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ENTER, its History, Present and Challenges for Future
Milan Slavík, president of ENTER
Abstract
In the paper author describes historical consequences of
international networks in western part and middle and eastern
part of Europe and needs of their interconnections. Two different
networks made the bases for the creation of new one called
ENTER. Objectives and tasks of its activities are mentioned and
there are also references taken in consideration from the Enter
Status. Contemporary situation in terms of membership is
described and future activities are suggested which makes the
bases for discussion in plenum of Study days or even during the
General Assembly session which can give the orientation of this
network for future.
Key words
Network, international organization, teacher training, experience
exchange, Study days
Introduction
The word is a synonym to „come in, welcome, join us“, which well
conveys the title of a European organisation - a net connecting
educational institutions in the field of teacher training for
secondary and higher vocational schools of agriculture, forestry,
horticulture and related subjects. ENTER is a relatively young
organisation (network) which was founded on the basis of longtime working organisations. These used to work in various parts
of Europe not knowing about each others existence, so they could
not cooperate as a consequence of the divided Europe of that
time. REIFEA (Réseau Européen Interuniversitaire de Formation
des Enseignants Agricoles) was an organisation that had its
official organisational structure and associated institutions from
North-Western and Southern Europe. It was an officially
registered organisation with an Organisational Board that had an
elected president at its head. In addition to its other activities,
REIFEA organised regular seminars or workshops called Study
days. It worked from 1990 when the first study days were held in
Dion.
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History of the network
In Central and Eastern Europe, teachers training of future
teachers for secondary schools also tried to cooperate on the
international level which was not easy, but not impossible. It was
rather an initiative of enthusiastic teachers and heads of
Departments of Pedagogy who - within the former socialist block
of countries - felt the need and importance of exchanging
information and development in countries, where international
exchange though limited only to so called “friendly countries“ was
possible. From 1970 on, pedagogy colloquia started to be
organised regularly every two years, taking part at the
universities in Warsaw, Berlin, Budapest and Prague in turn and
welcoming teachers from other countries of the East block. Year
1990 was a turning point because the colloquium began to be an
occasion where „new“ colleagues from Germany, Switzerland and
other countries behind the „Iron Curtain“ were appearing more
and more. The 19th International Pedagogical Agricultural
Colloquium in 2000 in Prague was historically important because
it was also held as the 70th anniversary of establishing the State
Pedagogical Seminar for the teaching candidates of agriculture
schools in 1930 in Prague. Thus, an official stimulus was given to
a systematic teacher training of vocational subjects at agriculture,
forestry, horticulture and related schools in Czechoslovakia at
that time. This is the background for the present Department of
Pedagogy and the Institute of Education and Communication of
the Czech University of Life Science in Prague. At the 2000
Colloquium, REIFEA representatives took part and it was then
decided that both existing organisations would give up their
status to establish a new organisation that would promote the
interests and deal with needs of all member countries concerned.
This act was a distinctive manifestation showing that there are no
longer any differences between North and South, East and West,
and Europe in the field of teacher training of vocational subjects
at agriculture and related schools will take a common direction in
future. That was a basis for a new organisation which can be
described as a network for parties concerned and members from
all European countries and whose name ENTER was chosen as
symbolic for its English meaning with its significative synonyms.
The first joint Study days were organized in Turku, Finland in
2002 and the audiences were participants, members from both
formal existing networks and inviting guests.
10
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ENTER - WHAT IS BEHIND nowadays?
ENTER was founded in 2002 as a result of a merger of REIFEA
(Réseau Européen Interuniversitaire de Formation des
Enseignants Agricoles) and IPAC (International Pedagogical
Agricultural Colloquium).
The founding institutes have acknowledged the necessity of
joining together on an international level in order to develop their
scientific and pedagogical co-operation in initial and in-service
teacher training and teaching in the fields of agriculture, forestry,
environment, green systems and rural development. Therefore,
they all have decided to create the “European network for
learning and teaching in agriculture and rural development”
The network is an exchange platform for professional experience,
knowledge, skills, methods and cultural diversion in green, rural,
agricultural and forestry education and research. It aims at
strengthening sustainable development and liveability in rural
areas.
The main aims are:
• To support the improvement of teaching and learning
processes in green, rural, agricultural education.
• To develop knowledge and understanding about educational
agricultural systems within Europe.
• To share, develop and promote teaching methods and
strategies through European teacher training.
• To impulse innovation in the agricultural training system in
order to modernise curricular and extra-curricular activities,
teaching objectives and contents according to the evolution of
the context of rural development.
• To encourage and facilitate bilateral and multilateral
exchanges of trainees, teachers and trainers.
• To facilitate projects´ development.
To achieve these aims, the network develops:
• Communication systems,
• Scientific and thematic study meetings,
• Educational experimentation,
• Action research,
• Trainee teachers’ and trainers’ exchanges,
• Common courses
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The members of the network can be: educational institutions,
institutes supporting educational systems, professional rural
structures and pedagogical research centres. The association
integrates about 28 members institutions from 21 European but
also non- European countries: Austria, Belgium, Bulgaria, the
Czech Republic, Denmark, Finland (3), France (4), Germany,
Italy, Latvia, Luxemburg, the Netherlands, Norway (2), Poland,
Portugal, Romania, Russia, Slovenia, Spain (2), Switzerland,
Turkey.
Challenges for future
ENTER is currently an association with a well-established action
principles and certainly its period of potential “teething troubles“
is over. It has its own formal structure with clear rules of
functioning on the basis of European legislation. It follows the
agreed by-law and is managed by the Board with a president as
its head. The president is elected by General assembly for a twoyear period and can hold the office for maximum two subsequent
periods, which guarantees a democratic management of the
institution as well as a satisfactory renewal of creative powers at
the top where the member base is very diverse not only in terms
of geopolitical, but also social and cultural environment. This fact
implies certain organisation and technical demands, but on the
other hand brings great opportunities. The main aim is and must
be for future for ENTER to be a “live organisation“, a living, well
developing and working organism.
Conferences, symposia and workshops in the form of Study days
will certainly be an essential and welcome activity which will
strengthen the European dimension of teacher training of
vocational subjects. They will enable professional and informal
meetings of all involved in teacher training – teachers and
students. That is surely an indisputable strength of these
personal contacts even in the era of information and
communication technology boom.
ENTER should be working not only during the preparation and
realization of Study days, but also could offer expert service to
new members in the fields where some experienced teachers and
researchers have profound knowledge and long practical
experience. The costs resulting from experts´ travels could be
covered from financial resources of ENTER and the requesting
host organisation should provide accommodation and stay.
12
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ENTER could take part in the preparation and realization of
common projects that should lead to extending the students´
mobility more and at the final stage to creating common joint
degree programmes. Thus, a European dimension of a qualified
vocational subject teacher in agriculture and rural development
would be fulfilled.
In any case, ENTER should keep its aims and intentions which
there were at the beginning and thus contribute to building
bridges of understanding across the European continent as well
as help non-European countries. There is a hopeful promise for
future in the fact that ENTER disposes of enthusiastic
professional representatives from individual member institutions.
Another significant fact is the dealing with ICA originally
Interuniversity Consortium for Agricultural and related sciences
in Europe from 2006 changed for Interuniversity Consortium for
Applied Life Sciences in Europe, organisation which associates
important
international
organisations
and
with
whose
representatives ENTER has already negotiated. Thus, ENTER
would join the family of institutions of world-wide importance.
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Beyond the Educational Zoo
Authentic learning and teaching in a green world
Wout van den Bor, Executive Board
Abstract
This paper explores the changing playgrounds in the world of
agricultural practice and educational innovation. It analyses the
positive and promising aspects of new ways of authentic learning.
The concept of authentic learning is defined and its consequences
are outlined. It is argued that authentic learning and teaching
can only be successful if our teaching staff master a number of
new and challenging competences. These competences are further
explored in the context of a new set of professional demands to
which teaching staff in The Netherlands have to answer. The line
of reasoning in this paper is illustrated by practical examples
from agricultural colleges in the northern part of the country.
Key words
Agricultural
and
rural
change,
agricultural education,
educational innovation, logical positivism, social constructivism,
vocational training, authentic learning, competence based
learning, professionalization, teacher training
Prologue: changing playgrounds
Over the last decade I have been able to talk to many teachers,
parents, rural employers, students and other stakeholders in
agricultural education and training. These conversations have
learned me a few things about the character and quality of
agricultural teaching and learning. Teachers are sometimes very
confused about what and how they should teach. Students feel
that teachers are not sufficiently able to connect to their way of
life and their information needs. Some employers complain that
graduates from our colleges cannot even hold a hammer whereas
others say that graduates should learn more things about people
than about subjects. It seems that we are a bit at a loss as
concerns the way our teaching and learning should develop and
evolve.
In this paper I will explore the changing playgrounds, both in the
world of agricultural practice and in the education sector. I will
analyse the positive and promising aspects of new ways of
authentic learning and teaching. Authentic learning and teaching
can only be successful if our teaching staff master a number of
14
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new and challenging competences. I will explore these
competences and will then present some thoughts about the
implications of authentic learning for teacher training. The
following observations can be applied to vocational education and
training in general, but in view of this conference, I have
connected them to green education in particular.
Green world in motion
Our green world is in turmoil. There is a wealth of information on
this issue but let me just give some examples:
• From agricultural to green and keen (changes in the sector)
The primary agricultural sector in our part of the world has
shrunk dramatically over the past decades in terms of number of
farm holdings and workplaces. The volume of production has
stabilised, at least in our country. Those who have left agriculture
have been looking for alternative sources of income. The surviving
holdings have changed dramatically: they are bigger, and more
capital and technology intensive. Some farm holders are
specialising whereas others are diversifying their economic
activities. In any case, they all require seriously adapted types of
farm management (see e.g. Van den Bor, W., J.M. Bryden and
A.M. Fuller, 1997). Further, and especially in the green world,
there is a growing interconnection and overlap between different
sectors of rural production and development. This demands an
interdisciplinary approach, both in (applied) agricultural science
and in green education and training. To put it simply, agricultural
education should at the same time become more general (green)
and more specialised (keen).
• From farmer to rural superman (changes in competences)
Whether he likes it or not, the agricultural entrepreneur has
transformed into some kind of rural superman, who not only
produces milk or potatoes but whose pockets are filled with all
kinds of new societal roles. He is a warden of nature, he is
responsible for the quality of our food, he protects our cultural
heritage, he is a host for those who want to taste both rural life
and the products of the farm and most of all, and he has become
a full fledged administrator. Agricultural education must adapt to
those developments, together with the regional farming
community. It is very important to look for more intensive
integration of theory and practice in this respect.
15
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• From being taught to being tempted (changes in learning)
Ideas about how (young people) learn have changed dramatically.
The essence of learning and the way learning should be
supported can be summarised as follows:
- From reductionist rote learning to multi tasking
- From teaching to learning: the learner becomes active
- From knowledge transfer to facilitating: the teacher becomes a
coach
- From group instruction to tailor made learning: catering for
individual needs
- From a school based temporary learning route to lifelong
learning: ongoing learning at the workplace
- From subject related learning to competence based learning:
learning is based on real(istic) working conditions
The question is whether green education has been able to keep
up with these changing conditions. Did it really develop into some
art of temptation and seduction? Let us take a closer look.
The educational zoo
Over the last decades I have been able to spend quite some time
in South Africa. During those visits I have seen wildlife in its
natural habitat. Once you have experienced this, you refuse to set
foot in a zoo anymore, however beautiful such an animal park
has been laid out. I am afraid we have turned our education into
a zoo where we have increasingly reduced and atomized real life
into a watered-down version of the complexity and challenge of
being human. The behaviour of the inhabitants of this
educational zoo is not very much unlike that of the caged tiger:
repetition, stress, boredom and, worse of all, extreme dependence
on others.
It is an absolute blessing that, little by little, we come to realise
that our green education and thus our schools and colleges need
a rather serious paradigm shift (see e.g. Bräuer, M., 2004;
Mulder, M. and others, 2003). Some call this a shift towards
natural learning, others speak about new learning or authentic
learning. All these changing approaches have roots in social
constructivism as opposed to the logical positivism of the many
decades gone by. In simple words, we have re-discovered that
education should be about real life situations, about people and
their destiny, about values and feelings. What are the essentials
of this shift?
16
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Box 1: A paradigm shift
Logical positivism
Objective knowledge
Knowledge transfer
Teaching
Useful
From part to whole
Achievements compared with
average
Addressing two intelligences

Social constructivism
Subjective knowledge
Knowledge construction
Learning
Meaningful
From whole to part
Achievement compared with
former achievement
Addressing multiple
intelligences
System monitors learner
Learner monitors own
achievements
achievements
Focused on reading and
Focused on experiencing and
listening
explaining to others
Searching for what learner does Searching for special talents of
not master
learner
Focused on individual work
Focused on learning together
Focused on knowledge and
Focused on competences
skills
Knowledge is stored
There is no knowledge isolated
unconnected to context
from context
Instruction is mastery oriented Learning is oriented toward
construction/design
Subject matter is crucial
General development is
important
The teacher selects subject
Teacher stimulates learning
matter and instructs
process as expert, trainer,
coach, instructor, pilot and
advisor in different combination
of roles
Learning for later
Learning for now
Objective testing /assessment
Intersubjective
testing/assessment
This list of developments is by no means complete. Worth
mentioning are activities aimed at streamlining longer term
learning trajectories, improving personal attention given to
learners, realizing systems of assessment and evaluation that are
17
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better tuned to real life situations and, last but not least, a much
better cooperation between schools and the world of work. The
thread that runs continuously through all these developments is
the unavoidable and vitally necessary change in the societal role
of the school as an institution.
Slowly but surely it becomes clearer that education and especially
green vocational education cannot meet these new needs if it
continues to promote classroom based instruction as we all
experienced it for so many years. Instead, our green schools,
colleges and training institutions have to open their gates,
demolish their walls (so to speak), reach out to the world outside
the school and embark on new routes of dual and practice
oriented learning. In this presentation I choose to call this
authentic learning.
Authentic learning in focus
To explain what we mean by authentic learning, we need a set of
rather concise indicators or standards that can be used as a point
of reference. If we look at the well known social-constructivist
paradigm, as outlined in box 1, we can derive quite a substantial
number of indicators. However, I prefer to keep things as simple
as possible. Therefore, I present five questions which together, in
my view, give a good indication of the authenticity of a learning
activity. In a recent European EQUAL-project these indicators
have proven to be of practical value (see e.g. Van den Bor, W.,
2006 and Van den Bor, W. & E. Hönigsberger, 2008).
1. Is the activity based on what the learner wants to learn?
Is, in other words the learning activity, supply oriented, taken
from a book or constructed by the teacher or the school? Or do
we start by asking what the learner wants to learn, do we add to
what he already knows, do we connect to what he finds
interesting to learn? If we can answer this last question with ‘yes’,
we are closer to authentic learning.
2. Does the learner learn according to his own learning style?
Every individual learns in his own way, as we know. There is an
extensive literature on learning styles. It is very important that a
learner can master new knowledge, skills or attitudes in his own
preferred way. If we paid due attention to this aspect in the
learning arrangement, we would come certainly closer to
authentic learning.
18
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3. Does the learner learn something that can be directly related to
the world in which he lives?
This is a tricky one. We all have learned things that were
important but could only much later be related to the real world.
We would certainly have learned more eagerly and with more
efficiency though, if someone could, at that moment, have given
us an answer to the question: why do I have to learn this?
Authentic learning is learning by experiencing. It is about the
world around us and if it is not directly or immediately applicable,
it can at least be related to the real world.
4. Does the learner learn in a natural context?
This relates to the role of practice in learning. Authentic learning
takes place in situations where learning questions derive from
practice or can be directly related to practice. This call for dual
learning: a good mix of theoretical and practical learning.
Important is that the roots of learning can be found in the world
around us. This means that the school should be transferred
from a zoo to an open arena.
5. Does the learner learn together with other learners?
If authentic learning has to mirror real life, than it should take
place in a social setting. Learning should be a co-operative
activity. Working together, learning from each other, helping each
other, sharing ideas and feelings; this is part and parcel of
authentic learning.
Authentic learning does, however, not exist in some sort of ‘pure
and unpolluted’ form. It is an ideal-type situation. In the learning
situations and learning routes we are participating, we find
ourselves on a continuum with on the one side straightforward
logical and positivist thinking (which hardly exists) and on the
other side an absolute social-constructivist way of personal
development (which seems to be too idealistic and not realistic). If
however we are aware of our position on this continuum and,
more important, if we are willing to move towards creating more
rewarding and authentic ways of socialising the young people who
have chosen to spend some time with us, then we come closer to
learning by living.
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Authentic learning in practice
In our organization (Educational Group North) we try very hard to
bring authentic learning into practice. Especially within our green
vocational colleges we have embarked on a route which must lead
to competency based learning by the year 2010. These colleges
have redefined and restructured their educational programs in
such a way, that there is a balance between the positive sides of
‘old fashioned’ classroom teaching and new ways of authentic
learning and teaching. In this paper I present three examples of
these authentic learning pilots. I will briefly evaluate these
examples as far as their learning authenticity is concerned. Also I
will look at the competences required from our teaching staff
involved in these authentic learning situations. Then I will look
into the important question: if authentic learning requires new
and adapted competences from our teaching staff, what are the
implications for teacher training in agriculture?
Box 2: Learning with the farmer (example A)
One of our agricultural colleges has made an agreement with six
young cattle farmers not so far from the college. The farmers play
an important role in providing practical training for our students.
One of the farmers has taken the lead and he has built teaching
facilities on his farm (classroom, toilets, et cetera). The students
spend time on each of the six farms where they complete practical
assignments in animal husbandry and farm management. The
farmers act as teachers together with the teaching staff of the
college and use their day to day working routines as learning
situations. Part of the examination of the students is being
carried out on one of the farms; the farmers do assess the results
of these exams, together with external assessors. The farmers are
paid by the college for the contact hours with the students. The
college also pays a fair amount of rent for the teaching facilities
on the farms and for the use of the farms as teaching
environments.

20
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Box 3: Managing training at a riding-school (example B)
Another agricultural college of our Education Group works closely
together with a rural riding-school. The owner of the riding-school
has built 40 horse boxes on his own account. These boxes are
rented out to our students who follow the equestrian training
program of the college. Next to the rent for boxes and classroom
facilities, the college pays rent for the riding-school facilities.
These students spend some 80% of their time on the riding
school. The riding-school owner has also built classroom facilities
which he rents out to the college. The students follow a program
of 4 years. From their third year on the students are involved in
the management of the program, including the day-to-day
management, maintenance and tending of facilities and horses.
They also play a modest teaching role as teaching assistants for
the junior students. The students also organise occasional horseshows and meetings for their parents and relatives. The students
are coached by the teaching staff of the college. Part of the
examination of the students is carried out at the riding-school.
Box 4: Sharing facilities with a veterinary hospital (example C)
One of our agricultural colleges offers a program to train
veterinary assistants. In order to train these students as closely
as possible to practical conditions, the college has hired facilities
in a private veterinary hospital. Students are being taught in the
hospital and they can make use of the animals that are being
kept for observation or treatment in the hospital. As part of their
training program they are allowed to attend to surgery and other
kinds of medical animal care. The veterinary doctors and other
personnel of the hospital participate in the training program. The
college pays the rent for the facilities and pays for the teaching
hours of the hospital personnel.
If we examine these pilots with regard to the level of authenticity
as defined above, we can conclude as follows:
• Generally speaking the activities being carried out in each of
the three pilots are connected to what students want to learn.
The teaching activities add to what students already know and
to their world of interest. Yet, they are still supply oriented and
organized by the college.
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• Learning in these pilots is as much as possible tuned to
individual learning needs of students. On the other hand it is
not yet directed towards individual learning styles. Instruction
is carried out in small learning groups and assignments are
not yet tuned to individual learning preferences.
• The students all know quite well what they are learning and
why it is important for them. Learning can be directly related
to real world conditions. Students learn by personal
experience.
• The students learn very much in a natural context: the context
of the business of running a farm, a riding school or a vet’s
clinic. There is good mix of practical and theoretical learning
with roots in the real world around us.
• Students also learn together with other students in small
groups. Assignments are formulated in such a way that
students cannot do the job alone. They need each other in e.g.
managing part of the riding school, implementing a feeding
program for cattle or preparing surgery for a pet animal.
In conclusion, it is fair to say that these learning pilots have a
rather substantial quality. They are little pearls in our
educational crown but we have to realize that it is not so easy to
broaden this didactical approach to the mainstream of teaching
in our colleges. This way of teaching is rather expensive, to start
with. Also, it is time consuming and it demands very good
preparation, monitoring and communication between the college
and those who offer their facilities. In the context of this paper I
will give special attention to another challenge, however, namely
the competences required from the college staff participating in
these new ways of authentic learning.
Square pegs in round holes?
The question is: do our agricultural college teachers have the
right competences to act adequately as resource persons and
coaches in authentic learning? To answer this question we need
to know what kind of competences our teachers should master
under these evolving educational conditions.
The Foundation for the Quality of Teachers in The Netherlands
has developed a portfolio of competences for teachers, based on
the different roles they have to play in different educational
contexts. In my view this portfolio is rather complete and can be
used to critically evaluate the professional quality required of
22

Beyond the Educational Zoo

teaching in authentic learning conditions.
distinguishes seven main competences.

The

foundation

1.
Interpersonal competences: guiding students and making
sure that there is a good relationship with and between students.
2.
Pedagogical competences: providing a safe learning
environment and stimulating personal, social and moral
development.
3.
Subject-related and didactical competences: providing a
strong learning
4.
Organizational competences: taking care of an orderly,
clear and task oriented atmosphere and structure within the
learning environment.
5.
Teamwork competences: tuning ones tasks to those of
colleagues, accepting and trusting that colleagues (or external
stakeholders) are also mastering ones specific subject matter
domain and are able to replace you if needed, contributing to
running the school organization properly.
6.
Competences directed to proper cooperation with
external stakeholders: having good relationships with parents,
the neighborhood, and the world of work.
7.
Competences with regard to reflection and personal
development: taking care of ones own professional growth and
the professional quality needed in the teaching process.
It is not so difficult to see that authentic learning processes as
outlined above demand a combination of all seven main
competences mentioned. It is also fair to say that a rather
substantial part of the present teaching staff in our agricultural
schools and colleges do not (sufficiently) master this highly
needed combination of competences. Especially our elderly
teachers who have university degrees have difficulty in meeting
these professional needs. This is not to disqualify them; many of
them were and are excellent teachers and trainers under logical
positivist teaching conditions as described in box 1 above. When
it comes to playing teaching roles in authentic learning
situations, however, many of them experience, consciously or
unconsciously, serious shortcomings in their professional toolkit.
Generally speaking, young and starting teachers are trained
differently if they were lucky enough to be trained at an
institution which tuned its programs to new professional
demands and standards. Unfortunately this is not true for all
starting teachers as we experience every year in our colleges.
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If there is some truth in my analysis so far -and I think there iswhat are the implications of the paradigm shift in learning and
teaching for our institutions for teacher training?
The demand for multiple intelligences
Looking at the new educational realities in my institution I
conclude that all seven main competences mentioned above are
absolutely necessary for any teacher who takes his profession
seriously. I must also admit, partly from my own experience in
teacher training, that until recently teacher training for
agriculture was focusing mainly on competencies 3 and 4
(subject-related and didactical competences, and organizational
competences). There is no doubt that these are and will continue
to be of great importance for every teacher. In addition, however,
authentic education demands from teacher training institutions
that they concentrate much more on the other five main
competences.
More specifically, teacher training for agricultural education
should focus on the following:
Re interpersonal competences: providing a learning context
inside and outside the school where young people feel at home,
not only because they can meet their friends there but also
because they are confronted with problems and realities that are
related to their feelings, personal questions, specific fields of
interest and future work aspirations. This demands from teachers
that they know how their students collect, select, share and
manage information. This means for example that teachers are, at
least partly, familiar with gaming and the way young people
communicate digitally. There is already a rapidly growing number
of interesting studies and publications in this domain (see e.g.
Tiene and Ingram, 2001; Tapscott, 1998; Palloff and Pratt, 2001).
Most teachers and instructors, though, are still complete
strangers in the digital Jerusalem of their students.
Re pedagogical competences: over the last decades the
pedagogical task of training and schooling has been neglected.
Personal, social and moral development was considered to be the
realm of parents or other societal institutions, such as youth
care, the church or the police force! But we have to realise that
our teaching job is per definition contributing to the socialising of
the students we teach. We have a great responsibility in this
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respect. Even if teachers do not consider themselves as educators
in a pedagogical sense, they are increasingly confronted with
young people who bring their social and emotional problems with
them to college. Authentic learning includes social and moral
development. Consequently, teacher training has to deal with the
world of youth. How does this world look like? What are the
aspirations of young people, here and now? How can we
contribute to the growth and ripening of these aspirations?
Re teamwork competences: authentic learning demands
integration of subject matter areas. It cannot grow in situations
where subject areas are taught in splendid isolation. Authentic
learning is related to the reality of the world around us. That
world is based on wholeness and not on an artificially divided
collection of spheres of interest or cognition. This holistic
approach must be firmly rooted in our teaching. More concretely
this presupposes team teaching, combining fields of expertise,
adding to the knowledge and experience of ones colleagues and,
very important, acknowledging the expertise of colleagues (inside
and outside the school) and being able to accept the relative value
and impact of ones own subject-related discipline. Teamwork
competences need to be included in modern teacher training.
These competences, though, should not be limited to learning
how to work in a team and the social dynamics related to
teamwork. They should encompass a fundamental introduction
and exploration of the philosophy of knowledge generation and
intellectual development.
Re competences directed to proper cooperation with external
stakeholders: authentic learning means learning in a natural
context. This implies that teachers should be able to explore and
value the role and influence of external stakeholders in the
learning context. This concerns questions such as: how can I
relate to how my students are being educated at home, to their
culture of origin and to the aspirations of their parents and
relatives? How can I be a good partner of those who train my
students during their practical periods outside the college? Can I
involve those partners in my teaching inside the college? Do I
have proper knowledge of the working areas for which I prepare
my students? Teacher training institutions can at least explore
these competences by including practical periods in the teacher
training program, not only within teaching institutions but also in
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the world of work. Also, it is very important that teacher trainers
themselves keep up with the world of work.
Re competences with regard to reflection and personal
development: teachers who are working in authentic learning
processes have to make an effort to be involved in full. Playing the
role of the teacher who offers information and who organises the
learning process does not suffice. He or she cannot hide behind a
conventional conception of teaching roles. Authentic learning
demands authentic personal involvement. Next to intellectual
involvement, a teacher should invest emotionally and morally.
This implies that teachers are able to reflect on their personal
acting, not only in a cognitive way but also from the point of view
of personal involvement, interpersonal communication, being
receptive to criticism, and willingness to share and adapt ones
personal views and convictions with colleagues and students.
Consequently, competences are needed to participate in
intervision, reflection, personal development and coaching.
In summary, teaching in authentic learning situations demands
the use of multiple intelligences. The question is whether our
teacher training institutes are able to facilitate the development of
these different competences and intelligences next to the evolving
demands on content as a consequence of the rapid changes in the
green sector. I know that some teacher training institutions in my
country are working very hard to develop their curricula on the
basis of these multiple competences. It is impossible for them to
do this alone. Curriculum development and the restructuring of
study within teacher training can only be successful if teacher
training institutions are working closely together with their clients
and stakeholders: colleges, students, the world of work. It is very
promising that these joint ventures are actually developing in The
Netherlands. On the one hand teacher training institutes make
clear agreements with colleges to start joint (in-company) training
programs. On the other hand, bigger colleges take the initiative to
organise ongoing in-service training programs for their teaching
staff. Fortunately, they do this with the external support and
involvement of teacher training institutes.
Epilogue: understanding the young homo sapiens
This may all sound challenging and reasonable. There is one
condition for a teacher to be successful in authentic learning
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processes that I would like to stress more explicitly. That is: the
ability of the teacher to understand and value the changing life
style of students of to-day. Especially the way in which young
people of to-day and to-morrow collect, value and manage
information.
Present-day students handle information completely different
than I did when I was a student. They are able to carry out
multiple tasks at the same time, they use the possibilities of our
digital time: gaming, sms, video-production. And they do this all
with an amazing speed and apparently with great ease and
ability. At the same time they listen to music on their ipods or
iphones, watch YouTube and participate in different chat boxes.
Their way of managing information seems to be disorderly,
incidental and haphazard. They combine this with a part-time job
in the local supermarket, playing tennis or the piano. Yet their
school results are no worse than those of their parents when they
were young.
We have to realize as parents and educators that the homo
sapiens way of life of the ‘Einstein generation’ will go on to evolve,
probably even more rapidly than we have witnessed over the last
decades. I have serious doubts whether our teachers are able to
follow and understand this flow of change. If , however, we
manage to open our hearts and minds -in this order- for the signs
on the wall, we will be greatly rewarded. Authentic learning and
authentic teaching will then develop in good combination and will
surely contribute to closing the educational zoo forever.
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Abstract
Distance Education (EAD) is widely adopted to improve teachers’
skills and competences. In this context, this paper aims to
discuss EAD experiences on post-graduation courses offered in
Brazil, where the search for this source of knowledge is increasing
every year. This study is based on secondary data gathered at the
Federal University of Lavras, which offers a variety of training
programs. This new educational paradigm is meeting students'
expectations because they may study and work at the same. It
can also be applied for teacher training in a variety of areas such
as Math, Sciences, Language and Biology. This kind of teaching
promotes self-knowledge and students’ self-development. EAD is
a new challenge for actors involved in teacher training. It
represents a huge change in knowledge management in many
areas, since new competencies can be developed by distance
education programs.
Key words
Distance Education, Information Technology, Teaching and
Learning
1. INTRODUCTION
Distance Education (EAD) is addressed to adults and young
people that are in need for learning and those who are not
attended by the traditional education yet. It is also widely adopted
to improve teachers’ skills and competencies. In this context, this
paper aims to discuss EAD experiences on post-graduation
courses offered to teachers in Brazil, where the search for this
source of knowledge is increasing every year.
For better understanding of the subject, it is relevant to present
the conception for Distance Education and it is important to point
out some relevant characteristics since the new education
paradigm is been applied more widely in different areas and
within different subjects. EAD comes to attend the practical
changing of teaching with the usage of the information technology
and appropriated printed material. In Brazil, this practice has
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legal support in a law from the Ministry of Education, which was
published in 1996 in order to establish proper rules for this new
educational paradigm. The superior educational institutions are
developing themselves on the online mode to meet a considerable
demand in graduation and post-graduation courses.
This new educational paradigm is meeting students' expectations
because they may study and work at the same, and they do not
need to spend money and time to go from home to school every
day. The saved time can be allocated for reading, exchanging
ideas and information with other students, tutors and teachers by
internet or free phone line. For this reason, it may strengths new
capacities and skills for people allocated in different sort of
activities and jobs. It can also be applied for teacher training in a
variety of areas such as Math, Sciences, Language, Biology and
Management. It is also relevant for training in rural areas where
the access to schools and universities are not easy and where
parents or other family members need their work force in the
farm.
This kind of teaching promotes self-knowledge and students’ selfdevelopment. At the same time, it offers more possibilities to
address social expectations and requirements in order to have
more access to education, by using new technologies. EAD
represents a new challenge for different actors involved in teacher
training. It represents a huge change in the knowledge
management in many areas, since new competencies can be
developed by distance education programmes.
2. DISTANCE EDUCATION
2.1 Conceptualization
According to Reis (1996), it is possible to define Distance
Education
as
a
way
of
education
such
that
the
professor/instructor
is
geographically
distant
of
the
student/trainee. On of the ways to teach at a distance is using
the Internet, gathering information together and making them
available. Offering opportunities for the creation of new ways of
education and learning and integration of multiple tools in a
single environment: text, image, audio and video.
The same author states the main advantages identified by using
the Web were: Easy to use, Elimination of geographical barrier,
student-professor/trainer-trainee
interaction
and
studentstudent/trainee-trainee in several in loco and not in loco ways;
Unlimited information search possibilities; Enormous possibilities
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information updating; Modern motivation instrument for the
learner; It is an incentive to the learn to learn. For Landin (1997),
Distance Education is a systematically organized way of selfstudy in which student instruct themselves based on printed
material that aims to support the whole system. Students’
progress is supervised by teachers and tutors, and the records
are systematized by the staff and supporting team.
Though, Distance Education presents the following elements,
under the perspective of Reis (1996, 38): “Physical separation
between professor and student, that distinguish itself from the in
loco education; educational organization influence (planning,
systematization, plan, project, tutored organization etc), that
make it different from the individual education; utilization of
communication technical means, usually printed, to unison of the
professor and student and to transmit the education contents;
forecast of a bi-directional communication, in which the student
gets the dialog benefits, and the possibility of initiatives bidirectional; occasional encounters possibilities with didactic
purposes and of socialization.”
2.2. EAD Characteristics and Challenges
Landim (1997: 2-4) enumerates, based in his studies about
superior education at distance and in the works of Borje
Homberg, Anthony Kay and Greville Rumble, the following
characteristics on distance education projects: student
population relatively spread in different areas and regions,
prevailing of adult student population, course that intends to be
self-instructive, massive communication, self study approach,
inclination to adopt flexible curricular structures, adoption of
modules and credits structure, and costs decreasing per
students.
The specific characteristics of Distance Education show the
potential of long distance teaching and learning not only in Brazil,
but worldwide. The challenges for Distance Education may rise at
different levels, such as the visibility of the pedagogical proposes
and its connection to the quality of teaching and learning; the
creation and organization of the managerial infra-structure; the
access to appropriated communication technology; and the
promotion of the interaction among students, tutors, staff, and
teachers.
However, in the specific case of Brazil, Mundin (2006) states that
the biggest challenge for spreading Distance Education in this
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huge country is related to the diversity of contrasts and
discrepancies at the social, economic and cultural points of view.
Many regions in the country are completely excluded from electric
energy, what is the first condition to connect people through the
internet to provide them more access to internet and digital
technology evolution. It is because theses are the moving powers
to promote large changes on Long Distance Education inside the
country.
Another problem is related to the low family income level, which
reflects directly on the school grade or level among children and
even adult. In this specific case, the actions of local, regional and
federal governments are essential to minimize this problem.
2.3. EAD Action Field
The EAD constitutes one of the education fields that is growing
very fast. So, it is possible to consider it as an important
instrument to reach youngsters and adults whom learning needs
were not satisfactorily met by the traditional educational system.
According to Litwin (2001), Distance Education focuses on:
providing access to knowledge to all society, professional
formation and capacitating, capability and professors updating,
open and continued education through EAD, education for
citizenship.
In this context, it is possible to state that EAD has a great
potential in several levels and niches in the society. This
methodology has shown a new paradigm that permit access to
much more people to the universities, as well as the improvement
of the qualitative level of the professors who has not much time to
upgrade themselves, mainly in Brazil where most of primary and
high school teachers dwell in more than one school to
complement their salaries which are very low.
2.4. Brazilian Legislation on EAD for educational institutions
From what is set by Directives and Education Basis Law (LDB),
80th article, published in 1996, the federal government issued
complementary measures that offered to the educational
institutions opportunities to participate in the EAD context,
which is being implemented step by step, such is the complexity
of its effective installation. According to the LDB (1996), “EAD is a
sort of education that allows the learn-by-yourself method, with
the mediation of didactic resources systematically organized, may
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be isolated applied or combined, and broadcasted by the
communication means”.
However, it was the Decree n. º 2.494, from February 10th, 1998
that regulated LDB 80th article (Law n. º 9.394/96) through the
governmental decree nº 301/98. This governmental decree has
established the rules for the institutions credentials and courses
at distance at the graduation level. All this is part of the EAD first
steady insertion step into the Brazilian educational system.
Public or private institutions with legal credentials for the
superior tuition at distance, through the National Education
Council advice, with authorization issued by the Education
Ministry through governmental decree published on the official
government press, in terms of the Law nº 9.394/96 (LDB), Decree
2.494/98 and Issue Document MEC N° 301/98, are entitled to
offer higher degree courses at distance.
3. METHODOLOGY
Based on Mason (1996), the researcher sought the application of
the descriptive research technique to development and implement
the hereunder study in consonance to the bibliographic revision.
National authors with recent publications and up to date
information taken from the internet helped to deal with this
study. Apart form the research about Brazilian institutional
environment on the Education at Distance field in the last few
years and it was performed a secondary data gathering on web
pages from the Ministry of Education and universities that works
with this paradigm of education in under-graduate and postgraduation level.
This study is based on secondary data research about teacher
training practices implemented by EAD technology. The data was
gathered at the Federal University of Lavras. This institution was
chosen because it offers a variety of training programs for
graduated professional, in different areas, since 1996.
4. RESULTS AND DISCUSSION
The Federal University of Lavras implementing the law and
decrees mentioned previously is offering 75 post-graduation
courses at Lacto Sensu level trough Distance Education
methodology. These courses are offered to any one interested in
improving their skills and competences. The candidate must have
at least undergraduate diploma. There were 8239 students
registered on 48 different EAD courses at UFLA, in 2007.
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Among them, we choose the three courses related to environment
handling on agriculture, forestry and agroindustry to evaluate
teachers participation in these courses. The chosen courses were:
Management and Environment Handling in Agriculture Systems
(AS), Management and Environment Handling in Forestry
Systems (FS) and Management and Environment Handling in
Agroindustry (A). According to Table 1 there were 836 students
enrolled in these 3 courses, in 2007. The percentage of female
and male involved in the courses were more or less the same,
however there were more male in the course related to Agriculture
systems. Most of the students come from different professions
such as: Agronomic Scientist (171), Biology Scientist (98),
Engineers from different specializations such as civil, chemistry
and forestry (95), Manager (21), Layer (18) and Teacher (193). The
percentage of teachers carrying on these courses reached almost
25% in all of them, which is a quite significant and proves they
are taken advantage of distance education to upgrade their
knowledge.
Table 1: Courses, gender and main occupation
Courses
AS
FS
A

