as major aims of this kind of change. They also often provided
the resources required for it 19),

As noted already, most of the pilot projects saw as their point of en-
try to curriculum development, in the field of campulsory and general
education, the need to provide all young pecple with an introduction
to the world of work, in same realistic but manageable way. Work ex-
perience and enterprise education programmes, as described above, were
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the first priority and a central part for same projects. But various
other approaches were developed which can be grouped under the follow-
ing headings:

e The introduction of a new subject or course, involving links with
local industry as one of its features.

Apart fram 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, in most of the 12 Dutcn provinces 20), In
Scotland, a new course was used by the Castlemilk project (UK 28). It
now forms part of a transition curriculum for students in camprehens-
ive schools, age 14-16, to develop their social and vocaticnal skills.
It provides experience-based learning (covering the three areas of
home, cammunity and work) and is assessed as part of the new Scottish
BExamination at age 16 21). In the German pilot projects, school-indus-
try links were further developed within the framework of "Arbeits-
lehre" (Teaching about the world of work), which is part of the curri-
culum of lower secondary schools throughout Germany, and is increas-—
ingly being extended to other types of secordary schools 22),

e A cross-curriculum, or "infusion" approach.

This approach does not imply ary change to the mmber of subjects, or
their place in the timetable, but aims at introducing varicus ways of
teaching about the world of industry and work into same (eventually
all) existing subjects. Examples can be fourd in most of the Italian
pilot projects, ard in the camprehensive, 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 Kingdam,
where techniques have been developed by the SCIP programme (School
Qurriculum Industry Partnership), to help schools implement it 23),

© The project approach, using topic- or problem—-centred learning
situations.

This approach, now cammon in many secondary schools, provides a natu-
ral means to introduce learning about the world of the econamy, and
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contact with industry or the local community, into pupils' activities.
The majority of pilot projects in the Transition Programme used the
vproject” concept, for school-based or off-premises experiential lear-
ning and for extra-curricular activities. Their experience has confir-
med the importance of inter-disciplinary and inter-subject co-cpera-
tion between teachers as an essential factor for success with this
approach.

Particularly close and specific links with industry were established
by those pilot projects which worked in the field of vocational educa-
tion. The F 9 project, which explored the use of work experience to
support the curriculum of vocational schools in 6 'Académies' of
France, saw the development of active reciprocal relationships between
these schools ard firms as a major benefit of the process. Close co-
operation between teachers and industrial tutors resulted in a real
partnership, in which the firms played the role of a "pedagogical
annex" to the schools. The Flemish project (B 2), in the Provinces of
Limburg and West Flanders, developed a new type of samdwich vocation-
al course for school-leavers. Same of its most innovative features lay
in the successful co~cperation achieved between the vocational train-
ing institutions (technical schools) and firms, in the design and imp—
lementation of the course; its direct responsiveness to local needs;
and the new methods of course-marketing 24). Arrangements for sharing
equipment can be of great help to bring training up to the latest
starndards of technology, as in Kortrijk (B 2), where firms have loca-
ted laboratories, new machines and cperators in a technical school, |
using them for their own purposes as well as making them available for
the school's training programmes.

The main obstacles faced by the projects in developing a more outward
locking curriculum, with strong links between schools and industry,
lay in the rigidity of regulations governing the centrally-set curri-
culum (in some Member States), the lack of flexibility in the time-
table and management of the school, and the problem of formal recogni-
tion of new courses or extra-curricular activities in the examination
arnd certification systems.



- 27 =

Iocal support and enabling structures

Linking mechanisms: Co—operation between schools and their environ-
ment does not have to depend on formal links or local co-ordination
structures. In a mmber of pilot projects, individual schools and
training institutions had sufficient freedom to manage their own af-
fairs, to be able to create an interactive working relationship with
external partners in their area, using 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 net-
works of external people willing to lend their skills, and their time,
to help "their" schools.

But administrative support and more formal structures for co-operation
and co-ordination have proved highly effective, and in same projects
indispensable, to pramote school-industry links, or to cope with same
new tasks which cannot be fulfilled by the individual school. The for-
mal encouragement, by the French govermment, to individual schools and
firms to sign twinning agreements, has given a natiorwide boost to the
develomment 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 regicnal co~ordination centre for work experience has become the
essential mechanism for finding opportunities for placements, and
matching supply and demand for them.

Same projects have set up new types of co—-ordination centres or “agen-
cies" with a wider brief to support and promote links between the sch-
ools and the world of work. Their scope is not limited to purely ad-
ministrative, or co~ordinating tasks, it also includes practical con-
tributions to curriculum development, information and guidance initia-
tives or help with special teacher-training. One particularly interes-
ting example is the School Contact Committee in Aalborg (DK 3), an in-
formal body for co-operation arnd action on any aspect of school-trade/
industry contact, working through the existing agencies and, especi-~
ally, the guidance counsellors 25). In the Netherlards, a "Contact-
centrum Onderwijs-Arbeid" (COA, School Employment Liaison Centre) has
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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 inprovement of work experience schemes, the co-ordination of qui-
dance, and information 26), In Modena (I 22a) the new “Agenzia scuola-
mondo di lavoro" (School-World of Work Agency) has worked successfully
to help students and teachers to develop, maintain and exploit links
with the world cutside the schools ard training institutes 27). a
similar approach was also introduced in Belgium, where a local centre
("Transvia") was established by the Saint Ghislain project (B 1).

The legal status of the new centres varies, but they are generally set
up with support from the education authorities and local or regional
industry, for instance fram Chambers of Commerce or professional asso-
ciations. It has become evident, from the experience of the pilot pro-
jects, that these agencies can play a vital role in actively stimila-
ting and co-ordinating links between the varicus partmers at the local
or regianal level, in creating new learning opportunities for yourg
pecple and in promoting a spirit of partmerchip.

Action by firms, trade unions: Many pilot projects felt that a stable
school=-industry partnership should ideally be seen to be of benefit
to both partners, and not produce a situation in which ane 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 there-
fore be erncouraged to take initiatives of their own, from their end,
to establish links with schools. Same positive examples can be found
in the Transition Programme and elsewhere 28),

The local community, and parents, as vescurces: Pilot projects from
all Member States also emphasised the valuable role of the local com—
mmity as a resource for experience-based learning, over and above
links with industry. A mmber of projects were actively concerned with
dovetailing the work of their schools into the life of the commmity,
using different approaches such as placements, project work, open



- 20 -

days, drama presentations, travelling exhibitions, or offering their
premises and equipment to adults and institutions in the local area.
In Greece, for instance, a variety of extra-curricular school-commn-
ity linking activities were developed in several schools in the LINK
project (GR 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 resocurces of the school, and the social
and econcmic needs/opportunities of the local cammnity, and contri-
bute to the curriculum, as well as to guidance and commnity educa-
tion 29). similarly, the Northamptonshire pilct project (UK 30) deve-
lopad ways to enable students to learn by working in the commnity
alongside adults, and at the same time to strengthen the schools' con-
tribution to their envirorment 30),

Other projects in Dermark, France, Germany, Ireland and the United
Kingdom stressed the important role of parents as a resource 31). Ex-
amples can be fourd in the Venissieux project (F 10) ard the Northamp-
tonshire project (UK 30), which had as one of their aims to associate
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 32),

Links between scheols, 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 Sections IIT.2 and III.4 of this report.
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2. Improving educational and vocational guidance

Offering opportunities to all young people to acquire relevant know-
ledge, skills and perscnal competencies is one pillar of their prepa-
ration for working and adult life; enabling and helping them to use
these qualities for making informed educaticnal, vocational and occu-
pational choices, and for developing a dynamic perspective of their
own future - i.e. guidance - is the cother pillar. The two are insepa-
rably connected. Guidance - understood in these terms, and as seen by
the pilot projects - goes far beyond the provision of up-to-date in-
formation on careers ard jcbs, or help to fird a placement. It invol-
ves copportunities for active learning and persocnal experience, and
should help put into focus the personal and social future of the young
person, not only his/her future work.

In the Transition Programme, there was a noticeable trend towards giv-
ing the gquidance process a more central place in the work of the scho-
ol. The pilot projects saw guidance as an integral part of teaching
and learning; as a process which had to continue beyond school; and
as a process requiring the active involvement of other partners and
same inter-institutional co-operation.33) The functioning of national
guidance systems as such, and of the various specialised agencies in
them, are not considered in this report, but a concise review ard ana-
lysis of them can be fourd in a separate study recently published for
the Camission 34).

Inplications for the curriculum: active learning

If guidance is to be linked to the whole teaching and learning process
in the transition period, it must 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 variocus 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
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resource (described above in III.1), had an explicit guidance cbjec-
tive, and have proved of value, e.g. work experience schemes, particu-
larly those using a "phased" approach, or enterprise education progra-
mres. They form essential elements, but not the camplete answer to the
need to strengthen the guidance process in a school.

The most important factor was seen to be the emphasis to be placed on
pramoting young people's autonamy, their self-awareness and their cap~
acity 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 rarnge 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. This was reflected in
the work of the French project (F 11) which involved 60 selected ori-
entation and information centres in developing new approaches to their
task of supporting the guidance process in schools. The materials
which the project developed covered aspects like self-awareness, know-
ledge of the world of work and planning one's future, and were design-
ed as flexible units for joint use by teachers and guidance counsel-
lors 35), other projects - especially in Dermark, Ireland, Italy and
the United Kingdam - provided other examples of how the content ard
style of delivery of the curriculum could be adapted so as to contri-
bute to meeting the guidance needs of young people.

A particularly camprehensive approach was introduced in Italy, empha-
sising the need to link young pecple's aspirations to the econamic po-
tential of their "territory" (region), and to develop their autonomy
and stimlate 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 econamic
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
econamic and cultural features of their region. One of the main abjec-
tives in this "territorio" approach was to develop in the students,
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both boys and girls, a greater awareness of, ard a more positive atti-
tude to, the possibilities of work in small firms and self-employment.
Special curriculum materials were produced for lower ard upper secon-
dary schools, to support this process and to disseminate it more wide-
1y 36),

Though strongly advocating the need for guidance to be seen as an in-
tegral part of the curriculum, same projects warned against treating
it simply as a vague “overarching" principle. They argued, fram their
experience, 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 account of their procedures
or approach to providing guidance, especially an how they handle the
needs of weaker pupils. |

Continuity bevond school

Follow-up guidance for all yourng pecple who have left school - but es-
pecially the low-qualified, or young migrants who may suffer from cul=-
tural discrimination - was a strong focus in same pilot projects. It
reflects a growing concern, in a mumber 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 yourng pecple are difficult to contact, once they have
left school, and their guidance needs generally extend beyord the
question of vocational or occupaticnal choice, to a kroader range of
personal and social problems. |

The pilot projects concerned with these issues therefore stressed the
importance of avoiding a break in the continuity of perscnal contact
to these young people at the point of leaving school. Schools in the
two Danish projects (DK 3 and DK 4) developed their approaches in the
framework of national requlations for follow-up guidance. Generally
the quidance specialists of the 'Folkeskole' (campulsory school) have
a responsibility to maintain contact with students after they have
left school, several times over the period until they have reached
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the age of 19 or have entered a post-campulsory institution which then
takes over the guidance responsibility. Since the guidance specialists
work part-time in the school and part-time outside it in the local
coammunity, and because they work closely together with the class-tea-
chers, this system helps to identify potential problems at an early
stage, and offers other continmuous and ccherent guidance support.

