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LEARNING ON AND OFF THE LAND
PREFACE
"Everything natural — every flower, tree, and animal — has important
lessons to teach us if we would only stop, look, and listen".
Eckhart Tolle, German Novelist

Teaching and learning in all fields that, in a vocational or scientific context,
study the land and ways of living off the land necessarily require presence
in and on, and direct contact and interaction with the land and its human
and non-human inhabitants. The land itself is the main source from which
learners draw experiences and insights, and on which teachers build their
explanative models and illustrative examples. The preparation for living
in the country and off the land needs learning and teaching on and off the
land. Learning “off” – the core matter of interest however is today often a
reality in quite a contrary sense, with the learning processes often
happening physically remote from the land, namely by purely classroom
based teaching and online forms of learning. In this publication, the
authors of chapters will explain approaches of learning that reflect all the
specificities and peculiarities that are characteristic for the land-based
professions and fields of research.
A particular emphasis is on the topic of inclusion and social cohesion in
in-school and out-of-school learning in agriculture and related fields, and
in organic agriculture as a cross-sectional topic in teaching and learning.
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AN INTRODUCTORY WORD OF THE ENTER PRESIDENT
ENTER as a platform of exchange
Thank you very much for giving the floor to me for a couple of minutes.
Dear colleagues, dear professional friends who have come to Berlin from
all over Europe, dear friends from Humboldt University, the division of
vocational education in Agricultural and Horticultural Sciences, liebe
Gäste, herzlich willkommen in Berlin!
On behalf of the board of the ENTER I would like to welcome you on the
occasion of the study days 2018 with the theme ‘Learning on and off the
land’. During 2016-2018 the ENTER board has been formed by Beate
Kralicek from Austria, Tonya Georgieva from Bulgaria, Jiří Votava from
the Czech Republic, Marcel Robischon from Germany and myself from
the Netherlands. As the ENTER-board we are very grateful for the
hospitality offered by the division of vocational education in Agricultural
and Horticultural Sciences, to organize and arrange the study days this
year here in Berlin. I would like to dedicate a sincere and cordial word of
gratitude to our great colleague and professional friend Marcel Robischon,
for all his efforts. His network and scientific background are a great
contribution to ENTER. Instead of a full team of teachers, trainers and
supportive staff, Marcel is more or less the faculty himself. Fortunately he
has been able to trust on the support of his students and some colleagues
from Humboldt. The theme as defined by the ENTER-board, the program
and the practical organization, are very promising we’ll have inspiring
study days!
In an educational landscape, full of institutions in the world of learning,
higher education and training, there are several international networks
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with a focus on learning, innovation, competence development and
didactical or pedagogical disciplines. ENTER is the only small size
network across Europe that has a strongly practical focus in the world of
teacher-training and learning in the land-based area and its sectors. While
networks and conferences like AERA or EAPRIL have a strong
scientifically oriented character, the strength of ENTER is the small size
and the focus on the exchange of good practices between land-based or
environmental teacher-training units in Europe. Since 2002 there have
been around 20 institutions connected in our network. ENTER is a
platform and a living and lively network to establish common European
Erasmus projects on learning and training. Currently a biennial project,
called ACROSS, unites six ENTER partners and their students. The first
focus of this project is to support VET-teachers to bring interdisciplinary
topics into their teaching. Another focus is how to approach social issues
in intercultural classes and how to support learning for environmental
and sustainable development. Barbora Jordánová from Prague is going to
inform you more detailed, later on.
For all of us the land-based area is the inspiring and important context of
learning and working. The role of a teacher-trainer is a complex one. The
know-how, knowledge, skills and insights are not only primary focused
on an agricultural or horticultural discipline, but are always connected to
the question: how to transfer knowledge to others, and how to stimulate
learning.
The main theme of these study days is ‘Learning on and off the land’. In
the upcoming days, we are going to exchange and discuss the role of the
land in learning processes in vocational education. Teaching and learning
in all fields that study the land, necessarily require presence in and on,
8

and direct contact and interaction with the land and its inhabitants. The
land itself is the main source from which learners draw experience and
insights, and on which teachers build their models and illustrative
examples. The orientation for living in the countryside, and in sustainable
metropolitan urban areas, asks for learning and teaching on and off the
land. Learning “off” the core matter of interest however is today often a
reality in quite a contrary sense, with the learning processes often
happening physically remote from the land, namely by purely classroom
centered or online oriented teaching and learning. Another question that
comes up with 'learning on and off' is: can you actually turn learning on
and off?
Teacher-training in our field of land-based education is a specific field.
Most of our institutions are small organizations, units that belong to a
larger university or training institution. To know if we do the right things,
comparison with colleague institutions is valuable and in my opinion
essential. In most of our partner countries there is one teacher-trainer unit
in the land-based area, which has a national orientation. So, on the
national level there is nobody who can function as an equal sparring
partner. We, international partners, absolutely need each other to analyze
how our curricula are being constructed, in relation to the wishes and
demands from the field or market.
On the map of Europe you will find the ENTER-partner institutions across
Europe. Unfortunately not all European countries are represented in our
network. Sometimes it has to do with the absence of our unique niche of
land-based teacher training in a country, sometimes units are too small to
focus on international collaboration. But an important goal is to invite
more stable European partners to contribute and participate in our
9

activities. ENTER has to become more and more a platform of exchange:
an active network in which partners will find each other to collaborate in
our daily activities. An important facility to achieve the objectives is the
establishment of European Erasmus projects. In this way, financial and
substantive space will be created to continue cooperative learning and
working across Europe. Not only the board of ENTER, but every member
of our network, can write and set up project proposals. As for the
preparatory phase a part of the travel costs of a possible preparatory
meeting will be required (because a regular Erasmus KA1-grant is not an
option), then ENTER has the so-called ‘expert groups’ financial support.
The future of our student’s profession is in fact the reason why we do exist.
Let’s use the next couple of days, including the general assembly, to
arrange the next steps in the timeframe of ENTER.
Wishing everyone enriching study days!
Thank you for your attention.

Jan-Willem Noom, President of the ENTER 2014–2018
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INTERNATIONAL AND HETEROGENOUS GROUP AS
A RESOURCE OF EXPERIENTIAL LEARNING
Eveliina Asikainen

Abstract
This paper explores peer learning about nature in an international course on
Nature and Well-being in Tampere University of Applied Sciences. The course is
organized mainly around experiential activities. The study uses Kolb’s model of
experiential learning as theoretical frame and pays special attention to how peer
learning is connected to different phases of Kolb’s model. The study is based on
learning diaries of 40 students who have participated the course in years 20132017. The learning diaries have been analysed through qualitative content
analysis. The results show that peer learning is connected to all phases of the Kolb
cycle. Thus, peer learning and a heterogeneous group can be a great learning
resource in outdoor education and this should be taken into account more
carefully in course design.

Key words
Experiential learning, outdoor education, heterogenous group

INTRODUCTION
Tampere University of Applied Sciences in Finland offers a free-elective
course “Nature and Wellbeing” (5 ects) open for all bachelor students and
exchanges students. The course is built on the Kolb’s (1984) model of
experiential learning, which is also the intuitive background of many
outdoor and adventure educations methods applied in activities like flow
11

learning and earth education (Marttila 2016). Peer learning refers to
learning from other participants without teacher’s immediate intervention
(e.g. Boud 2013). This is typical in outdoor education, but it has been
studied only rarely.
The “Nature and Wellbeing” course provides a perfect case for studying
peer-learning as students come from various bachelor programmes forestry, physiotherapy, engineering and tourism being the most common
– and at the same time from a great variety of ethnic and cultural
backgrounds. During the implementations of 2013-2018 students
representing 17 nationalities have participated the course: Japanese and
Nigerian being maybe the most remote examples.
Some of the students have grown with Finnish nature and constructed
their understanding of nature in this environment. The others meet with
a new, strange nature and relate to it through each one’s own background
and cultural understanding of nature. Amongst the Finnish students some
have studied natural sciences, even forestry, some have professional
background in physical well-being and for some nature is simply a place
for recreation. Consequently, the students’ situational, professional and
culture-bound understandings and valuations of nature and wellbeing
vary greatly in the beginning of the course and they form a heterogenous
group.
This paper focuses on how students’ descriptions of peer-learning in the
learning diaries are connected to the different phases of Kolb’s learning
cycle: experience, reflective observation, abstract conceptualization and
active experimentation.
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MATERIALS AND METHODS
The analysis was based on 40 learning diaries which had been submitted
to the course in electronic form during 2013-2017. 38 of these learning
diaries contained at least some discussion of peer learning on nature.
These learning diaries were further analysed using qualitative content
analysis and thematization of texts. The analysis was steered by the
author’s preliminary understanding of the issue as the teacher of the
course.

PEER LEARNING IN THE DIFFERENT PHASES OF EXPERIENTIAL
LEARNING
Picture 1 summarizes how students’ descriptions of peer-learning connect
with different phases of Kolb’s cycle of experiential learning. Here I
discuss the results phase-by-phase.

Picture 1: Kolb’s model of experiential learning and students’ experiences of peer learning
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Concrete experiences
I start the discussion from concrete experiences as it is the way outdoor
education is organized: experiencing, observing, reflecting and sharing
(e.g. Cornell xxxx). Experiencing and doing things together forms also the
basis of learning about nature for many students. The students’
descriptions of doing and experiencing together extend way beyond the
course situations: to weekends at a cottage, watching Aurora Borealis or
simply walking in the forest with a friend. Especially the exchange
students describe how they have learnt about Finnish nature together with
other exchange students - i.e. their peers. Reflections of doing together
during the course emphasize the possibility to do something
extraordinary safely in a group.
I think we looked a bit weird […] but I guess it doesn't matter how you look
if you have a big group doing the same thing and you are enjoying
yourselves.
During the course, students also helped each other to experience nature
directly, for example in various blind-folded activities. Feelings of
excitement, fun and learning to trust each other were connected to these
situations.
It was hard to trust the guider when blind folded and it felt really weird,
because I totally lost the feeling of where I was. I learned different ways to
use my senses, to have trust in other people and to enjoy nature in a different
way. This creativity I will take with me for my study at home.

14

Reflecting observation
In Kolb’s model of experiential learning direct experience is followed by
reviewing or reflecting the experiences and learning. Activities guided by
other students provided clearly one possibility to reflect and review
learning. In these situations, reviewing was focused on the peer’s behavior
and learning, and was both experiential and cognitive.
Students observed how their peers used the forest, what they found from
there or how they used different kinds of materials in the activities.
Additionally, students expressed disappointment on some guided
experiences and discussed analytically the reasons for being disappointed.
Depending on the students’ previous knowledge and interests during the
course, same situation could be reflected very differently. For example,
one student wrote that she learned a lot of new knowledge through a
knowledge-based

activity.

Another

student

expressed

strong

disappointment towards the same activity as it was not experiential
enough for her.

Towards abstract Conceptualisation
Other students’ presentations provided the second forum for reflecting
observation – a more cognitive one compared to experiential activities in
the forest. Students described how new information either widened
perspectives or challenged – even conflicted – their previous perceptions.
In addition to cognitive learning, students reflect on learning to negotiate
and co-operate through discussions on peer’s presentations.
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One presentation was about how the climate effects our wellbeing. It made
me wonder could it really be that Finland is not a healthy place to live because
of the cold and the dark? I wouldn't want to believe that.
This class made me realise this groups system is infintely better. First of all,
we get to know better each other, because we spend some hours working in
group. Secondly, we are working in an activate way, so we don't get bored.
Thirdly, we pay attention to our classmates, so we really learn from them;
we listen to them, asking and having interest on their topic. Finally, I think
this way of working at class makes us to use our critical thinking, what is
very important nowadays.
The extract above demonstrates how sharing and discussing theoretical
topics together leads to concluding and learning from experiences. Group
discussions were used to discuss articles students had read or to elaborate
on students’ essays. According to the students it was great to have the
opportunity to hear different views and share and discuss something they
had read. Furthermore, discussion and sharing triggered self-reflection
and facilitated group-process. In addition to more theoretical issues,
sharing was also an important part of experiences in the forest helping to
understand how others had experienced an activity.

Abstraction on Professional or Cultural Level
Notes of discussions on presentations or experiential activities lead the
students to ponder about professional or cultural differences and
similarities. Students recognize that different countries and cultures bring
diversity. It has been possible to learn about natures and human-nature
relationships in different countries. This has widened the students’
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understanding of the relationship of culture and nature and helped them
to relate with natures and thoughts differing from their own.
It's nice to learn how differently people from other countries see nature and
how similar our ideas, about nature on the other hand, are.
Especially many exchange students described how the repeated walks in
forests in any weather changed their relationship to nature. Through
discussions of these bodily experiences with Finnish friends they were
could learn about the Finnish relationship to nature.
I wore a bit lightly, but it is much earlier than the last time and I thought I
could feel the nature more. One day, when I had said something similar to
my Finnish friend, she said I already got Finnish mind. Now I can
understand what she meant by that. Maybe some positive attitude with
something especially weather.
On the other hand, many Finnish students were surprised to learn that
there are many places in the world where getting to nature quite
impossible. Information provided by peer students raised curiosity and
interest for travelling and -at the same time - pride of Finnish nature and
public access rights raised as the Finnish students understood, how
unique living environment they have.
Different people from different parts of the world notice different things. The
course also reminded me to appreciate more the Finnish nature and the fact
that we are always so close to nature.
Some students reflected the activities through their future profession. For
example, an exchange student of architecture wrote that bodily experience
of moving in a wheel chair widened her understanding on designing
accessible buildings. Respectively, a student in tourism noted that the

17

principles of nature guiding activities could be applied to touristic
guiding. Some Finnish forestry students concluded that it is refreshing yet confusing – to study forest from a non-economic point of view. At the
same time, they reflected how studying forestry had affected their
relationship to nature. I see all these thoughts as quite abstract cognitive
processes triggered by experiential activities.
During my forestry engineer studies, I have created a very economical view
on forests. I have to admit that in the beginning of the course I was a little
skeptical about the things we discussed. After all it was very refreshing to
look at forests and nature in a completely different way. The international
group made it even more interesting.

Active Experimentation
The final assignment of the course was to plan and guide experiential
activities in in small student groups. This provided the students with a
possibility to become aware and assess what they had learnt about
guiding experiences, and to experiment and create something unique.
We did our lecture with Antti. It was nice exercise even though we didn't
plan it that much. After all it went better than I expected and I think the
other students learned something about Finland's nature and different types
of places/views.
In their diaries, students also showed their respect to those who did
actually take risk and tried something special like nature-gym or roleplaying in the forest.
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I want to point out the idea of talking with tree. Also, it was funny to imagine
yourself as a part of nature and to create your own name. It develops
creativity.
Students also discussed the peers’ behavior and feedback of the situations
they guided. Hence group guiding provided the guiding students with
information about his/her skills and know-how giving material for selfreflection.
I enjoyed not only following the game that others made, but also guiding
other participants. When I became planner, I felt that I'm really taking part
in the class, able to contribute the class. It makes me satisfy.

DISCUSSION AND CONCLUSIONS
In my opinion, the following extracts combine perfectly all perspectives of
peer learning discussed by students. First, a foreign student admires
Finnish forestry students’ ability to identity tree species. Next a Finnish
student describes the joy of using her skills.
Finding trees, naming them and it was nice to listen forest students’
knowledge. I learned to identify many trees, even though they didn’t have
any leaves yet.
We had to identify different tree species and describe them with an adjective.
It was way easier for us Forestry students than others, because we have had
same kind of exercises in our own courses during the last couple of years. It
felt nice to help other students, and chat with the people I didn't know that
much before.
In this situation, one student guides others producing experiences,
reciprocal learning and sharing, and self-reflection. I make two final
19

remark.

Firstly,

heterogenous

groups

provide

diverse

learning

opportunities in all phases of Experiential Learning Cycle. Secondly,
possibilities for peer learning should be reckognised and planned in
advance. Teachers have an important role in encouraging students to
interact and in providing a safe atmosphere for sharing experiences and
discussing views.