Total
298
303
235

Male
60%
50%
51%

Female
40%
50%
49%

Teachers
22%
25%
21%

Non Teachers
78%
75%
79%

According to Table 2, 43% of the students in Agriculture Systems
are between 31 and 40 years, 68% of the students enrolled on a
Forestry Systems are younger than 40 years and 44% of the
students on Agroindustry are between 31 and 40 years too. It
proves that most of the students are on their middle age and they
are taken the courses to strength their skills and abilities.
Table 2: Age of the respondents
Courses 20 – 30 31 - 40 41
–
No
Y
Y
50 Y
More than 50 Y answer
AS
17%
43%
28%
12%
0%
FS
30%
38%
19%
12%
1%
A
20%
44%
23%
13%
0%
Most of the students in all courses come from the Southeast
region of Brazil, which includes the states of São Paulo, Rio de
Janeiro, Minas Gerais and Espírito Santo. The East Central
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region comes in second position representing the contribution of
the courses of the Federal University of Lavras for the region,
which has very few universities. Regarding Agriculture Systems,
the Northeast and the East Central regions are responsible for
31% of the students highlighting the importance of formal
education in these two regions. A surprising finding was the
representation of the South region; only 20% of the students
come from the South. It is probably because the large number of
institutions in the region and because the whole level of
education in the region is very good within the country.
Table 3: Students origin
Courses
North
Northeast
AS
5%
16%
FS
8%
6%
A
4%
9%

South
10%
4%
6%

East
Southeast Central
54%
15%
63%
19%
62%
19%

As the maim objective of this paper is to study a new paradigm
for knowledge management in teacher training, some more
analysis will be taken with this specific data. Table 4 shows that
193 of the individuals involved with these courses are teachers
from different institutions and different regions. In this case, an
important feature to be observed is related to gender. The largest
percentages of integrants in all the three courses are female,
mainly in the agroindustry course in which the percentage
reaches almost 80%. Regarding age, the largest percentages are
between 31 and 40 years, emphasizing the awareness of middle
age teachers in upgrading their skills and competences.
Table 4: Gender and age of the teachers enrolled on Management
and Environment Handling Courses
Cour
Femal 20 - 30 31 - 41 – More
ses
Total Male e
Y
40 Y
50 Y
than 50 Y
AS
67
43% 57%
15%
54%
21%
10%
FS
77
39% 61%
25%
47%
16%
12%
A
49
22% 78%
22%
52%
20%
6%
The students who are also teachers come from all the regions of
Brazil. However, most of them come from the Southeast for the
courses of Forestry Systems (61%) and Agroindustry (56%) and
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from the South for the Agriculture Systems (54%). In the latter is
quite a surprise because this region was not very well represented
in the whole group. They are from the Federal Agrotechnical
School of Santa Teresa – ES, Teaching Foundation of Santo
Antonio de Gilbues, Federal University of Lavras – MG, Federal
Fluminense University – RJ, Basic and Secondary Teaching
School of Narceu Paiva, State School of Ponta da Fruta, State
School Presidente Médici, State University of Montes Claros – MG,
University of Brasília – DF, State School Dr. Sérgio Ulhoa,
Educational Centre Prof. Getulio Vargas, Educational Centre Prof.
J.B.F da Silva, São José Centre for Professional Education,
Federal Centre for Technologic Education of Ouro Preto – MG,
Federal Centre for Technologic Education Prof. Jaloyr Bhering
Faustino da Silva, CIEP 396 Luiz Peixoto, Independent College,
Municipal College Aldenora M. Mascarenhas, São José College –
RJ, Tanque Novo State College, State College Luiz Eduardo
Magalhães, College Participants of Arcos – MG, São Luis Gonzaga
College, Agriculture Technical College of UNESP – SP, Union
College, State School Vila Boa Vista, Municipal School
Boaventura Correa de Melo, State School Presidente Tancredo
Neves, Federal Agrotechnic School of Colatina, Federal
Agrotechnic School of S. J. E. – MG, State School Francisco
Campos, State School Manuel Inácio Peixoto, Municipal School of
Liberdade, Denilde Alencar School Unity, Pre-Vestibular Impulso
School, State Polivalente School Dante Masconi, Federal
Agrotechnic School of Salinas – MG, Educational Centre Roberto
Porto, Application State College, Baptist College of Brasilia - DF,
State College Joaquim Taveira, Objetivo College, State School
Padre João Santo Antonio, Municipal School Maria Cristina,
Presbiterian School of Cuiaba – MS, State School Manoel Correia
Filho, State School of Pedras de Maria da Cruz, State School
Marques Afonso, Municipal School Prof. Dr. Waldomiro Gallo,
State School Afonso Pena, State School Olimpio João Pissi, State
School Donato Werneck Freitas, State School Padre Eustáquio,
State School Professor Livio de C. Carneiro, Municipal School
Joana Porto, Municipal School Secundino Cipriano da Silva,
Diretriz Politechnic School, Faculty of Turims of Santos Dumont,
Faculty Seama, Educational Foundation of the Federal District,
Funec, Pitagoras College, University of the State of Mato Grosso,
State College Joaquim Francisco Victor, CEFET Uned / SJ,
Centre for Secondary Teaching Dr. João Leilão, Dimensão College,
State College Felismina C. Batista, State College João Velloso do
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Carmo, Dom Silverio Mary’s College, State School Antônio Batista
da Mota, State School of Itaobim, Municipal School for Basic
Teaching Governador Telles de Menezes, Municipal Schools
Vinicius de Morais, Federal Agrotechnic Sachool of Satuba,
School of 1st and 2nd degrees Prof. Ana Portela de Sá, State
School Ademar de Melo, State School Antônio Claret Cardoso,
State School Basilio Francisco Xavier, State School Delano
Brochado Adjuto, State School Fernão Dias, State School
Intendente Camara, State School José Pereira dos Santos, State
School Prof. Maria de Magalhães Pinto, Faculty of Technology and
Sciences, Faculty of Management and Informatics, Foundation of
Superior Teaching of Goiatuba, Educational Foundation of the
Northeast of Minas Gerais and Federal University of Paraíba.
All these educational institutions have at least one teacher
attending these courses. They choose distance education training
programs because they may study and work in the same time. By
attending these courses they are entitled to an increase on their
wage and they may also reach a better position and status at
their institutions.
Table 5: Teachers origin
Courses
North North
AS
21% 21%
FS
8%
8%
A
4%
4%

Northeast
10%
3%
14%

South
54%
1%
4%

East
Southeast Central
15%
0%
61%
27%
56%
22%

5. CONCLUSION
Distance Education is widely adopted to improve professional
knowledge in different areas, mainly among teachers who take
advantage of this learning methodology to improve their skills and
competences. For this reason, this paper aims to discuss EAD
experiences on post-graduation courses offered at the Federal
University of Lavras – Brazil. This study is based on secondary
data gathered in this institution which offers a variety of training
programs.
Management and Environment Handling in Agriculture Systems
(AS), Management and Environment Handling in Forestry
Systems (FS) and Management and Environment Handling in
Agroindustry (A) were the courses chosen to evaluate teachers’
participation in these courses. There were 836 students enrolled
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in these 3 courses, in 2007. The percentage of teachers attending
the courses reached almost 25% in all of them, which is a quite
significant and proves they are taken advantage of distance
education to upgrade their knowledge.
Most of the students in all courses come from the Southeast
region of Brazil, which includes the states of São Paulo, Rio de
Janeiro, Minas Gerais and Espírito Santo. The East Central
region comes in second position representing the contribution of
the courses of the Federal University of Lavras for the region. An
important feature to be observed among teachers attending the
courses is related to gender. The largest percentages of integrants
in all the three courses are female, mainly in the agroindustry
course in which the percentage reaches almost 80%. Regarding
age, the largest percentages are between 31 and 40 years,
emphasizing the awareness of middle age teachers in upgrading
their skills and competences.
The students who are also teachers come from all the regions of
Brazil. However, most of them come from the Southeast for the
courses of Forestry Systems (61%) and Agroindustry (56%) and
from the South for the Agriculture Systems (54%). This situation
for the South was quite a surprise because this region was not
very well represented in the whole group. They usually come from
federal agrotechnic schools, teaching foundations, state and
federal universities, municipal and state schools, basic and
secondary schools, colleges and other teaching foundations.
Based on the findings of this study, we may say that distance
education can be considered as a new paradigm for knowledge
management in teacher training. For this reason, it deserves to be
addressed in other studies in order to provide a deeper
understanding about the effects of post-graduation training for
improving the quality of education in different countries, mainly
in huge countries like Brazil.
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Innovation in Teaching English
Tatyana Boldyreva
Abstract
Innovation, new ways, the best teaching includes a variety of
methods in order to meet the needs of the diverse learning styles
in our classrooms. And we must remember that it is very
important not only for students but also for the teaching staff as
well as internationalization of higher education is requiring many
professors and prospective professors to teach their academic
discipline in English. The main outcomes of our teaching are
what it is Essential what the Student or professor will know or be
able to do at the conclusion of the course or the program.
While all teachers tend to teach in the ways that they themselves
learn best, innovation, new ways, the best teaching includes a
variety of methods in order to meet the needs of the diverse
learning styles in our classrooms. And we must remember that it
is very important not only for students but also for the teaching
staff as well as internationalization of higher education is
requiring many professors and prospective professors to teach
their academic discipline in English. The main outcomes of our
teaching are what it is Essential what the Student or professor
will know or be able to do at the conclusion of the course or the
program.
There are a number of good theories on learning styles. In a
nutshell, most learning style systems emphasize that, while some
learners learn by passive, reflective listening, many others learn
best by actively “doing”. Your teaching should be a balance
between the delivery of information, or the demonstration of a
procedure, and opportunities for students to apply that
information in hands-on practice, exercises, case studies, role
plays etc. All students understand and retain information best if
they immediately apply it in some way, and the students need
repeated opportunities to practice in order to master the skill or
retain the information.
It is also crucial that your chosen teaching methodology provides
repeated, opportunities for the students to practice the task in
the same domain, and at the same level, as you plan to evaluate
them.
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Teaching methods can be categorized in the following ways:
• Teacher-centered (What are the Teacher-centered teaching
methods?) lecture, questioning, demonstration but concerning
lecture usually the teachers of foreign language avoid this.
• Interactive (What are the Interactive teaching methods?)
discussion, group work, peer reaching
• Individualized (What are the Individualized teaching methods?)
• Programmed instruction, modularized instruction, independent
projects, computerized instruction
• Experiential (What are the Experiential teaching methods?) role
playing, simulations/games, drill
But each of us should decide what methods to choose.
How do you decide? Consider the following:
• domain and level of learning
• number of students
• time available
• significance of information/skill
• placement in class/course/program
• availability of materials/resources
• personal preference: you and students
A well-balanced and effective course will use a variety of these
methods, as appropriate to the content or skill being learned.
Now just a few words concerning different methods:
Questioning
• monitors learning, involves students
• useful as supplementary method, but rarely used as only
method
• can cause students anxiety
• can be time consuming
What are the Interactive teaching methods?
Class discussion
• whole group participates
• teacher leads, coaches
• class size must be small
• may cause student anxiety
• can be time-consuming
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Discussion groups
• used for larger groups
• reduces anxiety
Group projects
• teacher as consultant/manager of process
• useful for higher levels of learning
• encourages generic interpersonal, negotiation, teamwork skills
• evaluation can be difficult
What are the Individualized teaching methods?
Programmed instruction
• information-questions-feedback-further information
• very structured
• immediate feedback
• self-timed
Modularized instruction/independent study
• independent use of resources (texts, audio-visual)
• practice and feedback at end of each module
• allows for individual speeds of learning
• requires students to be highly motivated and able to work
independently
Computerized instruction
• ranges
from
automated
programmed
instruction
to
sophisticated simulations, games, interactive programs
• immediate feedback, infinite repetitions, allows independent
work
• may cause anxiety in technophobes
• expensive, time consuming to produce
What are the Experiential teaching methods?
Simulations/games
• facilitates practice in all domains
• requires well-structured materials
• immediate feedback; highly interactive
Drill
Repetitions of tasks to build automatic response
But the most important thing is – learning outcomes. An
outcome based approach to curriculum may fall at several points
on a spectrum of educational philosophies, with the most extreme
approach being the mastery method, in which students repeat
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their studies until they have attained a predetermined level of
mastery of all aspects of the subject being studied. The mastery
approach is a great idea, but it requires a huge amount of
resources, both human and physical, and a great deal of time, to
implement.
The main outcome of our teaching is what will the student know
or be able to do at the conclusion of the course or program? This
moves our viewpoint away from the teacher’s usual concern about
what he/she will cover, or deliver during a lesson or course, and
has three effects:
First, it puts our focus on designing teaching/learning
experiences that will ensure that students acquire, and have
opportunities to practice or apply, the knowledge and skills we
have listed in the outcomes for the course.
Second, it reminds us to be sure to evaluate the student’s
performance in ways that enable us to credibly grade each
student’s level of mastery of the stated outcome behavior. The
language of the outcome guides us in selecting appropriate
teaching methodologies and evaluation instruments. Finally, it
allows both students taking the course and employers seeking to
hire graduates to know precisely what the student is expected to
know or be able to do in order to pass the course.
When you are called upon to develop new curriculum, or revise
existing courses, it is best to start by putting the course into the
context of the entire program. Are there prerequisite courses that
students must pass before your course? What are the courses for
which your course is the prerequisite what comes after this
course? What are the overall program outcomes?
Once you’ve put the course into context, and know what skills
and knowledge the students are coming in with, and expected to
go out with.
So, to begin to write your course learning outcomes, ask yourself
this question: what is it essential that the students know or do by
the end of this course?
The important thing is to examine what knowledge, skills, and
attitudes are necessary and significant for the students to acquire
during your course. What level of performance is expected? And
then you can implement your teaching methods.
It’s good to use a variety of evaluation methods in your course.
Students complain, quite legitimately, if their classroom
experience leads them to expect evaluation at a certain level, and
then the test or assignment requires a higher level of competence.
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They are also dismayed if the classroom teaching is in one
domain, and then the evaluation is in a domain which they have
not had the opportunity to practice. So you have to reward to
reward those students who have made extra effort or who are
capable of excelling.
Evaluation is about measuring the student’s achievement on the
outcomes, not about tricking students or somehow artificially
creating an ideal «bell curve».
We should remember that:
• knowledge refers to the «cognitive domain».
To know = pure theoretical knowledge.
Know how = the application of knowledge.
• skills are the actual abilities to put specific knowledge into
practice
Show how = demonstrate the ability to use specific knowledge or
adopt specific attitudes
Do = demonstrate in his/her everyday work that he/she has
integrated the objectives of the course.
Please bear in mind:
Once you have decided in broad terms what you want to teach, to
whom, and why you want to teach it, - you need to:
• Set your teaching objectives (Because these objectives are for
the learners, it is strongly recommended to discuss/develop
these with the learners.)
• Choose your teaching methodologies for meeting your teaching
objectives
• Decide how you will evaluate your teaching outcomes to see if
you have met your objectives.
• Be able to use your innovation methods of teaching in a proper
way for the students’ benefit.
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„Learning Field Concept“ (Lernfeldkonzept) as a New
Way of Structuring Vocational Education in the Field
of Agriculture in Germany
Manfred Bräuer
Abstract
In Germany it was decided that education at vocational schools
follows the
"Learning field concept" (Lernfeldkonzept). By using this new
principle of structuring the curricula of education and training at
vocational schools vocational competence of trainees can be
developed better. Typical for the
"Learning field concept" is that content of lessons is related to
typical professional actions and working situations. Because
"Learning fields" are related to typical working situations, the
learning process of trainees follows the logic of professional
action. Central point to realize "Learning field concept" is for
teachers to develop Learning situations. A methodical guidance to
develop Learning situations was worked out and examples for
such situations by Humboldt University of Berlin.
Key words
Learning field concept, vocational competence, typical working
situations, Learning situations, methodical guidance to develop
Learning situations, description of Learning situations,
consequences to use "Learning field concept"
Since a lot of years German teachers at vocational schools think
about the best ways to develop vocational competence of trainees.
Based of the “Action oriented” concept there were a lot of ideas to
develop necessary vocational competences. In the past time these
ideas were to realize inside of a curriculum, structured in many
independent subjects. Because this principle of structuring the
training did not produce expected results, there was changed
paradigm of structuring: from principle of subjects to principle of
“Learning field concept” (Lernfeldkonzept). By using this new
principle vocational competence can be developed better. Now it
was decided in Germany that education at vocational schools
follows the “Learning field concept”. All new developed
curriculums have to follow the new concept of structuring
vocational education.
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1. Main ideas and advantages of “Learning field concept
“(Lernfeldkonzept)
The “Learning field concept” offers best possibilities to realize
principle of action oriented vocational education. It is a concept of
structuring the curricula at vocational schools and gives
orientation for the didactical and organizing planning of lessons.
Typical for the “Learning field concept” is that content of lessons
is related to typical professional actions and working situations.
The professional work process is the starting point for the
construction of “Learning fields” (Lernfelder). Central theme of
“Learning field concept” is development of vocational competence
in unity of professional competence, social competence and
methodical competence. Because “Learning fields” are related to
typical working situations, the learning process of trainees follows
the logic of professional action, when skilled worker realizes a
professional assignment. We call it complete action, which is
following a sequence of events:
1.
2.
3.
4.
5.
6.

look for information
plan
decide
realize
control
assessment

Trainees get in lessons learning assignments, which require going
all steps of a complete action independently. On this way trainees
are able to realize the professional reality very complex and it
becomes easier to transfer competences, developed at vocational
school, into practice. The realization of these learning
assignments makes necessary learning actions, which develop the
formulated competences.
“Learning fields” are described in curriculum as thematic unities
with competence oriented formulation of objectives, contents and
time allowed. In the new German curricula for vocational
education you will find 12-15 “Learning fields” for each
profession. These are big unities with 40 to 80 hours. These big
unities are divided for the educational process at school each into
3-5 Learning situations. So you will find three connected terms
within of the “Learning field concept”:
• Professional action fields (Handlungsfelder)
• Learning fields (Lernfelder)
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• Learning situations (Lernsituationen)
BADER (2003, p. 213), shows the connection between these
terms as you can see in the following figure 1.
Professional action fields are connected assignment complexes
with typical professional situations and important situations of
the life. Trainees should be able to manage these situations.

Learning fields are didactical founded and for the
vocational school prepared professional action fields.
They summarize complex assignments. Their treatment
in the lessons takes places in action-oriented Learning
situations.
Learning situations are smaller thematic unities as a part of a
Learning field. They put the Learning fields in concrete terms and
contain realistic professional assignments. This takes place by a
team of teachers within a didactic reflection.
Figure 1: Connection between Professional action fields, Learning
fields and Learning situations
2. The role of Learning situations within the didactical
process
Central point to realize the “Learning field concept” is for teachers
to develop Learning situations. In curriculum for a profession
teachers find Learning fields. For each of these Learning fields
they have to develop 3-5 Learning situations as typical part of the
whole learning field. They have to think about the objectives,
which competences trainees need to be able to fulfill demands in
realization of a professional assignment. Then they have to decide
which learning actions are necessary to develop these
competences. After this in the didactical point of view realistic
learning assignments are to formulate as complete action. Also
teachers have to point out content as essential terms and main
areas.
Development of Learning situations is for the realization of the
“Learning field concept” the most difficult job for teachers and
they very often have problems to do it successful. This was the
reason, why at the Humboldt-University of Berlin, Division of
47

Proceedings from the ENTER conference, Cordoba 2008

Agricultural and Horticultural Didactics, a research project for
teacher training students was established in 2006 with the aim,
on the one hand to draw up a methodical guidance to develop
Learning situations and on the other hand to develop examples
for Learning situations and to test them at vocational school.
Students first described the way from Learning field to Learning
situation, because it is the key position. In this description the
didactical steps are explained (BRÄUER et al, 2007) as you can
see in figure 2.
Learning field
Which typical situations are parts of the underlying work process,
on which subject related contents and competences can be
covered?
situation 1

situation 2

situation 3

Which professional actions are characteristic for the respective
situation? (essential/keyactions)

Characteristic
actions in
Situation 1

Characteristic
actions in
Situation 2

Characteristic
actions in
Situation 3

Which competences are basic for proper realization of actions?
Necessary
competences for
actions in
situation 1

Necessary
competences for
actions in
situation 2

Necessary
competences for
actions in
situation 3

Which learning actions have to be carried out?
Learning actions
planned for
situation 1

Learning actions
planned for
situation 2

Figure 2: Steps to develop Learning situations
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Based on this described steps it is very important to know how to
represent a Learning situation from the point of didactic view. As
result of the mentioned project was shown a proposal how to
represent (BRÄUER, et al, p. 161) a Learning situation. You can
see it in figure 3:
Learning situation:
1. naming / name
2. formulation of aims /planned competences
3. sort into year of education
4. time allowed
5. description of situation
6. formulation of assignments to act (learning
assignments as complete action)
7. content as central terms and key main areas
8. way of examination the learning results

Figure 3: Systematic description of a Learning situation
Based on this prepared and represented information a learning
arrangement for the lessons can be developed under
consideration of necessary conditions.
In the mentioned research project students developed 10
Learning situations by using the Methodical guidance as a
didactical help and tested them in vocational lessons at
vocational schools: Oberstufenzentrum Agrarwirtschaft BerlinZehlendorf and Werder. An example of the described Learning
situation “Planning and realization of interior planting” is shown
in BRÄUER et al. (2003, p. 162).
3. Results and conclusions
Results of research project were discussed with teachers at
vocational school. It was said that Methodical guidance and also
developed and tested Learning situations were helpful examples
to realize the “Learning field concept”. Teachers said that
Methodical guidance helps them to develop Learning situations as
a strategy to plan and to realize lessons and to fulfill didactic
aspects in using the “Learning field concept”. The dominant
opinion of teachers concerning using the “Learning field concept”
was:
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• it brings better possibilities to develop professional competence
of trainees, because they realize complete professional action
(independent planning, realization, control and assessment) as
it has to be done in real working processes
• transfer of competences, developed at vocational school, into
practice, into demands of professional work process, of
professional assignments becomes more easy
• trainees motivation to develop competences becomes better
• there are new content based possibilities to realize cooperation
between vocational school and training farm.
The following consequences are necessary when “Learning field
concept” will be used:
• teachers at vocational school discussed didactical aspects and
consequences of “Learning field concept” and involved trainees
in this discussion
• process of planning and realization of Learning situations takes
place in teamwork
• learning and teaching process at vocational school takes place
en bloc as one week courses
• teachers are able and willing to realize cooperation between
vocational school and training farm.
“Learning field concept” at the moment is a relevant point of
didactical research and discussion of vocational schools in
Germany. More and more teachers accept the new concept of
structuring vocational education of the field of agriculture.
References:
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One of Concepts of Structuring Extension Education
New Concepts of Structuring Vocational Education in Europe