Similar approaches were successfully introduced in Germany (D 5 and

D 8), where special guidance teachers offered advice ard personal sup-
port to young pecple, in particular to potential low-achievers and
young migrants, during their last years of full-time campulsory educa-
tion, following them through for same time in the period thereafter.
They liaised with the providers of post-school opportunities, to find
solutions suited to the needs of the individual young person, and co-
operated closely with the local careers counsellors of the national
employment agency (Bundesantalt fur Arbeit). In Duisburg (D 8) it has
thus been possible to set up a ccherent and camprehensive support
structure, covering a large part of the region.

Different approaches were explored by projects in other Member States.
Recognising that many young people distrust schools, and teachers in
them, the Luxemboury project (L 23) established a network of locally-
based social/youth workers (and specific training for them). These
“Transition Tutors" operated ocutside the schools but in close contact
with them, as well as with training institutes, local youth services,
industry and authorities 37). In another example, the "Outreach Cen-
tre" run by the Dublin Inner City project (IRL 16), commmnity-based
second-chance programmes were offered, which cambined guidance with
social and vocational preparation in an informal, non-school environ-
ment 38), similar developments were also to be found in Venissieux

(F 10) and Kassel (D 7).

Co~cperation with formal and informal providers in the local community

The greater emphasis placed on guidance at the school level does not
imply that schools carry the exclusive, or main, responsibility for
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guidance. Their new efforts will have little effect unless the schools
develop a strong camitment to co—operation with the cother partners

in the guidance process. In hardly any other area of transition work
is the need for co-ordination more cbviocus than in the guidance field,
where a multitude of providers operate in parallel, including public
ard private specialised agencies, guidance and careers services inside
and outside the education system, parents, youth services, educaticn
ard training institutes, firms, and organisations in the local commun-
ity. Many young pecple, ard teachers, find it difficult to see their
way through this bewildering camplexity.

The pilot projects tackled this problem on various fronts. The 60 in-
formation and orientation centres participating in the French F 11
project (which form part of the education system but are based ocutside
the schools) concentrated on developing a more interactive and organic
working relationship with teachers and schools in their "constituen-
cies". 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 ocutside
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 pecple.
In Germany, where careers guidance is provided by the careers counsel-
lors of the employment agency, the projects in Mannheim (D 5), Kassel
(D 7) and Duisburg (D 8) intensified co-operation between these coun-
sellors and teachers, especially the "contact teachers" (see below)
now being introduced in many schools 39). Special arrangements were
developed, including in-service training, which significantly improved
the quality and co-ordination of guidance services in the project
areas.

A further important field for co-cperation to improve the guidance
process is the development of working links between general and voca-
tional schools. The Mannheim project (D 5) benefited fram a system of
“"contact teachers" and "“contact groups" which had been set up as part
of the first Transition Programme, covering the whole of the 'Land!’
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of Baden-Wurttemberg. In the contact groups (of which there are more
than 60, involving about 2000 teachers), specially-appointed contact
teachers fram the "Hauptschulen" (lower secondary, general education,
schools) and the vocational schools meet regularly, to improve their
xnowledge of the range of vocational training available, to campare
the curricula in both types of schools, and to organise practical
working links between them. The contact teachers later transmit the
information and experience they have gained to other teacher-collea-
gues, thus improving the guidance expertise in their school 40).
School-linking was similarly emphasised in the Venissieux project (F
10), in the regional co-ordination system in Kassel (D 7), ard in the
Strathclyde project (UK 28).

Setting up a local, inter-service, task-force has been ancther appro-
ach successfully used in the Transition Programme, to co—ordinate and
develop guidance activities and the provision of education/training
opportunities in a mmnicipality. The "“youth team" in Hvidovre (DK 4)
is a particularly good example. It brings together in one group, meet-
ing once a month, representatives of four local services: Youth Guid-
ance (i.e. the counsellors working in the schools ard the local com-
mnity), Youth Employment (offering training places in public sector
employment projects), Social Welfare and the State Employment Office.
The group coperates as a clearing-house to provide cocherent, coamprehen-~
sive guidance and training programmes for school-leavers and young un-
employed, tailored to the individual needs of the young person. It or-
ganises its work in such a way thac the local guidance counsellors can
act as a single cantact point’for young pecple, giving access to all
four services 41). Youth teams have also been started now in other m-
nicipalities in Dermark. The approach can be compared to that of the
French 'Missions Iocales', a network of local task-forces set up since
1982 all over the country, to co-ordinate, stimilate and develop edu-
cation, training and other provision for young people, especially
those '‘en difficulté' between the ages of 16 and 25 42).

The value of having available, at the local level, a special clearing-
house and development capacity to meet the needs of young people with
particular problems is also illustrated in the work of the "RAAs" in
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Northrhine Westfalia ("Regionale Arbeitsstellen zur Forderung aus-
lardischer Kinder und Jugendlicher" - local agencies for the suppof't:
of migrant children and youth). These agencies were set up recently
in 8 different cities in the vast industrial Ruhr region, including
the cities of Duisburg ard Cberhausen, 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 conmmdcatioq, run inside the schools and
ocutside in the local cammmnity; they help to improve existing local
infrastructure ard facilities for young migrants; provide special
counselling and gquidance in co-cperation with the schools; and develop
forms of commnity education 43).

More generally, all of the local support and co-ordination structures
for school-industry links, described in Section III.1 of this report,
have also proved highly effective for guidance purposes. The same app—
lies to the approaches, developed by various pilot projects, involving
parents more closely in the life of the school and in contact with |
teachers.

Substantial experience has been gained also, in the Transition Progra-
mne, on ways in which young pecple themselves can support each other,
and camplement the work of schools and specialists in the guidance
process. Several strands can be seen in this development: the involve-
ment of young pecple in schools! efforts to ensure that information
material related to guidance is available to, and used by, those leav-
ing 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; ard 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 of young people,
fram that of passive client to active partner.

Many pilot projects have provided a basis for changes of this kind,

through their emphasis on active learning, enterprise education or by
providing activities arnd materials to support self-assessment and
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self-guidance. This experience is being greatly extended by a range
of special youth projects, managed by young people themselves, which
the Commission has supported in association with the Transition Pro-
gramme 44),

Sex—destereotyping and widening gqirls'! choices

Challenging traditional thinking about the roles of wamen, and raising
the self-awareness and self-confidence of girls, were seen by many pi-
lot projects as the first step towards encouraging and enabling girls
to cansider a wider range of choices for their future lives in the
world of work and as adults. Many projects have been engaged in ac—-
tions aimed at teachers, administrators, parents and counsellors.
Their experience contributed to the preparation of an Action Handbook
addressed to these target groups, which was published in the framework
of the Council Resolution to proumote equal opportunities for girls and
boys in education, adopted by the Council and Ministers of Education
on 3 June 1985 45).

Special concern about the quality of guidance for girls, and positive
action to improve it, was an important aspect in a number of projects
from all Member States. Girls were encouraged to choose technical sub-
jects, to learn to use a camputer, to participate in mixed-group pro-
ject work, and work experience programmes; boys ard girls greppled
with the question of role-stereotypes, through discussion and work in
the classroam, but also through practical experience, using, for inst-
ance, role-plays or enterprise schemes.

Same projects have produced particular curriculum units to raise aw-
areness to sex-stereotyping and its effects on wamen's choice of jcbs
arnd training. In Castlemilk (Scotland, UK 28), a new short course, the
"Girls Programme", was developed for 14/15-year-old girls.

It camprises five l-hour sessions, each involving the presentation of
specially selected stimilus material, followed by small-group discus-—
sion. The course is taught in single-sex groups - with the pupils be-
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ing withdrawn from their normal lessons for it - to avoid boys domina-
ting the discussions and prevent boys and girls from adopting rigid
stereo-typical positions 46). The Shannon project (IRL 18) developed
a camprehensive teachers' resource pack, entitled '"why not broaden
your horizons", containing a teachers handbook, student work-cards and
video materials. The pack is addressed to guidance counsellors armd
subject teachers, and includes guidelines for activities, in and out
of the school, to cover about ten 40-minute periods. It is mainly de-
signed for use with girls aged 11-16, but has proved also effective
with mixed groups 47).

The experience of the projects confirms the value of such curricular
initiatives. But many projects also stressed the need to consider pos-
itive action not anly in terms of a specific course, but as a continu-
ous ard serious concern pervading all curriculum and guidance activi-
ties at the school.
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3. Cambating school failure and disadvantage

The Transition Programme has grappled with the issue of school failure
in a pragmatic way. Its work was not based on a particular definition
of low-achievement, or success, using cammon criteria. A large number
of projects piloted practical approaches to support young people, who
are at risk of 'failure' in campulsory schooling, by whatever stand-
ards apply in the education system. Same were concerned about the
still un-mastered effects of the extension of secondary education,
whether de jure or de facto, which raise difficult cquestions about the
appropriateness of the “academic" curriculum for those young pecple.
They all felt the challenge to break the viciocus circle in which a
lack of positive experience or recognised success leads to apathy, or
rejection of learning at school, ard destroys the motivation for any
further education. They also recognised the need for schools to pay
more serious attention to the problem of illiteracy: campulsory educa-
tion may provide in many cases the last opportunity for diagnosis and
remedial action.

Being disadvantaged does not, of course, necessarily condition yourg
pecple to failure at school. Nor do all young pecple face the same
difficulties. Disadvantage has many roots; they may lie in the person-
ality or perscnal history of a young person or stem from economic so-
cial or structural problems in the area he or she lives in. Other
young pecple are discriminated against, because they belang to an eth-
nic minority or were brought up in a different culture. All these fac-
tors, however, can became, and mostly are, sericus cbstacles to young
pecple developing their full potential armd meeting traditional stand-
ards for success at school.