LITERATURE
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Education. London & New York: Routledge, pp. 1–20.
Cornell, J. (1978). Sharing Nature with Children. New Jersey: Ananda
Publications.
Kolb, D. A. (1984). Experiential Learning: Experience as the Source of
Learning and Development. Englewood Cliffs, NJ: Prentice-Hall.
Marttila, M. (2016). Integrating Outdoor Adventure Education into the
Curriculum: an Ethnographic Study [In Finnish]. Studies in Sport, Physical
Education and Health. Jyväskylä: University of Jyväskylä.
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MOTIVATION FOR NEW INNOVATION: SERVICES AND
PRODUCTS AND CAREER GUIDANCE
Marije Bent

Abstract
I will report on recent changes in the field of examination at school for education
(VMBO) in The Netherlands with a focus on one of the sections: Services and
products. Since august 2016 the education program is changed. One of the aim’s
is to provide pupils education what is modernized and better connected to
intermediate vocational education (MBO) and the regional work field and the
possibility to respond to changing circumstances such as economic and social
developments. A meaningful change in this field is the increasingly regard
towards transformative learning and the vision how to implement this in de
curriculums.

Key words
Professional skills, student profile, career orientation and guidance, innovations

INTRODUCTION - MOTIVATION FOR NEW INNOVATION
make education better and more easy to organize and make better
reflections on developments in the (regional) business community and
professional field. This innovation leads to a more widen room for choices
with more possibilities to create a customized program for the pupil

1

Voorbereidend Middelbaar beroeps Onderwijs VMBO = pre-vocational secondary education (Broekhof et al.,
1999, p. 233)
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and/or the region. The idea is that it will create a connectionbetween the
choices and talents of students and the opportunities in the region.

WHAT DOES THE NEW ROUTE LOOK LIKE?
In the third year, a pupil chooses a profile that consists of a number of
mandatory courses such as Math’s, Dutch, English, Economics and
Biology and a professionally-oriented profile subject (50 percent of the
program) supplemented with professionally oriented elective courses (50
percent of the Students can choose from ten different profiles.

WHAT ARE THE 10 PROFILES2?


Building, living and interior



Services and products



Economy and business



Green



Catering, bakery and recreation



Maritime and technology



Media, design and ICT



Mobility and transport



Producing, installing and energy



Care and welfare

The profiles replace the 33 profession-oriented ones programs. The new
profiles are more clear, broader and more up-to-date.

2

www.nieuwvmbo.nl
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HOW ARE VMBO STUDENTS HELPED TO ORIENTATE
THEMSELVES ON THEIR FUTURE?
as it is a final requirement of the program. Components of this program
are talks about the career to give a pupil more chance to discover and
explore his/her passion, talents and in which direction or professional
field suits the pupil. Pupils learn how to choose and understand the
process of choosing. The five final requirements of this program are:
1) Qualitative reflection: What am I capable of and how do I know that?
2) Motive reflection: Where do I go, what do I stand for and why?
3) Vocational exploration: Where do I belong and why there?
4) Career guidance: How do I attain my goal and why in that way?
5) Networking: Who can help me attain my goal and why those people?
The conversations who take place should contain these requirements to be
effective (Kuijpers et al. 2011). LOB cannot do without practical
experience! To excites students for certain professions and companies the
VMBO schools are looking for cooperation with entrepreneurs in the
region, who want to deliver a contribution to give pupils a look at their
future. (Van Lanschot, 2015).

3

Loopbaanoriëntatie LOB = Career and education guidance ( Van Lanschot, 2015, p. 1)
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WHAT ARE VOCATIONAL COURSES?
Profession-oriented electives are half of the profession-oriented program.
On basis of the elective courses offered by the school a pupil can study
professional education, do work practices that has his or her interest and
the pupil can also further orientate himself on his future. There are many
elective courses, for example: logistics, food, dance, skin care and office
management.

HOW DOES A STUDENT GET TO KNOW THE PROFESSIONAL
PRACTICE?
There are plenty of options! In the first place by the practical lessons at
school. A student works there to lifelike assignments, with real materials,
tools and often with real customers. The professional practice is also
learned by, for example internships, assignments at the workplace. While
attending this workplaces and lifelike assignments the students are
guided to gain insights to explore their talents and opportunities within
various professional contexts. They do this while asking themselves: what
am I capable of, what am I good at, how do I know that and what
competencies have I developed? (Kuijpers, 2011).

WILL A STUDENT START WORKING AFTER VMBO?
No, VMBO is a professional preparation course. That means that pupils
are still orienting themselves are on what they can and want and
professional skills. Most of the VMBO pupils like to learn from practice.
After VMBO all students have to take an MBO course, sometimes in
combination with working in a training company.
24

Profile services and products
The profile services and products exist of four elements:
 Creating a multimedia product
 Presentation, promotion and selling
 Organization of an activity (event) for a client
 Create a product of wood or steel
There a several elective courses such as robotics, theater, sustainability
and healthcare, sports and food etc.
The special thing about this program is the aspect of the career guidance
in it. Because of the very different topics pupils experience a more
customized program and experiences very different kind of workplaces
and types of companies.

LITERATURE
Kuijpers, M. et al. (2011). Keuzes in ontwikkeling. Ootmarsum: Stichting
Platforms VMBO.
Lanschot, van V. (2015). An elaboration of the career competencies: Career
orientation and development in PVE. Utrecht: Stichting Leerplan
ontwikkeling (SLO).
www.nieuwvmbo.nl entered on 13-03-2018
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WHAT DOES EDUCATION OF FLORAL DESIGN AT UNIVERSITY
LEVEL ACTUALLY MEAN?
Janneke Camps

Abstract
In our Floral industry there are multiple layers in education and level. As a
university we are concerned with the top layer to prepare our students to be “the
better Florist” or teacher in the art of arranging flowers in this working field. At
Aeres university of applied sciences Wageningen (Aeres UAS) we distinguish
two educational courses: Bachelor and Associate Degree. Often we get the
question what Floral Design actually means at a high level.
In a brief explanation it can be said that we ask the students to approach our
profession at a holistic level. We train associate degree students in another way of
thinking, in another way of approaching shaping, how to make choices and to ask
themselves questions constantly. It’s crucial and important to distinguish oneself
as a future florist at this high level in the floral industry. Both bachelor and
associate degree students are trained in teaching in the floral field, organizing
workshops and in giving instructions and demonstrations.

Keywords
Plants, Floral Design, inspiration, biomimicry, ecological intelligence, level 5,
passion, professional and branch development, distinguish, future Floral
industry, materials of the land
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INTRODUCTION
As a lecture Floral Design at Aeres university of applied sciences
Wageningen, I would like to focus on the dilemmas we encounter in our
profession concerning Floral Design at higher professional educational
level. The following text mainly describes the Associate Degree Floral
Design because this training specifically concerns our profession. There is
less attention for the bachelor's degree program as the contents of this
degree in the field largely correspond to the contents of the associate
degree study program.
One of the dilemmas is the definition or description of Floral Design at
European level 5. (NLQF, 2011).

THE HISTORY OF THE ASSOCIATE DEGREE FLORAL DESIGN
Since 2007, Aeres UAS offers the Associate Degree course in Floral Design.
This training was developed and started because there was a demand
from the branch, the florists, for employees who would be taught and
trained just a bit more in comparison to a secondary vocational education
student. The Associate Degree is a two-year training in both part-time and
full-time courses and has the same admission requirements as the
bachelor's degree program. A student will be two days at the institution
and receives full day lessons in pre academic skills and professional skills,
two days internship and one day of self-study. The students are trained to
give workshops, instructions and demonstrations and they are skilled as
a freelancer or more independently in the flower profession. After
graduation a bachelor student will be a second degree teacher and a
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student of Associate Degree will be a Floral Design specialist competent
in conducting instructions and demonstrations.
In order to give shape to the Associate Degree program, it was decided by
Aeres UAS (Aanvraag pilot AD programma, 2006. Aeres Hogeschool
Wageningen) to take all relevant professional situations from the bachelor
and to place them in a two-year Associate Degree study program. This
means that the main professional situation related to floral design content
and the professional situation with management and marketing shape the
fundament of this training. A professional situation (educational entities)
has a study load of 13 credits according to the European Credit Transfer
System (ECTS). In the past we used an external diploma line as a
framework to establish the curriculum of the Associate Degree. The
diploma line was composed by VBW (an external national association for
Floristry business) in corporation with Aeres UAS. The diploma line is a
transition of diplomas that can lead you to the highest achievable title in
our sector, a professional master proof of Floral Design. It consists of
Dutch Flower Arranger (DFA), Advanced Dutch Flower Arranger
(ADFA), All-round Dutch Flower Arranger (ARDFA) and master proof of
Floral Design (DFA1 and 2, 2003. ADFA1 and 2, 2003. ARDFA, 2003) They
were comparable to secondary VET and Aeres UAS. A masterproof title is
only awarded by the VBW and the path and mentoring by Aeres UAS and
can only take place after a successfully fulfilled Associate Degree training.
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Picture 1: Logo of Masterproof Floral Design
Source: www.vbw.nu

In the first years of implementation we worked a lot with the content of
the courses DFA and ADFA that we offered in our training of Associate
Degree training. Some students received educational content that they
had already received at their secondary VET and for some students it was
completely new stuff. We were therefore often in a dilemma with as to the
entry level of the students who graduated from secondary vocational
education because the programs to train skills in the different VET’s is
divers. We had to fill in the gaps of knowledge and skills to reach more or
less a similar level. This situation wasn’t convenient for all.

DEVELOPMENT
Fortunately, the branch is always in development. The trends we see on
form, color, materials, techniques, etc. are very important for us as Floral
designers. With this development we keep ourselves and our students
focused. However, the Floral industry is constantly in progress, namely
the way in which the flower trade is carried out. It is a fact that you can
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start a store without a diploma, which also happens. Previously, we were
not afraid of that, because (especially with a higher professional education
degree) you should be able to distinguish yourself from this type of store
or trade. However, within this form of development there is also a
movement that is innovative or competitive and has something to do with
lifestyle. An awareness of plants, flowers and nature in general is very
strong right now. People want to experience plants by allowing them to
grow, taking care of them and perhaps even picking the fruits. We see
vegetable gardens that you get as a do-it-yourself package at the
supermarket or a plant café where you as a visitor can enjoy an ambiance
surrounded by greenery and a vegan pie. Movements that we embrace.
Movements and trends that our trained students probably should be able
to predict.
As Aeres UAS we have to start moving now and find ourselves outside
the defined Floristry. For the past two years we have decided that we will
no longer focus on the gaps of secondary VET , but that we will offer a
program that should focus on level 5, level Associate Degree as 'The Better
Florist'. We offer a level 6 in the form of the bachelor's degree program,
which is a well-structured program. These components that are
professionally related shape the fundamental of the AD training.

These components or professional situations include:
(A professional situation is integrated of authentic learning on an
internship and supportive education in our institution)
 Professional situation 1, subject-specific expertise development.
Here we train the student to analyze floral work, to mention
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technical terms, to make color and material choices, to place nature
and plants first rather than unnatural materials and to dare to be
able to justify themselves - Professional situation 2, learning
situations with practical instruction. The students are trained in
teaching methodology and learn presentation techniques, preparing
and executing workshops and demonstrations, judging flower
arrangements
 Professional situation 8, professionalization. The students learn to
find their own identity in floral design, they make an innovative
plan for their internship and they ameliorate their skills in making
flower arrangements by means of techniques and form study
 Professional situation 14; marketing and communication situations.
The student conducts market research, analyzes target groups and
draws conclusions and gives professional advice
 Professional situation 17; management situations in the sector. The
student focuses on analyzing the company looking at sustainable,
economic, social and ecological entrepreneurship
 Professional situation 19; design and design situations. The student
designs a design from an artistic approach for a space indoor or
outdoor and connects with design situations in conceptual creations
 Graduation Floral Design; carte blanche. The student undergoes a
development and design process in which making choices,
conclusion and accountability comes first. The student delivers a
product that is innovative and deepening and is related to the
industry
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Level of Floral Design

Master of Floral Design
Picture 2: Previous overview of the comparising of diploma line and the content of Associate
Degree

Considering the above, you could say that in the past we have given PS1
and PS8 a DFA and ADFA content. PS19 and PS21 could then join ARDFA
and a preliminary stage for possibly the professional master proof of
Floral Design. The master proof of Floral Design is a title that you attain
when you have experienced an innovative and deepening achievement
for the industry. The main objective is the learning process students have
to reflect on their own way of learning.
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Picture 3: Laura Testerink Ad Floral Design student 2017. A study of ecoprinting a
raspberry leaf
Source: Graduation Floral Design; Carte Blanche. Aeres UAS Wageningen, 2017

Picture 4: Laura Testerink Ad Floral Design student. Another product of ecoprinting with
various plant materials
Source: Graduation Floral Design; Carte Blanche. Aeres UAS Wageningen, 2017

In order to follow developments and trends within our profession, we
have to pay attention to transformations in our program of course in
corporation with the label market. The contents that we previously offered
matched the level of the secondary VET and therefore did not transcend.
In addition, we regularly struggle with the question of what exactly is
Floral Design at a University level.
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VISION
As lecturers of Floral Design in our institution, we try to give an answer
to the question as formulated above. To get this in a frame work is quite
complicated, we are sensitive professionals and experience our profession
much differently from a course based on cognitive ability. In our analyzes
we always start with the plant, our source of inspiration, the material we
work with on a daily basis. We see it as an inspiration to come to design,
but we also see it as a metaphor for arranging lessons and developing
content.
We mainly work with the products of the land.; flowers roots, leaves,
seeds, etc. We distinguish between plants and flowers, but we have to
consider that in fact a flower is the plant!
When we learn from the plant in a philosophical way, it opens up a whole
new world. Our students are accustomed to trimming, manipulating the
jewels of the plants (flowers, seeds, leaves, roots) and forcing them into a
new form that has to do with taste and subjectivity. When we see the plant
as a way of communication, lifestyle, experience, etc. and thereby teach
our students to use them in a conscious, honest and responsible manner,
we exceed the secondary VET level. A range of lessons with content where
biomimicry is used as science and where we can view floral art in a holistic
way.
“Biomimicry is an approach to innovation that seeks sustainable
solutions to human challenges by emulating nature’s time-tested
patterns and strategies.” The goal is to create products, processes, and
policies—new ways of living—that are well-adapted to life on earth over
the long haul.” (The Biomimicry Institute, 2006) Our students can make a
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design with an approach from biomimicry where nature plays the leading
role. Only then will you get inspiration from nature!
A student who successfully completes this Associate Degree program
will be:
 enterprising

 a project manager

 someone with
his/her own
signature

 commercial
producer and
consumer

 willing to move
along
 an intermediary
between producer
and consumer

 (self-) conscious

 ambitious

 visionary

 a plant expert

 a specialist

 an analyzer

CONCLUSION
The content and the approach of the lessons are more than the somewhat
fussy image that it currently has in the outside world. We provide depth
and well-founded lessons that connect with the contemporary experience
of plants. Only then can we encourage students to have a plant café, a
specialized store with the actual design of plant material or quality lessons
in VET (when they graduated as a bachelor) or workshops to share this
knowledge and beauty with each other. To summarize: we mean an
innovative and sustainable business that fits the trends and developments
within our profession with an approach based on biomimicry and holistic
thinking. This aproach will result in graduated professionals who can
contribute to sustainability and ecological intelligence in today's society.
They will be aware of their natural environment which is the primair
philosophy of Aeres UAS.
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Picture 5: Students of Floral Design Aeres UAS enjoyed a course of Land Art in Sweden
Source: AERES Wageningen
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EDUCATING STUDENTS TO FUNCTION AT CARE FARMS
Johanna M. E. Heijs

Abstract
A part of the students at Aeres is especially interested in people with learning
difficulties or physical or behavioral disadvantages. They can opt for a 15-week
course on care farming with emphasis on guiding clients, management of care
farms and methodical use of green activities to the benefit of clients.
Student preparation for class was rather limited in previous years. At the care
farms they function rather well in daily work. To promote student activity and
engagement, more emphasis on cooperative learning could help.