Tetyana Kalna-Dubinyuk
Abstract
Global trends including rapidly advancing technology, opening to
international
markets,
economic
reform,
sustainable
development, environmental impacts and new approaches to
marketing and trade have led to changing for agricultural
Extension Services. Extension Services have played a critical role
in agricultural development to bringing problems and
opportunities to the attention of researchers, and then
participation in effectively transferring research results and
recommendations to their clients.
The focus of extension education programs is now broader in
terms of content. Partnerships with organizations, educational
institutions, business, and government need to use modern
delivery methods.
Key words
Extension, changes, education, virtual approach
Agricultural Extension Systems in the world are continually
adapting to improve their importance and relevance to modern
principals for agricultural and rural development. During the
past 100 years, most countries in the world established some
type of Extension System. These Agricultural Extension Systems
have organizations that include a variety of public or private
institutions, associations, and non-governmental groups that
transfer, mobilize, and educate farmers and rural residents. More
than 200 countries now have Extension Systems worldwide.
The mission of Extension is continually changing to adjust to the
new conditions for agriculture and the rural economy. The global,
national, and local economies, the natural resources
environment, demographics, and community and family
structures, values ad available resources are all factors in these
changes. Extension Services also differ more locally than in the
past, depending upon the level of infrastructure and the
availability of competitive sources of knowledge, the economy,
priorities for development, and developments of within complex of
knowledge generation and delivery systems.
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The changing priorities for agriculture and rural development
have in turn changed the “center of gravity” for Extension, which
is coming to be more focused on people and institutions and
where partnerships and engagement are more important
characteristics of its operations.
The Extension Services as well tend to have a wider range of
programs, such as: agricultural and natural resources; business
and industry; rural communities; families and household
orientated services; 4-H youth development; continuing education
and communication services.
The Extension Service needs qualified specialists-advisers who
are professionals in consulting activity, seen as the role of the
universities. Extension specialists should have competencies in
agricultural disciplines, to have communication skill and
leadership to design programs, and can use process management
that is a tool for planning of entrepreneurship activities.
Presently extension education system plays an important role to
help to prepare effective specialists with new kinds of thinking
and new methods.
Distance and continuing education are becoming important
components for Extension programs supporting groups involved
in urban, rural, and community development. The objective of
distance and continuing education has been to offer expanded
access to individuals who wish to take college-level courses, and
to provide short courses to help farmers, small businesses, and
manufacturers permitting them to more rapidly adapt to new
technologies. Often offered in cooperation with public and private
sector partners and the university system, related Extension
programs (families, 4-H, and nutrition programs) provide
leadership for initiatives and address critical issues for children,
youth, families, and nutrition.
One of the concepts of structuring extension education is to
organize an International Master program for Extension. This
program would be to serve as education system for the assembly
and distribution of new knowledge and models for extension. The
main method for handling the education delivery will be through
the web with provision for access by both individuals and groups.
It expects to establish:
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• A main team of teachers, specialists who will teach and
consult;
• Educational programs, curricula, syllabi, and methods for
training and retraining experts, advisers, farmers, and other
individuals;
• Development
communication
services
and
continuing
education
• An information system and database (e-extension);
• Distance education, and
• Constant and efficient cooperation with programs, projects,
organizations, and universities from different countries.
We worked out such courses as: “The Bases of Agricultural
Extension”, “Consulting Management”, “The Organization of
Extension Service” for teaching
methods of SWOT-analysis,
gross-margin, partial budgets, analysis of financial reports and
investment analysis. And other special courses such as: “The
Organization of Education in Extension”, “The Ethics of
Business”, “Public Relations”, “Clerical Work in Extension”, “The
Planning of Extension Practices Programs in Rural Area”,
“Modern Methods of Research” and “Extension Evaluation”, “4-H
Program”, “Agricultural Green Tourism”, and others. This shows
the demand for Extension Services that are broader than
agriculture.
Extension has and will continue to play an important role in
societies. It can develop internationally in the electronic world of
the 21st Century, leveraging programs and knowledge and
building expanded international partnerships and cooperative
relations
.
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Put ALIE (Authentic
Education) into Practice
Martina Fichtenbauer

Learning

in

Land-Based

Abstract
The school Unterleiten is a very small school (62 students, 6
fulltime teachers, 3 part time teachers) in Lower Austria. It’s a
vocational school for rural home economic and lasts 3 years. The
third year is specialised in floristic and decoration. At the end of
the third year the students do an official exam for being a shop
window dresser. After a 10-month practical in a floristry company
they are entitled do the exam to become a commercial florist.
Our way to ALIE:
Step one:
In our teacher’s room, during breaks, over lunch, or whenever we
met, we often spoke about our problems in classroom. We had
the feeling there was something wrong in the teaching system of
teaching lesson by lesson with very little connection between the
several subjects.
We also observed that our students got more and more dependent
and were less innovative year after year. Some of them had little
confidence in their own knowledge and some of them showed
really poor knowledge. We did not know how to support these
students while supporting the smarter ones – so we started
thinking, what we could do, to find something for each student in
the classroom.
Step two:
We started some small projects (2-3 weeks) in the third form. In
these projects two or three teachers, related to their subjects,
worked together on one topic.
We opened up the timetable, gave students instructions and
explanations about the topic and the aim every one of them
should reach. We divided the students into working groups, and
they were allowed to work together on their own during our
lessons. The teacher was there to help or to answer up-coming
questions.
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For Example, some topics:
“Shop window dressing”
“Creating costumes and the set for ‘Alice in Wonderland’”
“Creating an information desk at a fair”
The outcome of the students’ work and their feedback encouraged
us to follow the started path of teaching and learning.
Not only feedback of the students but also our excitement and
impressions during these projects were promising. We also
encountered changes in relations amongst teachers, because
suddenly we worked really together. Moreover, the relation
between teachers and students changed.
Step three:
Discussions on how to best prepare our students for the demands
of their professional lives continued. Although we were quite
satisfied with the results of these projects, we were searching for
a solution for the whole school or school year. We wanted to
change more in order to help students getting ready for their
professions and on the other hand to stay motivated in our own
profession.
Depending on desire and interest we attended many courses of
further education in the fields of pedagogic and differentiated
teaching. We dealt with alternative learning methods as well as
possibilities for a new school organisation to change general
conditions.
Then I got the opportunity to participate in the Leonardo Network
ALIE in which I had the chance to study a number of European
schools and their learning approaches. In particular, I was
impressed by the way of teaching and learning in some Dutch
schools.
Step four:
After visiting the Netherlands in 2006 I informed my colleagues
about the respective school system and this was the turning point
for our school. We met on many weekends to discuss possibilities
of transferring the Dutch ideas into our own small school.
We had to tackle the following points:
• Description of the aims
• Opening up the rigid lesson plan
• Adaptation of the school organisation to given conditions
• Finding a name for our major project
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Step five:
Following this preparation (detailed description of intended
changes in structure, organisation, financing) we presented our
project “Coach” to the head of the school authority for approval.
Due to the open mind of our school inspector and his
farsightedness as well the agreement of our principal we were
able to start realisation and conversion in the school year
2007/2008.
Requirement regarding teachers:
It is essential to change the way of thinking in order to let
students work independently and self-responsibly.
• The student is the focus, not the subject matter the teacher
has to provide.
• The student deserves trust that s/he is willing to learn and
organise her- or himself.
• The student doesn’t learn what the teacher says but what s/he
constructs her- or himself.
• The teacher needs courage to concentrate on the essential
points.
• The teacher enables students to fulfill the tasks themselves.
Our findings after one year of “ALIE” in the school LFS
Unterleiten:
Strengths:
• Teachers have become a TEAM.
• The social climate in the teachers’ room has changed positively.
• Teachers enjoy ‘teaching’ again.
• The relation between students and teachers is based on
confidence.
• Students show more independence and enjoy learning.
• Students have developed a sense of responsibility and show
initiative.
• Students are proud of their work and achievement.
Weaknesses:
 Some external tasks (for community, adult service) have
become difficult to manage.
 Working hours are not so regular any more.
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Summary
The positive aspects after a year predominate and are by far the
best and. Moreover we are still convinced to be on the right track.
ALIE has changed our school and we will continue to help our
students to acquire what they need for their future lives.
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Innovation and New Technologies in the Agriculture
of the Future and the Rural Word
José Emilio Guerrero Ginel
A new paradigm for agriculture and the rural world
The complexity of the rural world has increased exponentially in
recent years, and it would be reasonable to think that we need to
learn to understand it better. In a situation that is so new and
different we will probably also have to look for new types of
solutions and responses. It is important to emphasize that we are
living in an information- and knowledge-based society. This forces
us to change the way we make our decisions, the way we learn
and act. This means that knowledge needs to be placed on a
pedestal; knowledge must be king. At other moments in the
history of humanity, natural resources were the most important
factors, influencing and conditioning a major part of human
settlements, wealth and opportunities. Right now, we are in the
middle of the process of building a knowledge-based society and
things are quite different.
The changes are also affecting geopolitical spaces. They have
changed, and presumably they will change quite a lot more in the
future; an enlarged UE, the MERCOSUR free trade agreement
between the USA, Canada and Mexico, the growing importance of
China and India, and so on. Nothing is static and everything
depends on constantly changing geometrical variables. In the
environment that affects us most, the EU's opinion has become
more powerful, and procedures are becoming more rigorous,
independently of the fact that from the inside we perceive a
multitude of shortcomings. Nonetheless, when we compare
ourselves with other geopolitical zones, our situation is
reasonably stable, and we live in an environment with
consolidated democratic practices and a social welfare system,
where the rules of the game are more or less well-defined. We
have pretty rational criteria in the collection and distribution of
our budgets and we have a great potential for providing peace,
prosperity, business opportunities, cultural wealth, etc.
Geopolitical spaces are changing at a dizzying pace and
polarization occurs on multiple levels. There aren't any actors
who can impose their criteria on all levels, and instead decisions
depend on are the result of major negotiations and efforts of
conciliation.
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Social changes are decisive in the present moment as well as for
the future. Birth rates, employment patterns, the role of work
itself, nutritional habits, travel habits, leisure time habits,
relationship habits; social changes are very important and that is
especially true for the rural environment. In fact, some of the
opportunities available in the rural environment are linked with a
different concept of life and work: love of nature, of peace and
quiet, values of authenticity, another rhythm of life, which in
some way and in some cases can be associated with life in the
country. We have to be very much aware of these changes and try
to anticipate things more.
The relationship between political theory and action has become
more and more complicated. In the case of the European Union,
the common agriculture policy has gained in its budget allowance
in a major way, an also in public opinion and in the opinion of
the administration itself. It has also gained in importance
politically, socially and with respect to the environment, etc. Right
now, synergies are emerging between the different policies, and
we can notice them on all levels: state, autonomous provinces,
and municipalities. There is a certain interaction between
policies, and it is difficult to deny certain permeability and to see
things strictly limited to each sector on its own. There are several
indications that show us that it would not be convenient to limit
efforts to isolated sectors exclusively, or not to consider
subsidiarity and complementary efforts in the different political
actions. Another aspect that needs to be stressed is the role of the
public administration in the world of agriculture. In the recent
past it was decisive and very interventionist. It took up a lot of
space, but relationships between the public and the private sector
have changed, not only in their quantitative influence but also in
the understanding of how and when public institutions,
organised civil society, private individuals and businesses want to
participate. A change is necessary when policies are designed,
lived and when actions are taken. Relationships between the
public and private sector must change and they must look for a
way to complement each other. Flexibility and adaption to
change, as well as response capability are the signs of the times.
We share more and more things with the rest of the world, and
globalisation is an ongoing process. It’s true, singularities exist,
but if the rural world wants to have a chance, we have to work
with a global vision and include the singularities of those who are
closest to us. An aspect that emerges with more and more
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vehemence is the need for territorial rapprochement, to see a
territory as a totality of experiences, activities, policies, etc.
Until recently and to some extent still today, policies have
depended mainly on the actors and the territories. In an attempt
to make improvements to the level of efficiency, the focus is
changing towards more interaction. When we concentrate more
on interaction, and on the systemic approximation and balance
this will happen more easily. We can add that it is also important
to stress the strong concentration of the demand side of things.
Markets and consumers are better informed and more demanding
in the true sense of the word. Farmers, too, are much better
trained than before. Stronger relationships between cities and the
country will have to develop, in which the so-called transfer
functions will play a relevant role. Different locations will have to
specialise in specific services for the economy, the environment,
culture, etc. However, we need to place them in a context of
exchange. If one place specialises in economic and another one in
environmental services, thresholds need to exist, and the rules of
transference need to be clearly defined.
Another aspect of transcendence is sustainability. We need an
intergenerational vision when it comes to social, environmental,
economic, cultural and government issues. The most important
factor for a permanent innovation is maybe education and
training. Learning processes are currently organised in a
ubiquitous, permanent and supranational structure.
Innovation Processes
The culture of innovation is inherent in a knowledge-based
society, and goes hand in hand with an increased creativity,
education and training, mobility, and proactive abilities. It is also
linked with a tendency to reward risk. This is an important
cultural change. When there are many mechanisms in a society
which work in favour of this principle, an example of which is not
to punish failure, this represents an important cultural
achievement for a society that usually does the opposite. We have
a strong tendency to punish failure and this works against
innovation.
To sum up the idea, innovation requires a state of mind that
allows creativity to flow, and which promotes an enterprising
spirit, a willingness to run risks, to accept social, geographical
mobility, etc. When we talk about innovators, we ought not to do
it only with respect to individuals, but also when referring to
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institutions, networks, etc. Innovation requires an ability to
anticipate what will be needed, rigour within an organisation, the
ability to comply with deadlines and the costs associated with
them. While the idea of innovation seems almost crazy for most
regular folk, people who work in innovation processes usually
associate it with concepts of control, rigour, the building of a
future, etc.
The foundations that allow innovation to occur are the use of
adequate technology, with a focus on the use of this technology
according to the requirements of the society, and, most
importantly, that society as a whole accepts these technologies.
The necessary resources need to be quantified and the costs must
be acceptable. It also needs to create social, economic and
cultural wealth. If it doesn’t, we are left with islands of
innovation, which make it difficult for the whole of society to
make headway together.
Areas in need of major innovation
Among these areas it is important to mention the transition from
sectorial policies to transverse policies. Most government
departments, on a municipal, provincial and state level, but also
groups of countries such as the EU, among others, traditionally
work with sectorial policies. Their transition to transversal
policies will be neither immediate nor easy. We need major
innovation procedures.
However, it is necessary to maintain the logic of the sectorial
strategies, which have their own specific purposes, instruments,
etc. It would be too much of a simplification to combine
everything in a singular department which is responsible for
everything. The mechanisms for articulation, coordination,
subsidiarity, joint action, loyalty, complicity and political
integration in the different territorial contexts require innovation.
An important factor is the instinctiveness with which we live
through institutional crises in of competency issues. We create
artificial situations which make life difficult for innovation. We
require mechanisms and good practices in order to avoid
institutional crises. We love to fight and win, but the winner-loser
principle works against innovation.
The territories which are progressing are those who are using
socially and territorially competition-based models. They display a
number of smaller and larger connections which help improve
efficiency. Many aspects need innovation, but we need to
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highlight the evolution of the transfer functions, integrated
country-city services. It is important to establish policies in the
form of institutional and social mobilisation processes, and not as
rigid frameworks, even if they are well planned. It is equally
important to identify elements with a great potential impact and
concentrate on those. If small changes can create mechanisms
that in turn create positive or negative feedback, I will
concentrate on those critical elements which are able to produce
significant changes.
When designing public policies for the private sector, the public
authorities need to encourage positive results and at the same
time make sure that the public interest is served in the biggest
possible way. A smooth coordination of the public administration
is one the key elements for innovation. It is also important to
mention that cooperation among companies is scarce or hardly
inexistent. There is clear evidence that without mechanisms that
enable businesses to cooperate, the territories cannot make
progress and contribute to innovation. The incorporation of new
technologies, the development of the tech markets is essential.
They need to be created, technology must be bought and sold,
which is a difficult but important task. We have to put our efforts
into creating technology markets or otherwise we will find it
difficult to obtain adequate technology.
A crucial innovation process is to be able to respond to the new
challenges with respect to the environment, especially when it
comes to climate change, providing adequate quantities of quality
nutrition and ensuring animal well-being.
Internationalisation in all its dimensions is of great importance,
linguistically, culturally, with respect to territories, mobility,
alliances, businesses, and between the various public authorities.
The establishment of an international factor is essential and
requires innovation processes. The territorial rapprochement, the
enterprising spirit, social responsibility is also areas that are in
need of innovation. I would like to end this section by mentioning
the development of new products and processes, diversification
mechanisms and open-mindedness when it comes to new
technology.
Ideas on innovation
In this section we will refer to ideas which can help establish
innovation processes.
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We have to make an effort to add value to ideas. The linear
concept of innovation which assumes that research and
knowledge are linked with innovation is wrong. It has been shown
that this alone is not enough. Businesses and civil society need to
be the main engine of the innovation process. Even if there are
ways to intervene and more interventions can be made, it is not
at all convenient to oversize the public sector, which has its role
to play but ought not to take on gigantic proportions.
However, it is also necessary to have faith in the public sector
and its role as an arbitrary, in the guarantees it can give and
especially in our culture, but we cannot give it too much
importance either, especially when it comes to innovation. People
have to feel comfortable when they participate, when they
succeed but also when they fail. I believe that the public sector
has too much weight, especially in the field of innovation.
Innovation has to help improve competition and become a
practical application in the business context. The transfer and
acquisition of know-how is sometimes becoming very obscure. In
order to create, first one has to understand the methods involved.
The risk of making a mistake is big.
Companies are finding it difficult to incorporate technologies
which do not form part of their traditional area of specialisation.
There are lots of new technologies available in other areas which
could be incorporated with sometimes only small and other time
bigger adaptations, but companies are having a hard time to look
in other areas because of a lack of confidence, obscure processes,
and so on.
An important challenge for the rural world is improving its ability
to attract researchers and technicians in areas that are
interesting for it, to make them feel at home, give them a space to
work in, do their research and come up ideas, so that know-how
can develop and flourish at its maximum capacity.
A profound overhaul of the current innovation agents needs to
take place, especially at the university level. We have created too
many intermediaries in innovation which act with no real
purpose. This is currently fashionable but in fact not very
reasonable. We will have to submerge ourselves in this world of
agents and take a good critical look. Intermediaries are extremely
helpful when they are facilitators who fulfill their functions
satisfactorily and work creatively, but they can also become an
obstacle when they are too inflexible and their only worry is self63
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reservation, a situation for which numerous examples can be
found.
Another important aspect in the context of innovation is the
creation of a simplified administration. Administrators need easy,
efficient, responsible, integrated access to services and actions.
Not only the implementation of the so-called e-administration is
needed, but in fact a lot more. It is a question of work culture,
which requires a focus on providing a genuine service, on
facilitating, on offering guidance, and on promoting the creation
of social capital, and a new idea of civic governmental
institutions. The areas and territories which show the greatest
progress are those which have been able to create social capital,
networks in other words, who have established communication
channels and given the citizens an active role, allowing
collaboration between the state and the private sector.
It is important to define competencies and make commitments.
What can be done, how far can a commitment go? The answer is,
more than what is strictly necessary. I repeat, more than what is
strictly necessary. We have made some headway with the service
definitions in the public and private sector, but need to need to
take further steps in this direction.
Those institutions which have a greater capacity to intervene are
not the strongest ones, but those are which have a greater
capacity to interact and establish relationships. Innovation
requires know-how and creativity.
Technological development must not be a reason in itself. When
we open ways into a new technology and it seems that the
technology itself is in fact innovation, we must see that it really
isn’t.
Indecision is counterproductive for innovation, and here the
public administration has to accept its great responsibility. We
cannot create environments where hesitation and indecision rule.
This doesn’t mean risk can be eliminated, that probabilities shall
no be weighed, but only that indetermination is not needed. We
need to create stable environments, using stable in the sense of
balanced, not rigid.
An atmosphere where the different parts complement each other,
where subsidiarity exists, and where there is willingness for
collective commitment, active participation and I might add,
complicity and loyalty, is what is needed. Innovation usually goes
hand in hand with accumulation trajectories, which is not a great
idea because it means slow and difficult trajectories.
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It is important to move in spontaneous or planned environments
where know-how can flow. This mechanism is very important,
just like the synergies between territories and actors. We must try
to be present with a plan in mind where know-how is generated.
The virtuous circle where know-how and inspiration flow is a
particularly useful mechanism and we are not using it in a big
and systematic way in the rural context. Innovation occurs
simultaneously, is all-inclusive: Everything needs to be innovated
and innovation itself is an accumulation of things.
It is important to learn from innovation processes in other
sectors, to use methods which help generate ideas, a good
example of which is lateral thinking. We must not forget that we
must look for tangible results. Without them innovation cannot
exist. The innovation processes must also be visible so that
everybody can participate.
Proposals must not be idealised, self-criticism must have its place
and things cannot just depend on a few individuals. One ought
not to underestimate the complexity of the process. A society
cannot just become innovative from one day to the next. There
are obstacles it needs to overcome, and changes and
modifications come at a high political price. They also cost dearly
economically, socially, culturally, and so on. Not all innovation
means to break with the past. Neither does all innovation need to
be technological. Innovation can take place in a very subtle way.
A change of focus can sometimes be enough, without the need to
change a great deal of things.
Innovation based on products and services we know allows us to
reduce the risk and increase the speed with which me might be
able to assimilate the changes. To do what we know and to learn
to do the things we need is the key. We need to look out
constantly for small improvements and focus on people and
know-how.
We need to look in an intelligent way and use methods with
foresight, we need to build a different future but we need to
anticipate things, making use of positive formalities while
tempering the negative ones. This is particularly true for the
future of the rural world, which is associated with lots of positive
and negative formalities and bureaucracy. We should identify and
quantify them, evaluate them with transfer functions, or
otherwise society will not be able to believe in them or accept
them.
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It is necessary to help innovation with a number of factors, to
look for excellency, coordination, shared leadership, commitment,
transferability, and so on.
New technologies and their role in the innovation processes
Innovation does not simply mean technological innovation,
though a big part of innovation culture is based on technologies,
with the help of which we have the possibility to make headway in
innovation processes.
In the agroalimentary sector there are a number of technologies
which condition the present situation, and this will be even more
so in the future. In the following lines an overview of some of the
most important technologies will be given. I would like to mention
first of all the technology of supercritical fluids, which is allowing
the development of a new generation of agroalimentary industries,
which could be called “laboratory industries”. Supercritical fluids
are a new state of materials, which allow the extraction and
modification of substances which exists only in minute quantities
and which are of a certain interest,. In my opinion, this
technology will play an important role and we should lay the
groundworks for it and revise about industrial innovation
patterns. Reactors, laboratory industries, high pressure and
temperature and procedures which allow us to control them are
other examples of important new technologies.
Nanotechnologies also need to be mentioned. They allow us to
modify materials on another level, and enable us to control
important physical and biological aspects with nano machines,
nano products and nano processes.
Advances in Biotechnology, Genome Sciences, in biosensors,
bioindicators, ionic interchangers, intelligent packaging, products
which have undergone minimal processing, functional foods, and
process reengineering are forcing us to rethink the major part of
our industrial processes. Many of these things are already a
reality, but they haven’t yet been implemented in the
agroindustrial sector in major way.
Highly sophisticated social technologies like multi-level
governance, crisis management – not only on an institutional
level, but also with respect to health problems or technological
challenges exist in order to deal with crisis. When it comes to the
local dimension of well-being, all the efforts which countries from
the north of Europe have made have helped create an important
theory of local well-being based on intelligent anticipatory
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vigilance, complex systems management and the assessment of
formalities.
It is also important to highlight the great importance of the new
paradigm of the new precision agriculture. It is crucial to mention
the intelligent use of energy, the interaction of biotic and abiotic
elements.
As for weather forecasting, we still need to go a long way, from the
macro level to the meso level and all the way to the micro level.
Decontamination methods and environmental management,
water treatment methods, logistics and control elements,
ergonomy, the interaction of man and machine in general
requires a major effort. The same can be said for the integration
of sensors with different temporal, spacial and spectral
resolutions.
The ability to interoperate is a necessary tendency, and we should
not generate information which cannot be used interoperatively. A
good starting point would be the public administration, with
systems which help in the decision-making process for example,
with management issues and in the distribution of know-how.
Augmented reality and virtual reality also need to be mentioned.
There are Automatic and artificial intelligence, robotics, universal
hyperband, which will be a reality in the very near future as
evidence seems to indicate. This summary is in no way
exhaustive. Only some of the most relevant technologies for the
rural world have been mentioned, which are essential for the and
necessary in order to carry the necessary innovation processes.
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Using the Method of Mind Mapping in the Institute of
Education and Communication of the Czech
University of Life Sciences in Prague
Marie Hanušová
Abstract
Mind mapping is the method of nonlinear visualization
information It is a record of a pieces of information, which:
• substitutes a linear mind
• activates the function of brain as a complex unit – involvement
of both brains’ hemispheres
• spreads into all directions
• intercepts ideas from different angles
• briskly improves the process of memorizing
• is the easiest tool for transferring information to the brain and
back from the brain
The aim of using MM: to banish the memorizing without thinking
in the subjects of psychology.
Key words
Mind, map, brain, memorizing
The need to find a method of a logical and systematic
arrangement of information arises from the long-term experience
of the educational staff of the Institute of Education and
Communication (“IEC”). A certain group of students, practice
training teachers in particular, prepare for consultations by
learning the whole passages of the respective textbooks or
electronic support by heart. The knowledge acquired in this way
is not very long-lasting and in practice it is almost inapplicable.
There is no context with other topics, no systematic knowledge of
basic concepts and in the subject matter learned in this way, the
students are not able to trace for instance the hierarchy of the
concepts used.
The method that may help solve this problem is mind mapping.
Mind maps represent a specific way of taking notes allowing to
capture clearly the structure of the problem to be solved both in
terms of individual elements of the structure and their mutual
links.
The author of the method of mind mapping is a Canadian
psychologist Tony Buzan. In his statement: “A mind map is the
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most powerful organizational tool of our brain”, he expresses the
findings of his long-term study of the function of the brain. In his
view, mind maps respect the natural qualities of our mind.
• Information is in our mind formulated simply and only through
links with other details it may snowball;
• Ideas, visions and feelings are for us much more motivating
than simple words;
• Thinking is not a linear process, but it forms a complex
structure where a significant role is played by links between
individual elementary details and their context.
In addition, mind maps can help eliminate certain marked
drawbacks of a linear record which we usually use and which is
characterized by:
• Impossibility to add to notes in the text written from top to
bottom;
• Pages full of text that contain a lot of redundant information;
• Lack of clarity of the record. Although it is possible to use
numbers to make the structure more transparent, the
orientation in the full text is still difficult;
• Impossibility to trace the links between recorded details. The
structure consists not only of individual elements, but
particularly of their mutual links and a linear record simply
does not allow adding links without loss of clarity; it is
monotonous, uninspiring. Have you noticed that all documents
or papers look almost the same? Expert opinion on a business
plan is the same as the plan of a holiday trip abroad …
These disadvantages are amplified when it is necessary to draw
up a more complex project comprising many elements that are
interlinked and interdependent, where the structure should be
clear and comprehensible at first sight. This is a typical case
when we can use mind maps. In this we must follow several very
simple principles:
• The problem (motto, heading) is in the centre of the page
allowing developing the structure in all directions.
• The record runs around from the right upper corner
downwards. This convention introduces a common beginning
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•
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of the record – similarly as in case of a linear record, we start
from the left upper corner.
Individual ideas are arranged around the centre and further
ramify to create branches that develop, enrich and specify the
idea of the main branch or are linked to it.
Write only what is most important, a plain fact.
Write legibly in block letters using different colours.
The links between the elements that are interrelated are shown
by lines, symbols …
Use icons, drawings, symbols, because when returning to the
map any such drawing or symbol will take you quickly back to
the mood in which you were when creating the map and thus
you will recall more things.

What are the advantages of using maps? As we think not only of
what to write but also where to write it, we remember the
information for a longer time. In addition, we work with icons,
drawings and colours which fix the concepts and make them
more long-lasting. The process of thinking and remembering
involves both brain hemispheres. We can see the whole outline of
the problem at the first sight (this is the problem and these are its
individual components). Pictures inspire, we better recall details,
and imagination works better. If we get a new idea, it is not a
problem to add a note in the map. The map allows capturing a lot
of information and the respective relations in a clearly arranged
way.
The method may be used by anybody who needs to make a quick
decision, to resolve problems in a creative way or who wishes to
capture different types of information in a clearly arranged way –
by a businessmen in solving routine problems of their company,
by creative workers in solving their tasks, by students in taking
notes during lessons, by directors preparing for a meeting with
their colleagues … People who start to use this method gradually
develop their own handwriting, their own symbols and marks that
will make the work even quicker.
Mind maps are used also to identify and evaluate new ideas. They
help to strictly map and define the problem, its arrangement,
classification and evaluation and facilitate the work on new ideas.
Thanks to their efficiency, mind maps already have their
electronic version and the respective software for their
development is available. Although in this way they lost some of
its originality, the computer version offers additional benefits: the
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possibility to interlink all data in the computer by means of maps,
quick modification of the map, map sharing with others …
The introduction and application of mind maps in the work with
IEC students met with a positive response. The students have
gradually became aware of the above mentioned advantages of
this method and started creatively to identify suggestions how
and where to use mind maps in teachers´ work. Valuable were
suggestions to design mind maps together with students.
References
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Teaching Team Stufe_b (second and third year
students)
at
the
Peter-Lenné-Schule,
Further
Education Centre for Agriculture in Berlin, Germany
Applying a concept of fields of study in the vocational
education of gardeners, in the study area of horticulture and
landscape gardening

Detlef Haß
Abstract
In this session the realization of the Lernfeldkonzept (concept of
learning areas) at the Peter-Lenné-Schule in Berlin, Germany, will
be presented. Within the vocational training of landscape
gardeners Lernsituationen (learning situations) will be developed,
tested and evaluated. The aim of the tasks is a systematic
development of process-oriented competence. The students’
individual progress and achievements are part of the continuous
monitoring and assessment procedure.
1. Organisation of vocational education and training as
landscape gardener at the Peter-Lenné-Schule
The
Further
Education
Centre
for
Agriculture
(Oberstufenzentrum Agrarwirtschaft) embraces a diversity of
qualification possibilities under one roof: Berufsschule
(horticulture,
forestry,
floristics,
animal
husbandry);
Berufsfachschule (three-year modular qualification programme as
skilled gardener and florist); Fachoberschule and Fachschule
(state college of horticulture technology). The Further Education
Centre employs 80 teachers, 15 trainee teachers and 12 technical
and administrative staff. At the moment 2.374 apprentices,
trainees and further education students are enrolled at the
centre.
Apprentices in the professions of florist, gardener and animal
keeper automatically attend the Berufsschule at the Further
Education Centre. Here education and training are based on a
dual system carried out in tandem within the companies and the
college. Classes for qualification as a gardener are divided into
different study areas: tree nursery, cemetery nursery, horticulture
and landscape gardening, and ornamental horticulture. The
course lasts for three years.
Classes for gardeners in the study area of horticulture and
landscape gardening are organised in a block scheme, with
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sessions at the Berufsschule covering a full week and held at
specific intervals. During the first year of training (foundation
phase) students should have 12 hours of classes per week at the
Berufsschule. However, since the block teaching scheme takes
place at three-week intervals, they now have 36 hours of classes
during each of the weekly college sessions. During the second and
third year of training (specialist phase) classes should cover eight
hours per week. In the past these classes were organised on a
day-release basis. The students attended classes at the PeterLenné-Schule one day a week for eight hours.
Since August 2005 classes in the second and third-year specialist
phase have also been organised in a block scheme. As a result
students have a full week at college with 40 hours of classes.
These weekly sessions are held at five-week intervals. This means
that trainees in their second and third years attend the
Berufsschule for seven sessions during each of these years. They
have classes for eight hours a day from Monday to Friday. These
eight hours of classes are held as double periods each lasting 90
minutes.
2. The fields of study concept – an educational option
As a rule the Berufsschule classes at the Peter-Lenné-Schule are
taught by four to five teachers in three subjects: social studies,
business studies and specialist studies (landscape gardening
projects).The reorganisation of classes’ influences their content
design.
The field of study concept presents an option here. It means that
the outline curriculum for the three subjects, which are arranged
in learning segments and learning contents, are split up and
reorganised to form interdisciplinary themes within yearly
teaching plans. The fields of study concept provide a change in
perspective, a move away from the “systematic focus on subjects”
in the direction of a broader-based interdisciplinary approach.
This change results in teaching weeks with an emphasis on
particular themes.
The commercial sector’s call for the integration of professional
and social competencies in vocational education and training has
been recognised. Now, in addition to professional expertise, more
emphasis is being given to developing social and personal
competencies as well. The teaching teams are faced with the task
of designing learning constellations which enable the students to
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develop independent and cooperative learning techniques
(Lindemann 2006).
Consequently, in classes based on the fields of study concept, the
students are placed in learning situations which give them the
opportunity to use their new knowledge creatively and to link it
up with their existing knowledge structures. This creative
principle enables them to enhance their social, personal,
methodological, communication and learning skills. The students’
increase in competencies is the precondition for mastering
situations of complex professional activity in both the practical
professional sphere as well as in simulated situations at the
Berufsschule. The idea here is to design learning situations based
on concrete types of tasks from the real work context. In turn,
this opens up possibilities of applying the acquired knowledge
and competencies in the professional sphere.
According to Sloane learning situations are developed by a group
of teachers through discourse. This takes place on the basis of
the arguments forwarded by the teachers during the discussion.
Learning situations and the bundle of related measures are
defined through dialogue, and are thus valid, sensible etc. on the
basis of the discourse. The group has to arrange what they will
do, when, how and why (Sloane 2003).
3. In-college curriculum
The framework of the in-college curriculum at the Peter-LennéSchule aims to advance not only the competencies contained in
the current outline curriculum specifying learning content (=
professional expertise) It also aims to give special priority to the
additional competencies set out by the Standing Conference of
the Ministers of Education and cultural affairs of the Länder
(KMK) which enhance active professional competencies by the
time students finish their course at the Berufsschule. Decisions
on the chronological order within the school years can be made
by the team of teachers. The methods and forms of work chosen
to achieve these competencies are also a matter of free choice on
the part of the teachers.
Professional expertise: signifies the willingness and ability to
independently solve and finally evaluate the results of tasks and
questions in a goal-oriented, appropriate and methodological way,
based on specialist knowledge and skills.
Personal competencies: signify the willingness and ability as an
individual person to find out about think through and assess the
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development opportunities, challenges and restrictions in family,
profession and public life, to develop and continue developing
individual gifts and career plans. Personal competencies embrace
characteristics such as independence, the ability to criticise and
deal with criticism, self-assurance, reliability, awareness of
responsibilities and duties. They also include especially the
development of well considered values and an independent
adherence to values.
Social competencies: signify the willingness and ability to
actively participate in and cultivate social relationships, to
recognise and understand positive approaches and tensions, and
to discuss and reach agreements with others in a rational and
responsible way. This includes especially the development of
social responsibility and solidarity.