The pilot projects set themselves different priorities for action 48).
Three main areas are considered below.
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Action related to the curriculum

Many of the curriculum innovations referred to in the preceding parts
of this report were particularly relevant to helping young pecple with
learning difficulties: putting the emphasis on experiential, or ac-
tive, learning; using the world out-of-school as a resource; introduc-
ing enterprise education and work experience schemes - all these app-
roaches have proved valuable. Though they are now coming into much,
wider use for young pecple with all kinds of ability, the educational
philosophy and concepts underlying them were, in fact, derived from
their successful use with these students, who by traditional standards
showed only modest attaimment. |

Same projects worked on the development of “alternative" curricula for
disadvantaged and lower-achieving pupils in campulsory education, es-
pecially in the United Kingdom: in Manchester (UK 27), Northampton-
shire (UK 30) and Castlemilk (UK 28); and in Venissieux (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". Same of these modules are subject-
related, others aim at the develcpment of personal or practical abili-
ties, or at skills in the use of new technology. For each module, ob-
jectives, methods and expected learning outcames are precisely defin-
ed, so that they are not only clear to the staff, but alsoc - arnd 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
on the full armoury of experience-based learning, inside the school
and ocutside, in industry or the local cammunity. They recuire flexi-
bility not only in the organisation of content, but also in the time-
table and the physical arrangements (space, equipment etc.) for work.
In the schools of the Manchester project for instance, the conversion
of traditicnally-arranged classroams into multi-purpose learning spa-
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ces, equipped for project and group-work as well as class-work, was
seen as important 49). In Castlemilk and Northamptonshire, close wor-
king links with the local vocational colleges were developed, facili-
tating the use of their premises by the schools.

The experience of these projects in the U.K. and France suggests
strongly that their alternmative programmes for lower-attaining pupils
teach the basic skills much more effectively than conventional curri-
cula, though earlier experience of traditional learning often impedes
the students' learning capacity. But they also call for higher, not
lower, skills ard standards on the part of the teachers.

New approaches to assessment

The high rate of drop-ocut by young people fram campulsory education,
at the statutory leaving age or even before, was a major concern in
the Transition Programme. It is still alarming: almost one out of five
students in Germany leaves the "Hauptschule" (lower secondary educa-
tion) without a certificate of any practical value; ard the correspon-
ding figures are higher still elsewhere. A key adbjective in most pilot
projects was therefore to extend, or provide, cpportunities enabling
all students to abtain at least a basic recognised qualification, the
most essential formal condition for access to further training or
work.

Many projects concentrated therefore on curriculum development and new
forms of remedial action, to tutor young people who were "“at risk"
through the mainstream systems of certification, e.g. in Germany (all
projects) and France (F 10). Other projects, particularly in Ireland
ard the United Kingdam, challenged the appropriateness of existing
assessment and certification procedures for their new courses and cur-
ricula. They worked on new approaches which put the emphasis on recog-
nising what has been achieved by the individual young person, rather
than on classifying him/her as a good or bad pupil 50).

A main thrust in these approaches has been the use of new techniques
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and instruments such as "Student Profiles", "Activity Record Sheets",
nstatements of Achievement", or "letters of Credit" - which provide
each pupil with a systematic, externally validated, record and certi-
ficate of "work" done at school. Same of these techniques were pilo-
ted in the first Transition Programme 51). They were further developed
and more widely used in same projects of the secornd Programme; e.d.
in Galway (IRL 17) and Shannon (IRL 18), in Northern Irelarnd (UK 26),
Manchester (UK 27), Castlemilk (UK 28), Powys (UK 29) and Northampton-
shire (UK 30).

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, emphasised 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 school. They re-
cognised types of achievement which do not lend themselves to conven-
tional methods of assessment. They are easily adaptable to a "modular"
organisation of the curriculum and active learning. And they foster

a "pédagogie de la réussite" (learning through success), a concept
strongly reflected also in the Venissieux project (F 10), through pro-
viding a contimious record of tasks successfully achieved by the stu-
dent.

This experience points strangly to the conclusion that changes in the
methods ard instruments used for assessment can be of benefit to all,
not only so-called “disadvantaged" young people. The general use of
such methods will also help to avoid the stigmatisation and separation
of the lower-attainers. Many young pecple, 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 portfolic which des-
cribes the positive achievements of their school career.

The pilot projects, however, also faced same major difficulties in
implementing such new approaches. The first constraint was time: using
profiles arnd other methods means considerable extra work for the tea-
chers, and the students. The other was overcaming possible prejudice
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against such new assessment methods in the eyes of parents, and, even
more, employers. These prablems form part of the general cbstacles to
wider dissemination and generalisation. But the projects also argued
that time constraints should be taken into account in the broader con-
text of a more flexible organisation of the cwrriculum; axd they de-
monstrated locally that employers were willing to use these forms of
assessment if approached arnd informed in advance about them: many con-
firmed that they found them more informative than traditiocnal school
reports or examination results.

"Third-place" approaches

A "third place" is samewhere which is neither school nor hame. 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 pecple, who reject school or feel inti-
midated by it; and with those who do not find support or facilities

at hame.

A mmber of pilot projects applied the cancept of the "third place"
to providing a new form of educational and guidance activities of var-
ious kinds, designed to camplement, pupils!' work at school or sort out
problems encountered there. They were also used for work with early
drop-auts and young unemployed. The considerable success, in all cas-
es, of these approaches was largely attributed to the atmosphere of
these places, which were easily accessible for informal contact, and
which enabled action to be taken which provided a faster response to
individual or group needs.

The "outreach centre" ard the "work exploration centre" of the Dublin
Inner City project (IRL 16) have already been referred to in other

parts of this report. The Berlin pilot project (D 6) provides two fur-
ther successful examples. One is the "Youth and Culture Centre", loca-
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ted in Kreuzberg, an econcmically declining inner-city area, with
about 70% Turkish children amongst the school population. The centre
enables whole classes from schools in the neighbourhcod to spend a
week on various kinds of art activities. It uses painting, music,
theatre, etc., to stimilate young people's self-confidence, to give
them a taste of success arxd to cope better with same of the socio-
economic disadvantages fram which they suffer. The centre has also
became an important platform to facilitate cammnication between the
Turkish and German cammunities 52). The other example 1s the resource
place which the project provides, in the neighbourhood of cne large
school, for Turkish girls. Guidance activities, hamework tutoring and
personal counselling are the main activities in it 53).

In France, a similarly successful innovation was started in Venissieux
(F 10), a post-war suburb of Iyon with a large immigrant population.
The "Lieu a(p)prendre" (a name meaning both "Iearning 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 pecple. The small cen-
tre offers help with hamework, with learning how to learn, personal
counselling and advice. Basically staffed, each evening, by teachers,
it inwolved the local cammnity also in an active way, i.e. parents,
older students, camminity workers and cther people sharing in the res-
pansibility of helping young pecple cope with their educational, per-
scnal and social problems 54),

Another example can be fourd in the printing-shop set up to help drug-
addicts in the Treviso Project (I 2la) which also successfully cambin-
ed vocatianal teaching with an informal, therapeutic, atmosphere. !

In all these projects the schools underlined that these "“third places"
made an essential and positive contribution to help them tackle the
prcblems of school failure and counter-balance the effects of differ-
ent kinds of disadvantage. The demands on, and requests for, such cen-
tres have steadily grown in the projects. More widespread use of the
"third place" philosophy is strongly advocated by them.
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In the Transition Programme, work in these three areas of action (i.e.
curricalum development, assessment and the use of a "third place") was
camplemented by special efforts also in the guidance field. The statu-
tory procedures ard services are not always adequate to respond to the
particular problems of young pecple who face difficulties at school,
drop out at the earliest convenience and are freguently socially or
otherwise disadvantaged. The “youth team" developed in Hvidovre (DK
4): the "contact teacher" system of linking general and vocational
schools; the "RAA"s system operating in the Duisburg project (D 8):
ard the local action groups ard "transition tutors" of the Luxemburg
project (L 23) - have all been described above in Section III.2 on
guidance work.
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4. Preparing teachers for new tasks and roles

Teacher training arnd 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, re-
cognising 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 ard
roles of teachers. One is the need, at all levels, to update subject
knowledge ard reflect the new wisdom in subject-based teaching. Though
not new in any way, this need is now more and more difficult to meet,
given the pace and camplexity of change in many fields and the concern
about raising the standards and quality of education, let alone the
ever-increasing gualification demands of the labour market. Prcbably
most existing in-service training is geared towards this dbjective.

The cother challenge arises fram growing awareness of the problems
which young pecple 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 pre-
pare 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 55). This is all the more difficult for the
transition process itself being subject to rapid change (see Section
II of this report).

Most teachers have not been specially trained to respord to this sec-
ord challenge. It involves a change of attitudes and a diversification
of teachers' roles ard tasks unparalleled in the past. Teachers are
expected to be the organisers and facilitators of the learning pro-
cess, rather than the conveyors of knowledge. They have to fulfil new
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tasks in the guidance process. They must became co-ordinators and li-
aison agents with the world outside school, are increasingly concerned
with social, health and other problems of their students; and have to
buiJ:d up new types of relationships with parents. They are front-line
cperators in overcoming sex-sterectypes 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 canstraints, such as regulations on school organi-
sation 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 cbjective in almost all pilct
projects of the secord 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 study of the Com—
mission 56), 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 57).

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 envirorment - the pervading theme of the whole Programme. The ex-
perience of many teachers was that getting directly involved in as
many aspects of these activities as possible itself made a crucial
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 cpportunities to
campare, ard reflect on, their experience with colleagues and other
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professional partners. The formation of teacher groups, irvolving tea-
chers 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 mumber of pilot pro-

jects.

Beyord this general strategy of learning by doing, same pilot projects
took specific action to put teachers in contact with the world of work
and the community in their local area. In Aalborg (DK 3) a special
course was developed, involving intensive visits to work places in in-
dustry, to help class-teachers prepare and run the new work acperiénce
programes for students in the three last years of campulsory school.
The Dutch project in Zeeland (NL 24} piloted, with great success, a
work experience scheme for teachers from lower secondary vocational
schools. It also involved teachers of careers education and social
studies fram general secondary education. The scheme provides for
short placements (3 days) in firms ard it is now proposed to spread
it to all parts of the Nethe¥lands 58). The countrywide Greek SEP pro-
ject (GR 13) was similarly successful with its field experience pro-
gramme for guidance teachers. The project developed a 5-months course
to train teachers from 19 areas of Greece for guidance tasks in their
schools. The fifth month of this course was entirely spent on “field-
work", i.e. visits and contacts to local industries, meeting with tea-
chers and people fram the local commmity etc., in the areas in which
these new guidance teachers would have to operate 52). In Kortrijk

(B 2) teachers of the technical institute were seconded for several
months to industrial firms, as part of their in-service training.

To prepare these various types of field experience, lectures and semi-
nars were organised for the teachers, involving expert input from out-
side professicnals. Seminars and workshops formed the starting point
in all Italian pilot projects for implementing their "territorio" app—
roach (see III.2). Addressed by economists and people from industry
ard commerce, these seminars offered a broadly based introduction to
the thematic focus which each project had chosen, reflecting the pri-
orities and the potential for economic growth in the respective pro-
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ject areas: the development of tourism, in Calabria (I 1%a) and Sas-
sari (I 19b); the development of small and medium-size industry in the
tertiary sector, through better administrative organisation and man-
agement, in Val d'Elsa (I 20a) and Viterbo (I 20b); agriculture and
food processing industries, in Treviso (I 2la) and Avellino (I 21b):;
and the use of advanced technologies, particularly with regard to
small enterprises, in Modena (I 22a) and Biella (I 22b). The seminars
helped teachers find ocut more about their own region and provided
opportunities for joint preparation of practical projects, curriculum
material and teacher guidebocks for use in the projects' schools. They
had also great value in bringing together teachers from general and
vocational schools (from both campulsory and post-campulsory educa-
tion).