Key words
Training students, Care Farming, cooperative learning, student engagement

INTRODUCTION
At Aeres Hogeschool Wageningen (AHW, Aeres University of Applied
Sciences Wageningen) students are trained as a teacher in pre-vocational
and vocational agricultural education. Ranging from primary land based
production to landscaping, urban agriculture, livestock, pets, horticulture,
floristry and food processing a broad range of content is offered.
Annemarie Heijs has been working at AHW for several years as senior
teacher Horticulture, Green Care, Multi Functional Agriculture, Biology
and didactics.
Some of the students wants to specialize in teaching people with e.g.
learning or behavioral difficulties. They can take part in a 13 ECTS course
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on supporting people in their day activities or supported work at care
farms and supported-work facilities.

AIM AND DESIGN OF THE COURSE
A part of the students is especially interested in people with learning
difficulties or physical or behavioral disadvantages. They can opt for a 15week course on care farming with emphasis on guiding clients,
management of care farms and methodical use of green activities to the
benefit of clients.
Students at AHW can choose this course in their second, third or fourth
year. They can also combine it in their last year with their graduation
assignment. That means we have students with different levels in study
and research abilities. Moreover we have full time students and part time
students mixed in one class. Ages range from 20- 60. They have two and a
halve hours lessons a week and every second week one tutor hour for
practical work. They also do an internship for two days a week at a care
farm or a social enterprise to help and learn in a real situation. (No
simulation.)
Care farming is on the increase in the Netherlands and in order to be paid
for the work from the national governmental health care budget, a certain
level of quality of care and administration is required. To acquire money
from health care insurance companies or municipalities it is important to
be able to prove that green care has more to offer than standard care in
day activity centers.
Therefore it is important for the green care sector to use green-based
activities purposefully and effectively.
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For AHW students good practices in green care are also useful for use in
schools and we want to trigger them to be aware of the effects and
possibilities of green-based activities.
That is why we want our students to explore working at a care farm and
to develop a new green-based activity for the care farm at which they do
their internship. Students also develop their teamwork skills. At its best it
helps both the care farm and the student in their development.
The assignment consists of three parts:
1. Case management:” know your client”
2. Feedback on guidance of clients by the student
3. description of the care farm and a newly developed green-based
activity.

1. For case management the students do a theoretical study on two of
their clients: with what are they diagnosed, a deeper study based
on literature about such diagnosis in general followed by a
description of how the client does and does not fit into that general
description. Important in this context is to see a client as a person
and not as his or her diagnosis. And beyond that: to see their
possibilities and not so much as only their imperfections.
a. Contains at least a general description of diagnosis
b. What is known from literature about how green care can be
effective in general for people with this diagnosis. E.g.
physical effects, social and psycological/mental effects.
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c. Short history and description of background, such as family,,
ecogram, diagnosed when, available help, aims for being at
care farm, what you really need to know before you start
working with the client.
d. How to be effective in guiding this client.
2. 360 feedback from clients, maybe their parents, co-workers, farmer,
mentor…
3. Description of the care farm : vision and mission, people, facilities,
financial basics, quality management, dilemmas.
New green-based activity
a. is fitted for a special interest group, and maybe for (a) specific
client(s)
b. modifications described in a way that others can use this
activity also in a methodical way to fit it in for clients with
different abilities,
c. the benefits from the “green side” of the activity are described,
visibly based on literature,
d. a description how to use this activity, manual for staff,
constraints, effort, costs and time investment.
Especially the first and third assignment are meant to enlarge awareness
of possibilities and effects of green based activities.
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TEACHING METHODS , PROBLEMS
The course consists of class, two and an half hours a week, one tutor hour
a fortnight and two days at a care farm.
Subjects of lessons are effects of green environment on people, case
management (intake, needs, plan, monitoring and evaluation), special
interest groups, finances, law and regulations.
Students preparation for class was rather limited in previous years. They
were asked to prepare a section of their study book and to inform
themselves the week before how the subject of the week was
implemented/ recognized

at their care farm in order to use that

information in class and enable discussions based on examples. In general
they didn’t prepare themselves. In return their feedback on the lessons
was that it was boring because there was not a strong connection between
practice and theory.
Results of assignment seem to depend on the following:
 the seniority of the students and their drive or internal motivation.
 ability to find and to use literature
 starting to write a rough concept is problematic for some
 the quality of the care farmer with respect to supervising the
student at the care farm.
 some students are a bit shy to ask for time and information from
their supervisor
 farms at which awareness of possibilities of green care is low
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To promote student activity and student engagement to stimulate to think
about what they are learning in terms of students being able to relate
theory to practice, an intervention was needed. Especially student
engagement in class needed improvement. Cooperative learning could be
helpful when activities are designed around important learning outcomes
and promote thoughtful engagement on the part of the student (Prince,
2004). It should encourage students to think about what they are learning
and help them to address fundamental misconceptions. With cooperative
learning students can increase team skills and they teach and learn from
each other, give and get feedback from each other and are more able to
identify constraints of practical application of ideas. (Terenzini et al.,
2001). Which is what students need when designing and developing a new
green based activity for a care farm. Medium time spend in group works
more effective than high or low amount of time.( Springer et al., 1999).
Based on these ideas an intervention was designed.

INTERVENTION
This year students are asked to e-mail a half A4 at least on the subject of
the week and we paste all preparations on a wall as a starting point. They
read all of them (11 students) and extract 2-3 questions from it to deal
with in the same lesson. We have more discussions this way and a more
common starting point. When no input is delivered it is also visible for all.
After that the second part of the lesson is started: the most important ideas
from the study book on case management are discussed and explained by
teacher together with the students. We try to connect with practice by
working together in small groups on making an application of the
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theoretical ideas and schemes for possible use at their care farms. And
here we need their preparations to discuss reality and not something
theoretical.
We take some time to discuss what happened last week at the farms in the
tutor hour and support students to start writing and make even more clear
what their assignment is about. They are asked to bring their written
concept to share it and to give and get feedback from students in groups
of 3-4. What they learn from each other helps them more than what we
teach them when we give comments individually. Moreover, they learn to
work in teams and to share in order to achieve good results.

RESULTS
No official research is done on the effects of the interventions. We are in
the middle of the semester. However there seem to be positive
implications for the students. All of them have given some thought on the
theme of the week. Although not everyone provides the preparation,
everyone does contribute in discussions and tasks such as to make an
ecogram and discuss the possible use of such an instrument in their work
at their care farm relating theory and practice.
In tutor hours, students form little groups based on the part of the
assignment and the special subject they are working at. E.g. when working
at “Know your client” assignment students are required to bring their first
drafts no matter how pleased they are about it at that moment and to
discuss it in groups of 3-4 regarding the criteria used for grading it.
Teachers help them get to know of it without filling in for them. Students
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inspire each other with ideas on literature, personal network et cetera. The
word boring is not being used this term.
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FUTURE EDUCATION OF VET TEACHERS – THE SURVEY
RESULTS OF THE ERASMUS + PROJECT ACROSS
Barbora Jordánová – Jitka Jirsáková

Abstract
In this paper, the authors present the survey results achieved by questioning VET
teachers from eighty-two various secondary agricultural, gardening or forestry
schools in the countries of the project partners. The survey was run as a work
package of the project ACROSS within the Erasmus + KA2 programme. The
random sample of the VET teachers group was four hundreds and ten
respondents. The main aim of the survey was to identify needs for further
education of secondary school teachers and to find out the most actual topics for
them.
The last part of the paper is aimed at the recommendation for new educational
activities, which would be the most popular among representatives of the VET
sector and which would bring them broad development of their career.

Key words
Secondary vocational school, further education of VET teachers, project, survey,
results, didactic methods, teaching experience, development of competences

INTRODUCTION
“Teachers must be educated to develop their art. Teaching is not to be
considered as a static accomplishment like riding a bicycle if keeping a
ledger; it is like all arts of high ambition: a strategy in the face of an
impossible task.”

Lawrence Stenhouse (British educational thinker)
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Teaching is a complex activity. The professional teacher should not stick
to some fixed procedure and routine. Quality teaching means to cope with
the specificity of the concrete social group, to teach and guide specific
students at specific circumstances. The good teacher needs to be
innovative and creative, he needs to continuously search for new
information and develop his/her professional competences and keep
acquiring new teaching methods and tools. The VET teachers need to
adapt their approach and teaching styles to the changing society,
environment and students behaviour.
In this chapter, the most actual obstacles and problems of VET teachers in
their profession will be described. Is a wrong management of the school
the most negative phenomenon in their profession? Do the continuing
changes in national education act bring the biggest barriers for satisfaction
of teachers during their career? Do their students cause the biggest
teacher’s frustration because the motivation for their study is rapidly
decreasing?
The authors will try to explain what courses or further training are the
most attractive for VET teachers. Their needs for further lifelong learning
will be described. Are VET teachers interested in their professional
development and lifelong learning at all? Do VET teachers prefer practical
courses to theoretical lessons? Are courses aimed at acquiring new
educational methods and approaches the most preferred? Are the Dutch
teachers more active in education than for example Bulgarian teachers?
The authors of this text will try to answer to these questions in the
following sub-chapters.
A basement of this article are the results of a survey carried out within the
project ACROSS (Erasmus + KA2 programme) at selected secondary
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vocational schools in Austria, Bulgaria, the Czech Republic, France,
Germany and the Netherlands in the academic year 2017/2018.
The partners of the ACROSS project are teacher training institutes who are
members of the ENTER network (European Network of Learning and
Teaching in Agriculture and Rural Development).
 Institute of Education and Communication CULS Prague,
THE CZECH REPUBLIC
 University College for Agrarian and Environmental Pedagogy,
Vienna, AUSTRIA
 Ecole Nationale Superieure de Formation de L‘enseignement
Agricole Toulouse, FRANCE
 Faculty of Education of the Aeres University of Applied Sciences in
Wageningen, THE NETHERLANDS
 Lifelong Learning Centre of the Agricultural University Plovdiv,
BULGARIA
 Faculty of Life Sciences of the Humboldt University Berlin,
GERMANY
The project focuses on strengthening cross-curricular links and integrating
transversal topics such as "Human in the Democratic Society" and
"Human and the Environment" into the teaching of vocational subjects at
secondary vocational schools in the partner countries. That is why the
consortium of this project is seeking for answering the question of what
interdisciplinary cooperation means in vocational education and how it
can be developed in genuine school practice. Specifically, it is a hope of
the project consortium that participants of the meetings and educational
activities will share their experience and discuss how the curricula of
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vocational education mingle and inspire each other. The partner
institutions are also interested in how teachers of individual subjects can
work together, how interdisciplinary cooperation is manifested in specific
forms and methods of teaching and which competences students should
develop to be able to navigate themselves and to succeed in today's
complex and highly interconnected world.
From all the above mentioned aspects, the project objectives arise:
 to motivate mobility teachers to extend their professional portfolio
by introducing methods for finding cross-curricular links between
concrete vocational subject and civics and environmental education
 to strengthen professional and personal competences of young VET
teachers by designing tasks that address interdisciplinary and
socially acute topics during the two summer schools
 to improve and adapt the training of young VET teachers to the
European environment by organising international teams of
learners
 to create teaching materials accessible at the open website (ENTER
website…)
The outputs of the project are two international summer courses for young
VET teachers in Wageningen (the Netherlands) and the (Germany),
e-learning courses on “Eliademy” platform and quality didactic texts worksheets useful for teaching vocational subjects at secondary schools.
In addition to the above mentioned activities, the project team from the
Institute of Education and Communication implemented the survey in
order to identify problems in profession and demands for lifelong
education among VET teachers from secondary vocational schools.
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In the next pages of this chapter, the examples of areas in which the VET
teachers would like further training and in which other educational
activities they would have the greatest interest. In the following
subchapter, there will be a comparison of the results achieved from the
ACROSS survey among the partner countries of the project. There will be
marked differences between individual countries within monitored areas.

THE METHODOLOGY OF THE SURVEY
The process of mini-survey in order to find out the educational needs of
the VET teachers started in December 2017 where a pilot version of a
questionnaire in five national languages was developed (Austrian and
German partner share the same language). On 3 January 2018
coordinators from project’s partner institutions contacted VET teachers
from secondary vocational schools in home countries with a request to fill
in electronic questionnaire on the Google form application. By the end of
February, the project consortium received questionnaires from 412
respondents. The data analysis were carried out during March 2018 by
Czech project team.
The report with results, tables, charts, comments, recommendations and
conclusions was sent to headmasters of vocational schools in the partner
countries in April 2018. The survey results will be also presented at several
international conferences and seminars and at the national meetings with
secondary schools headmasters throughout the year 2018.
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THE STATISTIC DATA
The sample of the ACROSS survey consisted of 412 respondents (=VET
teachers) from 85 different secondary vocational schools in Austria,
Bulgaria, the Czech Republic, France, Germany and the Netherlands.
There were questioned 275 female teachers and 137 male teachers. The
largest sample of teachers was from Austria (150 respondents), the Czech
Republic (85 VET teachers) and the Netherlands (70 respondents). The
further statistical information is to be found in the tables 1–3.
Length of teaching
experience

CZ

NL

BG

FR

AT

DE

Total

0

19

1

0

1

0

21

1–5 years

13

30

6

11

11

8

79

6–10 years

6

7

6

3

19

3

44

11–15 years

13

5

3

3

16

3

43

16–20 years

25

3

6

3

16

1

54

More than 20 years

28

6

29

9

87

12

171

TOTAL

85

70

51

29

150

27

412

Less than 1 year

Table 1: Number of teachers in different stages of teaching experience

Location of the school
of a respondent
Village

CZ

NL

BG

FR

AT

DE

Total

0

0

0

8

57

6

71

Small town

34

18

23

16

83

12

186

Middle town

31

24

10

1

8

2

76

Bigger town

11

19

8

1

0

5

44

City

2

7

10

3

0

0

22

Capital

7

2

0

0

2

2

13

TOTAL

85

70

51

29

150

27

412

Table 2: Number of teachers in different locations of the vocational school
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Specialization of
a respondent

CZ

NL

BG

FR

AT

DE

Total

Animal husbandry

19

17

4

2

14

2

58

Plant production

17

3

5

0

8

5

38

Gardening

9

18

0

1

16

4

48

Forestry

1

4

0

2

9

0

16

Horticulture

0

1

7

0

4

0

12

Viticulture

1

0

2

0

2

1

6

13

3

15

0

6

0
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Economy, business
administration

8

0

6

6

20

10

50

ICT, media

2

0

2

0

9

2

15

Environmental
sciences

5

3

3

4

6

0

21

Biology

3

8

2

1

3

2

19

Chemistry

2

0

1

3

0

0

6

Floral arrangement

0

5

0

0

0

0

5

Food processing

0

1

3

0

15

0

19

Other

5

7

1

10

38

1

62

85

70

51

29

150

27

412

Mechanization,
engineering

TOTAL

Table 3: Number of teachers in concrete teaching specializations
Source of tables 1 – 3: Across survey results

The largest number of questioned respondents were VET teachers with
teaching experience longer than 20 years. The amount of 186 teachers was
from vocational schools situated in the small towns with maximum of
15 000 inhabitants. The most common specialization of questioned VET
teachers were animal husbandry (58 teachers, 19 out of them were from
the Czech Republic and 17 from the Netherlands), economy and business
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administration (50 teachers, 20 out of them were Austrian teachers) and
gardening (48 respondents).

RESULTS FROM THE QUESTINNAIRES
The questionnaire consisted of five different multiple choice questions,
each of them obtained also an item “other” for open answer if the
respondent had not found his answer in the multitude of offered items.