Table 1: Competencies after Bader / KMK (modified)
Methodological competencies: signify the willingness and
ability to proceed in a goal-oriented way and according to plan
when working on tasks and questions (for instance, in planning
the stages of work).
Communication skills: signify the willingness and ability to
understand and shape communicative situations. This includes
recognising, understanding and depicting one’s own intentions
and needs, as well as those of the communication partner.
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Learning competencies: signify the willingness and ability to
apprehend, evaluate and logically structure information about
facts, circumstances and complexes both independently and
together with others. Learning competencies also include
especially the willingness and ability to develop learning
techniques and strategies within the profession and beyond the
professional field, and to make use of these for lifelong learning.
Since methodological, communication and learning competencies
are an integral part of professional expertise, personal and social
competencies, Bader terms them as instrumental competencies.
4. Learning situation: the example of drystone wall
construction
The stufe_b teaching team is increasingly designing practicerelated classes for learning situations. The concept focuses on the
process of a complete practical activity and embraces the learning
steps: gathering information, planning, decision-making,
realization, monitoring and evaluation. This implies a complex
learning situation, the inclusion of interdisciplinary learning
contents, a high level of student activity and the development of
learning products during the work process.
According to the KMK learning situations are “exemplary
curricular components, in which subject-related theoretical
contents are introduced into an application context.” The application aspect of learning situations is the task of the teaching team
at each respective Berufsschule. From the teaching perspective
the starting point consists of the students’ existing professional
expertise (soft skills) and the related practical solutions to the
task in the real work context.
In their endeavour to optimise practice-oriented learning
situations and their evaluation, the stufe_b teaching team of the
Peter-Lenné-Schule chose three learning situations for the “2008
study days”, one of which will now be briefly sketched.
“Planning and realization of special structures” (walls and steps)
is offered as a field of study to trainee gardeners during the sixth
one-week session in their second year at college within the study
area of horticulture and landscape gardening. The learning
situation example entitled “Drystone Wall Construction” covers
270 minutes (including time for the presentation of the products
and the students’ self-evaluation). Table 2 lists the competencies
to be acquired:
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Professional competencies
Professional expertise Personal competencies

Social
competencies
- working in
partnership
- actively
listening to
fellow
students
during
presentations
- being tolerant

- working
- differentiation
between types of wall
independently
structures in natural - working on one’s own
responsibility
stone
- knowing the rules of - acting with selfassurance during the
laying and bonding
presentation
- selecting shrubs and
plants for planting
- receiving and
according to
providing feedback
- carrying out a selfsuitability
assessment
- drawing up a cost
survey for building
materials and plants
- making a scale
drawing of the layout
plan (cross-section)
Instrumental competencies
Methodological
Communication skills
Learning
competencies
competencies
- using different media - talking with others
- being willing
to gather information
to learn
about professional
drystone walls
- willingness to
- analysing and
inform oneself
evaluating
- listening and
information
responding to fellow
- indepently
- processing
students (empathy
gathering
information
skills)
information
- evaluating
- giving a short talk
- working with
information
(appropriate forms of
concentration
- passing on
expression, using full
sentences)
information
- behaving with respect
towards others
(manners)
Table 2: Competencies in the context of the learning situation
“drystone wall construction”
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Learning situation:
The Pötter family wants to build a drystone wall to support the
slope between their garden and the neighbouring plot. When
taking measurements you read the following values on the
levelling rod: top edge of slope 0.81 m, lower edge of slope 1.69 m.
The thickness of the wall at the base should be 1/3 of the wall
height, but at least 40 cm deep. The masonry style and the type
of stone are specified.
Job orders:
• Calculate the height of the wall.
• Draw a frontal view and a cross-section of your wall to the
scale 1:10 on a piece of DIN-A4 paper (horizontal format) with
DIN measurements. The frontal view and the cross-section are
to be located exactly adjacent to each other.
• Calculate the amount of material and material costs for your
drystone wall and its foundations (net).
• Select five suitable types of shrub for planting your drystone
wall (crown of the wall and the gaps between stones).
• Write down the steps needed for constructing and planting
your drystone wall on separate DIN-A5 cards (one step per
card). Pay special attention to the specific rules for laying and
bonding, to the selection of tools and to measures observing
the health and safety regulations.
5. Evaluation of competencies
One of the characteristic features of practice-oriented learning
situations is the independent self-reliance of the trainees during
their learning experience: the learning process is largely
determined by the trainees themselves. Since the students are the
only ones with direct information about their individual learning
process, the teachers ask them for a self-assessment of the
process and the products. This is aided by a questionnaire based
on the work process and the work product. This self-assessment
questionnaire is used after the learning situation has been
completed.
In order to note and document the numerous impressions and
observations made during the learning activities, the respective
teachers draw up an observation record. Naturally, an observation record cannot cover all of the issues involved, but it can
make a valuable contribution towards a more objective scrutiny of
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learning achievements – especially when it correlates with the
self-assessment of the trainees.
In addition to the trainee’s subjective self-assessment and the
external assessment of the teacher, which together should help to
reduce assessment errors, the stufe_b teaching team also uses
“objective” methods of checking product and learning
achievements. In this case individual checklists were developed,
based on the PISA model for monitoring reading and writing
skills.
6. Effects on classes
When making the change to broader based interdisciplinary
teaching methods, the stufe_b teaching team at the Peter-LennéSchule itself decided to abandon the restricted assignment of
specific subjects to individual teachers. From that point the
teaching team has worked on the “relay principle”. This means
that the following teacher links up with the class at precisely the
point where the previous colleague left off. Consequently, the
whole of the teaching team bears mutual responsibility for the
planning, realization and monitoring of teaching as well as for the
evaluation of the students in the individual classes.
In the case of evaluating the exemplary learning situations, and
seen from the perspective of the trainees, this means that the
students work continuously on their learning tasks, whilst the
teachers hand each other the baton at agreed points similar to
the handover in a relay race. As a result, the students are not
interrupted during their overall learning process, and individual
teachers are not held responsible by students for a particular
learning process. This should now help more trainees to
successfully apply their systematically acquired specialist knowledge and solve questions in their practical professional sphere.
References
• Bader, Reinhard: Kompetenzbereiche, in: Landesinstitut für
Erziehung
und
Unterricht
(Hrsg.):
Bewertung
von
Kompetenzen, Stuttgart 2002.
• Bräuer, Manfred u. a.: Umsetzung des Lernfeldkonzepts im
agraren Fachunterricht, in: B&B Agrar, 60. Jg. (2007), Heft 5,
S. 160-162.
79

Proceedings from the ENTER conference, Cordoba 2008

• KMK:
Handreichungen
für
die
Erarbeitung
von
Rahmenlehrplänen der Kultusministerkonferenz für den
berufsbezogenen Unterricht in der Berufsschule und ihre
Abstimmung mit Ausbildungsordnungen des Bundes für
anerkannte Ausbildungsberufe. Bonn, Sept. 2007.
• Lindemann,
Hans-Jürgen
und
Ulrich
Haas
(Hrsg.):
Selbstgesteuertes
Lernen
in
der
Lernfeldund
Themenfeldarbeit. Ludwigsfelde, Dez. 2006.
• SEBULA
Modellversuch:
Lernerfolgsüberprüfung
im
Lernfeldkonzept, Werkstattbericht Heft 3, Sept. 2002.
• Sloane, Peter F. E., Schulnahe Curriculumentwicklung im
Lernfeldkonzept, Paderborn 2003.

80

ICT Teacher Competencies and Related Issues

ICT Teacher Competencies and Related Issues
Jiří Husa
Abstract
The use of the notion of “competence” in the context of teacher's
learning technology competencies raises some problems. For
some people, the notion of competence deflects from a holistic
view to one diminished to a list of skills and for others it
represents a strategy for defining professional standards. If
teachers are to be participants in modern society and reflect its
operation, they need to be immersed in using information
technology as much as possible and need to understand the
processes and their consequences. Teachers need programs of
their professional development, which provide them with
experience and understanding of the use of information
technology. There are discussed the possibly ways of information
and communication technology teacher training in this paper.
Key words
Teacher, competence, ICT, training
Introduction
The use of the notion of “competence” in the context of teacher's
learning technology competencies raises some problems. For
some people, the notion of competence deflects from a holistic
view to one diminished to a list of skills and for others it
represents a strategy for defining professional standards.
Some state systems have adopted the term "capabilities" to help
educational communities understand the competency movement
as a professional development strategy and not a testing
mechanism. Teachers' learning technology competencies is
usually used to embrace professional competence that teachers
exhibit when engaged in learning technology processes, for their
professional work, in their workplace and in classrooms. The term
"Competencies" is used in most national and state government
documents and international documents. From the general point
of view the technology competence includes an understanding of
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the global and local contexts that surround schools and
education. [1]
Teachers' professional development
Teachers' professional lives need changing if they are to provide
children with authentic learning experiences. There is a risk that
technological ignorance may prevent them from being able to
critically observe and reflect upon the technological pervasiveness
that surrounds their lives outside of schools. Criticism from
outside the education systems begins to ask why people with
such incomplete experience of society should be considered
competent to teach children who are to face an information-based
society. The reality is that few other people with the necessary
educational skills and qualifications are ready to step into this
role, leaving the responsibility on the existing workforce. Teachers
need programs of professional development, which provide them
with experience and understanding of the use of information
technology and which provides frameworks for them to interpret
their personal experiences.
For some teachers, this issue becomes a source of internal and
personal difficulty. Most teachers highly value their professional
skills and are motivated to do all they can to provide their
students with every opportunity to make the best of their
education. When confronted with evidence that information
technology can improve educational outcomes, and the
expectation from employers or education systems that this
technology will be used in their classes, these teachers feel a
moral obligation to incorporate it into their practice. However,
many are quick to realize that their low exposure to information
technology has left them extremely poorly prepared to cope with
basic computer operation. Even when they master these skills,
the curriculum integration and pedagogical issues, which are
involved in incorporating information technology in the
classroom, remain to be mastered. For people without ready
access to the necessary technology, technical support and
professional development structures, the expectation that they
will achieve competency is a difficult one to reconcile.
For many of these people, the existence of “competencies”
represents a framework against which they fear. They will rate
poorly and almost by definition be deemed “incompetent”.
1

Teacher Learning Technology Competencies, Australian Council for Computers in
Education Discussion Paper, Revision 1.3 [cit 12.2. 2008], 1998. Available on Internet
http://www.acce.edu.au/tltc/a-contents.asp
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Consequently, any attempt to define or mandate competencies
will only gain acceptance with the profession if it is supported by
provision of the necessary time, resources, equipment, support
and professional development to allow teachers to gain
competence.
Terms related to knowledge, skills and competencies
The terms “ICT competence” or “Digital competence” were taken
as reference terms for different types of knowledge, skills and
competencies that are needed for teachers to work with ICT in
educational settings. These can be the competencies that are
sought to be developed by teachers by the use of ICT in education
(administration, preparation and to reach pedagogical purpose),
the mastering of ICT tools and knowledge about ICT and its wider
societal impact. The competencies were therefore grouped into
four main categories each of them having a different emphasis
ranging from: [2]
- technical knowledge; (ICT as a tool)
- the use of ICT for several purposes, (e.g. pedagogical,
organizational, administrative) and in different (learning)
environments (classroom, home, school);
- information handling;
- security and ethics.
Within each of these sections a variety of knowledge, skills and
attitudes are covered such as “to use”, “to understand”, “to
manage“, “to evaluate”, which points to different competency
levels and stages of effective and qualitative integration of ICT in
the learning process. The application of ICT to fulfill wider goals
or aspirations is seen as being “ICT literate” or “competent”. A set
of various skills (e.g. technical to higher order thinking skills) are
necessary to become “ICT literate” or “ICT competent”.
Information literacy is the capacity to find, evaluate, organize and
present information for a specific purpose or task by different
media, old and new media. Digital literacy is information literacy
applied to digital information. It is the capacity to find, evaluate,
organize and present information that is presented in electronic
format for a specific purpose, e.g. to participate in the society.
Digital competence is related to logical and critical thinking, to
high level information management skills and to developed
2

ETS, Digital Transformation, A framework for ICT literacy. Report of the International ICT
literacy panel, 2002. Available on Internet
<http://www.ets.org/research/ictliteracy/index.html>
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communication skills. Competencies, information and digital
literacy are regarded as key competencies to achieve the full
involvement in the information age and the citizenship in a
democratic society.
The UNESCO ICT Competency Standards for Teachers [3] also
address six components of the educational system. It is important
to note that the Standards do not merely focus on ICT skills.
Rather, they include training on ICT skills as part of a
comprehensive approach to education reform that includes:
• Policy,
• Curriculum and assessment,
• Pedagogy,
• The use of technology,
• School organization and administration,
• Teacher professional development.
Performance indicators for teachers
One example of performance indicators for teachers is given by
NETS (National Technology Standards for Teachers) [4] All
classroom teachers should be prepared to meet the following
standards and performance indicators:
• Demonstrate a sound understanding of technology operations
and concepts.
• Plan and design effective learning environments and
experiences supported by technology, design developmentally
appropriate learning opportunities that apply technologyenhanced instructional strategies to support the diverse needs
of learners.
• Apply technology to facilitate a variety of effective assessment
and evaluation strategies.
• Use technology to enhance their productivity and professional
practice.
• Understand the social, ethical, legal, and human issues
surrounding the use of technology in schools and apply that
understanding in practice
ECDL/ICDL practical skills and competencies
3 ICT Competency Standards for Teachers, Implementation Guidelines, Version 1, UNESCO,
2008, Published by the United Nations Educational, Scientific and Cultural Organization
7, place de Fontenoy, 75352 PARIS 07 SP
4

National Educational Technology Standards for Teachers (NETS).[cit. 14.2.2008]
International Society for Technology in Education, 1993, 1997 a 2000. Available on Internet
<http://www.iste.org/inhouse/nets/cnets/teachers/index.html>.
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ECDL / ICDL5 are tests of practical skills and competencies and
consist of seven separate modules covering computer theory and
practice. To achieve an ECDL / ICDL certification, the candidate
must successfully pass a test in all seven modules:
• Concepts of Information Technology (IT)
• Using the Computer and Managing Fines
• Word Processing
• Spreadsheet
• Database
• Presentation
• Information and Communication
BECTA [6] sets the framework for ICT teachers’ competence. These
competences are appropriate to ICT support assistants,
technicians, network managers and others involved in this field.
They reflect the most recent thinking on the deployment of
support staff in schools, workforce reform and good practice in
ICT.
The framework is divided into four main skill areas: Technology,
Support, Development and Personal. Within each area are four
levels A to D but it is not necessary, or in many cases desirable,
for any school to have technicians at all these levels. Though we
have used four levels these could be arranged in three or five
levels if required to meet the local situation.
Use by teachers of ICT in class.
Europe’s teachers have used ICT in class (74%) in the last year.
Huge variations between countries exist, however, with for
example 35% of teachers in Latvia and 36% in Greece, compared
to 96% in the UK and 95% in Denmark belonging to the group of
recent computer users in class. Two thirds are very confident in
using word processors, while one third has the necessary skills to
develop electronic presentations. 24% of teachers claim their
subject is not suited for the use of ICT. In the UK and Denmark,
almost all teachers use ICT as a teaching aid as supposed to
countries such as Greece or Latvia where only 36% and 35% of
teachers report doing so. It is clear that there is not a direct
relationship between the first two indicators and the third. In
5

The European Computer Driving Licence. ECDL Foundation. [cit 5.2. 2008]] Available on
Internet http://www.ecdl.org/
6 ICT Competences Framework, BECTA [cit. 12.2. 2008], Available on Internet
<http://publications.becta.org.uk/>
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France, for example, the generally high level of broadband and
computers in schools is not reflected in the use of ICT by teachers
in lessons, which is one of the lowest in the EU. [7]
Motivation for and interest in using ICT in class still is a big issue
in several European countries. In Europe, 16% of those teachers
who do not use computers in class express the opinion that the
use of ICT yields “no or unclear benefits”. German teachers not
using ICT in class seem to be by far the most skeptical with
respect to the benefits which can be achieved by using ICT in
class and reaches an extremely high 48% (or 10% of all teachers)
– three times higher than the European average.
Teacher-level barriers
Teachers’ poor ICT competence and lack of confidence in using
new technologies in teaching are two very significant
determinants of their levels of engagement in ICT. These are
directly related to the quality and quantity of teacher training
programs.
16% of teachers not using computers in class still express the
opinion that the use of ICT reveals “no or unclear benefits”.
German teachers not using ICT in class seem to be by far the
most skeptical with respect to the benefits which can be achieved
by using ICT in class, at 48% this is three times higher than the
European average. Only in four other countries are above average
values achieved: these are the Czech Republic 25%, Finland 24%,
France and Norway 22%. In all other countries substantially more
teachers are of the opinion that ICT use in class brings clear
benefits for pupils. There exists a correlation between this
skepticism and a lack of motivation to use ICT in class with the
age/amount of teaching experience of teachers: the older the
teachers the more likely they will lack motivation to use ICT in
class because they do not see benefits in its use for pupils.
Use of ICT in the classroom in the Czech Republic
Almost all Czech schools are equipped with computers and
internet connection. 63% use the internet via a broadband
connection. There is a large variation between school types: while
only 55% of primary schools have a broadband internet
7

Balanskat A.,Blamire R.: ICT IN SCHOOLS: TRENDS, INNOVATIONS AND ISSUES IN
2006-2007, European Schoolnet, June 2007.[cit 14.2. 2008] Available on Internet
<http://insight.eun.org/shared/data/pdf/ict__in__schools_2006-7.pdf>
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connection, at 77% the penetration is highest among upper
secondary schools. Rural areas also lag behind urban ones in
terms of broadband access, with 56% of the former connected to
the internet via broadband as opposed to 74% of the latter. 48%
of Czech schools use computers in classrooms, with little
variation across school types.
This compares to a European average of 62%. But when
considering only the new member states, the figure is down to
30%. With this result, the Czech Republic ranks in the top one
third of the new member states but still significantly below the
EU25 average. Surprisingly little variation on this indicator can
be found in this respect according to the subjects of teaching. The
vast majority of schools use ICT in computer labs (91%). This
seems to be the typical location where most pupils are confronted
with ICT in schools. 36% of the teachers using computers use
them in less than 10% of all lessons. A substantial 18% of Czech
teachers (compared to 17% at the EU25 level) state, that they use
computers in more than half of their lessons. Teachers in
vocational schools use computers in class much more frequently
than their colleagues in general education. 22% of teachers in the
Czech Republic still do not use computers in class. Czech schools
could probably also benefit from higher levels of integration of ICT
in teaching subjects in class as opposed to mostly using ICT only
in dedicated computer labs, although the intensity of ICT use in
Czech schools is at a level above the European average with
hardly any differences according to the age of teachers. Even
older teachers belong to the group of ICT users in school.
Compared to some other European countries, lack of motivation
of teachers in using ICT still does not seem to be the most critical
issue for a wider uptake of computers and the internet in schools
in the Czech Republic.
Conclusion
The changing curriculum frameworks, within which teachers
build learning environments and activities for students, are
changing the nature of teaching and learning. These frameworks
represent the reactions to the changing demands on educational
systems to answer national and global issues, most of which are
caused by, or related to, information technology use in society. In
using appropriate constructivist, student-centred pedagogical
techniques teachers will provide learning environments that
connect students to authentic contexts and situations. It is
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important that teachers are able to match learning technology
processes to these demands for changing learning environments.
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Labour Market Demands and Vocational Education
and Training (VET)
Arie de Jong
Abstract
Although economical, social and historical backgrounds differ,
countries are faced with a number of more or less similar issues
and problems related to education and demands of the labour
market. Therefore Education needs to reinforce its labour market
relevance in order to guide young people to make the right career
choices. Also industry needs employers who have skills and
knowledge to adapt adequately in the work environment. But this
environment, or in other word enterprise, are in a continuous
change and process of innovation. Schools with established and
approved curricula and educational systems are more
conservative. They are focused on stability and quality.
Therefore, existing gaps between the labour market trends and
the qualifications provided by the system have to be bridged. This
paper is based on experiences to bridge these gaps in different
countries and economical sectors. Some interventions and some
ideas to strengthen the relation between education and labour
market are presented. The quality of the learning process needs
active involvement of several stakeholders, VET centres, schools,
teachers, industry (labour market representatives) or other
employers.
Key words
Curriculum development; VET; Vocational Education and
training; Labour market
Introduction
Although the economical, social and historical backgrounds
differ, countries are faced with a number of more or less similar
issues and problems related to education and demands of the
labor market. A number of key-issues different countries are
dealing with can be summarised as follows:



Raising education quality.
Improving the content of education and its overall efficiency
and effectiveness of delivery.
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Human
resources
development
to
increase
the
competitiveness of the economy and social cohesion. The
rapid technological and social developments require a system
of life long learning and upgrading of skills and competencies
to increase the employability of individuals and to meet the
needs of the labour market and society.
Education needs to reinforce its labour market relevance in
order to guide young people to make the right career choices.
Therefore, the gaps between the labour market trends and
the qualifications provided by the system have to be bridged.

The different levels education need to be interconnected (the socalled vertical column) preventing drop-out and facilitating
lifelong learning.
Within the European Union employability and transparency in
educational
programmes,
and
transparency
concerning
certificates and diplomas are targeted. Important tools are the
new EQF system (European Qualification Framework). This is a
system that defines knowledge, skills and the wider personal and
professional competences to 8 levels for all secondary and tertiary
education. The system aims at matching the 8 levels to the
existing national qualifications. The Europass system is another
tool in this transparency and recognition.
This contribution will focus on the relation between the labour
market or industry and the educational system. Stoas University
is active in different countries in delivering technical assistance to
reinforce the labour market relevance of education.
These
activities are financed by the Dutch government and based on
bilateral Memorandum of Undertaking between the participating
countries. The activities are executed by a Dutch consortia and
Stoas University is one of the Dutch partners. Other consortia
partners are Aequor or Kenwerk 8, Dronten Agricultural
University for Applied Sciences and some Agricultural Vocational
Schools.
It is unavoidable to consider the teacher training institutions as
stakeholders in this process of reinforcement of the relationship
between labour market and vocational education and training
(VET). These institutes have the task in society to deliver
competent vocational teacher to the VET-schools.
8

Aequor and Kenwerk are both Knowledge centres for Vocational Education responsible for
development of qualification dossiers and descriptions of job profiles in the agricultural and
related sectors in the Netherlands
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In this article I will firstly summarize activities in projects in 4
countries, Croatia, Ghana, Latvia and Russia. After that I will
stress the importance of an efficient feedback system between
education and labour market. Therefore the model of educational
development and design will be used. Then, related to this model,
relationships between education and labour market will be
mentioned. Last but not least results achieved in the projects in
the 4 countries are presented.
Activities
In different projects Stoas University for applied sciences
contributes with technical assistance and training aiming at
bridging the gap between labour market trends and qualifications
provided by the educational system.
In Latvia the technical assistance and training was addressed to
rural entrepreneurship. Both VET-schools, the agricultural
advisory system and the national VET agency were involved. A
group of teachers and advisors developed new materials to
enhance entrepreneurial skills of their trainees.
In the Russian Federation the Dutch consortium delivers
technical assistance in the development of the 3rd generation of
occupational standards for the food processing and horeca sector.
The new generation standards are competence based. The
standards describe learning outcomes. Also the implementation of
the new standards on school level is part of the project. That
means curricula are developed and educational programmes and
materials too. Basis of the development is an analysis of wants
and needs of the labour market. Therefore different food
processing companies, horeca and leisure companies are
participant in the project. Crucial part of the project is capacity
building. Teachers and coordinating staff are trained. They
achieved competences to facilitate competence based education.
On macro, meso and micro level institutional relations between
labour market (industry) and education (schools, training centres)
will be established. This project will finish in the end of 2008.
A new project started in Croatia spring 2008. The economical
sectors involved are the food processing industry and the horeca
and tourist industry. Based on the Handbook ‘How to develop
VET standards and Qualifications (Niels Hadertup Kristensen,
2007) Croation representatives of Croatian stakeholders are
working on the following steps in the process of responsiveness:
• labour market analysis: professional and vocational practices;
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• development of occupational profiles and qualification profiles,
competence based; enforcement of the role of the sector
councils
Further steps to develop curricula, connected different levels of
vocational and professional education (EQF levels); Capacity
building of schools/colleges concerning competence based
education and activating learning principles; and examination –
validation can be part of a follow-up project
- In Ghana Stoas trainers contributes to the above mentioned
‘further steps’ together with Dronten Agricultural University. The
sector was ‘Agricultural Engineering’. The educational level:
Higher (tertiair education).
of the student /
graduate

of the
labourmarket

Figure 1: Expectations……
Expections
The main purpose of education is to encourage learners to
develop their capacities and to facilitate them in achievement of
knowledge, skills and attitudes to fulfill their responsibilities in
the society. To cover these aspects Stoas uses the following
definition: A competences is the mix of knowledge, skills, social or
communicative skills and attitudes that make the employee or
graduate successful in the society or job.
The question is if expectations of the labourmarket and of
graduates are more or less the same. Last but not least also
teachers, educational teams, departments or the school have
their expectations and are convinced that they fulfill their
responsibility in accordance to the needs of society and
government. In other words: the question is if the young
employees after finishing their vocational (or university) education
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are competent to take their task in their jobs. The second
question is if they are able to adapt quickly to the industry and
requirements of the company. Therefore a efficient feedback
mechanism between labour market and education is important.
of the school
/ university

Figure 2: Expectations …..
Model
Aiming to check the balance between educational activities and
the demands of the labourmarket, I introduce a model. This
model includes the educational development from labourmarkets
demands to curriculum development, courses and student
assessment. Secondly also the interaction between labour market
and the educational system is presented both on institutional
(macro) level and micro level (level of the teaching and learning
practice).
Labourmarket
Wants & Needs
Job profile
Qualifications and competences9
Key tasks
Education
Work
Mission, Vision
processes
Key
Objectives
Key
responsibilities
Curriculum
competencies
Programm
Assessment(s)
Evaluation
Figure 3: Model for educational development
9

Please note: within different cultures, languages and scientific publications the concept of
‘competence’is not exactly the same. I use the concept of Klarus 2003. A competence is an
integrated cluster of skills, theoretical knowledge, attitudes that makes successful in the job
(or society)
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Labour market: This is an abstract concept: A sector or may be a
sector represented by a company that needs employees for the
different activities. The first stage is the analysis of the wants and
needs from the sector (or sub sector). In our research our
consortium did it by sending questionnaires followed by
interviews with the HR managers, team leaders and/or directors.
The next stage is to define job profiles or occupational standards.
Occupational standards are specifications of competences and
the level of performance associated with these competences.
These competences are required for effective performance in a
specific area of the employment (Kristensen, 2007). The third
stage is the development of qualifications. Qualifications are
official records of achievement which recognizes successful
completion of education or training (Kristensen, 2007) And they
should be recognized and validated by the labour market. In this
stage involvement of stakeholders is important too. The
qualifications are based on the labour market but they are
abstract conceptualization too. The next stage is the educational
organization to plan the curriculum and to schedule to program.
Criteria to assess if learners have achieved the required
competences or qualification should be formulated. Therefore it
should be clear for student or learner, for teacher, for assessor
what kind of evidence and behaviour is needed to prove that the
learner achieved the required competences.
For the learner: to prepare him /herself on the assessment and
on the job.
For the teacher: to organize or to facilitate the learning process.
For the assessor: to assess.
For the ‘school’: for the internal or external quality check
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From the school /
university

From the student
/ graduate

From the labourmarket

Relation labour market and education
I recommend a institutional relationship between industry (labour
market stakeholders) and the education sector. In countries
involved in the projects national VET centres were established.
They developed the vocational standards that are approved by the
ministry of education. VET centres can initiate, organize and
facilitate sector committees. In a sector committee the industry,
for example food processing sector, can be represented. And also
the educational sector can be represented in this committee by
experts from the food processing courses or from the schools.
On the level of the curriculum and educational content the
school(s) can organize validation committees and advice
committees. This is a local or regional tool to establish a feedback
system between the sector (labour market) and the specific school
or courses. Regional chambers of commerce can take part of this
check and balance system.
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Committees or bodies to Development
Level
institutionalize the relation educational
content
between labour market
and education
Sector committees,
Labourmarket
Strategic: society
including representatives
tasks of education
of industry and
Wants & Needs
education. National
Job profile
bodies.
Qualifications and
competences10
Validation committees
Education
Programm and
Mission, Vision
content
with representatives of
regional stakeholders in Objectives
Curriculum
the schools network
Vocational advice
Programm
committees organised by
the school
Examination committees Assessment(s)
Results
organised by the school
National agency for
Evaluation
Results and quality
accreditation or
examination.
Figure 4: Model for systematic and institutional check and balance
between education and industry
The model shows possibilities to organize and institutionalize the
relation of labour market and school (education) national,
regional or on the school level (local). The sector committees give
the direction. The validation committees and advice committees
give advice about the route or validate the route, the road from
purpose to result. Examination committees and national
accreditation agencies check at least the results and the level of
education.