Developing information and working links between teachers from differ-
ent types of schools, especially between those fram general and voca-
tional education, was generally seen as an important source for staff
development and, indirectly, for contact with the world of work. As
described in the preceding parts of this report, a number of projects
made extensive use of these opportunities, e.g. in Mannheim (D 5),
Duisburg (D 8), Vénissieux (F 10) and Castlemilk (UK 28). The teacher
circles set up in the St. Ghislain project (B 1) brought together not
only teachers from various sectors ard levels of education, but also
fram schools of the different "“reseaux", i.e. the state, cammunal ard
private systems - a unique development in Belgium. Inter-school semi-
nars and working groups were also used in the Northern Ireland curri-
culum review project and in Powys (UK 29) as one of the main instru-
ments for in-service training.

A particularly interesting camprehensive in-service course to prepare
teachers for their new tasks in "transition" education was developed
in Kassel (D 7), cambining a mumber of the methods described above.
It was addressed to teachers from general ard vocational schools, and
was mainly aimed at strengthening their guidance skills. (See III.2
and Innovations No.6).
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Innovative action as training experience

. Participation in a pilot project, such as those in the Transition Pro-
gramme, is itself a major learning experience for many teachers. But
apart from such comprehensive initiatives, any innovative action of

a less camplex type can provide a stimilating framework for staff de-
velopment. In this context, the term 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 Programme saw the training poten-
tial of innovative action to be in the new types of activity involved,
but above all in the climate ard corditions which an innovation offers
for staff development. It creates a context in which new cbjectives
are being defined in cammon; it sensitises colleagues to give each
other support and exchange experience; and it provides same continuity
of stimilus and support, over a period of weeks, months or years, de-
pending aon the scale ard targets of the innovative project.

In the pilot projects, such positive effects appeared, or were actual-
ly intended, in a mumber of specific activities. Two fields of action,
however, seem to offer particular potential, because they concern, ex-
plicitly or implicitly, many aspects of the schools' work. The first
is curriculum review in a broad sense, including 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 Ire-
lard by the TRAWL project (UK 26), other projects worked on similar
lines. In Manchester (UK 27), for instance, where the main emphasis
was on alternative curriculum strategies, teams of teachers were
brought together in residential (weekend) meetings, as a device to
crystallise the experience of their project schools on selected the
mes. These meetings produced materials for use in staff development
activities. The procedure solved a prablem felt by many schools in the
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project, 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 60},

In a French project (F 11), schools were asked to review the content
of their text-bocks and teaching materials for evidence of sex-stereo-
typing. In one of the project regions, the "Academie" (i.e. education-
al district) of Rennes, this had stimilated both the participation in,
and success of, special training events. A series of short workshops
was launched as part of a regional programme for heads of schools,
trainers of teachers and for mixed groups of guidance counsellors,
teachers, school administrators and parents, to raise their awareness
and encourage positive action with regard to widening the choices made
by girls 61). Further examples from a mmber of other pilot projects
confirm the training impact which can be cbtained fram involving tea-
chers in an active way in curriculum review and development.

The other field of innovative action which can generate a particularly
wide range of training effects is related to work on alternative or
camplementary methods of assessment. "Concentration on assessment en-
courages a re—-appraisal of every aspect of a school's aims, curricu-
lum, methodology, organisation, staffing, and its relationship with
parents and the commmity at large. As such it can be exhilarating,
challenging or disruptive, depending on the ability of the institutior
to cope with the conclusions which emerge". This quotation fram a
report on assessment in secondary schools in Manchester applies in
particular to the situation in the United Kingdam, where - campared
with many other education systems in the Eurcopean Commmity -~ local
authorities and individual schools have more autonamy in curriculum
matters; hence the importance attached to assessment issues, and to
matching the assessment process with the requirements of externally
- validated certification. The Manchester pilot project demonstrated,
indeed, the fundamental changes called for on the part of teachers,
especially as regards their attitudes to low-attaining pupils, when
they were asked to design suitable units of work and appropriate
assessment methods for these students. This process helped to expose
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unrealistic teacher expectations and to identify training needs.

But such outcomes were not only stressed in the United Kingdom, simi-
lar effects were also fourd in Ireland. And in those Member States
where aurricula, and criteria for controlling the pupils' learning
process, are established centrally and thus limit the scope for inno-
vative action by the individual school, same projects broke new ground
in this particular field. There, the need to take a fresh lock 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 curriculum delivery to set
achievable targets for their students, rather than giving priority to
deferding “standards", teachers felt they learned a great deal about
the needs of their pupils.

Teachers sharing students' experience

Teachers can also pick up training for transition education by learn-
ing alongside their students. In the Transition Programme, many teach-
ers underlined the training benefits to themselves of activities in-
volving them in joint learning with their students - even if they only
realised this afterwards. These opportunities are, however, mostly un-
exploited as a source of staff development. One reason is that such
training outcomes often emerge as an unexpected "by-product!, are dif-
ficult to predict, and therefore cannot be plamned in detail into the
design of the activity or learning situation. Work in the pilct pro-
Jjects identified or confirmed different types of joint action and ex-
perience which clearly have this potential and lend themselves to
staff development.

Quite a lot of the practical activities imitiated in the Programme put
teachers in roles in which they were no longer the expert or source
of information, but closer to the satuation of the student, being pre-
sented with the task of solving a problem and having to work out what
to do. Enterprise schemes, project work, practical "design and make"
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tasks, and many others, can produce this situation. By putting the
teacher in a non-traditional role in relation to students, these acti-
vities illustrate and "teach" that role. In Aalborg (DK 3), one of
many examples, this method was used to raise class teachers' awareness
of sex-sterotypes, and to help them develop and run programmes for
student 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 fram the very positive impact
on students' personal and social competences. Teachers found out more
about their students, discovered new qualities in them, and learned
to develop a relationship with them as young adults. Similarly posi-
tive experience was also derived from "third place" situations, as
described in Section III.3 of this report. Joint work in such informal
settings helps to remove barriers to different kinds of interaction
between student and teacher. It provides an cpportunity for teachers
to try out new roles for themselves, in a situation away from the
structured and exposed corditions of the school.

Institutional development: All pilot projects stressed that staff de-
velopment is inseparable fram institutional development. Schools face
the changes and new demands just as much as 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 creaticon, at the level of each individual school, of some
special co-ordination 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 tr-
aining, and involving the whole staff, or large numbers of them, in
it.
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IV. Conclusions: policy messages and priority areas for further
development in the transition field

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 ca-
ses same alteration or re-negotiation of the existing division of res-
ponsibility between national and local, or local ard institutional,
authority, and considerable freedam for experimental work. It also im-
plied an expectation that the pilot projects should generate new in-
sights, but also a recognition that not all their outcames will neces-
sarily be generally applicable.

Generally, pilot projects are used for policy development in different
ways. They can be set up to fulfil:

e a stimulation and demonstration rocle. In this sense projects are
intended to function as a "model", exploring ard illustrating alterna-
tive routes to meeting specific educational needs and influencing oth-
er institutions in the same or similar directions;

e an experimental role. There the expectation is that the experience
ard results of pilct projects will provide policy-makers with relevant
information to decide on a particular issue;

e an implementation function, i.e. to start the process of giving
practical effect to same nationally- (or regicnally-) 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 per-
iod, it appears to be premature to make firm statements about how, and
to what extent, they have, individually or collectively, influenced
or confirmed national policies (though their local effects are quite
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evident in many cases). This will have to be left to evaluation by
each Member State 62}, Their subsequent impact on policy (at local,
national and Commmnity level) depends on how 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 pecple, to teaching methods or institutional roles) and pro-
ducts (such as teaching materials, new curricula, new certificates
etc.). In this last section same of the main conclusions are therefore
listed not only concerning follow-up in individual Member States but
also at Camunity level. They are formulated from analysis of the evi-
dence from the projects' work described in Section III of this report.
They include same general gquidelines for action, as well as references
to the need for further action in specific areas.



- 57 -

1. General guidelines for action

Developing co~operation and partnership

The need for more interactive co-operation between schools and their
local partners ocutside - including industry, the local community, and
educational and youth services of various kinds - was perhaps the str-
ongest stimilus and "leitmotif" in the majority of pilot projects. It
pervaded most of their activities in all fields of action. The experi-
ence of the projects forcefully illustrated how, through co-operation
and pooling of resources, a wider range of learning opportunities can
be mabilised, and more flexible responses can be offered, to meet in-
dividual and collective local needs. In the language of the Programme
this was called the "district approach".

Policies for transition must put more explicit emphasis on developing
a co—-cperative dimension to the work of all schools concerned with
this particular stage of secondary education. They should stimulate

a sense of shared responsibility between all those who are, or should
be, involved in facilitating the transition of young people, particu-
larly at the local or regional level. For further development three
main aspects seem important:

e TFirst, new policies must canstantly challenge the belief, still
widespread amongst schools, that they are surrounded by legal and ad-
ministrative barriers, which severely or totally impede their scope
for co—cperation. Schools ard teachers must be encouraged to be more
entrepreneurial in outlocok; to be less pre~occupied with the extent
of the impossible or the forbidden amd to exploit actively ard to
their limits the possible and the permissible. Heads have a vital role
to play in encouraging this change of attitude. The administration can
provide incentives and rewards to stimilate it.

e Secondly, it is important that schools have greater flexibility



- 58 =

and more autonomy in planning and fulfilling their tasks. Co-operation
requires time, for internal co-ordination, for planning and discus-
sion, amd practice. It requires flexible and varied forms of interac-
tion and exchange, and the sharing of tasks. Schools should be given
positive encouragement to respord more directly to local needs, to
develop their role 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, or offering the use of infra-
structure and equipment to pecple ard institutions in the local cammu-
nity.

e Finally, the new policies should foster organic and ongoing rela-
tionships between the world of education and the world of work in as
many fields as possible. Links between schools and industry/community
need to go further than contacts which are incidental to specific pro-
jects or single events. Schools ard training institutions should be
urged by their authorities to explore the full range of possibilities
for co—operation with external partners in their local area. In doing
so, they should seek the co-cperation of both employers and trade un-
ions. Experience in the pilct projects shows that links with the trade
unions are rare, and difficult to maintain. The appropriate authori-
ties should therefore stimilate initiatives which bring together sch-
ools ard the social partners at the local or regional level, ard
should appeal to both sides of industry to offer their active support.

These aspects should be given particular attention in the dissemina-
tion and wider implementation of cutcomes from the Transition Program-
me. They are important factors for success in creating the climate ard
capacity, in schools and training institutes, to co-operate with part-
ners in the local or regional enviromment.