QUESTION 1: WHAT OBSTACLES DO YOU FACE IN YOUR
PROFESSION THE MOST OFTEN?
The respondent was asked to select maximum three items. The results
achieved from the sample of 412 teachers in the six countries are visible in
the table No 4.
OBSTACLE

CZ

NL

Decreasing motivation for study
among students

77,6

Disciplinary problems with
students

BG

FR

AT

DE

44,3 88,2

51,7

54,7

74,1

21,2

48,6 64,7

31,0

38,0

48,1

High administrative workload

56,5

38,6 56,9

48,3

52,0

48,1

Too much general workload

11,8

30,0 15,7

27,6

16,0

33,3

Low salary compared to achieved
work

34,1

8,6 17,6

34,5

9,3

14,8

Problems with the school
management

2,4

7,1

0,0

44,8

6,7

7,4

Unpleasant work climate

5,9

4,3

2,0

13,8

6,0

7,4

10,6

20,0

3,9

6,9

4,0

0,0

Lack of creativity in profession,
stagnation

53

OBSTACLE

CZ

NL

BG

FR

AT

DE

12,9

2,9

2,0

3,4

8,0

0,0

No problems

4,7

7,1

2,0

3,4

10,0

0,0

Other

4,7

20,0

2,0

17,2

15,3

0,0

Bad relationship with some
colleagues

Table 4: Obstacles at teacher‘s work (percentage of answers)
Source: Across survey results

The questioned teachers shared an opinion that the biggest obstacles in
their work are decreasing motivation for study among students (in
Bulgaria it concluded 88,2 % of all the respondents!) and disciplinary
problems of students (the highest percentage of 64,7 % was also achieved
in Bulgarian sample of teachers). High administration workload was the
third most mentioned obstacle.
Low salary bothers the French and Czech teachers the most (around 34 %
answers in French and Czech sample of VET teachers), on the contrary this
obstacle is a minor issue among the other questioned countries.
The answers regarding problems and obstacles in relation to the length
the teaching experience (the teaching career) are presented in the next
chart.

OBSTACLE
High administrative
workload
Too much general
workload
Problems with the school
management
Bad relationship with
some colleagues

LESS
1–5
6–10
11–15
16–20
THAN
YEARS YEARS YEARS YEARS
1 YEAR

MORE
THAN
20
YEARS

33,3

35,4

52,2

55,8

57,4

56,1

9,5

18,9

34,1

20,9

12,9

18,1

14,3

6,3

4,6

9,3

3,7

9,4

14,3

5,1

9,1

6,9

5,6

6,4
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OBSTACLE

LESS
1–5
6–10
11–15
16–20
THAN
YEARS YEARS YEARS YEARS
1 YEAR

Low salary compared to
achieved work
Unpleasant work climate
Lack of creativity in
profession, stagnation
Decreasing motivation for
study among students
Disciplinary problems
with students
No problems
Other

MORE
THAN
20
YEARS

14,3

18,9

6,8

25,6

18,5

16,4

9,5

8,9

4,6

6,9

3,7

7,6

28,6

7,6

11,4

9,3

7,4

6,4

33,3

65,8

47,7

60,5

72,2

64,9

52,4

49,4

27,3

27,9

35,2

39,2

4,8
0,0

8,9
3,8

0,0
13,6

2,3
2,3

1,9
3,7

5,3
5,3

Table 5: Obstacles at work at a different stage of teaching experience (percentage of answers)
Source: Across survey results

The results of this filter are:
 Staff of medium and long teaching experience see bigger obstacles
in the high administrative workload at their work.
 Teachers with teaching experience between 6–10 years complained
about really high general workload the most (34,1 % of answers
from this career stage). The explanation for this finding can be that
especially female teachers starts look after their own family in age
30 and more, the women statistically get children after few-year
work experience. They need to divide their time into work and
family life.
 It is surprising that only new teachers with first year of teaching
experience suffer from the lack in creativity in their profession (28,6
% of answers).
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 The biggest obstacle in the teaching profession is decreasing
motivation for study among students. This obstacle have teachers
in every stage of their career. Maximum percentage was found out
among teachers from 16–20 years of teaching experience (72,2 % of
answers within this work length). The lowest problem of this issue
was monitored among new incoming teachers (33,3 % of answers).
 Teachers at the beginning of teaching career and on the contrary,
teachers with working experience more than 20 years see an obstacle
in disciplinary problems of their students more than teachers with
medium length of their career.
DISCIPLINARY PROBLEMS
WITH STUDENTS
MALE
FEMALE

CZ

NL

BG

FR

AT

DE

7,1

50,0

52,6

41,7

27,9

71,4

24,6

47,6

65,6

29,4

41,1

40,0

Table 6: Disciplinary problems with students filtered by gender of the teacher (percentage of
answers)
Source: Across survey results

Disciplinary problems in relation with the gender of the teacher differs in
partner countries. Due to survey results, we cannot say that female would
suffer more from the bad behaviour of students than male teachers. We
cannot determine that the female teachers would have less respect than
male teachers. The disciplinary problems of students are connected with
teacher’s authority and students personality.
It is obvious in the table No 6, that the wrong behaviour of students
bothers more female teachers in Austria and the Czech Republic. In France
and Germany is this phenomena opposite. In Bulgaria and the
Netherlands, the distribution of answers to this item is almost the equal.
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Chart 1: Obstacle – lack of creativity and stagnation in profession (number of answers)
Source: Across survey results

The ACROSS survey revealed that the VET teachers does not lack
creativity in their profession. Only 20% of teachers of Floral arrangement
and ICT prefer more inventiveness at their work. This is in correlation
with the table 3, because the biggest number of questioned teachers of
Flower arrangement was from the Netherlands.
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QUESTION 2: WHAT ARE THE MOST CHALLENGING ASPECTS
CONCERNING DISCIPLINARY PROBLEMS OF STUDENTS AT
YOUR VOCATIONAL SCHOOL?

DISCIPLINARY PROBLEM
Disturbing during the lesson
Using mobile phone during the lesson
Bullying
Truancy
Using legal drugs such as alcohol, cigarettes at school
Cribbing
Cyber mobbing
Others
Plagiarism
Using marihuana
Shoplifting
Gambling
Using stronger drugs (e.g. cocaine, heroin…)

Number of
answers
260
259
138
118
83
48
45
34
20
9
4
2
1

Table 7: Disciplinary problems (number of answers)
Source: Across survey results

The second question focussed on the disciplinary problems of students at
the secondary vocational schools in partner countries of the project. The
respondent had chance to tick maximum 3 items.
The results achieved through questioning sample of 412 teachers are
shown in the table No7, it is obvious that:
 There are not serious behaviour problems such as shoplifting,
gambling or using non legal drugs such as marihuana or even
stronger drugs at the sample of schools. Only 10 % of French
teachers found out problems with shoplifting among their students.
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 The most visible disciplinary problems are disturbing during the
lesson by students (63,1 % of answers) and using mobile phones for
non-educative activities during the lessons (62,9 % of answers).
 More serious problems which occurred more often in teachers’
answers are bullying (33,5 % of answers) and truancy (28,6 % of
answers).
DISCIPLINARY PROBLEM

CZ

NL

BG

FR

AT

DE

Disturbing during the lesson

63,5

60,0

82,4

89,7

52,0

66,7

Using mobile phone during the
lesson

87,1

72,9

72,5

62,1

43,3

51,9

Bullying

5,9

25,7

2,0

24,1

63,3

44,4

Truancy

36,5

45,7

27,5

31,0

17,3

22,2

Using legal drugs such as
alcohol, cigarettes at school

12,9

17,1

5,9

27,6

30,0

14,8

Cribbing

30,6

1,4

23,5

0,0

6,0

0,0

Cyber mobbing

2,4

14,3

3,9

6,9

17,3

11,1

Others

4,7

7,1

0,0

24,1

12,0

0,0

Plagiarism

9,4

2,9

0,0

6,9

4,7

3,7

Using marihuana

2,4

2,9

0,0

3,4

2,7

0,0

Shoplifting

0,0

0,0

0,0

10,3

0,7

0,0

Gambling

0,0

0,0

0,0

0,0

1,3

0,0

Using stronger drugs (e.g.
cocaine, heroin…)

1,2

0,0

0,0

0,0

0,0

0,0

Table 8: Disciplinary problems – differences in partner countries (percentage of answers)
Source: Across survey results

In the table No 8, there are the differences in results among the partner
countries presented. The most interesting findings are:
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 There is almost no problem in bullying in CR and Bulgaria, in
other countries it is quite remarkable problem, especially in the
Austria (63,3 % answers of questioned Austrian teachers) and
Germany (44,4 % of answers from the German sample of teachers).
 30,6 % of Czech respondents and 23,5 % of Bulgarian respondents
concluded that their students do cribbing, the other questioned
teachers from Austria, France, Germany and the Netherland rarely
caught their students cheating.
 Just minority of Bulgarian teachers concluded that their students
use legal drugs at school, French and Austrian teachers have quite
serious problems with this issue (30 % of the sample of Austrian
teachers and 27,6 % of the sample of French teachers).
 Cyber mobbing is more „common“ in Austrian, German and
Dutch schools (11 – 17 % of answers).
 Plagiarism occurs among Czech students more often than in the
other countries. 9,4 % of the Czech questioned teachers ticked this
item of this question.

QUESTION 3: WHAT ARE THE BIGGEST CHALLENGES THAT
YOU FACE AMONG YOUR STUDENTS?
The answers to question 3 are shown in the table 9 and 10. The first chart
merges answers from 412 teachers from all the six partner countries. The
chart No presents the answers filtered by the nationality of teacher.
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LACK IN SKILLS OR KNOWLEDGE AMONG
STUDENTS
Lack in motivation for learning
Lack in concentration
Incapability of logical thinking and common sense
Lack in linguistic skills and ability of expression in the
written word
Lack in reading comprehension
Lack in mathematical skills
Lack of abilities in scientific abstraction
Lack in flexibility
Lack in creativity
Lack in knowledge of natural history and field biology

Number of
answers
266
251
177
143
136
79
44
32
22
22

Table 9: Lack in skills among students (number of answers)

This question is too subjective, it is hard to measure the study demands of
concrete teacher to his/her students. This fact needs to be taken into
account in terms of general comparison of the results achieved in six
different European countries.
LACK IN SKILLS AMONG
STUDENTS
Lack in motivation for learning
Lack in concentration
Incapability of logical thinking and
common sense
Lack in linguistic skills and ability
of expression in the written word
Lack in reading comprehension
Lack in mathematical skills
Lack of abilities in scientific
abstraction
Lack in flexibility
Lack in creativity
Lack in knowledge of natural
history and biology

CZ

NL

BG

FR

AT

DE

70,6 62,9 92,2 75,9 50,0 66,7
36,5 67,1 58,8 72,4 72,0 51,9
69,4 24,3 35,3 13,8 46,0 37,0
32,9 24,3 29,4 62,1 35,3 44,4
25,9 25,7 21,6 31,0 43,3 40,7
32,9 10,0 5,9 20,7 20,7 14,8
9,4 18,6 17,6 13,8

2,7 22,2

5,9 11,4 15,7 10,3
7,1 7,1 7,8 6,9

3,3 11,1
3,3 0,0

8,2 10,0

2,7

3,9

3,4

3,7

Table 10: Lack in skills by countries (percentage of answers)
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The results concluded after analysing the answers from this question are
following:
 Teachers see the biggest problems in decreasing motivation for
study among their students (64,6 % answers of all the respondents)
and lack in concentration of their students (60,9 % answers of 412
questioned teachers).
 Almost every Bulgarian teacher sees the problem in the students’
motivation.
 On the contrary, teachers concluded that students do not lack
creativity (only 5,3 % of teachers’ answers), flexibility (7,7 % of
teachers’ answers) and they are strong in knowledge of natural
history and biology (5,3 % of answers from the survey sample).
 The Czech students struggle with logical thinking the most from
all the monitored countries (69,4 % of answers of Czech sample) but
there are not so many Czech students with problem of
concentration.
 The lack in reading comprehension is the most common among
Austrian students and German students. It concluded more than 43
% of Austrian and more than 40 % of German respondents.
 To compare with other students, the French students have quite
large problems in linguistic skills and in ability of expression in the
written word (62,1 % answers from the French sample of teachers).
 Lack in mathematical skills is visible among Czech (32,9 % of
teachers’ answers), Austrian (20,7 % of teachers’ answers) and
French students (20,7 % of answers in the French sample).
 To compare with other students, the Dutch students slightly lack
knowledge of natural history and biology.
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QUESTION 4: PLEASE, SELECT ALL THE COURSES, WHICH YOU
WOULD BE INTERESTED IN STUDYING
In this question, the teachers could select from nine items. If they did not
find option corresponding with their demand for future learning, they
could write it down in the open question “other”. The options of the
courses offered in the ACROSS questionnaire are:
 Practical skills connected with teaching background
 Social skills and communication and presentation skills
 Foreign language
 Project management skills
 Basic knowledge of psychology
 Creative didactic methods (didactic games, project teaching,
cooperative learning…)
 Self-development competences (course of assertiveness, timemanagement skills…)
 ICT skills
TYPE OF COURSE
Practical skills connected with teaching background of
the teacher
New didactic methods
ICT skills
Self-development competences
Basic knowledge of psychology
Social skills (communication skills)
Foreign language
Project management skills
No training
Other

Number of
answers
171
166
122
118
108
100
95
43
9
4

Table 11: Demand for future training among VET teachers
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The main results regarding lifelong learning of VETteachers are quite
positive – the questioned teachers are really keen on professional and
personal development, only 9 out of 412 respondents ticked the item „no
training“. Only 5 Czech, 3 Dutch and 1 Austrian teacher showed no
interest in future training.
The highest demand among VET teachers is for the courses connected
with their teaching specialization in order to strengthen their professional
skills (41,5 % of teachers’ answers) and for training of new didactic
methods (40,3 % of respondents selected this course). The smallest
demand among respondents is for course of project management skills.
TYPE OF COURSE
Practical skills connected
with teaching background of
the teacher
New didactic methods
ICT skills
Self-development
competences
Foreign language
Social skills (communication
skills)
Basic knowledge of
psychology
Project management skills
No training
Other

CZ

NL

BG

FR

AT

DE

44,7

25,7

27,5

55,2

44,0

70,4

38,8
21,2

38,6
18,6

47,1
27,5

62,1
62,1

34,7
33,3

44,4
33,3

21,2

45,7

11,8

17,2

33,3

25,9

37,6

31,4

17,6

31,0

14,7

3,7

15,3

21,4

7,8

34,5

34,7

22,2

9,4

51,4

15,7

20,7

31,3

11,1

16,5
5,9
0,0

10,0
4,3
2,9

11,8
0,0
0,0

20,7
0,0
0,0

6,7
0,7
1,3

0,0
0,0
0,0

Table 12: Demand for future training sorted by the country of residence of the respondent
Source of tables 9–12: Across survey results
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The answers of six different national samples varied in several aspects:
 The largest number of Dutch teachers is interested in courses of
psychology (51,4 %) and self-development training (45,7 %), the
demand of teachers from the other five countries is much smaller.
 The demand for language courses is much smaller in Austria (14,7
% of the answers of Austrian respondents), Bulgaria (17,6 % of
Bulgarian teachers) and Germany (3,7 % of German teachers).
 The interest in training of the communication and presentation
skills was find out mostly among French and Austrian teachers
(around 35 %).
 French teachers are really keen on some ICT courses and trainings
of new didactic methods (62,1 % of the answers from this sample).
The demand for ICT courses among other countries is much smaller.
 German teachers are strongly interested in professional courses
connected with their teaching background (70,4 % of answers).
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Chart 2: Demand for future training filtered by teachers‘ specialization
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It was also important to find out a difference in demand among teachers
of different specializations. The indifferent groups in ACROSS survey are
teachers of horticulture, viticulture, floral arrangements and chemistry
because there was a really small number of teachers in the survey sample.
Only few teachers of economy, plant production, animal husbandry,
gardening and ICT are not interested in any training. The percentage of
these mentioned teachers with no interest in any training is too small, that
this finding does not have any impact on the stakeholders.
In the next paragraph, there are presented the demands for concrete
course or training within the concrete specialization of teachers:

COURSES OF PRACTICAL SKILLS CONNECTED WITH
TEACHERS SPECIALIZATION
 The biggest percentage of this demand is among teachers of food
processing (63,2 %, it means 12 out of 16 teachers) and forestry
(56,3 %).
 The strong interest in such course was found out also among
teachers of animal husbandry (46,6 %), gardening (43,8 %),
mechanization (46 %) and plant production (47,4 %).
 Typical example of this course can be “changes in accountancy law
for economy teachers” or “driving a new type of harvester”.
TRAINING OF NEW DIDACTIC METHODS
 The biggest demand for this training was seen among teachers of
environmental sciences (61,9 %), biology (36,8 %), economy (50 %)
and gardening (43,8 %).
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 An example of such course can be course of using the collaborative
learning in teaching gardening or using didactic games in biology
or forestry.
LANGUAGE COURSES FOR TEACHERS
The biggest demand for the language courses was found out among
teachers of environmental sciences (42,9 % of answers). On the contrary,
only around 10 % of the biology teachers are interested in the study of
some language courses.
ICT COURSES
ICT courses naturally attract ICT teachers (53,3 %) but also economy
teachers (38 %) and surprisingly gardening teachers (35,4 %). However,
the selection of the concrete ICT course varies within different teachers‘
specializations.
COURSE ON PROJECT MANAGEMENT
 It seems, that the course on project management is not attractive for
teachers of almost all backgrounds.
 Teachers of plant production (only 2,6 % of answers), gardening
(just 4,2 % of answers), food processing (5,3 % of answers), ICT
(6,7 % of answers) and economy (10 %, which means only 5 answers
out of 50 economy teachers) found this course the least popular.
 The teachers of biology, horticulture and viticulture showed no
interest in such a course (none of teachers of these specializations
selected this course in the questionnaire).
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Chart 3: Selection of training in accordance with of the length of teaching experience
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Another filter to this question was a length of teaching practice of the
questioned teacher. The chart No 4 presents results mined from the
whole survey sample:
The results got after filtering the answers are more than surprising:
 Training on

the practical skills connected with teacher‘s

specialization is more preferred among teachers with teaching
practice from 6 to 20 years, the interest in such training slightly
decreases after 20 years of teaching practice.
 Courses aimed at development of social (especially communication)
skills are more popular for the teachers who have just entered their
career (33,3 % of answers).
 There is the same situation regarding the study of some language
course, this course is more interesting for staff just entering the
teaching profession (33,3 % of answers obtained from teachers at the
beginning of their career) and then for teachers with working
experience of period from 6 to 10 years.
 There is not big difference in preferences for learning project
management skills among all six groups or respondents.
 The psychology training is much more important for new teachers;
47,6 % of teachers with less than 1 year of the teaching practice
selected such a course.
 The most shared preference is visible within the training of new
didactic methods among teachers with teaching practice between 1–
5 years, and on the contrary, among teachers with longer pedagogic
experience (from 16 to 20 years), every second questioned teacher of
these mentioned groups would go for this training.
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Finally, the preferred courses were filtered in parallel way by two
variables, by the country of origin and by the length of teaching experience
of the respondent. The six periods of teaching practice were merged into
three career stages:
DURATION OF
EXPERIENCE
Short teaching practice
Medium long teaching
practice
Long teaching practice

first career stage

TEACHING
PRACTICE
from 0 to 5 years

second career stage

from 6 to 15 years

third career stage

more than 20 years

CAREER STAGE

Table 13: Three stages of teacher’s career
Source: Across survey results

100

PREFFERED COURSES BY TEACHERS WITH SHORT TEACHING
EXPERIENCE

PERCENTAGE

80
60
40
20
0

CR

NL

BG

FR

AT

DE

Chart 4: Preferred courses of teacher with short teaching practice
Source: Across survey results
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PREFFERED COURSES BY TEACHERS WITH MEDIUM LONG
TEACHING EXPERIENCE
PERCENTAGE

100
90
80
70
60
50
40
30
20
10
0

CR

NL

BG

FR

AT

DE

Chart 5: Preferred courses of teacher with medium long teaching practice

PERCENTAGE
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0

PREFFERED COURSES BY TEACHERS WITH LONG TEACHING
EXPERIENCE

CR

NL

BG
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AT

DE

Chart 6: Preferred courses of teacher with long teaching practice
Source of charts 5–6: Across survey results
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The main results in terms of career groups in Austria, Bulgaria, the Czech
Republic, France, Germany and the Netherlands are presented in the
charts No 4, 5 and 6.

PRACTICAL SKILLS
The highest percentage of Czech, Dutch, Bulgarian and German teachers
with 16 and more years of their teaching experience invest more time for
courses in order to refresh practical skills connected with their teaching
background. The opposite situation is visible among French teachers, they
devote the most of their time to such training at the beginning of their
career (72,7 % of answers from French teachers in the first career stage).
SOCIAL SKILLS
These courses attract French, Austrian and German teachers at the
beginning and at the later stage of their working experience.
LANGUAGE COURSES
French teachers with more than 15 years of teaching experience are
mostly interested in the language courses. More than 40% of the French
respondents with long working experience wish to study a language
course.
ELEMENTARY PSYCHOLOGY
Austrian teachers focus on psychology training, especially at the third
stage of their career (34 % of answers of staff teaching more than 15 years).
Among Dutch teachers the situation is opposite: young group: 57,1 %
contra group with long career: 22,2 %.
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NEW DIDACTIC METHODS
 The biggest demand for these courses is among young Bulgarian
teachers (85,7 % of answers in this career stage).
 The length of the career is not important for Dutch teachers
regarding their interest in this course.
 Czech, Austrian and German teachers are interested in this course
more at the beginning of their career. After indifferent period from
6 to 15 years of work experience, their demand rises again at the
third stage of teaching experience (= teachers in duty for more than
15 years).
 French teachers are interested in such training at the second stage
of their career (each French teacher with teaching experience from 6
to 15 years of teaching experience selected this course option).
COURSE FOR SELF DEVELOPMENT
 An example of such course can be a training of assertiveness or time
management.
 French and Bulgarian teachers are focused on this course only at
the beginning of their career. We obtained 42,9 % of positive
answers from Bulgarian and 36,4 % of answers from French at the
first career stage).
 This is the same also with young Czech, Austrian and German
teachers, but these nationalities are also quite interested in such
training at the third stage of their career.
 For Dutch teachers is the length of their career not important for
deciding to take part in the self-development training.
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ICT COURSE
 ICT courses are not so attractive for Czech and Dutch teachers at
any stage of their career.
 The highest demand for ICT courses was found out among French
teachers at each stage of their career.
 55,6 % of Bulgarian teachers and 50 % of German teachers with
teaching experience from 6 to 15 years are interested in such courses.
 ICT courses are also popular for German and Austrian teachers at
the third stage of their career (46,2 % of answers of German
respondents and 36,9 % of answers of Austrian group in this career
stage).

QUESTION 5: PLEASE SELECT ICT COURSES, YOU WILL BE
INTERESTED IN STUDYING
The last question of the questionnaire was a filtered question, this question
aimed only at respondents, who selected the demand for ICT course in
question 4.
TYPE OF ICT COURSE
Practical use of didactic technique – using smart board,
flipped classroom…
Mobile technology in vocational education
Educational programming as support for logical and
creative thinking
Video in education (webcasting, Youtube, MOOC
courses…)
Cloud services and storage webpages (Google docs,
Dropbox, Flickr…)
Moodle or another e-learning programmes

Number of
answers
58
54
50
45
39
38
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TYPE OF ICT COURSE

Number of
answers

Digital technology in education (3D, webcasting, BYOD
concept…)
Editing digital photography
Graphic vector programmes (Illustrator, Corel Draw,
In Design)
Social networks (Facebook, LinkedIn)
Microsoft Office - Publisher
SPSS or another software for statistical analysis
Microsoft Office - Access
Other course

35
31
24
24
15
12
11
2

Table 14: Demand for ICT courses among VET teachers
Source: Across survey results

After data analysis it was founded out that 136 out of 412 respondents are
interested in ICT courses, which makes less than one third of the
questioned teachers.
Demand for the concrete ICT course varies in countries. The highest
demand for ICT courses is in France (58,6 %). On the contrary, in the
Czech Republic, the Netherlands and Bulgaria the demand is less than 30
% of the VET teachers’ sample. The smallest demand for ICT courses was
found out among Czech teachers (25,9 % of Czech respondents).
The most popular courses are “Practical use of didactic technique” (for
example work on Smart board…) and “Mobile technology in vocational
education”. On the other hand the least popular courses are “Microsoft
Office – Access” and „SPSS or another software for statistical analysis”.
These courses could be more preferred by university academic staff than
by teachers from secondary vocational schools.

76

“Video in education” is interesting course for several Austrian, Czech,
Dutch and French teachers, for Bulgarian and German teachers is not this
course important. “Course on Cloud services” is interesting for some
Czech and Austrian teachers, for the others is not important.

CONCLUSIONS
By implementation of detailed survey at selected vocational schools in the
partners’ countries of the project ACROSS it was possible to map
problems at the work of teachers and their needs for further education.
The respondents – VET teachers were able to give feedback of their
satisfaction or non-satisfaction at their work position. The respondents
clearly showed different views on the priorities of individual indicators.
Analysis of their answers in the questionnaires led to results, which can
be a basement for the topics of new courses for VET teachers. At the
educational market, there could be a broader offer of both, national and
international seminars aimed at the innovative and interactive teaching
methods or courses connected with concrete teaching specialization for
development of practical skills of teacher.
Regarding teachers’ facing obstacles at work, there are not big disciplinary
problems such as truancy, and even stronger problems such taking
stronger drugs, shoplifting or gambling at the vocational schools, these
problems occur mostly among students at apprentice schools. The biggest
obstacle in teacher’s profession is the phenomena of decreasing
motivation for study by their students. Because of that, the teachers are
keen on training or observing case studies how to increase the students’
interest in learning.
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The VET teachers from six different European countries share same
problems such as high administrative workload, disturbing teacher’s
work by using mobile phones by students during the lessons. The VET
teachers do not feel that their profession would lack the opportunities for
creativity and they use their own potential for self-development.
After all, the most positive finding of the ACROSS survey is that the VET
teachers want to learn, they are interested in further study!
Further education represents a heterogeneous part of the educational
system. The target groups are characterized by entirely different features.
As to the institutional background, it may take place both in purely
educational institutions and within entities having education as their only
economic activity. One of the basic ideas of Adult education is that every
individual must be in a position to keep learning throughout his life. The
further education is legally stipulated in the Education Act or Continuing
Education Act, in the Czech Republic, it is concretely Act No 563/2004
Call, on Pedagogical Staff.
In 1972, the UNESCO’s International Commission on the Development of
Education commission issued the document ‘Learning to be’, which
contained a number of recommendations for adult education. One of the
basic ideas was: „Every individual must be in a position to keep learning
throughout his life. The idea of lifelong education is the keystone of the
learning society!”
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INSPIRATION AS A MOTOR FOR LEARNING AND DEVELOPING
Jan-Willem Noom

Abstract
In the curriculum of the second-degree teacher-training course, so-called project
weeks are included. Students undertake broadening and deepening activities in
interdisciplinary groups. The groups are often composed of students from
different study years. The character of these weeks consists of learning in practice.
Gaining inspiration and acquiring skills that are not directly part of the prescribed
curriculum, but are a substantial contribution to function to the best in the
current field of study. The activities the student undertakes are part of the optional
program and assume intrinsic motivation. Part of the content is provided by the
institution, partly by the students and by student associations. In the project week
of June there is space for an international visit. Various student groups then travel
to mostly European destinations to get in touch with renowned experts or
practical places to learn. This paper reflects on a series of subject-specific study
trips in Tuscany. What inspires the development of a passion? Looking for
learning and development that goes far beyond just improving one's own
profession.

Key words
Inspiration, passion, learning, professional development, extra-curricular
activities, interdisciplinary groups, intrinsic motivation, international liaison
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INTRODUCTION
The curriculum of the bachelor course ‘Education and knowledge
management in the land based and nature based sector’, is separated in
three phases. A propaedeutic phase, the core and the pre-graduation
phase. The whole program takes mainly four years. The program exists of
16 educational entities, called Professional Situations (PS). A professional
situation has a study load of 13 credits according to the European Credit
Transfer System (ECTS). Students develop an integral set of competences
in an authentic context by workplace learning, work practices or
simulations. The learning process of a student is supported with flanking
education in groups and substantive counseling, both in groups and
individually. In addition to the four professional situations per year, the
student has study load capacity for study career counseling, portfolio and
assessment and there is the so-called optional space. This space has a
study load of 28 clock hours per semester, 56 clock hours per year.
Students are able to create the content as they want, to fulfill this part of
the curriculum. The link to the regular study program is an important
condition that has to be considered.

PROJECT WEEKS
In the macro-schedule of an academic year, four weeks are scheduled as
so-called ‘project weeks’. These weeks are mainly free of regular lectures,
counseling and internships or work place learning. The intention of these
weeks is that students learn in a work field. There is space to use external
experts in a certain discipline or to set up practice-oriented workshops,
under supervision of experts in business or organizations. It is about
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practical knowledge skills that are not included in the regular program
and that are not automatically part of internships. One week a year,
teaching staff arranges the program for the project week; the programs are
mainly organized in divided programs per study domain (Nature &
Living Environment, Green & Design, Food & Production, Animal &
Recreations), two weeks a year the lead is in hands of the Students
Associations per domain. In the last week of the academic year, the focus
is mainly towards the possibility to implement international programs
(internal notice, 2017).

FRAMEWORKS AND REGULATIONS
In order to stimulate the practical component in higher education, public
funding was available up to 2016. From this budget, external experts or
specific training locations could be arranged. This was the case for both
domestic and foreign activities. An important side note is that in foreign
activities only the pure content could be financed. Costs for
accommodation, travel and living came and are always paid by the
student. The university of applied sciences uses a standard of
approximately 450 euro personal contribution per student for such
international program weeks. At the start of an academic year, an
overview of international opportunities is communicated via the internal
student newsletter, so that students have the necessary information in
time to be able to save money. Of course we acknowledge that
unfortunately it is not possible for every student to participate, because of
the finances. However, Aeres is open to arrange individual payment
arrangements for students under specific circumstances. Thanks to a longterm budgeting, we have been able to save a part of the subsidy, which
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means that we can still undertake project activities, up to the end of 2018
(Aeres, 2017).

INTERNATIONALIZATION IS NORMAL
Aeres University of applied sciences intends to guide students in
acquiring the competences they need to be able to operate successfully as
a teacher, teacher-researcher, or knowledge manager and contribute to a
sustainable society. Working with these competences and acting in an
international and transcultural context is an important goal. Aeres does so
by focusing its internationalization policy on strengthening education,
research and valorization:
 to initiate and to facilitate competence acquisition in an international
context
 the acquisition of transcultural competences
 knowledge development in an international context
 to share and to acquire knowledge and experience in the field of
knowledge circulation in the land-based sector in an international
context
To achieve this, Aeres promotes student mobility, teacher mobility and
further embedding of internationalization and transcultural aspects in the
curriculum of all programs. Aeres facilitates courses to teach in English,
certain modules are offered in English and the institution participates in
international projects. (Aeres international policy, 2015)
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AN INTERNATIONAL APPROACH
Aeres has been organizing international student group activities for many
years, since 2011 these are linked to the project week structure. In spring
2010, Aeres started collaborating with the Italian landscape architect
Mariachiara Pozzana. Pozzana is a well-known (art)historian, architect
and author of renowned publications. Based on this collaboration, various
study-inspiration trips have been organized for mostly interdisciplinary
groups. The participants are students in the spectrum of green, landscape,
architecture, design and floral art. Initially, the focus was mainly on the
garden and landscape designer, but it soon became apparent that more
students were intrinsically interested in such a program.
The programs that have been carried out consist of an integrated
combination of lessons, workshops, master classes and excursions to
gardens, parks, landscapes and architectural masterpieces. It is not a strict
top-down arranged program. Students think along in the composition of
the program, prepare the content to introduce the different program parts,
are challenged through fieldwork and workshops to analyze the places, to
draw and also to connect with their own practice. An example is a group
assignment in which students make the translation from garden history to
an assignment for their own students at Dutch schools. To think about the
question: what is the importance of knowledge of history for your own
profession?