10

Please note: within different cultures, languages and scientific publications the concept of
‘competence’ is not exactly the same. I use the concept of Klarus 2003. A competence is an
integrated cluster of skills, theoretical knowledge, attitudes that makes successful in the job
(or society)
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Examples of some tools and interventions
The next figure shows some examples to effectuate the relation
between labour market and education (schools). It shows
examples on the operational level.
Learning on the job (experiential learning) is important to
facilitate the learner to achieve the required competencies to be
successful in his future job. This experiential learning has to be
supported before, after and during the internship by special
training or theoretical, abstract information to realize a higher
level of knowledge. ICT can contribute to this support and
coaching. The facilitation of the learning process is not only
responsibility of the school, also the quality from the company as
learning place and the quality of guidance on the job are
important. I am the meaning that this point of view needs a
paradigms shift too. A certification system based on clear
definition of the required quality criteria or a code of conduct,
signed by different parties (company and school) is recommended.
The student pool is not a cheap labour force but a pool with
potential competent employees. The Human resources
management of companies focuses on life long learning and
career development, but have to include students doing
internships.
Besides the system of internships on the level of the educational
programme other educational interference can be organized:
Guest lectures from industry; Internships for teachers to refresh
their practical and theoretical knowledge. Problem based
education: teachers use systematical situations (problems, cases,
demands) from the companies in their education. But not only as
example orally presented or presented by the use of visual media.
It is even better for the learning process to involve learners in the
process of orientation on the case, finding additional relevant
information, analysis and presentation of new advantages,
solutions. Several didactical methods can be used, varying from
teacher centered to learner centered approaches; or varying from
individual to collaborative learning.
On the level of results, achievement of competencies it is
recommended to involve representatives or experts from the
industry. They can be auditor / observer during the assessment
or oral exams or colloquia. They can have a task as co-evaluator
for assessment of written materials. They can be assessor.
Last but not least: independent of the educational level (EQF
level) student achieved start qualifications for a certain area of
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vocations. ‘Start’ means they are starters and are not fully
qualified in terms of competencies. The process of learning and
development will go on. The last check I will mention is the labour
market research and alumni research. The main objective of this
research is to investigate if the young (new) employee is really
competent. The purpose is not to assess the employee. Such
assessment is part of the company HRM policy. This research is a
check if the educational institute, the content and methodology of
the educational program are efficient and focused on the labour
market demands. It also checks if the employee got enough skills
to continue his learning process during his professional live. The
achieved competences at the end of the study are only starting
competences or start-qualifications. It implicates a process of
further development. And it implicates further interference and
learning within the professional activities. Therefore it is
recommend to choose young employees for this alumni research .
The alumni target group should be asked 2 years after getting
their diploma. The first adaptation to the
job requirements took place and the influence of new stimuli on
the personal development is not that strong. So the question if
the achieved competences (skills or knowledge) are adjusted to
labour market or company demands can be answered.
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Committees or
bodies to
institutionalize the
relation between
labour market and
education
Sector committees,
including
representatives of
industry and
education. National
bodies.
Validation
committees with
representatives of
regional
stakeholders in the
schools network
Vocational advice
committees
organised by the
school

Development
educational
content

interventions

Labourmarket
Wants & Needs

Quality criteria for
companies that offers
opportunities for
Job profile
internships for learners.
Qualifications and Certification system for
enterprises
competences11
Education
HRM12:
- Guest lectures from
Mission, Vision
Objectives
enterprises
Curriculum
- Placements /
internships for teachers
Programm

Problem based
education: inside school
or on the job
Learning on the job by
learners
External assessors

Examination
Assessment(s)
committees
organised by the
school
National agency for Evaluation
Labourmarket research
accreditation or
Alumni research
examination.
Figure 5: Model for systematic and institutional check and balance
between education and industry: examples of activities or
interventions

11

Please note: within different cultures, languages and scientific publications the concept of
‘competence’ is not exactly the same. I use the concept of Klarus 2003. A competence is an
integrated cluster of skills, theoretical knowledge, attitudes that makes successful in the job
(or society)
12 Human Resource Management
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Results
The following project results are achieved or anticipated to be
achieved by the national (e.g. Russian, Latvian, and Croatian)
stakeholders and the Dutch advisors.
1. Qualification structure for the identified jobs according to the
European model. (Linked to the work of ETF –European
Training Foundation- and other relevant international
programmes). In the labour market research employers stress
the importance of communication skills, problem solving skills.
Also the competence to adapt to new technology and to adapt
to new approaches is important. Dependent on the
qualification level employees should be able and competent to
contribution or initiate innovations and improvement. (Russia;
Croatia)
2. New curricula, course materials and methods adapted to the
needs of the regional labour market and facilitating vertical
mobility. The new curricula are competence based. A group of
teachers is developing the curricula, the next generation of the
federal standards for Vocational Education and Training.
(Russia, Croatia)
3. (Re-)trained teachers and trained pupils and students with
good prospects for jobs in the participating enterprises.
Russian teachers in the food processing courses and horeca
courses are trained in modern teaching methodology. This
training enables them to change the paradigm from education
from a more subject oriented approach to a learning outcome
oriented approach. A change from a teacher centred approach
to a learner centred approach. These outcomes are defined in
terms of competences. If the clients of education are identified
as the labour market / industry those clients need competent
employees. The key capital factor is the human resources. So
the teaching process should be learner oriented. If the society
is identified as client the demand is an efficient, profitable,
sustainable industry, meeting the international quality
requirements. (Russia; Croatia; Ghana, Latvia)
4. A training firm as a structural didactical method for
encouraging entrepreneurship and vertical educational cooperation in the involved educational institutes will be
established. This firm brings the job-reality in the school. But
in the same time structures and learning activities will be
developed to enhance learning on the job. (Russia; Ghana)
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5. Structural involvement of industry and social partners in VET
at all levels in the Tula region for the food processing sector.
This structural involvement on macro, meso and micro level
enhances the cooperation between education and industry. It
will be a structural part of the quality control system. The
Russian stakeholders oriented themselves in the Netherlands
and will apply those aspects that are useful to strengthen there
own education & industry sectors. (Russia; Croatia)
Final remarks:
Reinforcement, renewing processes, innovation should be
initiated and be done by the national relevant stakeholders
involved in the educational process. The Dutch consortium
shares their own experience and the Dutch situation and experts
give their advice or training based on the demands of the partner
country. Consequence is that the outcome of the project is never
a copy of the situation in the home country. The consultant is
advisor, sometimes facilitator or trainer. Clear definition of Terms
of References (TOR) are necessary, but also this process of writing
Terms of References is complex and not always do they reflect
exactly the demands and needs of the sector or country who are
asking for the assistance in their development.
The dynamic national and international society requires a flexible
vocational educational system. Graduates from vocational (and
higher) education need to have the basic technical and subject
knowledge, but an important focus is to enable and train them in
achievement of key competencies to meet the demands of the
dynamic, flexible and innovative industry. The competence
‘learning to learn’ in the vocational context requires a stimulus
rich learning environment. The quality of this learning process
needs active involvement of several stakeholders, VET centres,
schools, teachers, industry (labour market representatives) or
other employers. Modern teachers should be competent to
function within this network of stakeholders and to effectuate the
interaction between education and industry, or, in other words,
between the learner and employer. Teacher training institutes
have to facilitate their students (fulltime or part-time students) to
achieve these competences.
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Distance and Traditional Education: Problems of
Compatibility in Ukraine
Suzanna Kamilova
Abstract
One of most dynamic and fast growing methods of improving
higher education is the use of distance education. In the article
explains several issues concerning distance education including,
reasons for and the importance of distance education, its
structure, the pros and cons, difficulties in implementation, and
the methods of conducting distance education. However, the
authors also expect that lack of computerization will have
solution in the next several years. Author’s propose Online
Outline of “Global Food Marketing” The many advantages to
developing distance education in Ukraine listed in the article
thereby improving the quality of managers and specialists.
Key words
Distance education, traditional education, online outline of
“Global Food Marketing”.
In condition of small, unsatisfactory computerization appear
questions of modern education forms which let to intensification
of study process and give lot information during short time.
Ukrainian universities try to
introduction and use distance
education because:
The first, the young people, who can to use computers
technologies, need new form of education because not using
modern technology in education field to make student’s apathy
and describe effective of education.
The second, nowadays the distance education can to solve a
problem “selection” of students for universities. Necessity of
maximum approach studying to students with goal of decrease
costs on transportation, accommodation of other town students.
In USA are 49% students who studying by distance education,
18% of workers who studying on the work place.
The third, the distance education let to solve of problem “Adult
Education”.
However, it is necessary to note that some trouble in Ukrainian
universities which to use technologies of distance education:
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1. Mentality of Ukrainian population apparent in some an extent
distrust to all new tendency.
2. Weak, insufficient right’s base for activities of distance
education.
3. Misinformation of population from state educational
organizations size about incongruous of distance educations
activities and low level of education.
4. Absent of planning of government support of distance
education.
Nowadays, distance education – spread phenomenon for a lot of
countries of world and year their popularity increase.
Distance education is comfortable because it let:
1. To studying according to one’s own temp, personal peculiarities
and educational need;
2. Don’t limit one’s own in the choice of graduate school and
educational opportunity independently of place of life;
3. Study process using modern technologies at the same time to
learn of new skills which will be need in the work;
4. Self-planning scheduler of study and list of subjects to learn;
5. Studying in favorable situation.
Among a shortage of distance education can to distinguish the
next:
1. Absence personal intercourse between teacher and student,
colleges for exchange by experience;
2. Necessity of strong personals motivation one’s own skills to
study without permanent support from teacher size;
3. Absence of opportunity current practice lessens with
discussion of problem’s question with teacher and make of
solution during practice examples;
4. Students cannot to provide one’s own by enough teaching
equipments to have computers and enter to Internet.
Now does to correlate changes in traditional educations with
distance education which need fewer hours compare them first
one.
So, my points of view to change “rules of game” for it need change
states bills and coefficient of correlation between hours in
traditional and distance educational.
Everything taken together last three-five years provided that
technologies of distance education have taken own place on the
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market of education service and have successful development and
have wide perspectives.
Let to submit for consideration opportunity to application
distance education to study of discipline: “Global Food
Marketing”.
Table 1: Online Outline of “Global Food Marketing”
Top
Tolls for
Content
Kind
ics
of
provide
interac interacti
tive
vities
eleme
nts
Part 1. Introduction to Global Food
1
Marketing
1.1. Structure of the Global Food
System
Definition of Food System. The system of
food marketing institutions and
functions.
The evolution of international
agricultural marketing.
Opportunities and challenges of
international and Global marketing.
Framework for international analysis.
1.2. Organization of the Global Food
System
Means of influence. Vertical and
horizontal linkages. Vertical
coordination in Global agricultural
production. Channel design and
management.

Test of
“Food
Marketi
ng”.

Electronics
resources
of course
(questions
and
answers on
the text).

Online
conferen
ce on
the topic One own
control of
–
“Perspec students.
tives of
Food
Markets
in
Ukraine
after
Introduc
tion in
WTO ”

Part 2. Global Agricultural Production
2
and Marketing
2.1. Global Agricultural production.
Diversity of Farming and Marketing.
Organizational Characteristics of
Farming. Commodity Characteristics.
Marketing Function Performed by
Farmers. Demand and Supply for Farm

Test of
“Agricult
ural

Electronics
resources
of course
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Commodities. Problems and
Frustrations.
2.2. Farm business activities.
Production activities. Investment
activities. Financing activities.
2.3. The Function, Structure, and
Global Market.

Markets
and
Infrastr
ucture
of
Agribusi
ness ”

(questions
and
answers on
the text).

Test of
“Compar
ative
Analysis
of
Domesti
c and
Internati
onal
Markets
/
Agricult
ural
Trade
Policy ”

Electronics
resources
of course
(questions
and
answers on
the text).

Online
conferen
ce on
the topic
–
“Interna
tional
Future
Food
Markets:
Grading

Electronics
resources
of course
(questions
and
answers on
the text).

One own
control of
students.

Agribusiness Control. Marketing
Functions. Location of Agribusinesses.
The Structure of Agribusiness. Structure
and Market Alternatives of Agribusiness.

Part 3. The Domestic Market and
3
International Market
3.1. Domestic Market.
Consumer Purchase Decisions.
Marketing Segmentation and Product
Positioning. A Macro Market Picture.
Consumption Changes.
3.2. The International Market.
Basis for Trade. Market Dimensions.
Agricultural Trade Policy.

One own
control of
students.

Part 4. Commodity Global Marketing
Management
4
4.1. Commodity Grading System and
Mechanisms in international trade.
Commodity grading and standardization.
Problems with grading systems in
International trade. Commodity pricing
mechanism. Evaluating pricing
mechanism
4.2. Commodity Price Risk and
Futures Markets.
Risk-management principles in
international market. Future markets
contracts international field. The
exchange. The basis. Hedgers and
hedging.
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One own
control of
students.
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4.3. Pricing and Exchange systems
and Alternatives within the
Marketing-Procurement Channel.

System
and
Price
Risk”

A classification of International of
Pricing System. Comparative
Performance of Pricing Systems.
Contractual Exchange Arrangements
and Vertical Integration. MarketingPricing Alternatives of Farmers.
4.4. Providing the Optimum Varieties
and Qualities in Global Market.
Trading by Description. Grading and
Quality. Grading is Ordinarily Voluntary.
Consequences of Grading. Problems of
Grading. Competitive relationships
Among grades. Grading of Selected
Commodities. Managerial implications.
Proposals for Change.

Make
Individual
Paper work
of each
student of
“Food
Market:
Global
aspects”

Test of
“Global
Marketi
ng
Manage
ment”

Part 5. Global Marketing Systems in
5
Agribusiness
5.1. Marketing By Farmer Groups.
Group Promotion of Agricultural
Commodities. Marketing Orders.
Marketing Cooperatives.
5.2. Processor Procurement Systems.
Classification of Procurement System.
Livestock Procurement System. Channel
Comparisons.
5.3. Processor Marketing.
The 4ps of the Marketing mix. The Dual
marketing and Procurement Channels.
The Marketing of Differentiated Products
by Large National Brand Processor
Marketing. Farmer’s View of Processors
Marketing.

Online
conferen
ce on
the topic
–
“Develop
ment of
Infrastr
ucture
of
Agribusi
ness”

Electronics
resources
of course
(questions
and
answers on
the text).
One own
control of
students.

Test control

Part 6. International Logistics and
6
Documentation
6.1. International Trade
Special trade terms in export sales.
Export documentation, Commercial
documents. Official documents,

Test of
“Export
Sales”
Online

Electronics
resources
of course
(questions
and
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Insurance documents, Transport
documents, Financial documents,
Letters of credit.
6.2. Organizing, planning and
controlling international marketing
operations.
Agricultural system organization,
coordination and performance overview.
International agricultural. Marketing
planning. International agricultural
marketing control.

paper
work –
“Choosi
ng one
of food
product
and
make
example
Internati
onal
Export
Contract
”

answers on
the text).

Test of
“Global
Food
Marketi
ng
Strategic
Planning
”

Electronics
resources
of course
(questions
and
answers on
the text).

One own
control of
students.

Part 7. Branded-Product Global
7
Marketing Management
7.1. Selecting and Researching Target
Global Markets.
Global Market segments through the
food system. Global Market
segmentation strategies. Global Market
research for market segmentation.
Secondary market research. Primary
market research. Product positioning in
the market segments.
7.2. Food – Product Management and
Development of Global marketing.
The total food product. Brand strategies.
Product life cycle. Product management.
New-product development.
7.3. Promotion of Food Products
Promotion in grocery distribution. The
management of advertising. Personal
selling. Commodity promotion.
7.4. Planning and Implementation of
Global Food Marketing.
Corporate strategic planning. Marketing
planning. Implementation and control.

Test Control of Course
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Learning and Teaching for a Sustainable Living
Examples of Environmental Education in Austrian Schools

Birgit Karre
Abstract
Global warming and climate change are today’s crucial issues. In
Austria a lot of schools have recently focused on environmental
education in a strong way. They use the school’s environment for
the implementation of a sustainable living. This approach fosters
different ways of learning and teaching and offers varied chances
for the development of the whole school.
The presentation sheds light on some examples in Austrian
schools and points out ways for putting the principles of the UN
Decade “Education for sustainable development” (2005-2014) into
action.
Key words
Environmental education – school development – sustainable
living – curricular aspects
Environmental Education (EE) in Austria
After the Second World War economy growth was standing
synonymous for wealth: the industrialisation of agriculture
should avoid hunger, cars for everybody stood for freedom,
television for everybody opened a new view into the world.
Everything seemed to be reachable and viable. In the 70ies it
could be seen that our resources are limited. A lot of
environmental problems like dying wood, acid rain or chemistry
accidents appeared. The scientist of the Club of Rome discussed
the boarders of growth and made clear, that the protection of
nature and environment needed a change in thinking. This fact
was one of the starting points of environmental education as it is
supporting that change (Linder 2008). Basically Environmental
Education launched in the 1970ies was a policy instrument for
solving environmental problems on the long-term. The major
issues at this time were waste separation, recycling, saving water
and energy (Rauch et al 2006).
As major audience of Environmental Education schools and
pupils were addressed as they were seen as the creators for a
sustainable future.
Support at federal level opened the way for teachers to work on
environmental issues in schools. Since 1979 Environmental
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Education has been integrated into the curricula of general
education and since the 1990s also in those of the vocational
school
system
in
Austria.
The
constitutional
decree
“Environmental Education in Schools” (edited 1985) was a major
stimulus for the development of EE in Austria based on EEoriented project teaching. The decree outlined the main aims of
Environmental Education: Action competence and experiencing
democratic attitudes (Pfaffenwimmer 2005, Steiner 2007).
Focusing on the action perspective in Environmental Education
means that students as part of the learning process prepare and
take actions together with their teachers to solve or counteract
the environmental problems they are working with. This actionoriented approach in EE which focus on the development of
students’ ability to act and bring about changes, has
consequences in terms of demands for a certain kind of
environmental knowledge and insights that need to be developed
by the students. Four types of knowledge on environmental
issues can be separated (see figure 1) (Mogensen et al 2005).

Knowledge about
causes

Knowledge
about
strategies for

Action
knowledge on
environmental
issues

Knowledge about
effects

Knowledge about
alternatives and
visions

Figure 1: Action knowledge in Environmental Education (Mogensen
et al 2005)
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Schools as centres for environmental education and
sustainable living
Working on environmental topics has a long tradition in Austrian
schools.
Nature
experience,
improving
knowledge
on
environmental topics and taking action based on environmental
awareness are central aspects of Environmental Education in
schools (Linder 2008). The focus gradually changed from dealing
with environmental issues in teaching into environmental
projects. Those environmental education projects, however,
frequently remained on an actionist level: single actions of one
teacher, often additional to everyday school lessons (Rauch et al
2006, Steiner 2007).
Initiatives like the ECOLOG-School Programme tried now to
support schools to implement a whole school approach on
environmental issues:
• From a single action/project to an „ecological every day life“ in
school: small steps to the ecological school based on the
reduction of emissions (waste, traffic, biological and regional
food ...) and the economic use of resources (energy, water
saving, gardening, ...)
• Integrating the social environment (school climate, ...)
• From single activists to school teams among all partners in
school: to keep the process going on, to support school
development
• Participation as guiding principle
• Cross-curricular learning and teaching
• Community based learning: school as partner in the
community
• Working together with NGOs and experts (Pfaffenwimmer 2005)
Based on the sustainable development discussion it became clear
that dealing with ecological aspects of sustainability is not
enough. The connection to social and economic aspects of
sustainability is needed for deeper insights combined with global
questions e.g. gardening in the school yard needs the connection
to global food production, fair trade, personal life-styles and their
consequences on global, social and economic aspects. Thus
environmental questions are no longer concerns for biologists or
natural history alone, but affect also social, economical and
political interests. Therefore, education about environmental
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issues has to be inter-disciplinary and exemplified in real-lifesituation (Kyburz-Graber et al 2006).
Therefore Environmental Education is more and more discussed
in the context of Education for Sustainable Development (ESD).
The UN-Decade on ESD (2005-2014) should support initiatives in
this field world wide and centres the question: “What do we have
to learn and which competencies are needed to build up a
sustainable future for us and all global citizens?”
Critical thinking, solidarity and cooperation, participation and
confidence, solving problems are such skills. Working on EE
especially based on a whole school approach can support these
skills (Steiner 2008).

External relations
* Cooperation
* Networks
Schools as
organisations
* Personal professional
development (Action research)
* Cooperation in school teams
* Democratic school culture
* School development

Teaching and Learning
Pedagogical principals, like
* Visions and Future Orientation
* Values-driven
* Critical thinking and reflection
* Systemic thinking
* Holistic approach, Relevance
* Multi-method
* Action orientation
* Participation

Figure 2: Action fields for schools on Education for Sustainable
Development (Steiner 2006)
School programmes and school networks as a supportive
structure
To support Austrian Schools to implement Environmental
Education and provide them for ESD the ministry of education
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implemented the programme “Ecologisation of Schools –
Education for Sustainable Development (ÖKOLOG)”.
ÖKOLOG is the first and main Austrian programme for schools at
the interface of Environmental Education and school
development. Its basis is the approach to EE and ESD introduces
above, and it takes into account the challenges and opportunities
of school autonomy and school programme development. Schools
define the ecological, technical and social conditions of their
environment and, on the basis of these results, define objectives,
targets and/or concrete activities and quality criteria to be
implemented and evaluated. Students as well as all the other
actors at school should be involved in a participatory way and
collaboration with authorities, businesses and other interested
parties is encouraged. Over 200 schools are members of the
ÖKOLOG School Network in Austria. Central support is provided
by the Ministry of Education, Arts and Culture and by the
FORUM Environmental Education. At the regional level, ÖKOLOG
schools are supported by the ÖKOLOG regional teams, whose
major task is to organise further education and training, and to
promote the exchange of experiences between schools in order to
derive maximum benefit from the pool of competence that is
accumulating at the various schools.
The University College for Agrarian and Environmental Pedagogy
Vienna also tries to implement EE and ESD based on this whole
school approach of ÖKOLOG. Major topic is the implementation
of an ecological every day life with strong participation of students
(compare Posch 2006). The students take part in improving the
environmental situation at the college and in supporting the
institution to gain the national environmental performance award
“Umweltzeichen” – a well-known Eco-Label especially in one
elective course with strong connection to the whole organisation.
Therefore waste separation, new forms of teaching and learning
based on ESD, biological food or recycling paper are
implemented. Awareness racing campaigns e.g. for saving
electricity or reducing traffic are prepared by the students. When
the students finish their studies and become teachers in different
vocational schools they are well prepared for starting different
measures for ECOLOG or the environmental performance award.
Environmental Education and teacher training
To support environmental education and programmes in this field
like ECOLOG or the Eco-Label it is needed to integrate
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Environmental Education and Education for Sustainable
Development into teacher training. In the field of advanced
training and further education for teachers we can find some
offers like the ECOLOG summer academy, the “National Teacher
Trainer Course on ESD – BINE“ and different seminars (Steiner
2008). In initial teacher training there are some singular attempts
on these topics till now. This situation will change as the
University College for Agrarian and Environmental Pedagogy
Vienna will offer a bachelor study programme on environmental
pedagogy starting in autumn 2008.
New approaches in the University College for Agrarian and
Environmental Pedagogy
The University College is sited in Vienna and stands for
educational programmes on excellent quality and innovation.
Since it was re-established in 2006 the focus on agrarian
pedagogy was enlarged by environmental pedagogy. This topic
was on the one hand integrated in the bachelor study programme
“Agrarian Pedagogy” (described above) and on the other hand a
completely new bachelor study programme “Environmental
Pedagogy” was implemented. This new programme starts in
October 2008 and gives thirty students the possibility to become
environmental educators and advisors.
The new study programme “Environmental Pedagogy” in
detail
Persons who want to get active for the environment and
sustainable development need wide expertise but also broad
communication and pedagogical skills. The new Bachelor Study
programme combines pedagogical fundamentals with specialised
content in the areas of environment and sustainable
development. The study programme lasts for three years and
ends with the Bachelor of education.
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Bachelor Study Programme „Environmental Pedagogy“
Six semesters – 180 ECTS, Start: Each autumn
Compulsory Modules –
Selection

Compulsory Electives

Principles Auf sustainable
development
Introduction to pedagogy and
educational studies
Energy, climate and climate
protection

Resource management: Didactis
on renewable energy
Man and the environment:
Environment and sustainability
education

Local and regional sustainability
Principles of project – and process
management
Internships - Professional experiences – Mentoring - Bachelor thesis