Improving the management of change and reinforcing the dissemination
of innovation

All education systems in the Commmity face strong pressures to adapt
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to, prepare for, or even help to stimilate and direct economic and
technological change. But generally their response is slow, and fre-
quently lags behind developments. Too often inertial forces prevail
over imnovative practice, both at administrative level and within
individual education institutiaons.

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 demonstration func-
tion, providing illustrative models and encouragement to stimulate the
mainstream development of education systems. Experience from the Tran-
sition Programme points to the conclusion that this potential is in
many cases under-exploited, and underlines the value of feedback bet-
ween pilot projects, authorities and policy-makers. It also demonstra-
tes the need for a clear dissemination strategy to be built into the
design of each pilot project from its begimning.

A number of approaches proved effective in the Programme:

® Generating a snowball effect, i.e. starting with a limited number
of project schools and gradually associating others, as and when inno-
vative action in the "lead"-institutions started to show success -
e.d. in Germany (D 5, D 6, D 8), France (F 9, F 11), the Netherlands
(NL 24, NL 25), ard the United Kingdam (UK 27, UK 30).

A similar effect resulted from the planned process of cross-Eurcpean
interaction within the Programme. Initial contacts between projects
fram different Member States developed into continuous, bilateral and
milti-lateral working relationships, providing an operational frame-
work for the transfer of experience between projects fram different
parts of the Cammmity 63).



- 60 -

e Gradual pooling of experience: different projects (or separate .
"units" of a large project), working on a cammon theme or problem,
were regularly brought together to compare methods and ocutcomes of
their work, as a means to strengthen mutual support and the exploita-
tion of experience, and the joint production of materials for wider
dissemination (e.g. the F 11 project).

The series of thematic workshops, organised at Community level for
leaders amd staff of the pilot projects, also served this purpose.

e ILaunching pilot projects as part of a wider (naticnal) plan or
programme. There were many examples in the Transition Programme: the
Flemish project (B 2) formed part of the govermment's programme to de~
velop new forms of part-time education/training; the Vénissieux pro-
ject (F 10) was involved in the national plan for the renovation of
"colléges" (curriculum change in general secorndary schools), as well
as part of a large-scale programme to introduce new experimental clas-
ses for low-attaining pupils; the LINK project (GR 15) was part of a
wider programme in Greece to introduce a new type of upper secondary
school; the Dutch School Employment Liaison Centres ("O0as", NL 24 and
NL 25) and the "low-attainers" projects in Manchester (UK 27) and Nor-
thampton (UK 30) were part of a wider national initiative. Pilot pro-
jects in such situations have, or should have, a ready-made target au-
dience for the dissemination of their imnovative outcames.

e Using input fram pilot projects for teacher training and staff de-
velopment. In-service training programmes provide the ideal vehicle
to transport new concepts and experience. Many pilot projects used,

or created, opportunities to present their approaches and cutcames to
a larger mumber of teachers in their local area or region, not only
at the end but also during the course of their pilot pericd.

e Disseminating the products of pilot projects, and not anly rep-
orts, through print and audio-visual media. A mumber of "packages"
(e.g. teaching materials, whole course programmes, handbooks and
guidelines) were produced in the Transition Programme for use by tea-
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chers, counsellors ard other staff within and outside the projects.

At BEuropean level, this was paralleled by the attempt to identify ma-
jor projects' responses to questions of central significance across
the Member States, and to describe them in terms which were not con-
text-specific, and therefore could be related to the readers' own cir-
cumstances more easily (c.f. the series of "Innovations").

Canbinations of these approaches to dissemination should form an inte-
gral part in the design of future pilot projects (whether Member State
or Cammmity initiatives), to exploit more fully their potential as
stimulators of change. Countries or regions, which do not have a tra-
dition, or expertise, of pilct project work should be given assist-
ance, by the Cammmnity, for this purpose.

But over and above the use of pilot projects, which can only affect

a limited mumber of schools and pupils in each country, broader stra-
tegies are needed to enhance the capacity for continucus development
ard i1nnovation in all parts of the school and training system. All
schools should be involved in development work, of same kind. Policies
concerned with staff, school-management and curriculum organisation
should be reviewed with regard to:

e offering teachers more time for innovative work and encouraging
school heads to support it;

e pramcting the cancept of school-centred self-review and providing
the methodology and “tools" for it;

o facilitating teachers! access to external rescurces (through sti-
mulating caontact with other schools, firms, local cammmnity; and the
use of external resaurce persons in the school):

e pramwting the idea of "school projects" which set specific targets
for school-improvement and irnwvolve the whole staff (e.g. "reducing the
mmber 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
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persaon), as practised with great success in Manchester (UK 27), can
also provide a key to introducing a permanent stimulus to change ard
innovation at the level of the individual institution 64).

It is essential that strategies to reinforce innovative capacity focus
straongly 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. Act-
ual needs vary between different areas, and mcbilisation and pooling
of resources for change depernd on local camitment and initiative. The
innovative force of co-ordinated local action is demonstrated, for in-
stance, in Manchester, where the pilct project (UK 27) played an ac-
tive part in a city-wide programme to promcte gender equality activi-
ties in schools, colleges and the educaticn administration 65).
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2. Specific growth areas for action

From the outcomes of the Transition Programme, it is also possible to
identify a mumber of more specific directions for further development
in Member States' education systems.

It would be wrong to see such proposals as superseding or displacing
the policies for transition which emerged at the end of the first

Transition Programme, five years ago. These new suggestions are, on
the contrary, further developments of those policy ideas, in response
to recent new demards on education and training and reflecting a fur-
ther four years' experience in the second Programme's pilot projects.
They are grouped below in a form which follows closely the analysis
and structure of the report.

Links between school and the world of work

The main recommendations in this broad and important area are as fol-
lows:

e action should be taken at all levels (Coammnity, national, local),
to exploit the understanding gained in the Programme on the successful
formation and use of school-industry linking, to create dynamic part-
nerships, especially in the new technologies field, between firms and
schools;

e in develcping 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 Programme of
using a phased, or sequential, approach designed to reflect and meet
the different cbjectives in the educational process to which work ex-
perience can contribute;

e action should be taken at national and cother levels to engage in-
dustrial and business firms of all kinds and sizes in the development
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of schemes of enterprise education;

e trade union organisations should be urged to review their partici-
pation in school-industry linking activities in the light of the posi-
tive experience in same countries reported in the Programme;

e education authorities at regional/local level should consider the
need for linking mechanisms/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;

e in areas with specific economic prablems, e.g. 1n rural and spar—
sely-populated areas, or those with declining industries, the appro-
priate national or regicnal 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
carpulsory education and vocaticnal training to lecal econcmic needs,
and the support of local econamic organisations for the education and
training process.

Provision of ccherent and continmuous cuidance

To enable schools to play the more active and fuller role in the guid-
ance process described in the report, the following set of connected
actions are called for:

o the guidance function in the school should be clearly assigned,
either to appropriate subject teachers or to gquidance 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 define its approach to meeting pupils' guidance needs, in
a way which promotes co-operation with others concerned in the pro-
cess, whether formally or informally, such as parents, other guidance
agencies, ard the young people themselves;
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e education and other authorities' policies for the provision of
specialist guidance staff should be co-ordinated and take 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
cammmity;

e appropriate training should be provided to equip all staff for
their guidance responsibilities;

e schools should be given responsibility, backed by specialist staff
or resources, to follow up all school-leavers by means of a stated
minimm mumber of contacts over a period of 2 years after they have
left school;

e local, cammmity-based, services with guidance, training and rela-
ted responsibilities for young people should be given an explicit re-

mit to make active contact with each other to develocp co-operation and
co-ordinate their contact with young pecple in their area.

Reducing school failure and early drop-out

Further develcpment of policies for transition must ensure that high
priority contimues to be given to supporting those young pecple who,
by traditional standards, experience little success at school ard to
those at risk of early drop-out. Three main recammendations emerge
from the Transition Programme:

e 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 organise learning/teaching activities
appropriate to such pupils' needs;

e such reviews should pay particular attention to the content and
style, of the awriculum, and metheds of assessment, so that the full
range of abilities and achievements are given proper recognition;
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e education authorities should consider the potential contribution
of modular curriculum structure, learning through practical experi-
ence, personal tutoring and intensified guadance help, and the provi-
sion of facilities ocutside the school which have a remedial education/
training character, in order to sustain, enhance or restore motivation
in such pupils and thereby enable them to obtain recogmised certifica-
tion;

e 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.

In-service training for teachers, and school development

A mmber of practical proposals can be i1dentified from the experience
of the Transition Programme to use a wider range of opportunities for
in-service training, and to strengthen its effectiveness by making it
more respansive to the needs of indavidual schools and matching it
with institutional development:

e 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
should be assured in-service training periods, adding up to at least
two weeks per year, which can be used flexibly to meet these needs;

e school-based in-service training should draw explicitly an the
training potential of innovative action and development work within
individual schools, especially on all actavities involving contact and
co~cperation with the ocutside world. In particular, more extended
opportunities need to be provided for teachers to gain practical ex-
perience ocutside the education system;

® special provision needs to be made to prepare teachers for speci-
fic new roles they have to fulfil in the guidance process, in develop-
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ing and co-ordinating new forms of teaching and learning in the scho-
o0l, in developing or applying new methods of assessment, and in invol-
ving all parents actively in support of their own children's educa-
tion; '

e education authorities at the local level should arrange for ongo-
ing, task-oriented working contacts between teachers from different
types of schools, in particular between general and vocational educa-
tion, so as to strengthen curriculum continmuity and to raise awareness
of local training opportunities on the part of secondary schools.

Positive action to pramote gender equality for girls and young women
in transition

Policies for gender equality in education and training must be based
an clear and specific statements about positive action to be taken in
the different areas of the school's work, including subject and curri-
culum provision, classroam management, careers guidance, home-school
liaison and staff development. It is essential that responsibility to
counteract sex-sterectyping is perceived to be their concern by all
teachers and not just by a few members of a school's staff. Experi-

ence fram the Transition Programme confirms the need for intervention
at different levels:

& Each school should be requested and encouraged to develop an ope-
rational plan of action to raise awareness amongst teachers, students
and their parents of the limitations imposed by gerder 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.

e Iocal ard regional education authorities should stimilate and fa-
cilitate joint action and exchange of experience between schools in
their area, so as to promote amongst them a sense of initiative and
mitual support with regard to tackling issues of gender equality. Edu-
cation authorities should also be urged to co-operate with other rele-
vant sectors of public administration, and with industry, trade unions
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and other bodies in the local/regional area, in order to develcp 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.

® 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 gerder-stereotypes ard to
change corventiconal patterns of behaviocur. Their impact has to be con-
timously reviewed in order to adjust policies where necessary, ard
to develop guidelines for the combination of strategies which have
proved successful. Practical provision should therefore be made, at
national and regicnal/local levels, for the evaluation of measures
taken to ensure equality of copportunity, for the dissemination of
positive experience, and to identify priority areas in which further
development work and experimentation is needed.