THE ADDED VALUE
The professional value of such journeys cannot be underestimated. It is
not just a matter of learning skills and increasing professional knowledge
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during these trips. In terms of content, it is important to see how one's own
discipline in another country is shaped in a different culture. Where are
similarities to be found? What differences can be distinguished? How does
a strategy translate into the operational aspect of the profession? How do
professionals relate to their profession? What status does the profession
have? What can be said about working conditions and work ethics? In the
purely land-based domain it is worthwhile to learn about soil, subsoil,
location, climate and planting.
In addition to the subject content, these trips provide many starting points
to develop other skills. Some of the students participated in a foreign
internship during their study career, for some of the students it is the first
substantive activity abroad. This requires opening up to the unexpected.
Curiosity, taking responsibility, working a week outside the familiar
environment, attuning to a group (group dynamics) and the expression
skills in another language (related to the green subject). These skills and
attitudes can be related to the competences a student has to achieve. Below
you will find the Aeres Framework for competence development.
Students can use activities that are connected with the organization and
performance of the week to demonstrate competences in their
assessments. For every competence there are so-called rubrics with socalled behavioral indicators and level descriptions.
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Picture 1: Matrix of Professional Roles and Competences
Source: Aeres University of Applied Sciences, Fase-structuur Bacheloropleidingen,
Wageningen: Aeres, 2013

INSPIRATION UNDER THE TUSCAN SKY
In the main structure of study trips we try to immerse students in an
atmosphere that fits the spirit of the week. In addition to group activities,
we immerse students with individual activities in order to get acquainted
with the place and context of the trip. The risk of doing everything in
common is that students mainly focus on each other rather than
consciously experiencing the uniqueness of such a week program. For
example, an individual first activating assignment in the region was often
chosen as a first exercise during the visit. The purpose of such an
assignment is to get a feeling of the character of the place, the soul of the
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location. By individually making a walk, by consciously looking around,
you can consider the meaning of a place. This can be expressed in a
photograph, an image, a poem or a metaphor.

ECOLOGICAL INTELLIGENT THINKING
During the past years, Aeres has embraced the philosophy of ecological
intelligence (Sterling, 2001). Ecological intelligence allows us to
comprehend systems in all their complexity, as well as the interplay
between the natural and man-made world. Designing this concept has
been a process of several years. In order to translate this concept into a
practical approach, we went in search of professionals who, in our
opinion, are ecologically intelligent in their base. That is how we came to
the landscape architect. That is someone who, like no other, has to be stat
to think systemically and holistically.
As a result of several exploratory interviews and literature studies, Aeres
has formulated eight foundation principles for Ecological intelligent
designing (Van Bockel, Van Gils & Spreeuwenberg, 2013):
 Connection and context: solutions are hidden in the context
 Zooming and cocooning: acquire a holistic perspective by
zooming in and out
 Genius loci: internalize your understanding regarding what the
purpose of a space is
 Merge expertise: have, maintain and deploy a network of experts.
From a broad knowledge base, seek to contextualize
 Play with additional dimensions such as time, growth and
development
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 Your own knowledge and individuality: believe in yourself and
your own creative ideas
 Persuasive power: bring others into your narrative through
passion and enthusiasm for your vision
 Reciprocity: give and receive, set in motion, give back to the
environment
Everyone has to deal with complex issues. Such issues can often be
approached from various angles, cannot be solved at first sight and do not
have a clear owner. When you are faced with a complex issue yourself, it
is difficult to work on a solution. Who should you start with? What actions
can you take? The reflex is usually to cut the issue in phases or manageable
chunks. The classic approach is to simplify the complex issue and then
tackle it. In this way we have practically all learned it.
The disadvantage of making a complex issue manageable is the loss of the
connection with the context of the problem. That is unfortunate, because
it is precisely in this context that there are all kinds of possible solutions.
In addition, cutting means that the view of cohesion and mutual relations
disappears. This is also a pity, because precisely in this context lies the
complexity for which a solution is sought.
An example of a complex issue is the design of a landscape or city park.
By deepening such a task from different angles and by looking carefully
at the context of the assignment, insight, broadening and a feeling for
relativity arises. Bringing together all insights forms a source of creativity
and unexpected solutions.
With an approach based on Ecological Intelligence, a complex issue is
approached holistically and even enlarged by including the context of the
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issue. You have both to zoom in and out. The challenge is to approach a
complex issue as an ecosystem that consists of coherent relationships and
is perceived by the person who raises the problem. By observing this way,
other starting points and surprising directions of solution arise. By making
a complex problem bigger, surprising solution directions arise (Van
Bockel, Gils & Spreeuwenberg, 2013).
By searching for various locations and destinations during these study
trips, we try to give students as broad an impression as possible of the full
width of the spectrum of green space. From historic gardens and country
estates, to cultivated landscapes, historic cities that are flooded with
tourists, agro tourism in the landscape (opportunities and threats) and
local food production. Through dialogue with experts, students learn
about conflicting perspectives, about issues, about the component of 'time'
and 'growth' and the importance of thinking in networks.

Picture 2: Learning about design principles of Pietro Porcinai. Studio Porcinai, San
Domenico, Firenze, June 2017
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Picture 3: Workshop historical floral design. Villa Bardini, Firenze, June 2017

Picture 4: Analyzing and sketching the Tuscan landscape, Val ‘d Orcia, June 2015
Source of pictures 1-4: Jan-Willem Noom
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RESULTS AND REFLECTION
The reflection on international project weeks in Italy can be divided into
two parts: embedding and content. As far as the first part is concerned, the
students who participated in recent years indicate they wouldn’t have
want to miss these trips. These students advise everyone to participate in
these weeks. Because the project weeks do not have an obligatory nature,
but arise by stimulating intrinsic motivation, the organization of the
program of these weeks can be challenging; different students bring in a
broad range of different ideas. For those who are intrinsically motivated,
these weeks are a source of inspiration, for others it feels like a monster in
the annual schedule. There are many divergent ideas and activities and it
is hard to get the less motivated student in a constructive mood to see
these kind of weeks as a chance to enlarge knowledge and skills and to
grasp the uniqueness.
For many of the participating students, these international weeks are an
informal conclusion of the academic year. It feels informal, because there
is no direct pressure on the shoulders to achieve results or to have to tryout tests or exams. I see that students with an affinity for gardens, floristry
and landscape make a substantive reflection on what they have learned
during this week. Through these reflections they are able to demonstrate
their competence development. The level of this reflection varies greatly.
There are students who reflect just on the program of the week and there
are also students reflecting on the contents of the course and they deal
with the value of the specific places we have visited and people we have
met.
Above all, I see that inspiration flows. Students are touched by various
events. For someone it is an honor to meet a specific person or expert, for
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someone else it is the smell of an olive grove where we did a drawing
assignment in the afternoon. Someone else indicates that he has come to
realize that flower arrangement and landscaping have more in common
than he thought before and someone else mentions the value of focused
learning.
Last year, a report was shown on national Dutch television broadcast
(Binnenste Buiten, 2017) on a former student who is now the manager of
a historic country estate in central Netherlands. He told how he had been
inspired by the historic gardens of Florence through a study trip in
Tuscany. In order to maintain cultural heritage as a manager and
coordinator of a country estate, he has a wonderful job. And that's how it
all went for him. The value of inspiration in learning cannot always be
measured, but is clearly visible through such project weeks.
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GREEN WORKCAMPS AS INFORMAL PLACES OF LEARNING IN
AGRICULTURAL VOCATIONAL EDUCATION AND TRAINING
Dieter F. Obermaier – Marcel Robischon

Abstract
In 2015-2018 a series of 23 Workcamps was conceptualized and implemented at
the division of Agricultural and horticultural education at Humboldt Universität
zu Berlin. In the third-party funded projects “IGA-Workcamps “Grüne Berufe””
and trinational green workcamps the suitability of workcamps as extra mural
forms of agricultural education for sustainable development was studied. The
projects are currently in the evaluation phase. A second phase of implementation
will follow with the project “European Green Workcamps” from 2019. Further
information is provided at https://grueneworkcamps.de

Key words
Vocational education for sustainable development, Green Workcamps, peerlearning

Implementation of ecologically benign, climate-friendly and resourceconserving production in agriculture requires a turn to novel products,
alternative processes and new work practices. Accordingly occupational
profiles change. Professionals who aim to work in accordance with the
aims sustainable development, needs above all the necessary knowledge
and competences. Thus vocational education and training for sustainable
development confronts agricultural education with entirely new
challenges and tasks.

94

Vocational education and training for sustainable development is more
than yet another new subject to cover in the formal institutions of
vocational learning, such as vocational schools and businesses. With the
model project IGA Workcamps "Green Vocations" 2015-2018 the division
of Agricultural and Horticultural Education at Humboldt Universität
Berlin contributes to vocational education and training for sustainable
development (BBNE) and also to vocational and educational orientation
in the wider field of agricultural professions
(www.grueneworkcamps.de).
The Green Workcamps are extra-mural, out-of-school and out-ofuniversity participatory experience-and design-based programs of
vocation-oriented education. They are aimed at young people age 15 to 25
in transitional phases between formal education and professional life. The
Green Workcamps are compact, self-contained formats of four to seven
days duration. So far they were conducted 2016-2017 on the premises of
the international garden exhibition Berlin 2017, and as tri-national
workcamps in 2017 at Sanremo (I) and Angers (F).
Within the model project more than 20 workcamps provided to more than
250 young people opportunities to learn working techniques and acquire
competences of agriculture and related fields.
In a peer learning based approach they were enabled to try out their own
talents and to discuss issues of sustainable development in agriculture.
The green Work camps provide impulses for acting in environmentally
friendly, climate- and resource-saving ways in education, training and
profession. They convey theoretical foundations and provide a subjectspecific instruction and guidance. The workcamps support an unbiased
choice of education and vocation and offer orientation in the agrarian
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sector and related professions. The workcamps however also aim to bring
joy and generate interest in the “green professions” in working in a team,
in working outdoors in all weathers, and in working together with people,
technology, animals, plants and microbes.
Participants in the Green Workcamps are to experience sustainability firsthand as more than yet another subject to learn. The workcamps as
informal places of learning for vocational education for sustainable
development

implement

contents

of

education

for

sustainable

development in agricultural vocational education and employ methods of
experience oriented open youth work and political youth education.
In the Green Workcamps young people will acquire knowledge and
competences of the agrarian industry as a basis for future-oriented
thinking and sustainable professional acting in their vocations. They will
learn to better understand the effects of their own actions in the world and
to take well-founded and responsible decisions. The basis is provided in
Agenda 2030 for sustainable development and the United Nations 17
sustainable development goals.
The concept of the Green Workcamps puts its focus on the learners’ side.
It is therefore explicitly wanted that participants as far as possible decide
on learning pace, processes and content. The young people are as far as
possible involved in planning and design of the project work. In the sense
of the 1976 Beutelsbach congress participants are to be enabled to develop
their own opinions and positions towards these complex questions and to
discuss them with others.
A consistent peer-learning approach is of central importance for the entire
project work in the Green Workcamps. ‘Peer learning’ describes forms of
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cooperative learning based on interaction in peer groups, i.e. mutual
relationships between the individual and the group and that have positive
effects on the results of learning processes.
The Green Workcamps project gave rise to a number of studies in our
division. In a teaching-learning research project from September 2016 to
January 2017 it was studied whether participation in the IGA Workcamps
influenced the choice of profession by students with special needs.
From December 2016 to December 2017 the ZNF Transfer Centre for
Neurosciences and Learning at Ulm University investigated the role of
peer learning and project-based learning for student-teamers in the IGA
Workcamps. The study concluded that ”students, by working in the
workcamp project, acquire important competencies with relevance for their
profession in a way that is not given in regular seminars and lectures”. To find
out more about our target group and the testing of new forms of learning
and teaching in the context of education for sustainable development a
systematic evaluation and accompanying research is of central
importance.
The first comprehensive evaluation of our studies will be presented on the
international

workshop

„Outdoor

&

Environmental

Education“

conducted by the University of Applied Sciences of North-West
Switzerland at Ascona (CH) from July 4th to 8th.
On a national level project partners of the Green Workcamps partners at
national level are the Staatliche Lehr- und Versuchsanstalt (LVG) für
Gartenbau Heidelberg, the Bundesgartenschau Heilbronn 2019 GmbH.
On a European level our partners are the Ecole Supérieure d´Agricultures
(ESA) in Angers (France), the Istituto Istruzione Superiore „Domenico
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Aicardi“ and the Istituto Regionale Per La Floricoltura (IRF) at Sanremo
(Italy).
Our shared aim is to establish the Green Workcamps as an independent
and distinct format of vocational education in the agrarian sector.
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LEARNING FROM SILENT BIRDS AND QUADRUPEDS
Marcel Robischon

Abstract
Mounted specimens of recently extinct species as displayed in many Natural
History Museums can serve as focal objects for activities of environmental
education. As there is often limited information on these species available the great
strength of work with such objects is to explore general processes and histories of
extinction and to speak to the affective domain exploring the meaning that the
diversity of species has for humans. Often a narrative approach, that may include
fiction or poetry, appears promising to speak to the affective domain and foster
engagement with what is left of the living world.

Key words
Learning in Museums, object-based learning, narrative in learning and teaching

LOST SOUNDS OF NATURE AND AN INCOMPLETE PICTURE
Natural History Museums are normally not places where we can witness
the behaviors of live creatures, mostly, because a large proportion of the
animals we can study in the exhibits is dead, if not extinct. We therefore
cannot quite gain an impression of, for example, how the vocalizations of
a certain creature may have sounded, when alive. It is in the nature of
dead things to be dead silent. It is usually unknown, how exactly an
animal whose fossilized bones we admire may have made itself heard. It
is up to our imagination to dub our picture of a dinosaurian with the
hissing of an iguana or the roaring of a crocodile, or to have our imaginary
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Archaeopteryx cackle, chatter, chirp, quack, hoot, tweet, twitter, whistle
or sing like a canary bird.
In some of the recently extinct species that were wiped of the face of the
earth by human action and of which we will see nothing more than
mounted specimens in a vitrine, its body shape more or less
naturalistically reconstructed, is plumage or coat more or less preserved,
and sometimes there is a fading photograph, the loss of their behaviors
and sounds makes for the tantalizing though that we almost may have seen
the animal roam, run or ramble across the savannahs, almost may have
seen its swarms covering the sky, and almost would have known the song.
The silence makes us painfully aware of the incomplete picture of the
ecologically incomplete, damaged world that remains with us.
Specimen of recently extinct animals thus are charged with a meaning
different from that of the fossils of dinosaurs, archaeopteryx or other
groups of animals that went extinct eons before man became a dominant
species on earth. They are in time and emotionally ‘closer’ to us and for
some there are even written records by persons who still have seen them
alive. Some now extinct animals even have lived into our live times.
There is therefore a different potential for learning and teaching in the
mounted specimens of recently extinct species. They are not particularly
inviting as a focus for the kind of science teaching that needs figures,
equations, graphs and statistics. However, each specimen of a recently
extinct animal is a “storied” piece that illustrates a narrative about man
and nature. The encounter with these specimen may evoke emotions and
thoughts about our interaction with the living world. Therefore valuable
learning moments in environmental education may arise, for example
when visiting in the Berlin Natural History Museum the specimens of
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three extinct southern hemisphere taxa on display: the Quagga, the Huia,
and the Thylacine.