Figure 3: “Environmental Pedagogy” – a new Bachelor Study
Programme
A major column in the study is a mentoring programme. It
supports the students to get very early professional experience in
different working fields from schools to different organisations like
NGOs. So they can build up contacts to potential employers and
get to know networks and working style of their mentors.
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The Way of Integration of Key Competences and
Education for Entrepreneurship into the Fieldspecific Didactics
Pavel Krpálek
Abstract
The paper submits basic way outs of incorporation of key
competences and education for entrepreneurship in the specific
didactics in relation with opportunities and requirements of
curricular reforms of secondary technical education in the Czech
Republic. The important and big curricular objective is the
arrangement of functional links between subject integration and
education for entrepreneurship and their incorporation in the
system of teacher training. It would lead to teachers´ abilities to
design quality school educational programmes, to make effective
plans and organise their instruction.
Key words
Education for entrepreneurship, curricular reforms of secondary
technical education, subject integration, instruction
The Curricular Basis
In February 2001 the Government of the Czech Republic adopted
the National Programme for the Development of Education. In
keeping with the above mentioned European trends in education,
this document offers an overall vision of education system in the
Czech Republic. The education system is conceived as a single
whole with mutual penetration between education and
employment, facilitating the acquisition of the same qualification
in a number of different ways at any point of time throughout a
person’s life. The National Programme for Vocational and
Technical Education was drawn up for the area of secondary
vocational education. National requirements for vocational
education reflect the standards of secondary vocational
education. These standards are embedded in the fundamental
curriculum broken down by levels and streams of education. They
comprise the components of general education, vocational
education (training) and key skills. Key skills are taken as
integrating educational objectives responding to requirements for
broader general qualification for finding one’s place in the civil
society. Key skills are broken down into the following categories:
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communicative skills, personal and interpersonal skills, skills to
solve problems and problem situations, numerical applications,
skills necessary for the use of information technologies and skills
to employ them as working tool. Based on that the National
Institute of Technical and Vocational Education, Prague drafted
the framework educational programmes for individual fields of
study as a starting point for the development of school
educational programmes (school curricula). The school
educational programmes are elaborated by individual secondary
schools reflecting their own specific conditions. An emphasis
should be laid particularly on the following aspects:
• Ensuring that young people are ready and prepared for lifelong
learning – to provide the instruments for effective work with
information, motivation, creativity, activity, system of values,
• Promoting the employability of young people throughout their
lives – general basis, specialisation, career guidance,
introduction to the world of employment,
• Broader general and generally specific basis of education,
• Key competences such as abilities, skills, attitudes, values and
other personality characteristics which enable an individual to
act adequately and effectively in diverse work and life
situations.
Key competences
When creating both the framework educational programmes and
school educational programmes, the curricular concept should be
applied responding to the conclusions of the National Programme
for the Development of Education. This concept is not based on
mechanical memorizing of the largest possible volume of facts.
The role of the school is to provide a system structure of
elementary notions and relations of each discipline as a basis for
the creation and development of knowledge system of pupils.
Closer links should be promoted between the objectives, content
of education and competences, while emphasis should be laid on
the acquisition of key competences. The following structure of
competences was established for the field of studies of M category
(secondary education with the GCE - school leaving examination):
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I. Competences for learning – ability to learn efficiently, to
continuously evaluate the attained achievements, to determine
the needs and objectives of one’s own further education
II. Competences for problem solving – ability to independently
solve routine working or non-working problems, to understand
the assignment, to get necessary information, to propose the ways
of solution, to provide its rationale, to evaluate and validate the
correctness of the selected procedure and the attained results
III. Communication competences – ability to express oneself
appropriately both in a written and oral form in various learning,
life and work situations, to present and assert oneself
IV. Personal and social competences – readiness to set oneself
adequate objectives of personal development based on the
knowledge of one’s own personality, to take care of one’s health,
to cooperate with others and to contribute to the establishment of
desired human relations
V. Civic competences and cultural awareness – adopting values
and assuming attitudes essential for life in a democratic society,
particularly the sustainable development principles and national,
European and world culture values
VI. Competences for employment and the conduct of
business – ability to utilise one’s own personal and professional
capabilities for successful participation in the labour market, for
career building and growth and the associated need for lifelong
learning, understanding the essence and principles of
entrepreneurship, legal, economic, administrative, personal and
moral aspects of going into private business
VII. Competences in mathematics – ability to use mathematical
skills in practice in different life situations
VIII. Competences to use information and communication
technologies and to work with information – computer,
internet and information literacy, ability to use the computer as a
working tool and to effectively process information
Competence-oriented education is based on mastering the
methods of how to learn effectively, of how to use the state-of-theart ICTs, of how to manage to work with information with their
help, but also on the abilities of critical thinking and evaluation,
communication, team work, autonomous conduct and problem
solving. Practical activities should be introduced to a much higher
degree into the instruction, links between individual subjects
should be further promoted, instruction should take place in
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integrated units giving priority to such forms of instruction which
facilitate internal differentiation and individualisation of
education. It concerns especially the integrated forms of
instruction and project teaching, which are based on activity and
independent work of students and which enable better
understanding of the subject matter, its in-depth theoretical and
practical knowledge. The new concept of curriculum and the
introduction of relevant teaching methods and forms have to be
introduced to teachers during the theory of instruction training.
Information literacy and education for entrepreneurship
The referred to principles are similar to integrated forms of
teaching in economic subjects. Also the work in practice firms,
student companies and laboratory offices reckons with the
autonomy of students, their independent information processing
and decision making free from direct teacher’s guidance.
Mobilizing teaching methods and integration of instruction
prepare such students considerably better for the moment at
which they will have to receive and process the information on
their own. Under this concept, the function of a teacher in a
teaching unit is actually very similar to that of a teacher in a
practice firm. The teacher does not directly manage the education
process, but merely offers his guidance, provides support as an
adviser or assistant if difficulties arise in work with information.
The learner fulfils the set out education objectives at his
individual speed, he applies his own logics (corrected, if
necessary, by the teacher for the sake of higher efficiency), and
his work bears the marks of independent efforts. The learner
starts to feel considerably more independent, inner freedom, he
works with objectives and contents that he has endorsed and
which he has the ambition to master and achieve. He does not
work in isolation, he communicates with the other members of
the group and the teacher. The final education effect is thus the
result of his own learning efforts as well as the result of the work
of the group and the educator – facilitator. Proper application of
the referred to principles in education practice should under
favorable conditions lead to the improvement of competences of
learners in their independent work with information, their ability
to take decisions and act independently, their ability to solve
problems and be more flexible in new situations. The thing is that
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key competences are based on activities and skills resulting from
them, not only on memorising and already absorbed knowledge.
An important complement to key competences is information
literacy and education for entrepreneurship. The Czech
information policy describes information literacy as the ability to
identify and formulate one’s information needs, to be familiar
with information sources, to seek information through ICTs, to
evaluate the collected information and to use it when solving
particular life situations or addressing technical tasks. Such
definition of a comprehensive ability to work with information
achieved by the combination of knowledge of technical means and
the methods of information seeking complies with the relevant
global concepts. Apart from technical and key competences they
should also achieve information literacy. That presupposes an
acquisition of a range of information skills. One of the most
accurate concepts for the support of information literacy in
education is “The Big Six“concept which understands
information skills to be information literacy curriculum, the
process of information problem solving based on work with
information. The strategy of six fundamental information skills is
applicable to numerous situations, when students get the
assignment with incomplete information and have to find the
“hidden”
information
by
themselves.
Education
for
entrepreneurship is seen as a purposeful effort of educators to
shape the attitudes learners towards entrepreneurship and to
create abilities which would help them successfully join the
business community, i.e. especially creativity, independent
critical thinking, responsibility, and willingness and ability to
take reasonable risks. The referred to qualities are closely linked
to key competences which are to be the results of education
process.
Description of the grant project on the Institute of Education
and Communication
The Institute of Education and Communication actually prepares
a new grant project with name “Implementation of key
competences and education for entrepreneurship in the fieldspecific methodology“. The main aim of the submitted project is to
identify optimum ways of incorporating key skills and education
for entrepreneurship into the system of field-specific
methodologies (didactics) in order to educate consistently
technical subject teachers in this spirit. This implementation is
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closely related to the currently ongoing curricular reform,
especially its application stage when the secondary technical
schools, proceeding from the relevant framework educational
programmes, independently develop their own school educational
programmes. Education objectives are in this case directly linked
to the competences of graduates. Important are also the relations
to functional and information literacy matters, development of
creativity (creative school), integration of subject matters and
support of action-oriented teaching. All of that helps promote the
independence of learners, encourage them to assume part of the
responsibility for their own education, and develop the spirit of
enterprise. The last mentioned attribute is especially topical and
it is being paid attention to in the framework of scientific and
research activities conducted by education institution across
Europe and overseas. The education for entrepreneurship builds
on technical competences, training on how to set up, manage and
effectively run a company. Traditionally, this has been covered by
economic education, namely the Economic Teaching Methodology
Department, Faculty of Finance and Accounting of the University
of Economics, Prague, where the teacher training comprises the
matters of integrated forms of instruction, especially practice
firms, student companies (Junior Achievement), laboratory
offices, subject exercises, various forms of placements in business
and project teaching. The submitted project reckons with the
participation of this workplace, it is designed as an universitywide project with primary focus on system links between
integrated
forms
of
instruction
and
education
for
entrepreneurship and their incorporation in training of technical
subject teachers so that it would be possible:
• to develop quality school educational programmes that shall
comprise integrated technical subjects, in the framework of
which key competencies and information skills of students will
be effectively developed and
their education for
entrepreneurship will be effected
• to train qualified technical subject teachers who will be able to
effectively plan, organise and guide the direct instruction in
integrated practice-oriented subjects on the basis of a portfolio
of mobilizing teaching methods, problem-based teaching and
integrated forms of instruction
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At first the baseline situation will be described in detail and a
scientific analysis will be conducted of the effectiveness of existing
approaches to the integration of key and technical competences
in the curriculum of the teaching practice. Subject to examination
will also be the relevant ways of the integration of crosscutting
subject matters - The man and the world of work and the space
made for the development of education for entrepreneurship,
independence, creativity and motivation of students in order to
support their abilities to learn (self-responsible learning). If the
implementation of key competences and education for
entrepreneurship is to be truly functional, the following
fundamental groups of requirements have to be met:
• school educational programmes should be designed in such a
way to allow for inclusion of integrated subjects focused on the
consistency and application in practice of technical knowledge
of theoretical subjects and on the development of skills
necessary for the acquisition of key competences – the point is
not to prove the key competences merely by their formal
inclusion in curriculum, but to see to it that they truly fulfil
their functions and are reflected in actual target competencies
of the graduates
• technical subject teachers (teachers of integrated subjects in
particular) should avail of methodological competences tailored
not only to technical competences, but also to the development
of
key
competences,
information
skills,
creativity,
independence and spirit of enterprise of students. The level of
methodological training of teachers will have to be considerably
enhanced in the field of theory and even more so in the area of
the application of mobilizing teaching methods, methods of
problem-based teaching and integration of subject matter
in practice-oriented (comprehensive) subjects
• teaching styles in secondary vocational education should be
differentiated, methodological stereotypes of teaching units
with predominance of monologue should be overcome,
students should be active and should learn how to work with
information independently and under indirect guidance of the
teacher, which will also prepare them for a lifelong learning
process
• students should be effectively prepared also for the common
section of the upper-secondary school-leaving examination,
expecting their information literacy and general knowledge.
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They should be able to use the opportunity to write an essay
(project) as part of the school-specific section of the upper
secondary school-leaving examination and to defend it before
the board of examiners
The above referred to requirements for functional implementation
of the addressed matters shall be investigated by the submitted
project, with the output being the innovation of field-specific
methodology curricula at the workplaces of investigators, a
scientific monograph which provides a synthesis of the achieved
results and recommendations for teaching practice, a practiceoriented handbook for technical subject teachers at secondary
technical schools, an international scientific conference to
disseminate the results of the research, and further promotion of
scientific and research cooperation. Investigation stages and
project time schedule:
I. Stage of preparation – situation analysis, survey (mapping the
situation) - 2009
II. Stage of implementation (concept) – development of
methodological instruments - 2010
III. Stage of completion and validation – integration of
methodological approaches to field-specific methodology, a
monograph, a handbook for teachers, a scientific conference 2011
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Teaching Practice of Bachelors – Teachers of
Industrial Education
Emil Kříž
Abstract
The one of main missions of the Institute of Education and
Communication (IEC), Czech university of Life Science Prague is
the subsidiary pedagogical study of teachers in the continuing
education. The bachelor study programmes have been established
at the IEC from academic year 2005/2006. One of these
programmes is the bachelor programme for teachers of practical
vocational education. The main part of teachers training is with
the correlation with continuing education programmes, the
pedagogical practical training at secondary vocational schools and
apprentice vocational schools, which cooperate with IEC to
organize and lead the practical training.
The pedagogical practical training of bachelor students is broader
than practical training of continuing study programmes.
Key words
Teacher training, bachelor programmes, continuing education,
practical vocational education, secondary vocational schools and
apprentice vocational schools
1. Introduction
The Institute of Education and Communication of the Czech
University of Life Sciences (“IEC”) focuses in its activities
primarily on pedagogical studies of teachers of vocational subjects
and industrial education. For a long time, the students have been
included into lifelong education programmes. In the 2005/2006
academic year, IEC introduced also bachelor study programmes.
One of them is the programme for teachers of industrial
education.
Part of the training of future bachelors – industrial education
teachers provided by IEC is teaching practice at secondary
technical and secondary vocational schools which cooperate with
IEC and are involved in management and organization of this
practice. During the teaching practice at model schools the IEC
students acquire experience and skills in the educational process.
They get acquainted with this process in the form of lesson
observation and practice teaching and as compared to students
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involved in lifelong education programmes; they participate also
in lesson observation in theoretical subjects.
2. Characteristics of the teaching practice
Direct supervision and management of the educational process is
carried out at model secondary technical or vocational schools
that have the status of model schools of the Czech University of
Life Sciences in Prague granted by its Rector. The practice is
supervised by the IEC teaching staff and students are guided at
the technical (vocational) school directly by a master teacher of
the same specialization as the respective student. Teaching
practice at model technical (vocational) schools should help IEC
students acquire the necessary experience and skills in
educational activities. Another aim of the teaching practice is to
verify the moral, specialized and educational readiness of
students for the work of an industrial education teacher.
Students get familiar with this process in the form of lesson
observation and practice teaching. They study different issues of
out-of-class and out-of-school education, school management,
planning, organization and control of the work of the school. They
also get acquainted with the management of the work in the
school, hostels or other school facilities.
3. Duties of master teachers and of students
3.1 Principal of the model school - manages and organizes
teaching practice, assigns a master teacher to each student
according to the student’s specialization and provide them with
the necessary information about the school and its management.
3.2 Master teacher – supervises the work of the assigned student,
informs the student about the curriculum of the subject, thematic
plan and specifies the scope and content to be taught. Prior to
lesson observation and practice teaching the master teacher
checks readiness of the student for teaching and afterwards he/
she analyzes them in detail with the student and helps the
student to collect the materials necessary for teaching.
3.3 IEC teaching staff – supervise teaching practice of students
and cooperate with the school management in terms of
methodology.
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3.4 Student
• gets acquainted with the workplace
• develops with the help of the master teacher his/ her individual
plan of teaching practice
• submits the plan to the school principal and the respective
member of the IEC teaching staff
• studies thoroughly the respective teaching documents,
particularly the curriculum and plan of industrial education
• undergoes the minimal set number of lesson observations and
teaching practices
• keeps the set record of teaching practice and submits it for
check to master teachers and the respective member of the IEC
teaching staff
• attends meetings of teaching staff and other meetings and
events organized in the course of his/ her teaching practice
• prior to each individual lesson observation and teaching
practice makes with the master teacher (the respective member
of the IEC teaching staff) a brief analysis of the teaching unit.
During teaching practice, students must prove that they have a
creative approach to teaching, are able to use adequate teaching
procedures and activation methods. At the same time they must
demonstrate that they apply educational elements in their
pedagogical activity and promote cultural conduct and behaviour
of their students.
4. Contents of teaching practice
4.1 Familiarization with the workplace
• study of the work of the methodological board
• -familiarization with the workplace and equipment for
industrial education
• study of the issues of safety and hygiene at work of students in
industrial education
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4.2 Lesson observation
• 2 lesson observations in general education subjects (in reduced
practice 1 lesson observation)
• 2 lesson observations in vocational subjects (in reduced
practice 1 lesson observation)
• 2 lesson observations in industrial education units (in reduced
practice 1 lesson observation)
4.3 Teaching practice
3 teaching practices in general industrial education units
(in reduced practice 2 teaching practices)
4.4 Record of teaching practice
• individual plan of work
• preparation for lesson observation and its analysis
• extract from the plan of industrial education for the period of
teaching practice
• preparation for actual teaching (including setting of educational
goals)
• results of analysis of teaching practices
• list of students in the group taught
4.5 Credit
At the end of the teaching practice, the student is evaluated by a
credit in terms of fulfilment of his/ her duties and its quality. The
student is evaluated by a member of the IEC teaching staff, taking
into account the evaluation of the school principal and master
teacher. Part of the evaluation is also the standard of written
records of teaching practice.
4.6 Final teaching practice
At the end of his/her teaching practice, the student accomplishes
a teaching practice as part of the state bachelor examination.
He/she prepares for this teaching practice on his/her own,
independently, without help or advice of the master teacher. The
examination takes place in front of the board comprising:
• a member of the IEC teaching staff (chairman)
• principal of the model school
• master teacher.
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The date of the final teaching practice is set by the board. The
final teaching practice is not part of the above mentioned teaching
practices.
5. Implementation of teaching practice at model (vocational)
schools
Students of 3rd grade of the bachelor study of industrial education
accomplished supervised teaching practice at the IEC model
secondary technical and secondary vocational schools between 25
February and 19 March 2008. In the school facilities they had the
same conditions as students of complementary study and the
same master teachers. The scope of teaching practice was more
extensive and the requirements for meeting the set goals were
more demanding.
Involved in teaching practice were in total 57 students:
• 34 students accomplished a 1 week teaching practice at model
schools (complementary pedagogical studies graduates)
• 17 students accomplished a 1 week teaching practice at model
schools and a 1 week teaching practice at “their” schools (they
teach industrial education or vocational training for more than
2 years)
• 6 students accomplished a 2 week teaching practice at model
schools (they teach industrial education or vocational training
for less than 2 years)
Teaching practice was carried out at 22 model secondary
technical or secondary vocational schools. Supervising the
teaching practice were 12 members of the IEC teaching staff. In
addition, 4 external colleagues were invited to cooperate (teachers
of model secondary technical or secondary vocational schools who
are or were involved in teaching the IEC students). The practice
was slightly complicated due to the fact that the model secondary
technical or secondary vocational schools hosted also other IEC
students accomplishing their practice. Due to a more demanding
type of study it will be necessary to include in the teaching
schedule more periods of teaching practice for bachelors –
teachers of industrial education.
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6. Conclusion
The Institute of Education and Communication of the Czech
University of Life Sciences has been providing higher education of
teachers of vocational subjects and industrial education at
secondary technical schools for a number of years. Its educational
staff focuses on modernization of teaching, use of activation
methods of teaching and improvement of the quality of teacher
training in general. IEC cooperates with secondary technical and
secondary vocational schools in Bohemia and provides supervised
teaching practice in these school facilities for its students.
Most of these educational facilities are the IEC model schools on a
long-term basis. Cooperation with these facilities is in most cases
adequate. However, conditions at model schools gradually
change. New disciplines are introduced to reflect new social
demand. Many of these schools have to adapt the conditions for
teaching new educational disciplines and raise sufficient funds for
acquisition of the corresponding learning media, teaching aids,
programmes.
With the introduction of bachelor study programmes, also IEC
puts additional requirements on model schools relating to
supervised teaching practice of students. In addition, teaching
practice of bachelors – teachers of industrial education comprises
three options of the scope and content of teaching practice. The
successful accomplishment of the teaching practice of “bachelors”
has proved that both IEC and model schools have coped with the
new tasks successfully.
IEC will keep improving higher education of “bachelors” –
teachers of vocational subjects and industrial education at model
secondary technical (vocational) schools. IEC is ready to fulfil the
tasks arising form its mission and develop a close cooperation
with all model or integrated schools, to ensure particularly the
supervised teaching practice at the model schools, and initiate
also other forms of cooperation.
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Self-Steered Learning by Using New Media in
Technical Lessons at the Higher Vocational School of
Horticulture
Michael Martin
Abstract
Developing of self-steered learning-processes in higher
professional education / further training of gardeners by using
modern methods and new media” is the title and was the aim of a
thesis-project at the Humboldt-University of Berlin (Germany).
The final results to this research showed clear advantages of selfsteered learning processes, carried out in modern teaching- and
learning arrangements including ICT. Objective of this
contribution to session 3 is to give some impressions of the
conception and realisation of lessons and to inform about the
most important results for the practice of teachers.
Key words
Self-responsible learning, new media, teaching- and learning
arrangements
Introduction
The professional practice of a higher vocational school graduate in
horticulture requires a high degree of vocational decision-making
and responsibility. It does not matter what the task is, whether it
concerns the planning and carrying out of cultural activities or
taking on and processing contracts and orders, problem-solving
strategies and also communicative abilities are always demanded.
In this context, obtaining information and communicating with
colleagues is nowadays, in particular, based on the usage of new
media. By now, using the internet and exchanging information via
e-mail or forums have become a natural course of action. The
competency to acquire and use specialised knowledge
purposefully (methodical competencies) is inseparable from the
usage of media like the computer which are used for this purpose
(media competences).
Why should new media also be used in technical lessons?
Methodical and media competencies have a considerable
influence on developing specialist competencies and using
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acquired knowledge successfully (cf. Klippert, H., 2004).
Therefore, developing specialist, methodical and media
competencies simultaneaously, as parts of vocational decisionmaking and responsibility, should be an immanent part in
modern vocational education when preparing students for their
working life. The students, as future people responsible, have to
be able to develop problem-solving strategies for specialist tasks
self-directedly and to use the (new) media needed for that
effectively. Besides reading, writing and arithmetic, being able to
use the computer will become a major cultural technique. Just as
you cannot do without paper, pencil and calculator in technical
lessons, the computer, as a tool to obtain, process and present
information, should not be disconnected from specialist contents.
The computer is not in the centre of attention as subject matter
but it is a means to an end. The development of the necessary
methodical and media competencies of the students should not
only be done in EDP and IT lessons but should also be integrated
in technical lessons. As a result, using the computer in technical
lessons can perfectly support and make demands on the
development of Self-Steered Learning of students.
What means Self-Steered Learning?
According to HUBER, L. (1999), Self-Steered Learning is both, the
means in the learning process and aim of the learning process at
the same time. The students shall become more and more capable
of taking responsibility for their learning themselves, widening
their competencies when dealing with challenging tasks, dealing
with their abilities in a productive way in order to develop lasting
learning competencies. Such understanding of education does not
only aim at independence and autonomy but also at the
development of the ability to cooperate and to work in a team (cf.
HUBER, L., 1999). Hence, Self-Steered Learning provides a basis
for lifelong learning which, through constant developments and
innovations, has also become essential in the field of agriculture
and horticulture.
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How can Self-Steered Learning be realised with the help of
new media?
For students at higher vocational schools of horticulture, SelfSteered Learning with the computer will be realised within actionoriented
teaching
and
learning
arrangements
(LehrLernarrangements = LLAs). The LLAs create perfect basic
conditions for the learners' active process of acquirement,
meaning the interaction of learning situation, structuring lessons,
assigning tasks, providing information and media, methodical
guidance, learning activity, advising students on their way of
learning and checking results (cf. BRÄUER, M., 2004).
After a short introduction by the teacher, the students in such
LLAs are put in a realistic learning situation with the help of a
'scenario' and get a collective, complex assignment. The students
will first work on the assignment with the help of central
questions, each working group dealing with one aspect of the
assignment. The groups consist of 'computer experts' and
'computer laymen' who choose their topic and working methods
themselves and support each other. As a help, each group gets a
folder with information about what they have to do and material
of their topic. Networked computer with internet access, selected
software (Internet Explorer, MS Word, MS PowerPoint, MediaWiki)
and peripheral devices (printer, projector) are used as a medium
to obtain and process information and to present the results.
During the whole elaboration phase the teacher takes on the role
of a counsellor and facilitator in the learning process. After this
phase, the results of each group work will be presented, checked,
discussed and evaluated in a plenary meeting. Finally, the partial
results will be put together to an overall result referring to the
collective assignment.
The LLAs are realised project-orientedly within one school day
(four blocks). Regarding the time needed, one can establish a
relationship to the curriculum in so far that two blocks are
formally assigned to technical lessons and one to EDP lessons.
One further block will be declared as 'method block'. The course
of the lesson according to the example above is summarised in
the following table (fig. 1). One block comprises 90 minutes.
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Figure 1: Time line for the realisation of one LLA

Which specialist contents are suitable to realise this
conception in lessons?
Working with new media should have an additional didactic value
in comparison to traditional teaching methods. The computer can
be motivational but also profitable regarding the aspect of
illustration. Working with new media is especially useful when the
subject matter cannot be observed in nature or through realities
and when a great deal of capacity for abstraction is demanded
from the students. After having looked through the curricula of
the test schools from five different German federal states, the
topics 'Photosynthesis' and 'Green Gentic Engineering' were
prepared as LLAs, which were used in lessons on 'Basic Biological
Knowledge of Horticulture'.
What were the results of the lessons where LLAs were used?
The LLAs were tested on 74 students from five different higher
vocational schools of horticulture in six classes (A – F).
Additionally, 12 teachers were included in the testings. Despite
the class heterogeneity and the heterogeneity within a class
(formal education from General Certificate of Secondary
Education to higher education entrance qualification), the results
did not differ much from each other.
Whether the students acquired methodical and media
competencies or not was, among others, found out through
questionnaires completed by students and teachers and through
group interviews. Questionnaires were filled in before the teaching
unit as well as afterwards. Furthermore, during the phase of
working self-steered the students were observed
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individually according to defined criteria. Moreover, the existing
or developed methodical and media competencies were examined
and compared through preceding and subsequent tests.
The acquired specialist competencies were determined through
specialised exams. The results of those exams ranged from
'excellent' (= 1) to 'satisfactory' (= 3) (cf. fig. 2). From the figure you
can deduce that the subgoal of gaining additional specialist
competencies was generally achieved.
Figure 2: Results of the specialised exams

The results of the questionnaires are similar for almost all
questions. Referring to the self-assessments and assessments by
others, almost every time you can see a shift to the right towards
higher competencies after having done the teaching and learning
arrangements (cf. fig. 3 and 4). This is an indication of the
effectiveness of lessons given according to the example of the
LLAs.
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Figure 3: Self-assessment of students concerning one aspect of
their methodical competencies
How destinctive do you think is your ability to plan your work on the topic self-responsibly and to
organise your individual work steps?
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Figure 4: Assessment of teachers concerning one aspect of students
media competencies
How distinctive do you think is the ability of your students to prozess technical information with
new media (e.g. by using a word-processing programm)?
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The analysis of the preceding and subsequent tests also supports
the thesis that this teaching concept and the teaching and
learning arrangements which are based on it are suitable for
gradually developing Self-Steered Learning.
The analysis of the individual observations showed that, within
the LLAs, the students intensively dealt with the specialist topics
(cf. fig. 5). Hardly any activities not belonging to the actual
assignment were noticed. Continuously and actively dealing with
the subject indicates that the students were highly motivated,
which can also be attributed to the conception of the LLAs.
Figure 5: Students activities while the lessons
Students activities while the phase of Self-Steered Learning during the lessons (LLAs)
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Conclusion
Most of the students worked in a noticeable disciplined and
dedicated way. They achieved almost all specialist and methodical
educational aims. However, in the questionnaires, some students
supposed that they would have achieved the aim faster just with
corresponding textbooks. They obviously did not realise that they
also acquired other skills and competencies in addition to the
specialised knowledge. They solved the problem without noticing,
deciding which information on the internet was useful, practised
presenting, sharpened their skills in evaluating performance and
practised their organisational skill in a team. These key
qualifications become more and more important in our world of
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work and are in particular always demanded from persons in
leading positions.
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Evaluation of the Teaching Process at the Czech
University of Life Sciences in Prague
Ivan Miller, Daniel Frank
Abstract
This paper is focused on the methodological principles of the
evaluation of the educational process established at CULS Prague.
Firstly, it explains used evaluation tools and their applications at
practical work.
Secondly, the way of the results processing and their
interpretation are described and activities in relation with the
presentation of the obtained results at the university level and at
the level of the faculties, institutes and particular departments.
Finally, plans of evaluation and educational processes are also
mentioned.
Key words
Evaluation, methodology, evaluation tools, the interpretation of
the results
Introduction
Regarding the fact that university education is under strong social
pressure and closely observed by the public, it is necessary for
the university education quality to be demonstrable and visible,
and the public should be made sure that it really exists and is
provided for. The evaluation processes are one of the possible
ways to ensure and assess the quality of the educational process.
The evaluation instruments are varied in various countries; we
would like to mention one way of using them. In accordance to
the long-term vision of the university and with respect to its
membership in the prestigious Euroleague for Life Science (ELLS),
the Czech University of Life Sciences (CULS) has introduced a
system of quality assurance in education, based on similar
principles that have been and will be used at member universities
of ELLS.
CULS has had longstanding experience with evaluation
procedures, their disadvantage being a certain fractionalism and
methodological disunity at individual faculties and other parts.
Owing to the fact that the instruments and ways of evaluating the
teaching were heterogeneous at individual parts of the university,
the CULS management authorized in 2006 the Institute of
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Education and Communication (IEC) to manage and realize
methodologically a unified way of evaluating the educational
process at all parts of CULS (both faculties and institutes).
The characteristics of present unified system of evaluating
the educational process at CULS
The current concept of evaluating the educational process is
classified into 4 grades:
1. level – regards a teacher and his/her subject; the system is
superintended by the department’s management.
2. level - regards a faculty and its study programmes; the system
is superintended by the faculty’s management, mainly the vicedeans for pedagogical activities.
3. level – is superintended by the university management who has
authorized the Institute of Education and Communication to
organize and realize the evaluation research in the field of
teaching process.
4. level - is realized irregularly by an external evaluation team of
international experts who are invited by the university’s
management, or it is realized by the Accreditation Committee of
the Ministry of Education of the Czech Republic, which works
as an independent body assessing the quality of the realized
accredited subjects at the university.
Our paper deals with the third level. At this level, we analyse one
evaluation sphere by finding out the teachers´ and students´
opinions of the educational process in relation to particular
subjects. Since 2006, IEC has been doing a pilot evaluation
research of the teaching at CULS in Prague, which has become a
routine process realised twice an academic year. The basic
method used is a questionnaire for teachers and students filled
in at lectures and seminars. This is followed by an analysis of
the results and their interpretation while attempting to deduce
the causes of the ascertained situation.
For the survey, three types of questionnaire were prepared:
A) a questionnaire for teachers
B) a questionnaire for students at lectures
C) a questionnaire for students at seminars
The respondents can express their views of the questionnaire
items by means of a 6-grade classifying scale which enables a
reasonably precise assessment of each educational parameter.
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Grade 1 refers to minimum level of assessment (the smallest
satisfaction of a respondent), grade 6 expresses maximum level of
assessment (the highest satisfaction). There is also a possibility of
„I can’t assess it“ for some items in the students´ questionnaires
and for all items in the teachers´ questionnaire. It is
methodologically important to use an even scale so that the
respondent cannot choose the middle position and it is possible to
deduce the tendencies. All questionnaires incorporate a part for
free expression of ideas on the subject, the teacher’s performance
and the teaching conditions.
The questionnaires are presented in print to all students jointly at
a lecture or a seminar after having agreed with the lecturer who
fill them in as well. The printed form of the questionnaires is
rather demanding in terms of technology and time, but the
research results prove that such a method has a lot more realistic
results than using the electronic way of research. When filling in
electronically, students could in their free time express to the
same items, but perhaps under an emotional experience of an
exam, or under other social influences. A relatively similar
emotional situation of students, when the researcher uses the
traditional printed form and can – if need be – explain unclear
statements, significantly helps to objectify the results.
The total of teachers is set according to the university
management so that a particular teacher is included into an
evaluation research once a 3 or 4 years. Teachers from individual
parts of CULS are chosen by the method of stochastic choice (in
the ratio equivalent to the total of teachers at individual faculties
or institutes of CULS).
The filled-in forms are scanned and numeric information is
processed by the statistical programme of SPSS. The free
expressed views are verbatim transcribed, examples of free views
of both students and teachers are cited in the final report and all
free views are stated in the result section of individual faculties
under the names of particular teachers.
Currently, the teacher’s questionnaire contains besides a simple
characteristics of a respondent 17 items grouped in the following
categories: assessing the manner of teaching process, the level of
communication with students, assessing the teaching conditions,
and the satisfaction with the students´ results. In some of the
categories, it is actually an auto evaluation which – when
analysed – helps to assess the level of self-reflection of a
particular teacher.
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Students´
questionnaires
contain
besides
the
basic
characteristics of a respondent 17 items in lectures and 22 items
in seminars.
The items are classified in the following sections:
• students´ opinions of the subject (what is their view of its benefit
for their professional and personal development, how well it
fulfils their expectation etc.)
• assessing the teaching conditions (suitability of the teaching
space, connection to practice, subject assurance by
information resources etc.)
• students´ opinions of the teacher (what is their view of him/her
as a professional, intelligibility of his/her explanation, the way
of communication with students etc.)
• if it is a seminar, they also express their view of how well the
seminar fulfils its function (revising and practising the subject
matter, understanding it, gaining skills by one´s own activity
etc.)
• the end of the questionnaire always offers a space for free
expression to any part of the questionnaire or the teaching as a
whole.
So far, the gained results of the research in a particular
term/semester are processed into a joint report which presents
and interprets total results of individual parts of CULS (faculties
and institutes) and into a partial report from individual parts
of CULS with particular results according to individual teachers
included into the survey. The partial report always contains the
teacher’s questionnaire’s results of a particular subject in which
the research has been done side by side to questionnaires´ results
of students who were present at the lesson. The members of
Rector’s Board are always presented with the complex results of
the evaluation research after each term. The joint report and
results according to individual parts of CULS are handed over to
the university management, faculty deans and to the institutes´
directors. The deans of the faculties and vice-deans for teaching
discuss the results at the corresponding level according to their
discretion. The evaluation results regarding individual teachers
are considered sensitive information and are dealt with in a
corresponding ethical manner.
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Some findings of the evaluation survey in the winter term of
2007/08
The research in winter term 2007/2008 included total of 61
teachers and 1180 students. 725 students´ questionnaires
regarded a lecture evaluation and 455 questionnaires regarded
the seminar evaluation.
Students´ opinions – results regarding the evaluation of lectures.
1

2

3

4

5

6

Total average numerical value for all university was 4.45 (see
above), which is a positive result because it is situated in the right
part of the scale, that is above the average!
An important and delightful finding, statistically documented in
all up-to-now realised surveys, is that students assess by 5.33
scale level the teachers as professionals in their field. That
reflects a high professional standard of teachers at all parts of
CULS! While high professionalism of CULS teachers is
indisputable, other items show unsteady results, such as the
intelligibility of teaching, teachers´ relationships to students and
the possibility of students to express their opinions. The item
qualifying the teacher’s ability to create a positive and friendly
atmosphere ranges from highest possible level of 6 (the best level
of the evaluated attribute) to exceptional levels of 2.59. The levels
of an important attribute for students „the intelligibility of
teaching“ run from an excellent level 5.93 to 2.54 level.
The students also used the opportunity to express freely their
opinions of the subject as well as the teaching conditions and the
teacher.
Examples of some opinions are mentioned below (both positive
and critical). It is a verbatim transcription from the
questionnaires. These free views always refer to a particular
subject and a particular teacher; therefore it is not possible to
make any generalising conclusions.