Initiatives to enhance participation and active support by parents

Education authorities and secondary schools should review their policy
and practice in order to reflect more closely the following cbjecti-
ves:

& 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;

e the active involvement of parents in the guidance process;
e schools' use of parents as resource-persons to support learning

activities in the curriculum/guidance process, in the school ard the
cammmity;
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e the development of parents associations, with appropriate finan-
cial/technical support, to play an active role in support of the sch-
ool vis-a-vis parents and the local coammmnity.

Authorities should provide or secure the provision of training to en-
able headteachers, teachers, and parents to co-cperate in these ways.

Co—operation strategies at Commmnity level

The successful experience, in the Transition Programme, of the trans-
fer of ideas and models of good practice between Member States, and
the spontanecus bilateral/multilateral partnerships which have result-
ed fram it, strongly indicate the value of this type of thematic pro-
gramme network for the development and exploitation of the 'added val-
ue' of the Commnity dimension in education/training. The following
strategies should therefore be reflected in future Community initiati-
ves:

® the use of theme-based programmes for policy development should
be extended so as to broaden the framework for the exchange of experi-
ence at Eurcopean level in education and training, based on rolling
national, regional ard local development programmes: participating
projects should be of differing degrees of "maturity", so that new
projects can learn fram already-established ones, working in their
field;

e the dissemination and exchange of ideas should be planned in such
programmes from their beginning, and Cammnity resources should be ap-
plied 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.

® proper recognition should be given to the many starting-points in
Burcpean co-operation which spring fram such a Programme and which de-
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serve contimied Cammumnity support for their potential in realising the
Eurcpean dimension at the grassroots level: e.g. the formation of cam-
puter links between schools, already in operation between same pilot
project areas of the Transition Programme; networks for reciprocal
work experience and placement schemes; networks of schools and train-
ing institutions engaged in mini-companies, and enterprise education;
and networks of schools and local centres engaged in envirormental is-—
sues related to vocational training for young pecple. Exchanges in
these networks should not only involve teachers and other professional
staff but also students, parents, elected representatives and others;

® PEuropean multi-national campanies, and similar international links
between, e.g. mmnicipal authorities, professional associations, Chamb~
ers of Camerce etc., should be more actively explored to spread inno—
vative practice with regard to school-industry links, and to support
the networks described above;

e emphasis should be laid on increasing and exchanging, at Eurcpean
level, expertise in the field of the management ard methods of innova-
tion amd 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 I: Council Resolutions

Resolution of the Council and of the Ministers for Education
meeting wathin the Council of 12 July 1982 concerning measures
to be taken to improve the preparation of young people for work
ard to facilitate their transition from education to working life

Resolution of the Council and of the Ministers for Education,
meeting within the Council of 5 December 1985 extending for one
year certain measures taken to improve the preparation of young
pecple for work and to facilitate their transition from education
to working life
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Annex T - A

Resolution of the Council
and of the Mimsters for Educauion meeting within the Council of 12 July 1982
concerning measures to be taken to improve the preparauion of young people for work
and to facilitate their transition from education to working hfe™

THE COUNCIL OF THE EUROPEAN COMMUNITIES AND THE MINISTERS FOR
EDUCATION MEETING WITHIN THE COUNCIL,

Having regard to the Treaties establishing the European Communities,

Refernng to the Resolution of the Council and of the Ministers for Education, meeting within
the Council of 9 February 1976 compnsing an action programme in the field of educauon’ and
in the parucular point [1I and point 1V, paragraph 22 thereof,

Refernng to the Resolution of the Council and of the Ministers for Education, meeting within
the Council of 13 December 1976 concermung measures to be taken to improve the preparauon
of young people for work and to facihitate their transiion from education to working hife, ?
and 1n parucular pont 1II, paragraph | thereof,

Referning 10 the Resolution of the Council and of the Mimsters for Educaton, meeung within
the Council of 15 January 1980, extending the programme of pilot projects at Community
level for which provision is made 1in point 111, paragraph 1, of the Resolution of 13 December
1976, *

Referning to their meeting of 22 June 1981,

Taking account of the fact that the campaign against youth unemployment, particularly
amongst the most disadvantaged categories of young people, must be considered as a task of
highest prionty,

Recording, 1n consequence, their agreement on the report from the Educanon Commuttee,

HEREBY ADOPT THIS RESOLUTION

1 This resolution and the report of the Education Commuttee shall be forwarded to the Eu-
ropean Parhiament and to the Economic and Social Commuttee

II. Pursuant to point IV-22 of the Resolution of the Council and of the Ministers for Educa-
uon, meeuing within the Council of 9 February 1976 and further to the programme of
pilot projects laid down on the basis of point 11]-1 of the Resolunon of the Council and of
the Minusters for Educauon, meeung within the Council of 13 December 1976, pilot pro-
Jects to assist natonal policy in each Member State shall be implemented unul 31 Decem-
ber 1986 parucularly as regards the following

(1) the use of the out-of-school environment as a learning resource enabling both young
people and teachers to gain expenence of the world of work, to develop undersian-
ding of the mechamsms of society, and to pracuse skills relatung to hving or which are
of a social nature,

(1) the involvment of adults, including parents, employers and trade unionists, 1n actvi-
ues taking place within the school 1n order to increase understanding about the role of
education 1nsutunons and to support schools 1n their task of preparing young people
for adult hie
Funther, a conunuous dialogue with a range of social groups, inciuding parents and
social partners, about the role of schools 1n enabling young people to gain the basic
understanding, knowledge and skills they will need for adult Iife,

+0J C 193,287 1982

'OJCI8, 1921976
* 0J C 08,3012 1976
'0JC23,301 1980
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(1) the coordinated provision of informauon and guidance about post-school opportuni-

(v)

V)

(v)

ties for young people, and the development of systemauc guidance for young people
in the 14-18 years age group on future career options as well as of further educanon
and training opportunities;

the development of practical cooperation between education authorinies and employ-
ment and social agencies and with other bodies active in this field 1n order to provide
direct work expenence, simulated work expenence with help from industry, work ex-
perience In the local community and the general use of the local environment as a
learning resource,

the development of systems of certification or credit units flexible enough to make
possible the assessment of the vanety of learming experience considered tmportant for
the penod of transinion, including expenence gained 1n an out-of-school environment,
whether formally or informally, N

the development of conunuous mn-service traimung and personnel policies designed to
enable teaching staff to adjust, individually and collectively, to the new demands
made of them, and the introduction of cooperation with staff from post-school
education institutions as well as from industry, commerce or agnculture

The measures referred to in point II will be implemented 1n close baison with other 1mna-
tives aimed at reducing unemployment, particularly amongst young people

The Communuty’s financing of the measures specified 1n point I shall be decided in ac-
cordance with the Communuty budgetary rules and procedures
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Annex T - B

Resolution
of the Council and of the Mimsters for Education,
meeting within the Council of 5 December 1985
extending for one year certain measures taken (o improve the preparation of young peopie for
work and to facilitate their transition from education to working life
(85/C 328/02)

THE COUNCIL OF THE EUROPEAN COMMUNITES AND THE MINISTERS FOR
EDUCATION, MEETING WITHIN THE COUNCIL,

Having regard to the Treaties establishing the European Communites,

Referring to the Resolution of the Council and of the Mimsters for Education, meeting within
the Council, of 12 July 1982 concerning measures to be taken to improve the preparation of
young people for work and to faciiitate their transiuon from education to working hfe,'

Whereas, when the Education Commuittee examined an intenm Commussion report on the im-
plementation of that Resolution, 1t was found advisable to extend the programme of pilot pro-
Jects and follow-up work for one further year in order to allow the tasks assigned to the pro-
jects to be fulfilled and to ensure adequate assessment and disserninauon of therr results,

HEREBY ADOPT THIS RESOLUTION

1 The programme of pilot projects at Community level for which provision 1s make 1n Sec-
uon II of the Resolution of the Council and of the Mimsters for Education, meeung
within the Council, of 12 July 1982, shall be extended to 31 December 1987, final report-
ing and disserminanion of the results of the programme wiil be completed by 30 June 1988

2 Communuy financing for the measures refered to 1n point 1 shall be decided 1n the frame-
work of the budget procedure

'0JC 193,287 1982
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Annex II: Interaction and Exchange

1. Pilot Projects

2. National Policy Co-ordinators

3. Inter-Project Visits

4. Workshops and Conferences

5. European Dissemination Conferences



- 82 -

1. Pilct Projects

The list below gives addresses for direct contact, a brief description
of the area concerned and the abjectives of the pilot projects.

Bl Saint Ghislain
Transvia, Cite des Petites Preelles 129,
B ~ 7330 Saint Ghislain. Tel*® 32-65-78 61 85

Area: a mixed urban-rural area with declining industry, and a fairly
stable population of migrants. Objectives: co-cperation between vari-
ous types of schools to develop active learning methods in vocaticnal
education and to support staff development.

B2 Limburg and West Flanderen
Alternerend Ieren, Centre P.M.S., Iuikersteenweg 56,
B ~ 3500 Hasselt. Tel°® 32-11-22 17 38

Alternerend leren, Kamer voor Handel en 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 pecple.

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 cammercial town in North Jutland. Objectives: to
improve the use of work experience, careers education and guidance.
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DK 4 Hvidovre
Peer Lindholm, Skole- og Fritidsforvaltningen, Hvidovrevej 59a,
DK - 2650 Hvidovre. Tel® 45-1-78 12 11 Ext. 1207 and 1208

Area: a suburb of Copenhagen. Objectives: 14-16 curriculum develop-
ment, and developing co-cperation between guidance counsellors and
other agencies providing services for young school leavers.

D5 Mannhei inheim
Helga Reindel, EG-Modellversuch, Beratungsstelle, H 2 2,
D - 6800 Mannheim 1. Tel® 49-621-1 47 30

Area: industrial town of Mannheim, and semi-rural area of Weinheim
Objectives: co-ordination of all existing support facilities in the
region to improve young migrants' access to vocational education and

D6 Berlin
Christel Hartmann-Fritsch, Jugend- und Kulturzentrum,
Schlesische Str. 27, D - 1000 Berlin 36. Tel® 49-30-612 40 95

Area: Kreuzbery 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 photo-
graphy.

D7 Kassel

Volkmar Hopf, Regionales Verbundsystem 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, between the employment offices,
firms, general and vocaticnal schools.
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D8 Duisburg
Achim Scharf, EG-Modellversuch, 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. Cbjectives: to develop guidance and vocational preparation for
low-attaining pupils before and after the end of campulsory educataon.

Fo 6 _académies
Patrick Chauvet, DLC4, Ministere de l'Education Naticnale,
107 rue de Grenelle, F - 75007 Paris. Trl°® 33-1-45 50 11 16

Area: 20 vocational schools spread over 6 regions: Lille, Nancy, Tou-
louse, Orléans-Tours, Versailles ard Poitiers. Cbjectives: improvement
of work experience schemes ard assessment of the value of work experi-
ence for personal ard social development.