“… who needs to hear a quagga’s voice?”
The Berlin Natural History Museum displays one of only 23 mounted
specimens worldwide of the quagga (Equus quagga quagga). The last
individual of this South African equine was probably shot dead in the
1870ies. It is thought that the last remnant wild populations perished
during the severe droughts that plagued South Africa in 1877. The last
captive specimen passed away in 1883 at Amsterdam’s Artis-Zoo. Even
though the animal existed well into the age of photography the pictorial
record is not particularly extensive. The only individual ever
photographed was a mare living in London Zoo around 1870.
Allegedly animals of the “quagga quagga” subspecies were, in
comparison to other zebras, docile and easy to tame, and were kept by
early Boer farmers to guard domestic stock. As phrased by Lewis (2003)
they "slaved as the Boer's nightwatchman”. The quagga was thus useful alive,
at least as long as the large predators had not yet been exterminated. Yet
this was apparently not enough to secure their survival, as it was
relentlessly hunted to remove a competition for livestock and to use its
hides. It lived on, as Lewis (2003) put it "as purse or pouch or pocketbook".
We can only very vaguely guess how the vocalization of the Quagga may
have sounded. Its name, which migrated from a Khoisan language via
Afrikaans into other European languages is likely to be onomatopoeic.
Was the sound that is preserved as something of a frozen echo in human
language the same that Pringle (1839) remembers when relating how “the
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timorous quagga's shrill whistling neigh / Is heard by the fountain at twilight
grey”? We will not be able to study it any further. There is some irony in
the fact that 1877, the year the last wild quaggas are thought to have died,
happens to have been the year the first recording by Thomas Alva Edison
was performed. It was however too late for anyone to record quagga
sounds in the South African veld – and apparently nobody thought of
recording the last surviving animal in the Amsterdam Zoo. “Who needs to
hear a quagga's voice? / Or see the warm hide twitch away a fly, / see the neck
turn, curving its cream and chestnut stripes that run down to plain dark
haunches and plain white legs? Lindsay (2008) reflects, voicing the emotions
at the loss of what was once a South African ‘signature species’.

“Melodious as its Maori name, the gentle Huia bird”
New Zealand’s Huia (Heteralocha acutirostris), was an endemic
passeriform bird for which the last confirmed sighting dates back to 1907.
This is normally taken as an approximate date of extinction, though small
remnant populations may have lingered on in remote places. There were
a few unconfirmed sightings over the year, with a rather credible dating
to 1963. Even though some huias were kept in zoos there is no single
photograph of a live individual that would be known. Most we know
about its behavior is anecdotal, or derived from the unusual anatomy: as
expressed in the genus name “Heteralocha”, i.e. “the one with the
different wife”, male and female birds differ significantly in their beak
shape. In fact, they differ so much that in 1836 ornithologist John Gould
described the huia, then still under the genus name “Neomorpha” not as
one, but two separate species, one with the epithet “acutirostris”, i.e. “the
one with the pointy bill”, the other “crassirostris”, i.e. “the one with the
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thick bill”, the former turning out to be the female, the latter to be the male
of the species. With thick billed male and the slender and curved-billed
female are thought to have collaborated when “They fed upon the luscious
huhu grub / under mossed and lichened podocarps” (O’Connor, 1990) and
jointly secured the feed for their offspring.
There is no single recording of its song, only of what might be called a
faint echo of its song that survived preserved in the memory of an elderly
Maori man. He had learned it, decades earlier, from his father, who still
knew the hunting technique that involved attracting the bird by
mimicking its voice. To the Maori the huia was once a sacred bird and only
chiefs were allowed to wear as “Pledge of rank on a chieftain’s brow / Plume
of black with a milky bar” (Duggan, 1929), which limited the demand.
However it took only a visit by the British crown prince and a Huia feather
presented to him to make this ornament fashionable outside Maori
communities and to unleash a merciless hunting. Also “..The stuffed ones
soon / were ‘musts’ for lounge rooms…” O’Connor (1990) points out, and the
different beaks made it a “must” to display a pair. “And our museum has
one – that is,/ of course a pair” O’Connor (1990) states. So does the Berlin
Natural History Museum.

“They’ll not find him in the hills/ above the slow fern gully…”
Next to the quagga, under the perch of the dead huias resides a thylacine
(Thylacinus cynocephalus), also known as marsupial wolf, pouched wolf or
Tasmanian tiger “a museum exhibit, extinct, colourful, symbolic” (Harrison,
2008). This antipodean carnivore is believed to be extinct since the late
1930ies, with the last individual in a zoo – a female called “Benjamin” -
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passing away in 1936 in Hobart, Tasmania. Hopeful adventurers are
searching for traces of the thylacine until today, yet, “They’ll not find him
in the hills/ above the slow fern gully…” Smith (1956) predicted, twenty years
after “Benjamin’s” death.
The thylacine, now somewhat of a symbol animal for Tasmania, is in a
large number of depictions shown in its silhouette, with the mouth gaping
open at about a 90 angle, as if yawning, or yelling. How this may have
sounded, even though it still might have resonated from some forests in
Tasmania much less than a human lifetime back. “But the call of the
thylacine is indeterminable; it's lost amid the echoes of history A howl? No. A
bark? No. A song? Not in any conventional sense. Some sources describe the
thylacine vocalization as a cough. Some mention a nasal sort of yapping. When
irritated, a thylacine uttered (or utters?) a low growl, according to one expert.
When excited, it gave (gives?) vent to a harsh hiss. Thylacines in captivity were
usually mute” (Quammen, 2012). The sound was part of the natural
soundscape of Tasmania’s wild forests, not of the zoo exhibits. Even if the
animal may have occasionally produced its sounds in its zoo enclosure, it
seems that nobody ever cared to record it. Only in our imagination we
may, as phrased by Smith (1956) “hear him moan at the raw moon”.
There are however e few pictures – mostly of Beaumaris Zoo in Hobart,
and even film sequences, that show “65 seconds of the extinct Thylacine or
Tasmanian Tiger on film./ Within the box, it growls, it twists, scowls through its
repertoire of tricks, /ignores the camera – or gurns up close, turns again, to flop,
to gnaw that paw-trapped bone” (Forshaw, 2013) , all in silence.
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THE NARRATIVE IN ENVIRONMENTAL EDUCATION
Most visitors, whether school classes or the general public, will not
become professional zoologists or paleontologists – but all, so we wish for,
should become at least a little bit of an environmentalist and
conservationist and enlist – at least a little – to contribute to the
preservation of the world’s life in all its shapes and forms. We will
struggle to do so by explaining statistics that put the danger to the world’s
biodiversity in numbers and graphs. It is well possible that only a
superficial memory stays with learners to whom the quagga – or other lost
creatures – are introduced with only a few basic data on geography and
chronology. Environmental education is not only about knowledge. It is
just as much about human attitudes towards other creatures and thus
needs to speak to the affective domain of its target groups as well (Pooley
and O'Connor, 2000).
We typically know little about species, that already have fallen prey to
human destructive forces and much of what we believe to know is
anecdotal, and is available not in data but as a narrative. Also its core
message is one that demands the power of a narrative, as, in the words of
(Smith 1992, 62) "we see and think about the world in the pattern of stories" and
narrative structures seem to be inherent in human experience of the world.
The histories of species extinction oftentimes possess (or are cast into) the
characteristics of a literary plot: There are the protagonists and
antagonists, there is the suspense which in some cases expands from the
story to real life, as some hopeful explorers still search for the species in
the hope to re-discover what may only be believed to be lost. Fiction
around an extinct (or near-extinct) species has been used in schools, e.g.
Fred Bodsworth’s novel ‘Last of the Curlews’ (1955). Keene (1987) points to
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the importance of reminding students “that there are other forms of literature
besides text books” and certainly any opportunity to encourage students to
read should be used and integrated into learning experiences. Though it
is unlikely to make students read an entire novel in preparation of a
museum visit, it would form an interesting combination of literature and
biology to combine the experience from reading with the experience of
seeing what is left of the species in the museum – in case a good text to
match the exhibit can be found. In the context of learning and teaching in
museums it appears promising to work with shorter texts with a highly
condensed message, such as, for example, poetry.

THE POWER OF POETRY
Several authors have discovered the power of poetry to teach some aspects
of science, or at least to enrich lessons. As expressed by Stewart (2018)
"Science flavored” poetry offers an aesthetic way to explore spaces between facts".
Such work often involves having student reflect on content in the form of
writing poems themselves (Waldvogel 2006, Pollack and Korol 2013;
Brown 2015). In the context of a brief museum visit of a few hours’
duration it appears unlikely to have students to explore the matter to a
depths that they will be able to produce a poem that reflects on the
extinction process in a way that is meaningful in view of the ecology of
the species and its extinction. However, many poets have been inspired
by the narratives around species extinction, and have created a small, yet
highly interesting body of poetic texts that make lost creatures flutter,
glide, gallop, creep or waddle through the readers’ minds. Their literary
voice can help to establish a connection between the visitor and the exhibit

106

and its story. Poetry can make those lost sounds and voices resonate in
silence.
Many natural history museums have displays of other extinct species and
will invite for learning and teaching on the tracks of vanished creatures
using fiction or poetry. Most of the references quoted in this text are not
scientific papers, and a large number is poetry (Duggan, 1929; Forshaw,
2013; Harrison, 2008; Lewis, 2003; Lindsay, 2008; O'Connor, 1990; Pringle,
1839; Smith, 1956). These poems are mostly written by authors who have
not seen the animal in question alive (the exception being Thomas Pringle,
1839), but who compose strong images from what is left of these species
in human cultural memory and share and communicate the feel of loss.
It remains to be studied, whether the pervading and prevailing
melancholic tone of the poetic reflection impacts the learning, perhaps
bears a risk of creating sadness or even apathy and defeatist attitudes
among the learners. It may however also make some learners become
more aware of the species that are still with us, and fuel the joy of still
being able to hear bugling red deer, the call of the Peregrine falcon, the
bill-clattering of the European white stork – all species that were at
different times in history at the brink of extirpation in various European
countries – and know about the importance of managing the land in a way
that protects it not only as a source of tangible commodities but as a source
of inspiration, perhaps for poems do not mourn the loss, but celebrate the
living creature’s beauty.
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"LISTEN TO THE LUNGFISH" – OR LEARNING MOMENTS WITH
LIVING OBJECTS
Marcel Robischon – Dieter F. Obermaier

Abstract
Lungfish are shown in many Natural History Museums as a living display. They
are rich objects for learning in various aspects of ecology and physiology.
Observing the lungfish taking breath at the water surface draws together the
aspects of physiology that can be discussed on basis of textbook knowledge into a
fruitful learning moment.

Key words
Object-based learning, natural history museums, living exhibits, lungfish,
fruitful moments of learning

LEARNING BY REAL-LIFE ENCOUNTER
Learning from the natural world needs a first-hand encounter with all
senses, the wealth of colors, shapes, and, not to forget the scents and
sounds. It limits the opportunities dramatically, that we typically cannot
bring students

for example to a tropical swamp or riverbank

to

experience the call of unknown birds, the smell of a flock of bats fluttering
by, hear the yawning of crocodilians, the splash of jumping of fish, or the
breath of an unknown beast lurking in the mud. We further also still wait
for the development of H.G. Wells’ time machine, which would allow for
the real-life experience of evolutionary processes, seeing worlds of
unknown creatures come and go.

110

Meanwhile we can visit places of learning closer at hand – zoological and
botanical gardens, and museums, to learn from the encounter with living
beings and inanimate objects that tell of life past.
Zoos or botanical gardens offer the chance to study the living object but
typically not the direct engagement that a lifeless object would tolerate.
We can encounter the state of the evolution in living beings that are our
contemporaries, but may not see the story of the evolution, as presented
for example in a paleontological museum. Object based learning is a
concept often developed further in the context of museum work. “Objects
have the power to inspire, inform, excite and educate; they can be used to acquire
subject specific knowledge as well as more generic transferable skills such as
communication and teamwork” Chatterjee (2010) finds. This list is certainly
true, though not complete if working with “living objects”.
At times natural History museums combine the powers of living and
inanimate “objects” by including small exhibits of living animals or plant,
such as a terrarium or aquarium. Often the creature employed here is one
that is considered ancient in its appearance thus as to form a bridge from
the living fossil to the dead, inviting for comparison, for example lungfish.

LIVING FOSSILS AT THE MUSEUM
Lungfish

(subclass

Dipnoi,

orders

Ceratodontiformes

and

Lepidosireniformes) are a group of bony fish with representatives in
Africa, Australia and South America. They are counted – together with the
Actinistia, i.e. coelacanths (no less!) to the clade of Sarcopterygii or lobefinned fish. This taxonomical classification reflects the fish’s ancient
lineage. They have been referred to as living fossils. In addition, their
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looks evoke reptilian, if not dinosaurian comparisons: when the first
lungfish species – South American Lepidosiren paradoxa was discovered for
western science in 1836 by Austrian zoologist Johann Natterer it was
initially believed for its lungs and the position of its nostrils by some
researchers to be a reptile. Its one-species-genus carries till today a
scientific name that means something like „scaly newt“ and in Spanish it
is at times referred to as “pez salamandra escamoso” – the “scaly
salamander fish”.
For their size and scalyness apparently sometimes large specimen of
lungfish such as the Australian Queensland lungfish (Neoceratodus forsteri)
are till today at times taken to be crocodiles by members of the nonichtyologist, non-herpetologist or generally non-informed public and
accordingly caused confusion if not panic (Honnery 2018).
It is for good reason that lungfish are employed in natural history
museums worldwide to educate the public. The Courtenay and District
Museum on Vancouver Island for example, is home to an African lungfish
called “Slugzilla”, while the “New Mexico Museum of Natural History &
Science’s resident African lungfish answers to the name of “Kirby”. The
American Museum of Natural History in NYC has two specimen, as does
the Harvard Museum of Comparative Zoology. "Dr. Leonard P.
Annectens" was a lungfish at University of Bristol's earth science
department, who became an honorary staff member and was named on
several papers (N.N. 2017). An Australian Lungfish was also held at the
John G. Shedd Aquarium in Chicago’s Museum Park – it was in fact a true
celebrity, named “Grandad” who traveled to Chicago by steamboat across
the pacific and by train across the prairies to be shown at the 1933 World
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fair, and lived until 2017. Having been moved to the museum as an adult
fish he may have well been a centenarian.

A LEGENDARY CROWD PLEASER
Lungfish are highly popular with visitors. Perhaps this is for its expressive
face, which may at times have a strange familiarity. DOUGLAS ADAMS
for example (1980) observes in a management consultant who wants to
talk about fiscal policy “a look that only a lungfish could have copied” and in
reverse we may feel reminded of some human facial expressions. Perhaps
it is the animal’s elegant swimming movements that captivate its
audience: "Granddad delighted guests when several times an hour he would
slowly rise from his apparent torpor at the bottom of the habitat, slowly flap his
large pectoral and pelvic fins, and slurp air at the surface” we read for example
about Chicago’s famous fish (Furnweger 2017).
Lungfish have inspired poets and writers (CIARDI 1978), and science
teaching has found the lungfish an illustrative model for diffusion
processes in gas exchange (Robischon, 2014). The length of diffusion
pathway, the oxygen solubility in warm water and hence the low gradient
between the water and the fishes blood, and the diffusion coefficient. It
emerges that this animal has a problem, for which having a large surface
due to an elongated “anguilliform” shape form is only part of the solution,
Evolution has found a more revolutionary answer: shifting to air
breathing. Their dependence on air makes them into the miraculous
seemingly oxymoronic case of a fish that may drown.
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The ability to breathe air is also part of another striking adaptation to its
environments, waters which are often not only poor in oxygen but also
poor in water.
African

Protopterus

annectens

for

example,

a

demersal

and

potamodromous species, is able to survive long periods of drought by
building themselves a subterranean cocoon of mud and slime, in which
they will wait in complete lethargy for rain and the river to refill. It may
have to wait for a while, perhaps years. It may be a not-quite-so-urban
natural-history-legend that lungfish in aestivation at times wake up to
find that their mud bed and they themselves as well have been built into
the walls of mud buildings (BRUSIE 2018).