145

Proceedings from the conference ENTER, Cordoba 2008

Examples of students´ views of the subjects:
„The subject is interesting and in the present times also very
beneficial for one’s personal life!“ „The subject contributes very well
to the content of my field!“ „The subject thematically overlaps with
… . …. from last year.“
Examples of students´ views of the teaching conditions:
In this section there were hardly any comments; if any then
mainly of critical nature because good teaching conditions didn’t
induce any free expression.
„Insufficient capacity, overcrowded classroom!“ „Few new lecture
notes ...“
Examples of students´ views of the teachers:
„Maximum satisfaction, I have no reservations.“ „An excellent
approach, excellent professionalism, perfect seminars with …X“
„Outstanding interconnection of theory with practice, perfect
samples from practice, from real life.“ „I would like to mention the
strengths: creating a friendly atmosphere and giving us the
opportunity to express one’s own opinions and making us active
during the lectures.“ „Refrain from monotonous lecturing and from
partly arrogant and condescending attitude.“ „I don’t like lectures
of the teacher X….“
Teachers in their questionnaires also expressed their views of
similarly formulated items as students, so a comparison was
possible in such items that related to a particular teaching
aspect. Generally, it became apparent that teachers assess
certain aspects (intelligibility of their teaching, the level of
motivation and interestingness of teaching, students´ opportunity
to express their opinions) much more positively than the
students. The differences are sometimes considerable. A total of
differences between the numerical value gained from students
and the value from teachers were made (students minus the
teacher) with four, so called coupled items (that is items similarly
formulated for students and teachers). The items used included
the intelligibility of teaching, the motivation level, the
communication level between students – teacher and students´
opportunity to express their views. A negative total of differences
were reached when teachers assessed the aspect by a higher
value than the students. A positive total of differences was
reached when the students assessed the aspect by a higher value
than their teacher who assessed himself/herself „more strictly“
than his/her students.
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A sample of results is shown is the following diagram:
Sumary of differences how STUDENTS and TEACHERS
asses three items (F - faculties)
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It is delightful to read that teachers consider students well
prepared at exams, assessing them by 4.2 grades of the scale
(above average). In free views, teachers tend to express positively
towards the students, and there is a consensus between their
views and students´ views with respect to critical comments on
the teaching conditions in several subjects.
Examples of teachers´ free views are following:
„Attentive, motivated, appreciative students, pleasant atmosphere
at lectures.“„They are responsive, attentive, and cooperative.“ „I
miss basic rules of polite behaviour.“„Little interest in the
subject.“„Fewer students in a group.“„Larger classrooms with
adequate equipment, also making the students´ groups smaller.“
Several conclusions
1. In the current phase of the evaluation survey, it has not been
the purpose to rank individual faculties and institutes according
to the results. The aim was to offer an overview of current
opinions both of students and teachers of the educational process
at CULS to the staff concerned and to corresponding members of
the academic management. Also, the goal was to compare both
important component of the teaching process (teachers –
students). That is the basis for improving the educational process
effectively.
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2. So far, the evaluation research has statistically proved that in
student’s opinions, the teachers are of very good professional
standard, they possess a high professional reputation. That can
be considered an important strength of CULS.
3. In contrast to teachers´ respected high professionalism, the
students critically assess their ability to attract and motivate. It
can be deduced that teachers should better analyse the ability of
self reflection in that aspect, eventually should go on learning in
that field.
4. A friendly and positive approach should be one of the essential
attributes of a teacher; however, students miss that approach
with some teachers.
5. Students often critically comment on the insufficiency of
appropriate and available information resources for a taught
subject; surprisingly, a certain dissatisfaction of a similar nature
can be found with teachers. We believe that LMS Moodle could
quickly and effectively help solve this protracted problem.
6. The absolute majority of teachers included into the evaluation
this term are experienced teachers (more than 9 years of
experience). Regarding the general level of their self-reflection in
the field of university pedagogy knowledge, there is a space for
developing the teaching competences of the teachers.
7. It is delightful that most teachers assess students´ results at
exams positively as well as their interest in the studies.
A conscientious and thoughtful manner of filling-in the
questionnaires both by students and teachers in most cases
proves that the used method and instruments provide relevant
data and are functional. We believe that the results can help well
to increase the teaching efficiency of the educational process
thanks to the feedback provided by the evaluation research.
We suppose other evaluation instruments could be included, such
as personal interviews both with students („focus group“) and
teachers, the analysis of study results in certain subjects with
regard to researched data from the questionnaires, finding out the
opinions of individual study programmes both from students and
teachers. Last but not least, the observation on lectures will be
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offered to teachers (if interested) with a follow-up analysis of
his/her teaching, which in fact has already happened several
times and the result has been received with thanks.
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Developing for All, an Organisational Learning Process
in the School
Example of the Comenius European Project EPIDORGE13
(2004-07).

Marie-Odile NOUVELOT
Abstract
The association of students and staff in a school team including
all categories and across generations creates a great educational
resource, if it is empowered with real organisational power, not
only to realise a participative change but also to draw lessons
from it on a personal, methodological, relations and institutional
level. This paper gives a general idea of EPIDORGE project results
presented in a new methodological guide (EPIDORGE, M. O.
Nouvelot, dir.,2008)
Key words
Empowerment, organisational change, staff-students cooperation, school development
EPIDORGE project aimed to explore the link between student
development, through the meaning that students give to their
school experience and school organization, through the resources
which are available to them. In this sense, this project draws on
the experiences implemented as part of the Anglo-Saxon trend of
"ethical education"(Bergmark, 2008), "cooperative learning" and
"school restructuring"(Poster, 1999), which emphasizes the
necessity of developing a democratic and "empowering" leadership
(Gather- Thurler, 2000) by giving real power of initiative and
suggestion to all the members of the school in order to make it
more efficient.
EPIDORGE project team also aimed to compare the daily
organisation of agricultural vocational schools in the six partner
countries14, to develop the ability of students to have an influence
on this organisation and to analyse the impact that the daily
organisation of the school has on the process of social and
academic integration of the student.
13

Comenius 2.1 EPIDORGE N° 118447-CP-2004-1 « Elèves et pouvoir d’initiative dans
l’organisation quotidienne de l’établissement ».Student empowerment in the daily
organisation of the school.
14 Belgium, France, Italy Netherlands, Rumania, Slovenia.
150

Developing for All, an Organisational Learning Process in the School

EPIDORGE project team was organised in different task groups. A
group of nine lecturers and researchers was in charge to support
the group of practitioners who were responsible for the
implementation of a three years process (2004-07) of action
research in nine schools. Trainers and practitioners have made
the tools and methods in order to develop the margin of initiative
of the school partners (staff and students) and their ability to
have an influence on the functioning of the school, so that it
becomes a learning community (capable of questioning its
organisation), and ethical community (respectful towards
everyone, democratic…).
During the first year of the project, the analysis process was
similar to a form of school environmental evaluation (Fischer and
Vischer, 1997), firstly on a global level then on a more limited
level15 . At the beginning, it was a matter of building a school
project team of 8/10 persons in each school, with a minimum of
three staff (teachers, management staff, counsellors) and five to
eight students , 16 to 18 years old, so that an horizontal dialogue
could be possible. Then the nine school project teams were given
tools16 and methods17 to find the different types of territories and
of territorial behaviour within the school and to develop the ability
of the partners to compare their views. Students were members of
the action-research team. They took part in all investigations and
decision making process. So, they were capable to recognise the
spatial, social and functional aspects of the school organisation
on which they were likely to have an impact.
The support team developed two models of theoretical and
operational analysis, to facilitate the processing of the data
collected and the multilateral comparisons. The "conceivedexperienced-perceived" model (Lefebvre, 1974) made it possible to
measure the discrepancy between the functional design of a
space, the practices in reality and the perceptions of the users.
The "use-use value-rules-norms" model made it possible to study
the territorial behaviour and the margin of autonomy and of
responsibility given to the users.
During the second year of the project, the nine schools teams
carried out a « controlled innovation » in one of the school spaces
studied during the previous year, in each case outside the
15

Library, Resource center, Computer room, Private study rooms, Common room, Cafeteria,
Boarding school…
16 Survey on computerised plans
17: Observations, interviews, livres blancs, photos…
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classroom (common room, cafeteria, computer room, library,
study room…).in order to analyse the necessary conditions so that
the students can be actively involved in an organisational change.
They tested concrete means of having an influence on the existing
living and working environment, excluding any ideas of
renovation, restructuring or of construction, and by using all
formal (boards, committees…) or informal courses of action.
This work of analysis continued during the last year of the project
in order to analyse in depth the necessary conditions to
implement an empowering change of organisation.
Organising« staff/student »collaboration to introduce an
organisational change
The organisational change seems a banality in the school,
because many changes are implemented every day, seemingly
minors, changes of schedules, new facilities, exceptions to the
common rule… The change of organization requires rigour and
method to be effective and well adapted because it generates a
significant transformation in the school organization if it is not
just an exercise. Implementing an organizational change produces
simultaneously a significant transformation in the manner of
thinking the activity and of practising it. When it works, an
organisational change can be formative for all those who are
involved. As the educational relationship is not one of equality,
due to the respective status of the adult and the young person in
the school organisation, the cooperation between adults and
youngsters represents a real change in itself. It is similar to a real
change in school culture in the medium and long term, so
cooperation can only be developed in a harmonious way if the
adults believe in its operational and educational benefit. This
constitutes an indispensable prerequisite.
Cooperation develops as the school project team gets involved in
the core work of becoming aware of all the elements of the school,
of the different perceptions that the users have of the school, of
the needs for improvement of one or other of the categories of
users.
A decisive step has been taken, as demonstrated by the
experience of the EPIDORGE, the day when the adults and the
youngsters realise that they have managed to compare their
analyses and their points of view on the changes to be
implemented, and then to decide collectively on the nature of
these changes (for example, by modifying a timetable, a rule, the
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use of a piece of equipment…). Now they know that it is possible
to overcome the scepticism or the indifference of those who
observe them and this realisation literally galvanises them.
This cooperation must be lasting in order to achieve concrete
organisational changes. This is only possible if there is a common
willingness to methodically build a relationship of balance
between adults and youngsters in the ability to act. The
development of this balance is not linear; variations in time can
be observed and this is completely satisfactory, provided that it is
managed in a transparent way.
As an example, here is one tool created and used by the
EPIDORGE teams to measure the degree of participation of
students and staff respectively in the decision-making process.
The team can thus evaluate its own mode of, after a work meeting
or after completing a step in the process. They can evaluate the
respective role of adults and young people in the decision-making
process. These positions are not fixed and the progression is not
linear. The chronology of projects tends rather to show a back and
forth movement between the two extremes, a quest for balance.
Young
people
4

Adults
Initiatives et decisions taken by young people, the
adults follow

0

4

Adults are informed about the initiatives and
decisions taken by young people

1

4

Young people take initiatives and decisions,
adults give their opinion

2

4

Young people take initiatives and decisions,
adults decide with them

3

4

Both adults and young people take initiatives and
decisions together
Young people decide with the adults on initiatives
taken by the adults

3

2

Young people give their opinion on the initiatives
and decisions taken by adults

4
4

4
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1

0

Young people are informed about the initiatives
and decisions taken by adults
Initiatives et decisions taken by adults, the young
people follow

4

4

The school project team, a wonderful learning tool
The search for balance in the participation of adults and
youngsters takes on a very important formative dimension once
the responsibilities – not only the tasks – are equally shared.
Let’s take the example of the responsibilities that the youngsters
can take on within the team itself to organise meetings. They have
learned how to fulfil the function of regulator-coordinator by
organising, for example, the meetings, by drawing up the agenda,
by checking adherence to decisions, by rewording each decision in
operational terms (who does what – when – with what means – in
what timeframe – with what budget)… They have learned how to
become a responsible actor in a collective action by feeling, for
example, responsible for the progress of the change or by
preparing their contribution to the debate in advance.
When a team puts into practice an organisational change with the
help of experts, all the members of the team including the
students acquire new methodological skills (Kyburz-Graber et al,
2006). They discovered techniques and survey tools that they
were not often familiar with: working on plans, for instance, or
doing ethnographical surveys, processing sociological data,
presenting and discussing results in the form of a scenario,
devising an experimental protocol and so forth. The team becomes
quickly aware of the knowledge acquired at this level.
Even more progress is made in this process of methodological
training when the team accepts the idea of measuring the real
efficiency of the change implemented, since this supposes that
they have taken enough distance from their work to recognise its
advantages and limits. This is a crucial step in the learning
process, as it determines the team’s capacity to improve its
operational system of change and to get into what in the following
step will become truly reflective process on the way of thinking
and achieving organisational change.
In order to help, each team to measure its progress and its ability
to understand and evolve in its way of working, the EPIDORGE
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team devised a tool of self-analysis, extending Schön’s model of
organisational learning (1983). In the experiments carried out,
each cycle roughly represents a school year.
Self-learning

Reflection/interpretation
Team creation

Reflection/
interpretationion

Definition problem

Reflection/
interpretationion

Gaps/needs/
Educational finalities
Awarness /
organisational
dimension

Diagnosis

Observations interviews
Functionality : experience
Characterise
uses

Observations
Evaluations

Hypotheses

Protocole of
controlled
innovation

Carrying it
out
Validation
action plan

Redefining the problem in
a systemic perspective

Observations
Evaluations

New hypotheses

New
protocole

Carrying it
out
Validating
the charter

1st cycle : DIAGNOSIS 2nd cycle : CHANGE 3rd cycle : DEVELOPMENT

Betting on the “virtuous circle” of empowerment
When the management of an establishment commits itself to an
organic form of organisation, it requires the courage to get away
from being content with the status quo, a formidable force of
conviction to persuade others of the possibility of change and the
audacity to move people, since success also depends on such
mobilization, and not only on the management.
The gap between teaching and other educational or management
activities is so deep-rooted in the representations of those
involved with the school, that in announcing the principle by
which thinking through and putting into action a concerted
change is part of the educational mission of the school, the
headmaster or headmistress engages, de facto, in a true
challenge. This is why the s/he needs to take the precautionary
measure of giving him/herself time, a framework and good
methodological support, as well as ensuring that s/he has the full
and unwavering support of his/her hierarchy. It is also important
to remain pragmatic and to keep the project’s aim in sight, while
still being flexible on a daily basis.
Some think of the running of a school as if it were railway traffic:
there are rules, signalling, rails, points of no return, signs and
only one driver. Others imagine it in terms of maritime navigation.
There is a direction to be taken, but the route is not direct – it
depends on the weather, winds, and currents. You need to hold
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the course, but you may also need to tack. There is a permanent
need to take decisions.
For schools, the course need to be set by the educational project
of empowerment, but at every moment, you need to check the
course and rectify the aim. “We can sometimes change the
direction of the sails” and that is the job of the entire crew.
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Social Climate in the Classroom
Jana Mikulcová, Drahomíra Oudová,
Abstract
The social climate in the class describes psycho-social
phenomenon: interaction, communication and their subjective
shared perceptions and evaluation, which are long lasted, typical
for particular class and teacher for several months or years.
The paper is the probe into the social climate at the Czech
secondary vocational school “Horovice”. It is focused on the six
variable parameters of the social climate, teachers’ help to
students, their aims at particular tasks, students’ relationships in
the class, students’ interests in the educational process during
the lesson, well manners in the class and the clearness of rules.
These parameters are measured with questionnaires CES
(Clasroom Enviroment Scale, 1982, authors E.J. Trickkett a B.J.
Fraser) within four classes and 96 respondents were asked.
Key words
Social climate of class, teachers’ help to students, students aims
at tasks, students’ relationship, clear and efficient rules
School climate is much like air we breathe – it tends to go unnoticed
until something is seriously wrong. The concern for the climate or
atmosphere of the school and its effect on the student and the
learning environment has been a concern of the educational
community for more than a century.
H. Jerome Freiberg
People are social beings who enter the world of other people as
biological beings who then become personalities. Within
socialization, through continuous interaction with their
surroundings they acquire a number of social mechanisms
allowing them to cope with the challenges of the environment and
assume various life roles which they internalize and impart to
their successors.
One of the determining factors in this process is the social milieu
and natural environment.
People interact with their environment at three levels. The first
“face-to-face” level is represented by personal contacts: in the
family setting, with friends, at school and at work. It is the micro157
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environment. A broader level – mezzo-environment is the local
environment, the place of residence. The last level is macroenvironment – including broad social impacts. Stimuli of the
micro-environment are of the highest intensity, frequency and of
the longest duration, the influence of the mezzo-environment and
macro-environment is more mediated and its frequency and
intensity is lower.
The relation between the human being and environment has a
reciprocal effect. People are shaped by the environment and at the
same time they shape the environment for themselves, their
coevals and successors.
Learning and behaviour of students is not only a matter of the
respective individual. It is influenced by their micro-social
environment (environment of a particular school, particular
educational staff, particular classroom and a group of coevals
about whose opinion they care).
School environment, climate and atmosphere have a substantial
impact on the development of an individual. School climate is
closely connected with the efficiency of the school, attitudes
towards the school correlate with socioeconomic and
performance-related variables of the students.
School environment may have different names: climate,
atmosphere, culture, milieu, ethos, philosophy, spirit, well-being,
school soundness.
School and classroom climate is continuously shaped and
maintained by interactions and communication between people at
school and represents long-lasting social and emotional attitudes
of students in the classroom that is formed and experienced by
teachers and students in interaction. (Lašek, 2001)
Social climate of the school may be studied by different
approaches. The current approaches to examination of this
phenomenon include:
Sociometric approach: The object of study is the class as a social
group, rather than the teacher.
Organizational-sociologic approach: The object of study is the class
as an organizational unit and the teacher as a manager.
Interactive approach: The study is focussed on interactions
between the teacher and students in the course of a teaching
unit.
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Pedagogical-psychological approach: The object of study is the
class and the teacher, cooperation in the class, cooperative
learning in small groups.
School-ethnographic approach: The object of study is the class,
teachers and the entire natural life of the school.
Developmental-psychological approach: The object of study is the
student as the personality and the class as the social
environment where the personality should develop.
Socio-psychological and environmental approach: The object of
study is the class perceived as the setting for learning, students of
the given class and the teacher who teaches there (the current
and preferred form of the climate).
R.H. Moos (1981,1991), author of the method of study of
classroom environment most frequently used in our country and
of the CES questionnaire (Classroom Environment Scale,
1973,1974 and Fraser’s and Fischer’s revision 1986, which we
also used – see below), dealt with such issues as what are the
determinants of the climate and what constitutes a social climate.
Moos specified three basic dimensions of significant aspects of the
environment that contribute to development of the climate:
Relationship dimensions
• Personal development dimensions
• System maintenance and system change dimensions.
Relationship dimensions express the extent of interpersonal
relations and the quality of attachments, extent of cooperation at
the level of interpersonal relations, attractiveness of the group for
its members, mutual cooperation, social support and the
possibility to manifest feelings and opinions.
Personal development dimensions express internal processes
relating to the conditions of performance- and value-related
orientation of an individual, autonomy of members of the group
and their development, possibilities of independent decision
making and acting, conditions for discussion and communication
of information within the group, tolerance towards negative
manifestations of members of the group.
System maintenance and system change dimensions relate to
organization and management of the group, the implemented
system of control, structure, transparency and openness of the
group to changes.
According to Moose, these three dimensions occur in all groups
and characterize their social climate and atmosphere. There are
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differences between individual groups in terms of the family
setting, class and work group. These differences are shown in
Table 1.
Table 1 Dimensions of the social climate in the class, at work and
in the family setting. (Moos, 1991)
Social climate dimensions
personal
systemType
of relationship
development
related
environm
ent
classroom relationship
task
organizatio
involvement
orientation
n
feeling of belonging competitivenes transparen
teacher support
s
cy
teacher’s
manageme
nt
innovation
work

family

relationship
involvement
cohesion of the
team
support
provided
by superiors

transparen
cy
manageme
nt
innovation
physical
comfort
organizatio
n
manageme
nt

independence
of performance
intellectual–
cultural
active –
relaxation
moral
–
religious
The research we carried out at the secondary technical school in
Hořovice during March 2007 deals with six elements of the social
climate: teacher’s help to students, students´ task orientation,
relations between students in the classroom, students´
involvement in the teaching-learning process, order and
organization in the classroom and rule clarity.
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Involved in the research were in total 96 students (52 girls and 44
boys) from 4 classes. The target group comprised students of 1st 3rd grades of the secondary school, age range 15 - 18 years.
The research was carried out using the CES (Classroom
Environment Scale) questionnaire.
The CES questionnaire was designed in the USA at the beginning
of the seventies and until now has undergone an interesting
development. The author of the original version is the
psychologist E.J. Trickett and psychiatrist-physician R.H. Moos.
Originally, the questionnaire included 242 questions measuring
13 variables. However, this form of the questionnaire was too
extensive for practical use at school. Therefore, the Australian
B.J. Fraser developed an abridged version that was subsequently
translated into Czech by J. Lašek and J. Mareš. The
questionnaire has two forms - form A reflecting the actual climate,
and form P characterizing the preferred state. The questionnaire
can be used for:
• description of the climate in a particular classroom as
perceived by the students
• comparison of students´ and teachers´ perception of the
classroom climate
• comparison of the students´ preferences (CES-P) and the
current, actual state (CES-A)
• identification of differences between teachers teaching in the
same class
• identification of differences between traditional and alternative
schools
• examination of the influence of the climate on the personality
of the teacher and students, educational results
The research was carried out using the A form of the CES
questionnaire. This form shows the current (actual) state of the
social climate in the classroom. The abridged version of the CES
questionnaire in English contains 24 questions that measure six
variables. It is conceived in such a way to avoid direct succession
of questions. The Czech version of the CES questionnaire contains
23 questions (question no.20 that was not classified by the factor
analysis in any of the factors was deleted).
Table 2 Characteristics of the Czech version of CES
161

Proceedings from the conference ENTER, Cordoba 2008

Name of variable

1. students´ involvement in
the schoolwork
2. students´ affiliation
3. teacher support to
students

Reliabil
ity
No.
of
Cronba
questions
ch´s
alpha
3, 9, 15,
20
0.66
1, 4, 10,
16, 17
0.56

2, 5, 8, 14 0.54
7, 12, 13,
4. students´ task orientation 21
0.46
5. order and organization in
the classroom
11, 19, 22 0.52
6. rule clarity
6, 18, 23 0.49
the whole questionnaire
0.73

Minim
um
possib
le
score

Maxim
um
possib
le
score

4

12

5

15

4

12

4

12

3
3

9
9

Research results
For each class we get six variables signaling whether the
classroom climate (from the viewpoint of students) is rather
favorable or unfavorable. Typical of the positive climate in the
classroom are emotional attachments among students, their high
involvement in the schoolwork, high rule clarity and the perceived
high teacher’s help and support. Negatively perceived climate
results from high competitiveness, high task orientation and
intensive control of students by the teacher. The results are given
in the percentile norms in individual variables.
1. Teacher support of students
Questions in the CES questionnaire:
Question no.3: This teacher rarely discusses with us things in
which we would need advice or help.
Question no.9: This teacher is interested in getting to know us
better than other teachers.
Question no.15: This teacher treats us friendly rather than
authoritatively.
Question no.20: This teacher is able to actually help students
who have certain problems.
Graph 1 Factor 1 – Teacher support of students
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In this part, students assessed the support of class teacher. As
shown in Graph 1, the variable values of teacher support are
favourable in all classrooms because their values exceed 50. Even
the values of I.A, I.B classes the value of the percentile order was
80 which means that they are among 20% of the best classrooms.
In terms of evaluation of the class teacher´s work this result is
above average and therefore it can be concluded that students are
highly satisfied with their class teacher.
2. Students´ task orientation
Questions in the CES questionnaire :
Question no.1: Students in our class concentrate relatively a lot
of efforts and energy on the schoolwork.
Question no.4: Students in our class spend more time talking
about out-of-school matters than discussing school and learning.
Question no.10: Students in our class work hard during lessons.
Question no.16: Students in our class are not very active.
Question no.17: Students in our class may even dawdle.
Graph 2 Factor 2 – Students´ task orientation
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Percentile rank
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Another of the six variables assessed by students was task
orientation. The results are the following: two classes – I.B, III.B
reached the score of 66, i.e. they are among 34% of the best
classes of the secondary technical school concerned, while classes
I.A, II.B reached the same value of 23 which characterizes a
strongly below standard situation. Teachers teaching in this class
should focus more on motivation of students.
3. Students´ affiliation
Questions in the CES questionnaire :
Question no.2: Students in our class know each other well.
Question no.5: Our class is very well organized.
Question no.8: Students in our class are not willing to get to
know each other.
Question no.14: Most students in our class are friends.
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Graph 3 Factor 3 – Students´ affiliation

Percentile rank
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As shown by the following Graph 3, three of the four classes
reached in the assessment of the affiliation variable the value of
48 which is a slightly below standard value. Only in class I.B the
variable value was 84, i.e. the class is among 16% of the best
classes, relations in this class are very satisfactory and
probability of big conflicts is very low here. On the contrary, in
other classes it is necessary to promote mutual relations among
students. There are classes that are split into several groups,
couples or loners who do not communicate much. Therefore it
would be suitable to promote mutual communication among the
students. The teacher may for instance include in the instruction
more teamwork in groups or couples, change students in the
groups and thus make them communicate with each other or let
them prepare different projects with a subsequent short
presentation.
4. Involvement in the teaching-learning process
Questions in the CES questionnaire :
Question no.7: Students daydream a lot in our class.
Question no.12: The rules in our class are often changing and we
do not know what is or is not allowed.
Question no.13: Students in our class are not interested in the
teaching-learning process and can hardly wait for the end of the
lesson.
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Question no.21: Our classroom is an entertaining place rather
than a place where one would learn something.
Graph 4 Factor 4 – Involvement in the teaching-learning process

Percentile rank

Involvement in the learning process
100
90
80
70
60
50
40
30
20
10
0
I.A

I.B

II.B

III.B

Classes

Another variable of the CES questionnaire characterizes the
students´ involvement in the teaching-learning process (viz.
Graph 4). The values of variables in individual classes are the
following: classes I.A, I.B – 24 each, II.B – 38 and III.B – 67. The
results show that the situation is satisfactory only in class III.B
that has an above average result and is among 33% of the best
classes of the secondary technical school. This fact may be
caused also by students´ age and curricula as students in higher
grades gradually focus on specialized subjects important for their
discipline. Lack of students´ interest in instruction in the lower
grades may be caused also by adolescence and general lack of
interest in education or by changed requirements put on students
who come from the basic school. In some students the cause may
be also incorrect choice of the school and lack of interest in the
given specialization. The teacher should promote students´
motivation by including in the curricula more news, current
examples and issues. Teaching of specialized subjects should be
supplemented with a sufficient number of educational visits and
practical training to allow students to obtain practical experience.
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5. Order and organization in the classroom
Questions in the CES questionnaire :
Question no.11: In our class the students are almost always
quiet.
Question no.19: Most of the class show attentive interest during
lessons.
Question no.22: Our class is often quite noisy during lessons.
Graph 5 Factor 5 – Order and organization in the classroom
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As shown by the following Graph 5, the value of the order and
organization variable was in three of the four classes below
average – I.A – 29, I.B and II.B – 47. Only in class III.B the value
of the variable reached 94 which is above average. This result
documents the fact that students most probably do not show
much attentive interest during lessons. In addition, the class may
be too noisy for students who are interested in the instruction.
Teachers should focus on establishment of certain rules and
order and organization in the mentioned classes with a below
average result.
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6. Rule clarity
Questions in the CES questionnaire:
Question no.6: There is a clear set of rules the students in our
class have to follow during lessons (during oral examination and
written tests, etc.)
Question no.18: The teacher has explained the consequences for
rule-breaking.
Question no.23: This teacher has clearly stated under what
conditions we will be on good terms with him/ her.
Graph 6 Factor 6 – Rule clarity
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In the last variable relating to rule clarity (Graph 6), all classes
reached the value of 69, i.e. they are among 31% of the best
classes. The situation is above average and highly favourable. In
questions focused on the teacher, e.g. CES questions no.18, 23,
etc. students were asked to assess the approach of their class
teacher. As shown by the following graph, the work of the class
teacher is very good.
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Graphic summary of research results
Graph 7 – 10 General overview of six variables in individual
classes
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Social climate in I.B
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The research was focused on social climate in classrooms at the
secondary technical school in Hořovice and evaluation of this
climate using six variables. Based on the assessment of the
achieved results it can be concluded what is the situation in
individual classes, highlight the factors that achieved low values
and suggest tools and methods for their improvement. As
concerns individual results obtained at the secondary technical
school in Hořovice, the lowest values were achieved in variables
relating to the students´ task orientation and involvement in the
teaching-learning process. Therefore it is necessary in the
classrooms with the lowest values to focus on increasing the
students´ motivation, discussions with them and increasing their
involvement in the instruction. Above average results were
achieved in the rule clarity and teacher support. Based on this
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fact it may be concluded that most students trust their class
teacher and the rules set by him/ her are clear.
As stated by R. Chávez (1984), there may coexist various social
climates in one school, which has been proved also by this
research.
Although validity of studies of classroom climate and of the
resulting characteristics of the school can be questioned for many
reasons, the use of climate in counselling is useful for the
treatment of various issues relating to the school, such as
students´ or teachers´ performance, innovation efforts, school
evaluation. The skill to reflect the school environment is much
more valuable than a strictly defined portrait of the school.
Study of the school climate may be qualitative or quantitative. It
may use participant observation of the school climate, interviews
about school events, analysis of various episodes and statements.
Much more frequently used are different questionnaires and
assessment scales, including sociometric techniques. However,
these methods are not used individually. It is recommended to
use them in combination and thus to make them more objective.
Although the study of school climate is still the task of
researchers, in future it would be desirable to acquaint with is
also school teachers and principals as it may help them to get a
better insight into the life of the school, its activities, influence
and significance and to learn how to evaluate their functions. On
the basis of the research, they may find out not only what the
school climate is and what effect it has, but also what the factors
are, that contribute to it.
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Abstract
Teachers need a new competence as an initiator, coordinator,
advisor and moderator - they are manager of learning processes.
Because demands on professional competence of teachers are
changing, therefore the teacher training has to change as a
consequence. The present system of teacher training cannot fulfill
the new demands. Therefore in Germany a new system was
established.
The new system of teacher training consists of two steps:
Bachelor course and Master course. The Bachelor phase takes 3
years; the Master phase takes 2 years. It is an integrated study
course of a core subject combined with a second subject and
educational sciences. Three practical periods at school are part of
the education. Typical is that the new system provides more time
for studies of educational sciences, subject related didactics and
practical training periods at school. Based on it there are better
possibilities the teacher training to orient by the requirement of
the teaching profession.
Key words
Teacher training, teacher competence, Bachelor study, Master
study
1.
Demands on professional competence of teachers at
agricultural vocational schools
The whole agricultural sector has transformed on account of
economic, technical, social and political conditions. As a
consequence of the quickened change tasks farmers need to deal
with become ever more demanding. Therefore professional
education of farmers faces new challenges like topicality,
efficiency and flexibility. Education and training have to react to
this fact. As consequence aims, content, methods and conditions
of education an training have to be adapted.
Teachers have to understand this changing situation. They need a
new approach for planning, preparation, realization and
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evaluation of subject related lessons. They need a new teaching
competence as an initiator, coordinator, advisor and moderators –
they are manager of learning processes. They organize action
oriented teaching- and learning arrangements and learning
situations with the objective, to develop self responsible learning
of the trainees. In this connection methodical competence plays
an important role as significant condition for life-long learning.
Use of modern media is of particular importance of teaching and
learning process.
Because demands on professional competence of teachers are
changing, therefore the teacher training has to change as a
consequence. The present system of teacher training cannot fulfil
the new demands. Therefore in Germany a new system was
established.
2.
New conception of teacher training as Bachelor- and
Master courses of studies
Aims and characteristics of the new system
The reform of the teacher training is a change of structure,
content and organisation.
The new system of teacher training consists of two steps:
Bachelor course and Master course. Both steps have to be
finished to become a teacher at vocational school. The Bachelor
phase takes 3 years, the Master phase 2 years. It is an integrated
study course of a core subject (Agriculture or Horticulture),
combined with a second subject (for example mathematics,
physics, chemistry, biology, languages and others) and
educational sciences. Three practical training periods at school
are part of the education. Typical is that the new system provides
more time for studies of educational sciences, subject related
didactics and practical training periods at school. Based on it
there are better possibilities the teacher training to orient by the
requirements of the teaching profession.
Main aims of the new teacher training system are:
• to improve teaching competence of students
• to increase the quality of studies
• to advance connection between subject related science,
educational science and subject related didactics
• to find better possibilities for managing and coordinating the
studies
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• to reduce time of studies
• to get more international compatibility
The new teacher training system is structured in modules, 30
modules in the Bachelor phase, 16 modules in the Master phase.
The Bachelor phase
During the six semesters of the Bachelor study a total of 180
study points may be earned. Typical for this phase is that the core
subject (Agriculture or Horticulture) is dominant. The core subject
contains 90 study points (included 12 points Bachelor thesis).
The second subject contains 60 study points, educational
sciences and subject related didactics contain 30 study points.
Figure 1: the structure of the Bachelor course: 180 study points = 6
semesters.

core subject = 90 study points
second subject = 60 study points
educational sciences and subject related didactics = 30
study points

Figure 1: Integrated in the Bachelor phase is a practical training
period at school.
The Master phase
During the four semesters of Master study 120 study points may
be earned. Typical for this phase is that educational sciences and
subject related didactics are dominant with 70 study points. The
core subject contains only 15 study points and the second subject
20 study points.
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Figure 2 shows the structure of the Master course.

core subject = 15 study points
second subject = 20 study points
educational sciences and subject related didactics =
70 study points
Master thesis = 15 study points

Figure 2: Structure of the Master course: 120 study points = 4
semesters.
Main focus of the Master phase is the development of students
teaching competence. Therefore there are three modules (= 23
study points) subject related didactics of the core subject.
Those are:
• Module “Teaching Methodology – preparation, execution and
follow-up of the teacher’s practical period”
• Joint module Teaching Methodology/ Subject related science
• Module “Teaching Methodology – Consolidation”
Also three modules (23 study points) for the subject related
didactics of the second subject.
In these modules students mainly get the competence to plan, to
prepare, to realize and to evaluate subject related lessons at
vocational school. They learn, how to manage modern teaching
and learning arrangements, how to use new media, how to
develop self responsible learning of pupils. There is a very closely
relation between didactical lessons at university and subject
related lessons at vocational school. By combining studies and
practice a didactic professionalism is developed which is
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necessary for the job of the teacher. Integrated in the Master
study are two practical training periods at school. On the other
side there established a common module between subject related
science and subject related didactics, where students deal with
agriculture or horticulture subject and prepare it for lessons at
vocational school. At the university they are advised from both
sides. The results of these projects are presented and discussed at
vocational school. On this way possibilities of cooperation
between subject related didactics, subject related sciences and
vocational school become better.
The following table shows the structure of the second year of
Master study
Agriculture
Seme Modules
s-ter
Second subject
SS
10 study points

4.