F 10 Venmissieux

Florent Cibué, Cellule Vie Scolaire, Rectorat de l'Académie de Lyon,
92 rue de Marseille, F - 69354 ILyon 7.

Tel* 33-78-69 81 12, Ext. 3371

Area: a large housing estate in the suburbs of ILyon. Objectives:
improving the curriculum, guidance ard social integration of low-
achievers.

F1l1 60 C.I.0
Bernard Giraud, DLC6, Ministere 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. Cbjectives: reappraisal of the guidance process, and its
links with the curriculum of lower secondary schools.
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F 12 Caen/Créteil
Maggy Pillods, CREDIF, 11 av. 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 vocatiaonal integration of young migrants, emphasising the value
of their bi-lingualism.

GR 13 SEP
Demetra Scavdi, KEME - 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
Icamnis Kazazis, Ministry of Education, 15 Mitropoleos Street,
GR - 10185 Athens. Tel°® 30-1-323 57 22

Area: Patras, Heraklio, larissa, Kavala, Kozani and the Thessaloniki
area - rural areas with village co-operatives. Objectaves: to train
young pecple in managment for jabs in agricultural co-operatives.

GR 15 TINK
Alexandros Kalofolias, 15 Mitropoleos Street, GR - 10185 Athens.
Tel® 30-1-323 23 19

Area: Rethymno (Crete), Veria (Macedonia) and Nea Philadelphia (a
suburb in North Athens). Objectives: the experimental application of
the new camprehensive upper secondary schools with emphasis on parti-
cipation in and by the local cammnity.
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IRL, 16 Dublin
Tony Crooks, CDVEC Curriculum Development Unit, 28 Westland Row,
Trinity College, IRL - Dublin 2. Tel® 353-1-60 24 33

Area: an inner-city area. Cbjectives: the social and vocaticnal pre-

paration of young pecple with poor prospects of employment, including
special courses for young women.

IRL 17 Galway
Marian O'Riordan, Curriculum Development Centre, V.E.C., Islard House,
Cathedral Square, IRL - Galway. Tel® 353-91-622 66

Area: Galway Town, and South County Mayo. Cbjectives: "integrated
education" emphasising the utilisation of the out-of-school environ-
ment, develcopment of work experience and education for enterprise.

IRL 18 Shannon
Jim Gleeson, Qurriculum Development Centre, St. Patrick's Comprehen-
sive School, IRL - Shamnon, Co. Clare. Tel® 353-61-3618 78

Area: basically agricultural with developing industrialisation.
Cbjectives: the development of new two~year post-campulsory programmes
ard activities aimed at the diversification of girls' vocational
choices.

I 1%9a 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, particularly about co-operatives
and small campanies, and a basic urderstanding of the tourist indus-
try.
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I 1%b Sassari
Giancarlo Arru, ¢/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 cpportunities in the tourist industry.

I 20a Val d'Elsa

Giuseppe Italiano, Provveditorato agli Studi di Firenze, c/o Liceo
Scientifico, "Il Pontormo", Via XX Settembre 31,

I - 50053 Empoli (FI). Tel® 39-571-726 73

Area: the district of Val d'Elsa, in the province of Florence.
Objectives: to pramocte a greater understanding of local industry and
the local labour market in schools. Also to introduce micro-computer
technology for information purposes.

I 20b Viterbo
Massimo Faggiani, c/o Progetto Pilota CEE, Via del Paradiso 2,
I - 01100 Viterbo. Tel® 39-761-23 91 28

Area: the province of Viterbo, agricultural with same tourism and
industrial development. Objectives: to promote a greater awareness in
schools of developments in the local econamy.

I 2l1a Treviso
Adriano Maccari, Liceo Scientifico, Via Kennedy 12,
I - 31015 Conegliano (TV). Tel® 39-438-359 44

Area: the zane of Sinistra Piave in the Province of Treviso.
Objectives: to improve young pecple's knowledge of local resources,
particularly agricultural cnes.
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I 21b Avellino
Inca Tanmuzzi, Provveditorato agli Studi di Avellino,
Via de Renzi, I - 83100 Avellino. Tel® 39-825-250 40

Area: the province of Avellino, 40 caommmes, 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
secordary schools, arnd to foster motavation for the development of
co~operatives.

I 22a Modena
Ennio Ferrari, Provveditorato agli Studi di Modena,
via Raimiso 100, I - 41100 Modena. Tel® 39-59-33 53 35

Area: the town of Modena and its surrounding commmes. Objectives: th
development of pupils' awareness of their economic and social environ
ment, with emphasis on 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 the province of Vercelli, with textile
industry. Objectives: the improvement of guidance and orientation
towards job opportunities in advanced technologies.

L 23 Iax
Fernard Sauver, I.F.E.M., 75 rue de Bettembouryg, 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 peocple
without vocational qualifications.
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NL 24 Zeeland
Hinke de Graaf, COA Zeelard, 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 increase and improve work experience
provision for pupils ard teachers in secondary education.

NL 25 Rijndelta
Paul Schings, COA Rijndelta, Coolsingel 47-49
NL - 3012 AA Rotterdam. Tel® 31-10-433 17 44

Area: the Rijmmond 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 Irelard

TRAWL Project, NICED Information Office,

Strarmillis College, Strarmillis 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
developement 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 imner-city ard suburbs. Objectives: to develop
an alternative curriculum for 14-16 pupils, including active learning
methods, work experience placements and action aimed at eradicating
gender stereotypes.
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UK 28 Glasgow
Evelyn Lennie, Glenwood Secordary School, 147 Castlemilk Drive,
GB - Glasgow G45 9UG, Scotland. Tel® 44-41-634 9367

Area: post-war housing estate south-east of Glasgow (Castlemilk).
Objectives: curriculum development, improved guidance, and commmnity-
based activities for all 14-16 pupils, especially urder-achievers.

UK 29 __Powys
Anthony Bell, PREP, Radnor College of Further Education,
Llandrindod Wells, GB - Powys ID1l 5ES. Tel® 44-597-4407

Area: a rural county in mid-Wales. Cbjectives: 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 SBW.

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 commun-~
ity-based activities, school-parent co-cperation, and work experience.

\
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2. National Policy Co-ordinators

B Jean Meunier, Inspecteur Genéral de l'Enseignement de Pramotion
Sociale, 28 rue de la Charité, B - 1040 Bruxelles.
Tel: 32~2-219 40 36
Nicole van Coillie, Ministerie van Onderwijs, Koningstraat 172,
B - 1000 Brussel, Tel: 32-2-219 64 80

DK Jens Kibsgaard, Ministry of Education, Frederiksholms Kanal 26,
DK - 1220 Kebenhavn.
Tel: 435-1-92 53 83.

D Werner Boppel, Bundesministerium fur Bildung und Wissenschaft,
Heinemannstr. 2, D - 5300 Bonn
Tel: 49-228-57 21 87.
Peter Schermer, Rultusministerium Hessen, luisenplatz 20,
D - 6200 Wiesbaden
Tel: 49-6121-368 27 63.

E José Antonio Fernandez Fernandez, Consejo Tecnico, Secretaria
General de Educacién, M.E.C., Alcala 34, E - 28014 Madrid
Tel: 34-1-231 75 43.
José Martinez, Instituto Nacional de Empleo, Condesa Venadito 9,
E - 28027 Madrid
Tel: 34-1-408 31 18.

F Jean-Inc Cenat, Inspection générale, Ministere de 1'BEducation

Nationale, 110 rue de Grenelle, F - 75007 Paris
Tel: 33-1-45 50 04 55.
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Theodossios Papatheodossiou, TEI, Sygrou Street 56, GR - Athens,
Tel: 30-1-921 45 02.

Torlach O'Connor, Department of Education, Marlborough Street,
IRL - Dublin 1
Tel: 353-1-71 71 O1.

Giuseppe Martinez, Ministero Pubblica Istruzione, Via Carcani,
I - 00185 Roma
Tel: 39-6-~580 07 O1.

Marcello Limina, Ministero Pukblica Istruzione, Direzione
Generale Scambi Culturali, Via Ipolito Nieve 35, I - 00153 Rama.
Tel: 39-6-589 B4 41.

M. Jaccbs, Ministere de 1'Education Natiocnale, 6 Bd. Royal,
L - Inxembourdg.
Tel: 352-47 87 57.

Ton Koelink, Ministerie van Onderwijs en Wetenschappen, Postlbus
25000, NL - 2700 1Z Zoetermeer.
Tel: 31-79-53 46 61.

Georgina Esteves, Ministero de Educagic,
Avenida 24 de Julho 140-7°, P - 1200 Liskoa.
Tel: 351-1-67 80 81.

Inisa Pambo, I.E.F.P., Av. José Melhoa 11, P - 1000 Lisboa.
Tel: 351-1-726 25 36.

Petra laidlaw, Schools II Branch, Department of Education and
Science, Elizabeth House, York Road, GB -~ lLondon SEl.
Tel: 44-1-934 98 26.

Ian Ioveless, Schools II Branch, Department of Education and
Science, Elizabeth House, York Road, GB - London SEl.
Tel: 44-1-934 93 27.
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B 2

DK 3

DK 4

D5

D6

D7

D8

F9o

F 10

F 1l

F 12

GR 13

GR 14

GR 15

Saint Ghislain

Limburg/W. Flanders
Aalborg

Rvidovre

Mannheim/Weinheim

Berlin

Kassel

4 academies

Venissieux

58 C.I.0.

Caen/Creteil
SEP

AGRO

LINK

Visited proijects 1)

4 academies, Treviso, Val d'Elsa,
Luxemburg, Glasgow, (Rouen).

AGRO, Sassari, Iuxemburg, Glasgow.

Kassel, Shannon, Zeeland, Rijmmond,
Manchester,

Berlin, Shannon, Rijrmond,
Manchester, Glasgow.

Hvidovre, Venissieux, Dublin,
Sassari, Val d'Elsa, Treviso,
Manchester, Glasgow, Madrid.
RBvidovre, Manchester, (Aabaek)
Aalborg, Hvidovre, Rijrmond.

Limburg, Hvidovre, 58 C.I.O.,
Luxemburyg, (CEP Coventry).

Limburg/W. Flanders, Mannheim/Wein-
heim, Kassel, Dublin, Galway,
Shannon.

Limburg, Mannheim/Weinheim, Berlin,
Dublin, Manchester, Glasgow.

Hvidovre, SEP, LINK, Dublin, Galway,
Treviso.

Berlin.
Kassel, Northern Irelard

Limburg, Treviso, Avelling,
Lixembury, Powys.