WAITING FOR THE FRUITFUL MOMENT
Groups of visitor gathering in front of a lungfish display (as for example
the participants of the 2018 ENTER Study Days visiting the Berlin Natural
History Museum’s visiting South American Lungfish) have much to
discuss and much to marvel at. The lungfish on duty listens motionless,
gives the visitors a look that only a management consultant wanting to
talk about fiscal policy could copy – and suddenly it happens: in a
graceful, balletic movement it rises from the shallows of lukewarm water
to the surface to inhale. As evident from the oohs and aahs not only he fish
but also the visitor’s attention rises. This is the moment that illustrates and
concludes what has been said about the fish’s anatomy, physiology and
behavior, as far as the air-breathing is concerned. It is a “quod erat
demonstrandum" underlining the message and setting an exclamation
mark.
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In the fine arts such an instant in which the entire story is focused is
described as the „fruitful moment”. This term may be borrowed to
describe in learning processes those “peculiar moments, in which a new
recognition hits like lightning, an intellectual substance enthralls us” (COPEI
1930, p. 17). It is this moment that will remain in memory for those who
have encountered the lungfish, and it is this moment that the air breathing
and perhaps the biophysics it illustrates will be remembered. It is such
moments that make teaching with living beings particularly valuable.
However - there is a challenge: ichthyian teaching assistant doesn’t
necessarily know its call and will “do its thing” depending on its own time
and according to its own need, whatever teachers and learners may wish
for it to do, and inconsiderate of any didactic planning.
This is one of significant differences between object-based-learning
employing an inanimate object, be it an artefact or an object no-longeralive, and learning with a living being: these "vignettes" drawn by nature
cannot be copied by technology and cannot be prompted and repeated at
will. To include them in a learning activity needs preparedness, awareness
and patience. One may have to wait for a while, and perhaps first
experience something entirely different. Every creature may provide
many different fruitful learning moments, for example when other senses
come into the picture. The “breath-taking exhibit” of the lungfish may
offer more than only the visual, and the fish can, much to the surprise of
some visitors, make itself heard. During the lifetime of famous “Grandpa”
for example “behind the scenes, aquarists in the vicinity were occasionally
startled by the long, loud snorts the fish made as he breathed" (FURNWEGER
2017). That guzzling, gargling ingurgitating gulp of inhaling is difficult to
perceive behind the glass and in the often noisy surroundings of the
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museum, yet who puts his ear to the glass in the museum, and listens very,
very carefully may hear that soft slurping...
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‘REGIONAL LEARNING’: A MEANS TO LEARN ‘ON AND OFF THE
LAND’?
Pieter Seuneke – Niek van den Berg – Frank de Jong4

Abstract
This paper reports on recent (applied) research on the so called method of
‘Regional Learning’, carried out in the Dutch secondary land-based VET-school
(Vocational Education and Training) of ‘Terra’. Regional Learning is an
educational method which aims to unite students and ‘the region’ (e.g. farmers,
local entrepreneurs, NGO’s etc.) whilst working and learning together on ‘real
world’ problems and questions. In so doing, Regional Learning aims to foster
student’s ‘21st century skills’ – in an authentic context – as well as to stimulate
regional learning and innovation (for sustainable rural development). This paper
draws lessons from this intensive and interactive research project on Regional
Learning and discusses if Regional Learning can be a means to literally learn ‘on
and off the land’.

Key words
Regional Learning, authentic learning, 21st century skills, coaching, sustainable
rural development, transition.

INTRODUCTION
The 2018 ENTER study days focus lays on ‘learning On and Off the Land’.
In its invitational letter ENTER states that land-based teaching and
training requires direct contact and interaction with the land and its
4

With help of Arjen Nawijn MSc. and Jan Hoed M.Ed. (fieldwork and analysis).
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human and non-human inhabitants. The land plays a pivotal role in the
learning. In their own words: “The land itself is the main source from which
learners draw experiences and insights, and on which teachers build their
explanative models and illustrative examples. The preparation for living in the
country, and off the land needs learning and teaching on and off the land” (drawn
from the ENTER 2018 Study days invitational letter). At the same time,
ENTER observes that this ‘learning on and off the land’ is not particularly
self-evident (anymore). Land-based learning and teaching would have
been cut off from its physical connection to the land by increasingly taking
place in classrooms and online instead. The 2018 ENTER Study days take
these observations as point of departure. By exploring new forms of landbased education and training, ENTER aims to contribute to the reconnecting of land-based education with its land.
The 2018 theme provides a perfect context in which to report on our recent
(applied) research focusing on ‘Regional Learning’ (RL). RL is a relatively
new educational method which basically aims to unite students and ‘the
region’ (e.g. farmers, local entrepreneurs, NGO’s etc.) whilst working and
learning together on ‘real world’ problems and questions. In so doing, RL
aims to foster student’s ‘21st century skills’ (Baas, 2015; Terra, 2013) by
creating a powerful authentic learning context. By connecting students
and local actors, RL simultaneously aims to contribute to regional
processes of learning and innovation as drivers for sustainable rural
development.
This paper will report on our research project on RL and discusses the
concept of RL in light of the 2018 study days’ theme. We will commence
with some (technical) information about the research project. We will then
go into RL as an innovative method for learning. Here, we will report on
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how RL was intended (RL in theory) as well as how we found RL to be
perceived and ‘done’ in practice. We will close this paper by extracting
some important lessons from our study and by exploring if RL can be a
means to literally again learn ‘on and off the land’.

A PICTURE OF REGIONAL LEARNING: THE RESEARCH PROJECT
This paper draws upon an in-depth analysis of RL within three locations
of the VET-school (Vocational Education and Training) of ‘Terra’5. Terra
offers its students education in a wide range of land-based subjects (such
as: horticulture, landscaping, animal husbandry, arable farming etc.), on
two different levels (preparatory vocational education – intermediate
vocational education) as well as school locations based in the northern
parts of the Netherlands. This research was carried out in the schools
offering the intermediate levels located in the towns of Emmen,
Groningen and Meppel.
Our study aimed to picture the state-of-the-art of RL within the three VETschools. Our research curiosity lay specifically upon the use of the
principles and tools by those involved in the process. Leading questions:
1) how does the learning in RL takes shape? What kinds of learning are
taking place? How are the various roles and tools of the RL method being
used and to what extent do they support the learning process? What
pedagogy is being used? And, what is considered by stakeholders as being
crucial for a further development of the method? The research project
should be described as a ‘practice-based’ research. This means that the
research was carried out in close collaboration with the people ‘doing RL’

5

www.terra.nl
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themselves mainly in order to fuel a collective learning process on ‘doing
RL’ in the organisation (a collective learning process how to do the new
method of RL was in need however lacking).
The research consisted of two main phases. The intended curriculum (RL
in theory) was first of all pictured by undertaking an analysis of some key
documents concerning RL within Terra (policy, science concerning RL).
The perceived curriculum (RL in practice) was then caught by conducting
field observations but mainly through (individual and group) interviews
with main actors: students, teachers (coaches) as well as clients (farmers,
local entrepreneurs etc.) (N=45). As this research aimed to work in close
collaboration with people ‘doing RL’, regular (local) co-creation sessions
were organised to discuss recognition and interpretation of the results,
draw conclusions together and formulate and prioritise action points for
further development of RL.

REGIONAL LEARNING: IN THEORY
RL has been developed as a possible answer to the need to prepare young
professionals with so called ‘21st century skills’ (Baas, 2015; Terra, 2013).
Terra argues that in today’s world young professionals will not succeed
with practical knowledge and skills alone. Communication, cooperation,
planning, organising, analysing, evaluating etc. are competences more
important than ever (Baas, 2015). Another driving factor to come up with
novel ways of learning and training was, according to Terra, the
development of schools into ‘knowledge institutes’. Schools are namely
increasingly joining hands with other regional parties on subjects of
innovation, sustainability and regional development (Baas, 2015). Central
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questions Terra has asked itself here are: how should we educate and train
tomorrow’s professionals? And, how can we work together with practice
and the region in this challenge and at the same time contribute to
processes of sustainable regional development?
Looking for an educational formula appropriate for this context, Terra has
come up with the method of ‘Regional Learning’. Terra has been
experimenting with RL – on three locations – for three years now.
Keywords in the method of RL are (Baas, 2015):
 Authentic learning
 Self-responsible learning
 The ‘learning triangle’ (of students, ‘the region’ and teachers (as
coaches)) as the engine of learning.
 Regional innovation and transition
 Sustainable development
RL is based on real ‘student foundations’. In the context of such (legal)
foundations, students work together with the region (e.g. farmers, local
entrepreneurs, NGO’s etc.) on real world problems and questions. A
‘good’ project is key and ticks the following boxes (Terra, 2013):
 There is a real problem or question
 There is a real owner of the problem
 Good agreements are made
 There is a paying end-user
 The project is regionally embedded
 The project is linked with the compulsory curriculum
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Alike ‘real’ organisations, the student foundation knows employees (level
3 students6) and a management (level 4 students). The managerial board
comprises of students performing as: a president, secretary, treasurer,
account manager, human resources manager etc. Students are supposed
apply for such functions.
Students work on projects according to a uniform project cycle as well as
making use of a toolbox with a series of uniform educational tools. There
is a so called ‘intake’, a first meeting between the students, their teacher
(as a coach) with a potential client, to explore the project. After the intake
a more extensive ‘triangle conversation’ is held in which the project is
further explored and objectives defined. The project is then formalised
with the so called ‘learning quotation’: a document on which all parties
agree to cooperate. During the course of the project, the progress of the
project – as well as students learning – is monitored by several so called
‘intermediate measurements’. All projects are ultimately closed with a
public meeting in which students present their project.
The method of RL is based on the for mentioned cooperative ‘triangle’ of
students, teachers and clients. Teachers and clients play an important and
specific role in this triangle. Whereas the teacher plays a pivotal role in
more traditional educational practice, in RL teachers perform more as
‘coaches’ who guide students while independently developing their
competencies. Alike the coaches we know from the pitch, teachers are not
part of the play yet guiding the players along the line. Although the coach
has an important strategic role, students are the ones who play ball.

6

In the Netherlands, secondary vocational education is offered on four levels: 1) assistant training (1 year), 2)
basic vocational training (1-2 years), 3) professional level (2-3 years) and 4) middle-management level (3 years)
(https://www.government.nl/topics/secondary-vocational-education-mbo-and-higher-education/secondaryvocational-education-mbo).
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However, this does not mean the coaches leave it all to the players. At all
times, coaches monitor the process and undertake action wherever
needed. According to Terra, coaches have the following qualities: 1)
supporting, 2) structuring and steering and 3) motivating and inspiring
(Scager & Thoolen, 2006).
Another important player in the ‘triangle’ of RL is the client (farmers,
NGO’s etc.). By providing a real project, the client is key in creating an
‘authentic learning context’, which is core in RL. However, next to
providing a real learning context, he/she is a full member of the
communal learning process within the triangle as well. In order to foster
learning in the triangle, regular contact between all three parties would be
key as well as to explicate one’s expectations (Terra, 2013).

REGIONAL LEARNING: IN PRACTICE
The interviews and observations have given a detailed insight into the
concept of RL and particularly how it is being perceived in practice (by
teachers, students, clients). Below some main observations.
During the interviews, the learning of students in RL has continuously
been connected with ‘doing research’ or working from an investigative
approach. Respondents (teachers, students, clients) refer to a kind of
learning which is often described as ‘inquiry learning’. The interviews
show however that this type of learning is not particularly self-evident.
The degree of inquiry learning depends on many factors such as the type
of student (level 4 students would be more capable of this type of learning
as their level 3 counterparts, see footnote). Crucial explanatory factor here
however seems to be the nature of the project or assignment at hand. Some
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projects simply appear to have more ‘inquiry learning potential’ than
others. Interestingly, the interviews show that there is a development in
the degree of inquiry learning amongst students. Teachers argue that in
time students increasingly display investigative behaviour (and
consequently less coaching is considered to be needed).
The interviews and observations show that the earlier mentioned
‘triangle’ forms an important context for learning amongst all members
(students, teachers as well as clients). In other words, learning in RL takes
to a certain extent shape as ‘community learning’. Important moments and
tools enabling community learning (and learning in general) are
considered the: ‘intake’, ‘triangle conversation’, ‘learning quotation’, the
‘intermediate measurements’ as well as the public end meeting (they were
designed to do so). Crucial in the occurrence of this type of learning seems
to be the cooperation with regional innovation networks. A link with such
networks seemed to be an enabling factor for this type of learning.
However, (alike inquiry learning) community learning has also been
found to be not particularly self-evident. Respondents pointed at various
factors explaining the variance in depth and width of community
learning. Again, the nature of the project seems to be key here as well as
the attitude and involvement of both the client and the teacher (as coach).
The teacher – performing as coach – was found to be considered playing
one of the most prominent roles in RL (within the triangle). Teachers are
making an effort by predominantly asking questions and therewith
stimulate student’s curiosity. Teachers were however found to struggle in
this coaching process. Many teachers encounter a dilemma which they
often described as a conflict between ‘keeping control’ and ‘letting things
go’. This dilemma is constantly around as teachers are – next to their new
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role in RL – still supposed to perform in more traditional teacher roles for
most of the week (RL only takes two days a week). Another important
actor in RL according to respondents is played by the client. Clients are
important in relation to the authentic context which is the basis of RL. Next
to teachers (as coaches), clients were also found to take up a coaching role,
some of them act very pedagogically aware. Clients were finally found to
play an important role in relation to the aspect of sustainability. Whereas
teachers are struggling with the concept of sustainability (some of them
we found to be even sceptic about it), clients often take it for granted and
make it an integrated part of the RL project.
RL makes use of a set of predefined tools or instruments (see previous
section: RL in theory). In the interviews we have asked the respondents to
evaluate the usefulness of these tools (for learning). Results show that
tools such as ‘the learning quotation’, the ‘intake’, the ‘intermediate
measurement’ as well as the ‘triangle conversation’ are considered to be
very relevant for learning. Some of the tools are however considered to be
less relevant and sometimes even counterproductive for learning.
Examples here are the online registration and learning environment
‘magister’, students’ mandatory ‘portfolio’ as well as the compulsory
registration of working hours. Key here seems to be the risk of tools being
used as end goals instead of means (to foster learning).

REGIONAL LEARNING: A MEANS TO ‘LEARN ON AND OFF THE
LAND’?
Based on the interviews undertaken and observations done we can
conclude that – in some cases – RL seems to be rather successful in doing
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what it was meant for. Our fieldwork shows that with a ‘good’ project on
the table and an active triangle of students, teachers and clients, RL can
foster students’ ‘21st century skills’ as well as contribute to sustainable
regional development. Asset is its authentic learning context. Instead of
learning in classrooms, students are faced with ‘real’ people and
problems, the real foundations also created a sense of urgency (working
and learning here is serious business). We thus believe that potentially,
and given certain conditions are met, RL can be a means to make students
learning on and off the land (again).
We explicitly say “given certain conditions are met” because our research
at the same time shows that RL is not particularly self-evident. RL is
complex and will only succeed if certain conditions are met. Key for
instance seems to be the nature of the project. Some projects simply have
more learning potential than others (often more ‘I’ll repair your car
projects’). Acquiring good projects was also found to be challenging.
Another factor of importance is related to the success of working and
learning in the triangle. All three parties need to be actively involved in
the project to make RL work. The role of the teacher is a third factor of
importance. Our research shows that teachers (as coaches still prominent
actors in RL) really need to learn their way into doing RL. As selfresponsible and inquiry learning are important concepts in RL, a leading
role of teachers is undesirable. According to students, teachers should
allow them to bump their heads every ones in a while. As already
mentioned above, teachers were however found to struggle with ‘keeping
control’ vs. ‘letting things go’.
To close, our research shows that introducing RL meant a profound
change in the taken for granted world of learning and teaching. Despite
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that in some cases and under certain conditions RL is found to work, our
fieldwork still pictures a confused organisation. Whilst fully embracing
the concept of RL by coaching students’ self-development in authentic and
real-world situations, actors (teachers, students, clients as well as parents)
still seem to struggle balancing between, on the one hand, their novel
personal roles and routines and on the other their former (and traditional)
ones part and parcel of the largely coexisting conventional curriculum.
Our study shows the complexity of introducing such innovations into
existing educational practice and institutions. Important lesson of this
study is therefore that these innovations need time and room for
experimenting and learning (for all actors involved). The people doing RL
should be facilitated as well as actively supported in their attempts to
make this promising method for learning on and off the land work.
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