Reggio Calabria, Zeelard, Manchester

1) including parallel initiatives (in brackets).
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IRL 16 Dublin

IRL 17 Galway

IRL 18 Shannon

I1o Reggio Calabria/Sassari
I 20 Val d'Elsa/Viterbo
I21 Treviso/Avellino
I22 Modena/Biella

L 23 Luxemburg

NL 24 Zeelard

NL 25 Rijrmond

UK 26 Northern Irelarnd
UK 27 Manchester

UK 28 Glasgow

UK 29 Powys

UK 30 Northampton

SPATN

PORTUGAL

Mannheim/Weinheim, Aalborg,
Hvidovre, Venissieux, Manchester,
Glasgow.

Saint Ghislain, Aalborg, Hvidovre,
SEP, Reggio Calabria, Avellino,
Zeelard, Glasgow.

Zeelard, Manchester, Glasgow, Powys,
Northanmpton.

Saint Ghislain, 58 C.I.0., LINK,
Galway, Shannon, Powys.

Aalborg, Hvidovre, Galway, Glasgow.

Limb urg, AGRO, Galway, Santa Cruz
de Tenerife

LINK.

Limburg, Mannheim/Weinheim, Kassel,
Venissieux, Rijrmond

Azalborg, Hvidovre

Aalbory, Hvidovre, Berlin, Dublin,
Shannon, Manchester, Glasgow,
Northampton.

Hvidovre, Kassel, Vénissieux, 58
C.I1.0., Val d'Elsa, Manchester.

Bvidovre, Berlin, Duisburyg,
Venissieux, Dublin.

Aalborg, Bvidovre, Vénissieux,
Dublin, Shannon, val d'Elsa, Modens,
Zeeland, Rijrmond.

AGRD, LINK, Reggio Calabria,
Sassari.

Hvidovre, Duisburg, Gglvmy, Shannon,
Duxemburg, Zeeland, Rijmmond,
Manchester.

Aalborg, Duisburg, 4 Academies, 58
C.I.0., Reggio Calabria, Sassari,
Val d'Elsa, Treviso, Avellino,
Modena, Biella, Luxemburyg, Glasgow.

Aalborg, 4 Academies, 58 C.I.O.,
Treviso, Modena, Zeeland, Rijrmond,
Manchester.
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4. Workshops ard Conferences

I. Conferences and Workshops organised by, or on behalf of the Commis-
sion (Place, date, theme/short label).

Brussels, April 1984: Anmual conference of the Programme
Luxemburg, June 1984: Project management
Milan, Novenber 1984: Staff development
Duisburg, February 1985: Young migrants
Rotterdam, March 1985: Work experience
Bischenberg (F), April 1985: Education for enterprise
Brussels, May 1985: Anmual conference of the Programme
Copenhagen, October 1985: Guidance

/
Luxembury, F/e(:ruaxy 1986: School and social action
Northampton, September 1986: Parents' involvement
Brussels, October 1986: Annual conference of the Programme
Sassari, November 1986: Rural areas

London, November 1986: School-industry links

Berlin, February 1987: The disadvantaged
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II. Conferences and Workshops organised by Member States/Authorities,
with support from the Camission and/or participation of pilot pro-
jects fram other Member States.

Dermark

National conference envisaged in late 1987, to relate outcomes fram
the Transition Programme and the Danish pilot projects to further
policy develcpment in Dermark.

Germany

Dortmund, February 1986

Presentation of the Transition Programme and the German pilot projects
at the "Interschul"-Fair.

Hamnover, February 1987

Organisation of a workshop, at the "Didacta" (international education-
al fair), on the impact which pilot projects and their evaluation have
on policy development, based on the example of the Transition Programn-
me.

France

Vénissieux, April 1987

Dissemination seminar in co-operation with the other pilot pro-
jects inmvolved in interaction with the Venissieux project.

Greece

Heraklion, June 1987

Conference, involving teachers and administrators, to present the
outcomes of the 3 Greek pilot projects and of relevant projects

fram other Member States.
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Ireland

Dublin, April 1987

Dissemination conference, involving the 3 Irish projects and 8 other
Eurcpean projects on the theme of provision for the disadvantaged.

Italy

Rame, Jaruary 1987

Naticnal conference to relate ocutcomes from the Transition Programme
and the Italian pilot projects to further policy development in Italy.

Portugal

Lisbon, December 1986

National conference to present the outcames of the Transition Program—
me to educational planners, administrators and policy makers, and to
relate them to relevant developments in Portugal.

Spain

Conferences to present the Transition Programme to teachers, adminis-
trators and policy makers, ard to relate its outcomes to ongoing or
planned developments in Spain:

at regional level, in Barcelona (April 1987), San Sebastian (June
1987), Valencia (July 1987); further regional conferences are planned
in Galicia, Andalucia and on the Canary Islands;

at national level, in Madrid/avila (October 1987).

In addition, mumercus conferences, seminars and workshops were organ-
ised, without direct cammunity support, at the initiative of indiva-

dual pilot projects or authorities within the Member States, to dis-

seminate the outcomes and conclusions form the work of the pilot pro-
jects.
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5. Eurcpean Dissemination Conferences

A series of Eurcpean dissemination conferencs for policy planners and
decision makers was jointly prepared by the Camission and the hosting
Member States, on the following themes:

1. Mons (B), May 1987: Co-operation and Partnership

2. Gilleleje (DK), September 1987: Gender Equality in Education
arnd Training

3. Berlin (D), Octcber 1987: Strategies to overcome dis-
advantage

4. Sorrento (I), November 1987: Schocl ard economic develop-
ment

5. Paris (F), December 1987: Guidance and integration of
young pecple

A further conference aon the theme of links between school and industry
is plammed to take place in Spring 1988, in the Netherlards.
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Amnex IIT: Publications from the Transition Programme

1. Reports and Working Documents

2. Series of "Innovations"

This Annex only includes publications issued at Cammunity level.
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1. Reports and Working Documents

Thirty Pilot Projects, March 1984, revised: June 1986, 36 pages.
Short descriptions of projects participating in the Second Programme.

Policies for Transition, March 1984, 59 pages.

A sumary of the main conclusions of the First Action Programme. A
corndensed version was published in English by “Education", 6 July
1984. A full reprint can be found in "Social Eurcpe", Catalogue Number
CE-AC-84~001 in English, French or German.

Girls and Transition, April 1984, 55 pages.
Experience with equal opportunities in the First Programme.

Bducation for Transition, August 1984, 55 pages.

The curriculum challenge. New curricula for the transition years.
Reprints in English, French and German were published by "Social
Eurcpe", Catalogue Number CE-ND-85-004.

New Developments in Assessment, September 1984, 47 pages.
On profiling and records of achievement. For local and regional use.

Reprint: Guidance and Counselling, Jaruary 1985, 9 pages.
A check-list of action points, reprinted fram "Policies for Transi-
tion". Limited copies available.

Youth Information 1985, Jarmmuary 1985, 21 pages.

An approach to this field, based on participation and action by young
pecple. Lamited copies available. A French version was published by
"S,I.L.D.A.", August 1985.

About Work Experience, February 1985, 28 pages.
An inventory of published materials, and journals, on all aspects.
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Action Handbook, November 1985, 75 pages.
How to implement gerder equality. Limited copies available.

Interim Report, November 1985, 60 pages.
A thematic description of the development of the Second Action Pro-
gramme after two years.

Education for Enterprise, Jamuary 1986, 44 pages.

Origins, philosophy and practical application, as seen in the pilot
projects up to 1985. An excerpt in French was published by
"sS.I.L.D.A.", June, 1986.

Info Action '85, February 1986, 42 pages.

Report of the Iuxemburg conference on youth initiative projects, and
Cammunity support for them. A French version was published by
"S.I.L.D.A.", April, 1986. Reprints in English, French and German were
published by "Social Eurcpe", Catalogue Number CE-NC-86-005.

Assessment and Certification, July 1986, 28 pages.
Issues arising fram the pilot projects. New needs, new approaches.

Teacher Training: strategies from the second Transition Programme,
December 1986, 41 pages.

The World of Work as a Iearning Resource, December 1986, 47 pages.
Better organisation, integration into the cuwrriculum; school-linking
structures; etc.

School-Industry Links, June 1987, 36 pages.
Why links between school and industry are important, how they can
function and what local support they need.

Partnership - Parents and Secondary Schools, June 1987, 46 pages.
The role of parents as resources and partners in the transition

pericd.
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Guidance and the School, July 1987, 73 pages.
Innovative efforts to improve yourg pecple's educational and career
choices.

Final Report, Octcber 1987, ca. 60 pages.
Canclusions from the Transition Programme: Policy messages arxd areas
for further development. (Ih preparation.)

Equal Opportunities, November 1987, ca. 40 pages.

Reports and conclusions: How to implement gender equality for boys and
girls in their transition from school to adult and working life. (In
preparation. )

Management of Innovation, December 1987, ca. 30 pages.
How to deal with irmovations in the transition field on a Eurcpean
basis. (In preparation.)

Strategies to Help the Disadvantaged, Jaruary 1988, ca. 40 pages.
Reports and conclusions fram projects dealing with disadvantaged
students in variocus Furcpean areas. (In preparation.)
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2. Series of "Immovations"

The World of Work (T):

1. "Enterprise Development"

2. School-Commmity Linking - Greece

3. Work Experience Integrated in the Curriculum - Ireland
4. School Cooperatives - Italy

Guidance:

5. Work Experience and Guidance - Demmark

6. Guidance Training and Coordination

7. Field Experience for Guidance Teachers - Greece
8. The "Youth Team"

9. Group-Work Guidance Materials - France

Provision for the Disadvantaged:

10. Enterprise Education in a Special School
11. The "Learning Place" - Vénissieux, France
12. Youth and Culture Centre - Berlin

Partnership in Bducation and Training:

13. The "Missions Locales": Local Task Forces

14. The School Contact Committee - Aalborg, Dermark
15. School-Work Agency - Modena, Italy

16. "RAAY - Germany

17. Involving Parents - United Kingdom

The World of Work (IT):
22. Work Experience for Teachers - Zeeland

23. "COA": School Employment Centres

24. School, Commmity and Erviromment - United Kingdom
25. School and "Territorio" - Reggio Calabria

26. Guidance Course - The Netherlands
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Staff Development:

27. Curriculum Coordinators ~ Manchester, United Kingdom
28. "Writing Teams" - Manchester

29. Training for local needs - Belgium

30. School-Linking - Baden Wurttemberg

Provision for the Disadvantaged (ITI):
18. Classroams for Active lLearning - Manchester.

19. The Outreach Programmes - Dublin

20. Outreach Youth Centres - Luxemburg

21. Social and Vocational Skills Course - Strathclyde
36. Work Exploration Centre - Dublin

Equal Opportunities for Girls:

31. The "why not ...?" Course -~ Irelard

32. Turkish Girls Centre - Berlin

33, Widening Girls' Occupaticnal Choice - France
34. Equal Opportunities Programme - Manchester
35. The “Girls' Programme" - Castlemilk, Glasgow

The World of Work (TTI):
37. Schools, Firms and Trade Unions

38, "Arbeitslehre" - Germany
39. Schools, Industry and CQurriculum
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