WS

Subject
related
didactics of
the second
subject

12 study
points
Subject related science Subject
Subject related
related
didactics
didactics
Common Module

3.

Educatio Master
nal
thesis
science
(Februa
r–
6 study April)
points
15
study
points

5study
points

5 study points
7 study points

3.
Resume
The Bachelor course started in October 2004. In October 2007 we
started with the first Master course for teachers. With this reform
we finish the very traditional way of teacher training in Germany.
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The new studies concept for the teacher training is well suited to
prepare the students for their jobs as teachers. It improves the
development of the teaching competence.
The students are qualified to implement the new didactical
learning field concept in the agricultural vocational training. The
learning field concept is a modern one and relevant to practice
aspects. It contains learning fields. It integrates complex
professional tasks which exist in the professional training. The
processing of the professional tasks is carried out into concrete
learning situation. They imitate concrete work situation. A
learning situation represents a complex teaching and learning
arrangement. The realisation of this concept is a challenge for the
teacher trainers and for the students.
Self-directed learning and method competence are further
promoted. There is more time available for subject-related
didactics. There is also a closer connection to lesson practice.
The primary objective of the studies is to prepare the students for
the planning, preparation, execution and evaluation of
professional lessons. For this reason it is absolutely necessary
that this teaching practice has to be accompanied by an intensive
subject related didactics support by the university and has to be
supervised by an experienced mentor of the school.
Moreover, this concept is internationally compatible. The degree is
“Master of Education” – it is equivalent to the “1. Staatsexamen”
(1st state examination).
After the first phase at the university, there follows the second
phase of teacher training at the school, i.e. two years
“Referendariat” in a vocational school. The degree after this
“Referendariat” is the “2. Staatsexamen” (2nd state examination).
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Abstract
The paper describes a new reform, titled The Knowledge
Promotion in Norwegian education in 2006. The reform includes
the 10-year compulsory school and the upper secondary
education and training. It is followed by new curricula for all
grades, and the curricula are based on competency objectives. In
addition basic skills are defined in all subject curricula.
Key words
Reform in education, curricula, secondary education, Evaluation
criteria
The In-depth Study Project - A challenge and an opportunity
Introduction
In 2006 a new reform in Norwegian education took effect. The
reform, called The Knowledge Promotion, includes the 10-year
compulsory school and the upper secondary education and
training. It presents new curricula for all grades, and the
curricula are based on competency goals. In addition basic skills
are included and described for all subjects. The basic skills are
oral and written expression, reading, numeracy and using digital
tools.
All students in Norway, who have completed lower secondary
education, have since the reform of 1994 had the statutory right
to upper secondary education and training. It is a challenge to
meet the needs and interests of each student in upper secondary
school. Differentiated teaching has been a principle for many
years in Norwegian education, but still many students do not feel
they fit into the ordinary school setting. To better meet this
challenge, the In-depth-Study Project (IDSP) was established in
the reform of 2007 for all vocational education programmes. In
the curriculum for Program for Agriculture, Fishing and Forestry,
the IDPS takes about one third to one half of the study year. In
this article we meet the students “Mary” and “Joe” at Valle Upper
Secondary School. Both are students at first level and here we
present their plans for their third IDSP-module in spring 2008.
(Some facts about Valle Upper Secondary School, Attachment 1)
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The school and especially the teachers, who are responsible for
the implementation of the project, are eager to focus on their
experiences as a basis for further development. We present the
IDSP both in the light of Norwegian educational policy as well as
for generally accepted learning theories in education. In
conclusion some discussion points are set up based on the
experiences from the first year with IDSP at Valle. We draw
attention to the fact that even with a common curriculum for the
IDSP in Norwegian education, every school has to organize and
implement it according to its own goals and resources.
The In-depth Study Project in Vocational Educational
Programmes in Norway
To take new steps to meet the needs and interests of students,
and also to prepare the students for further work and studies, the
In-depth-Study Project was established in vocational education
within The Knowledge Promotion. The IDPS represents a major
change according to the organization of teaching and learning in
the schools. In the Program for Agriculture, Fishing and Forestry,
the IDSP has 168 hours, 35% of the hours, at the first level and
253 hours, 53% of the hours, at the second level. Together with
implementation of new curricula in general, it is a huge
organizational task to also implement IDSP.
The county authorities, who are the owners of the upper
secondary education, delegate decisions to the schools when it
comes to organizing education in general and also the IDSP. At
Valle Upper Secondary School, they have decided to offer the
project in three modules, each of four days, in addition to 4 hours
every week over a period of time. Some students choose a project
outside school, and this involves developing a local curriculum for
each student and linking it to competency aims in the preferred
subject curriculum on level 2 or 3. Students who want to go
deeper into a general subject on level 2 or 3 can base their project
on the national curriculum for the chosen subject.
The objectives of IDSP set up by the national education
authorities are:
(http://www.utdanningsdirektoratet.no/templates/udir/TM_Artik
kel.aspx?id=2133):
1.
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the study programme is aimed at.
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2.

Facilitating a higher level study within the competency aims of
their Programme area.

3.

Facilitating the study of general subjects.

Students in the Program for Agriculture, Fishing and Forestry in
Norway seldom have apprenticeship, and many have little contact
with crafts and industries during their education. In the IDSP
they have the opportunity to meet a workplace early in their
vocational education and they will have a better platform for
decisions regarding further education and job possibilities. Some
students want to learn specific skills in practical work, to develop
a competence they are motivated for, point 1) and 2). This
competence has to be connected to competency aims at higher
level in their program. The preconditions for implementation of
their wishes are to develop a Local Curriculum for IDSP adjusted
to each students interests and needs and the recourses of the
school/local industries. This local curriculum is made by the
student and his/her teacher.
Some students want to go to universities and colleges and they
want to go deeper into general subjects like science, mathematics
and languages, point 3). Their IDSP’s are connected to the
Competence Aims in the curriculum of the chosen subject, and
the students will be evaluated according to the regulations in this
curriculum.
The In-depth Study Project is based on national acts and
curricula. Here we have linked the IDSP to some paragraphs:
a) The Education Act § 2 - Principal Aims for Upper Secondary
Education:
to prepare students for life and work, for further education
and personal development
b) The Knowledge Promotion Reform of 2006 with Competency
Aims, Basic Skills (The Knowledge promotion).
http://www.utdanningsdirektoratet.no/templates/udir/TM_Artik
kel.aspx?id=2376
In-depth Study Projects in vocational education is based on The
National Curriculum for the Knowledge Promotion which applies
to all levels of primary and secondary education and training and
comprises.
“In the subject curricula the five basic skills are integrated in a
way that is adapted to each subject. These skills are: Being able
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to read, being able to express one self orally, being able to express
oneself in writing, being able to develop numeracy and being able
to use digital tools.”
c) The Learning Poster. The Quality Framework (Attachment 2)
http://www.utdanningsdirektoratet.no/templates/udir/TM_Artik
kel.aspx?id=3390
- give all pupils and apprentices/trainees equal opportunities to
develop their abilities and talents individually and in cooperation
with others
d) The Core curriculum for primary, secondary and adult
education
in
Norway
http://www.utdanningsdirektoratet.no/templates/udir/TM_Artik
kel.aspx?id=1374 )
The Core curriculum is a document which is an integration of all
acts, curricula and regulations in Norwegian Education. The
educational system shall facilitate the development of the
integrated human being. This person is spiritual, creative,
working, liberally educated, social and environmentally aware.
The school as a system for competency building, is an adequate
setting for the liberally, social and sometimes creative and
environmentally education. But students, who prefer practical
work rather than learning theory, do not always find the school
relevant. The IDSP opens the doors between the school and
occupations. The student does not have to be an apprentice to
work within crafts and industries.
Theoretical Framework for IDSP
The IDSP is based on well-known theoretical frameworks of socioconstructivist theory and experiential learning. The active student
is fully integrated in the whole learning process, from defining
learning needs and goals, to planning, implementation and
documentation and in the end assessment. The simplified phrase
“Learning by Doing” connected to John Dewey, is not a complete
learning principle. His original phrase was:”Learn to do by
knowing and to know by doing” (Dewey & McLellan. 1889).
Cognitive and behavioural activities are closely connected, like for
instance in problem solving situations. When a student observes
the horse or a sheep and detects an unusual behaviour, the
observation itself is often not enough to define the problem and to
take proper action. Maybe the student has to discuss with the
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supervisor, or read in his textbook in husbandry, maybe he has to
call the veterinary. Dewey’s (1910) method of inquiry is still
relevant for today’s problem-solving. Learning is a continual
reconstruction of experience kept up by inductive, deductive and
creative processes.
This is also described by Kolb (1984) in his learning cycle. An
experience becomes learning after cognitive processes like
observation, reflection, concept forming or generalisation. Then
we are prepared to test out what we have learned in new
situations.
The IDSP also address learning as situated (Leave and Wenger.
1991). Learning and application of learning takes place in the
same context. Learning is a process of co-construction of
knowledge in social and physical settings like in apprenticeship.
This underlines the importance of describing and discussing our
experiences. When we form our questions in concepts, the
development of concepts continues in the meeting with the
“expert”. The learning process is much more effective when it is
communicated with someone who knows more. We are in the
zone of proximal development in the perspective of the socioconstructivists (Vygotsky. 1986). Students need support;
scaffolds. Personal support is build in the IDSP, and consists of
the employer and the teacher.
Adapted or differential teaching has been explicit in school
curricula in Norway since 1939. It is an ideal that has been
highly valued ever since, but it is difficult to fulfil (Bachmann &
Haug 2006). Too many students do not fit into the frames of the
school system. Most schools suit students with sequential
learning styles, not globally oriented students (Dunn et al 2001).
In the middle of the last century, the adapted-teaching principle
focused on equity. The teacher should behave and communicate
in the same way to every student. The last two decades the focus
is more individualistic, within a context of plurality. The
individualistic approach is demanding in learning contexts and it
needs to be questioned on every level in the educational system.
Our challenges in relationship to food production and
environmental change call for learning together and collective
actions.
We see the active student through the use of portfolio (Klenowski
2002). Portfolio is based on the principles of student’s
participation, documentation of competencies, reflection and selfassessment.
183

Proceedings from the conference ENTER, Cordoba 2008

This theoretical overview is not complete, nor discussed
thoroughly. We make this draft to show the conceptual lines of
today’s education in Norway.
The students Mary and Joe Planning
Mary and Joe are real students, with fictive names, who show us
how IDSP is implemented at Valle. Mary is a first year student,
and her motivation for school and general subjects is very low.
Mary and her teacher have developed the plan for her third
module. Through the planning process the teacher sees more
explicitly her main interest and resources. Her plan for her work
during this week is:
Before lunch: Gardening; tidy up the lawn, the beds, cut the
trees.
After lunch: Attend to her horse, feed and train it. Work in the
stable and horse riding.
Written tasks: plan, logs and report. Theory connected to working
tasks, self-assessment.
These working tasks are connected to specific goals in the second
year curricula. Unfortunately Mary became sick and could not
work this week. But her teacher says this planning process, by
listening to her and helping her with the plan, may be one of the
reasons she fulfilled the first year and now has started the second
year.
Joe is also a first year student. He is interested both in farming
and further education. He wants to work at his parent’s farm and
have full responsibility for the sheep during the week, and keep
technical equipment in the stable in order. The supervisor is his
father. In co-operation with his teacher he has written this plan:
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Local curriculum and documentation for the student’s IDSP
Name student: Education Programme:
Programme for
Joe
Agriculture, Fishing and Forestry
School
year: School: Valle Upper Secondary School.
2007/2008
Responsible teacher: Tore Arnesen
Time for implementation of the project:
Short description of the project:

Week nr 6, 2008.

Feed and caretaking of sheep (about 150 animals) in wintertime
and do any other odd jobs on the farm during the week.
Competence Aims connected to the curriculum in Agriculture,
general. 2. year:
2.3 Husbandry
Can see the connections between his own skills and the quality of
the well-being and production of the animals
Can plan the overall work for the best of the environment of the
worker and the animals (health, security)
Know the different kind of fodder and discuss their nourishment
qualities
Concrete competence aims are written in the assessment form
Assessment criteria:
The project will be assessed by following criteria:
Punctuality:
Does the student arrive at time and keep
appointments?
Safety: Does the student insure his/her own and others safety by
following rules for work and the use of equipment?
Practical work 1: Does the student listen to instructions and
carry them out in work?
Practical work 2: Does the student work independently with some
supervision?
Goal achievement: To what degree has the student achieved the
goals, evaluated by the employer? The employer uses the marks:
“Not passed”. “Passed”. “Passed very well”.
Written tasks: Are the written tasks performed satisfactorily and
correct?
Logs: Are working hours concretely documented?
Self-reflection: Has the student formulated his own reflections
about his learning?
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The plan (short description):
Daily work:
Morning and evening: feeding, tidying, and controlling the
animals.
During the day: Perform any odd jobs that might turn up,
especially controlling technical equipment
The plan, signatures, teacher and student: Tore Arnesen, Joe
Evaluation scheme and documentation from the employer:
Name student: Joe
School year: 2007/2008
School: Valle Upper Secondary
School.
Employer: Name, address, telephone:
Responsible teacher: Tore Arnesen
The student shall be assessed according to the goals in this plan.
The employer evaluates to what degree the goals are achieved.
Please mark and sign in the tables below. You may also add a
short written feed- back. The school is responsible for the
assessments of logs, self-reflections and written tasks.
Evaluation criteria:

Punctuality:
Did the student
arrive
at
time
and
keep
appointments?
Safety: Did the student insure
his/her own and others safety by
following rules for work and the
use of equipment?
Practical work 1: Did the student
listen to instructions and carry
them out in work?
Practical work 2: Did the student
work independently with some
supervision?
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Goal achievement: The employer evaluates to what degree the
goals are achieved.
Goals
Not
Passed Passed Sign
The student shall:
passed
very
well
Feed and care for the sheep in
wintertime
Be aware and check the general
health and condition of the
animals and detect un-normal
behaviour if it occurs.
Work independently and follow the
general routines
Describe, adjust and proceed
according
to
the
physical
environment to make the working
conditions as good as possible
Control technical equipment to
ensure the safety of the animals
(watering technology, area for rest
and for fodder)
Signatures
The project is implemented over (working days) during period…
Employer: …………………..
Date: …….
Student:
…………………………….
Joe’s plan is concrete and specific. This also helps the employer to
evaluate the goal achievement. We see that both Mary and Joe
find connections to their plans in Competency Aims at higher
level in their Program Area. If they had chosen an IDSP in general
subjects, it would have been connected to competency aims in
Subject curriculum in Programs for General Studies (for instance
science, languages, mathematics).
Documentation, self-reflection and self-assessment
After the student has taken contact with an employer and the
working tasks are defined, the student and the teacher write the
plan. The employer, who is responsible for supervision, signs the
plan. The student has to write documentation during his project.
The documentation consists of the report, the self-assessment
and the self-reflection.
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Documentation report:
Descriptions of the accomplished working tasks, working hours,
logs, written tasks
Self-assessments:
• the accomplishment of the project
• whether the goals were reached
• whether the plans were accomplished
• obstacles
• reasons for failures
• alternative actions
Self-reflections:
What I think about further education connected to these
experiences
What satisfied me most
What I have learned
Joe passed this module of IDSP and for his IDSP the first year he
got the best mark on his certificate. His written tasks were
excellent, especially his self-reflection. He could describe both his
learning connected to the working tasks, and his leaning about
agriculture in a historical and cultural perspective through cooperation and talking with his father and grandfather.
The school is responsible for the final assessment of each
student’s IDSP. The final assessment of IDSP is set by the
educational authorities and is assessed as all other subjects. If
the IDSP has been executed in industries/crafts outside school or
on the school farm, it will be assessed by overall achievement
grades. If the project is a part of a local or national subject
curriculum, the final assessment follows this curriculum
Experiences and discussion points
There are both positive and negative experiences to address after
implementation of IDSP the first year.
The positive experiences are:
• IDSP gives more time and space for adapted teaching. The
intentions are good and it takes care of the interests and needs
of each student, their co-determination and self-responsibility.
• IDSP is based on the individual student’s interest and needs
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• IDSP is challenging for the students, and the learning is
integrated in their responsibility for and communication
throughout the whole process, from planning to assessment.
• IDSP prepares the student for apprenticeship; they can try out
different crafts and industries
• IDSP prepare local employers for apprenticeship
These positive aspects are related to the student and local
employers. Some students find the project very demanding:
• The planning of the IDSP is hard for some students who have
difficulties in expressing themselves in words and who are not
motivated for this challenge. The school offers these student
ready-made plans which are adjusted to the students work.
• Some students find the documentation very demanding. They
may have done very well with their practical work, and learned
much, but they are not able to express their reflections and
learning in written words, and their final assessments become
low.
The challenging experiences are mainly connected to the school:
• The IDSP implies a complex planning and implementation
process. It is a challenge for the school to establish a network
of industries, partners where the students can work. It takes a
lot of effort to support each student in his/her planning
process. Each student dispose 3 weeks and several hours in
between in their IDSP, and this has to be combined with the
ordinary teaching.
• It takes a lot of work to establish a timetable for all the classes
and subjects, and to integrate IDSP in this timetable.
• It is challenging to make the IDSP differ in time/space/form
from ordinary education.
• It is demanding to establish a group of teachers, large and
varied enough, who can supervise and assess the IDSP carried
out at the school farm.
• The educational authorities have decided the form of the final
assessment and the demand of the documentation of the IDSP
in the certificate. The school cannot meet all these demands
and has made its own attachment to the certificate which
shows the themes of the projects and the final assessment. It is
up to each student to keep his documentation like logs, self189
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reflections and self–assessments. The system for storing this
electronically is not yet established.
Discussion points
For the school and the teachers: The organisational and
administrative work with IDSP is huge. Do the educational
authorities have systems or plans for getting feed-back and to
support and reward the schools for their work with IDSP?
For the students: We have met Joe and Mary, who with the help
from their teacher, planned and worked individually. Valle Upper
Secondary School also has students who plan and work together.
How demanding is it to fulfil the plans, both individually and in
groups? Do the students get the support they need? How can the
school facilitate co-operation between students? Is it necessary,
both for learning and for long-time development for society, to
facilitate more co-operations in IDSP?
For the employers: The employers usually meet the students, not
the teacher. How can the school support the employers with
competence to supervise students? We have met Joe with his
father and grandfather as supervisors. In this case Joe’s learning
was extended by his talks and work with them. We can see how
rewarding it can be to work and learn within the family, across
generations. We recognize this learning process in agriculture,
fishery and forestry through history. Today, students and their
parents have little contact in upper secondary school. How can
the school ensure that a parent as the employer is a good
supervisor? And, how can the school support any employer which
supervises their students?
These discussion points are related to the experiences at Valle
Upper Secondary School. But we assume that any vocational
school may have experiences connected to their way of
implementing the IDSP. We appreciate the schools and the
student’s work in the IDSP this first year at Valle. We address the
educational authorities to communicate with the schools about
their experiences. The complexity of the In-depth Study Project
cannot be handled only on the school level; the development of
the IDSP needs participation both from the owners and the
national education authorities.
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Attachment 1
Valle upper secondary school
AGRICULTURE – HORSEMANSHIP – LANDSCAPE GARDENING –
NATURE MANAGEMENT – UNIVERSITY ADMISSION
SERTIFICATION
About 140 students, aged from 16 to 18 years
Dormitory - ca 50 rooms
Two school farms - ca 120 ha arable land and 140 ha forest.
Dairy cows, pigs, sheep, hens, market garden.
Number of employees: ca 50 (26 teachers)
Horses: Cooperate with the Norwegian Equine Centre, and The
Norwegian Equine School
Owner: Oppland county
e-mail: vallevdg@oppland.org
http://www.vallevgs.no/infokategori.asp?language=1&id=240&lsi
d=0&lmid=37
Attachment 2
The Quality Framework in Knowledge Promotion, The
learning poster
The school and the apprenticeship-training enterprise shall:
• give all pupils and apprentices/trainees equal opportunities to
develop their abilities and talents individually and in
cooperation with others
(Section 1-2 of the Education Act and Chapter 5, and the Core
Curriculum)
• stimulate the stamina, curiosity and desire of pupils and
apprentices/trainees to learn
(Section 1-2 of the Education Act, and the Core Curriculum)
• stimulate pupils and apprentices/trainees to develop their own
learning strategies and critical-thinking abilities
(Section 1-2 of the Education Act, and the Core Curriculum)
• stimulate pupils and apprentices/trainees in their personal
development, in the development of identity and ethical, social
and cultural competence, and in the ability to understand
democracy and democratic participation
(Section 1-2 of the Education Act, and the Core Curriculum)
• facilitate for pupil participation and enable pupils and
apprentices/trainees to make informed value choices and
choices relating to their education and
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•
•
•
•
•

•

future professions/occupations
(Section 1-2 of the Education Act, Chapter 22 of the Regulations
and the Core Curriculum)
promote adapted teaching and varied work methods
(Section 1-2 of the Education Act and Chapter 5, and the Core
Curriculum)
stimulate, use and further develop each teacher’s competence
(Chapter 10 of the Education Act)
help teachers and instructors to be seen as positive leaders and
as role models for children and young people
(The Core Curriculum)
ensure that the physical and psychosocial working and
learning environments promote health, well-being and learning
(Chapter 9a of the Education Act)
facilitate for cooperation with the home and ensure the coresponsibilities of parents and guardians
(Section 1-2 of the Education Act and section 3-2 of the
Regulations)
ensure that the local community is involved in the education in
a meaningful way

http://www.utdanningsdirektoratet.no/templates/udir/TM_Artik
kel.aspx?id=3390
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The Competence to Work with Modern Didactic
Technologies in the Teachers’ Profession
Gabriela Porubská, Jaromír Šimonek
Abstract
Current changes in the understanding of the teacher’s profession
are extremely actual today. They reflect the concepts of the
European teacher and its key competences he should acquire.
Important way-out of the current changes of teachers preparation
is perceived first of all in developing key competences among
which belongs also the one of didactic-technology. It is the subject
of interest and conceptual way-out of our presentation.
Key words
Competence, teacher’s competence, information and communication technologies
Utilizing information technologies in educational process
The whole society faces information challenge, which can be
defined in two aspects. The one is the development of information
technologies and the other is the development of information
society, which is characterized by an enormous expansion of
information in all spheres of social being. All spheres of life,
including education, must be adjusted to this new phenomenon.
It is just the management of this process, which faces a great
challenge, since information society dynamically changes the level
of knowledge and calls for the need of acquiring new ones in such
an extent that cannot be compared to the previous one.
Information technologies change the process of education and
interfere with all its part. A pedagogue can use technologies in all
phases of the educational process. This started from setting
elementary goals, through specifying necessary procedures, to the
process of evaluation of results of educational process. It is just
the process of life-long education, where it is possible to make use
of distance education, e-learning and other opportunities offering
information technologies, in a higher degree. However, the
utilization of information technologies, which can facilitate the
process of education, expects an inevitable mastering of these
technologies from both the side of a pedagogue as well as the ones
being educated. Simultaneously, it should be added that
information technologies are not able to replace the pedagogue.
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The other phenomenon of information society is closely connected
with the setting of goals in the process of education. A lot of new
information can cause that a pedagogue will not be able to specify
exactly the goals of the educational process. As a result of the big
number of new information he can also set too many goals, thus
making the process of education too wide. The last problem, the
teacher in the information society must face, is the rapidly
changing contents of information. When setting the goals he must
anticipate the future development and try to exactly estimate the
status, which would be in the society after the termination of
individual phases of education. This development, however, is
very demanding and pedagogue must come out upon its making
provision for mainly from the larger strategy of life-long education,
which should be accepted on the national level.
Competences of a pedagogue
Competences have an important position in the personality of
pedagogue from the point of view of his qualification profile. V.
Švec defines competence as a complexly demonstrated ability of
an individual to perform special tasks, necessary for the
satisfactory fulfillment of all requirements or demands of peculiar
situations upon performing professional labour functions and
other main extra-work activities and social roles (1998).
Among the fundamental competences are:
Pedagogical competence, which consists in a qualified
orientation upon educational prerequisites of the participant and
their optimum realization. The prerequisites are mainly as follows:
creation of conditions through effective organization of educative
impacts, motivation of own activities of participants and utilizing
their potentials. This competence contains abilities of empathy,
management of diagnostic operations, and projection of
procedures of effective pedagogical interventions.
• Professional competence includes mastering of the particular
area of general cultivation, technology of work, and etc., but
also pedagogical creativity.
• Communication competence consists in the capability to
effectively communicate, including in a foreign language.
• Pedagogical and organization competence consist mainly in
creating effective educational environment, supporting
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•
•

•

•

and stimulating climate, but also in effective planning
and projecting education.
Consultancy and advisory competence is focused on the
ability to help the participants to differentiate and solve
problems, not only the study ones.
A competency of qualified pedagogical self-reflection, which
stresses mainly the analysis of the impact on the acting of the
people being educated, but it is also the ability to evaluate
one’s own pedagogical activity with the aim of its improvement.
Personal and interpersonal competence includes the ability
to be assertive, but also self-control, the ability of team
cooperation, to be able to put oneself into the mental status of
others (empathy), etc.
Didactic technological competence means capability for work
with didactic technologies, work with information, using
information and communication technologies, as well as
preparation for new forms of education based on new, digital
means of education (e-learning, distance education, on-line
education, etc.)

Issues of utilization of the didactic potential of new media
New technologies, multimedia and computer systems represent
a progressive phenomenon in educational (teaching and learning)
processes. More and more often their potential is stressed in
relation
to
increasing
effectiveness,
purposefulness
and individualization of teaching and learning. New media and
their technical perfectionalization should not be used only for
designing more powerful and effective educational procedures.
Their utilization should be preferably directed upon educational
purposes. We thus meet with a paradox situation, when on one
side the didactic value of new media is widely accepted (currently
it is considered to be matchless and indubitable), but on the other
hand in the school practice the potential of new media is utilized
in an inadequate degree. Insufficient technical equipment of
schools, limited access to multimedia means, insufficient
technical skills and commitment of educators, and last but not
the least, the fact that assets and extraordinary opportunities of
media are discussed more frequently than the questions of their
practical and real utilization in pedagogical practice, are
considered the main reasons of this state. To tell that universities
and higher education institutions, which prepare future teachers,
should contribute to the solution of the above mentioned
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problems, would be the demonstration of misunderstanding of
actual tasks of these institutions referring to the requirements of
the practice. Universities and higher education institutions
preparing future teachers should not participate in the solution of
the above mentioned issues, but have to solve and remove, or at
least eliminate the causes of these problems.
Direction of didactic-technologic preparation of teachers
Preparation of teachers must react to the fact that multimedia
and new technologies become an inseparable part of school life
and widely influence the processes of learning and teaching, as
well as further life-long education. If teachers should consciously
utilize new media in their work, they have to dispose of the
necessary didactic as well as technical knowledge and skills.
While the past key issue of didactic-technological preparation of
teachers was the acquisition of computer literacy and its
utilization in their professional preparation, currently the medial
competency, which would allow teachers to critically valorize the
potential of new media for educational purposes, has become the
dominant issue (Hockicková – Hašková, 2004). Formation and
development of didactic-technological competences of teachers
belong with their functional focus, to the sphere of professional
pedagogical and psychological preparation of future teachers and
from the contextual point of view it is the matter of the technology
of education. The particular course is traditionally included in the
study programme of teachers’ education under the title Didactic
technology. Shifts in requirements on didactic-technological
competences of teacher adepts are, however, more and more
reflected both in the change of its title and in its enlarging
(Didactic technology, Technology of education, Information and
communication media, New information technologies in
education, Preparation of teachers for the work with media,
Methods and forms of teaching using ICT). Despite of their title,
all these study courses with their focus belong into the area of
pedagogical subject: Technology of Education.
Didactic-technological competences of a teacher represent his
preparedness for work with didactic technology, work with
information, utilization of information and communication
technologies within educational process, as well as for the
provision of both pedagogical process and the overall running of
school, his preparedness for new forms of education based on
new, first of all digital, means of education (e-learning, distant
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education, on-line education, etc.). In these connections it is
necessary to pay attention to the fact that from the point of view
of technology of education its, or our, aim is not to prepare
teachers
as
experts
for
the
issues
of
information
and communication technologies and multimedial systems.
Adepts of teacher’s profession are being prepared for the
utilization of classical teaching aids and audiovisual aids within
the framework of educational processes. Except for that, they
have to be able in their future profession to adequately and
effectively use modern teaching aids, among which the priority is
given to multimedia educational means and digital electronic
equipment. Their implementation into the educational process
enlarges the spectrum of pedagogical problems, which a teacher
should cope with, by new areas such as for example the issue of
evaluation of pupil’s performance, which is the result of their
work with information and communication technologies – which
aspects of his performance should be evaluated, the issue of
evaluation of pupils upon group or project work, based on the
utilization of new information and communication technologies
(Polák, 2004). It is clearly seen from these two problem areas that
it is incorrect to identify didactic-technological competences of
teachers with their technical skills and mastering attendance and
maintenance of didactic technology (such narrow interpretation of
didactic-technological competences of teachers would be possible
only approximately up to the 1960´s), or with basic technical and
instrumental competences acquired by teachers of natural
sciences and professional subjects, and which are connected first
of all with the professional contextual side of the education and
not with formal didactic aspects of mediation of the objective
contents (Hašková, 2001, p. 94).
It is necessary to call attention to the difference between the
already mentioned medial competence of teachers (i.e. their ability
to critically valorize the potential of new media for educational
purposes), which should be the part of their didactic-technological
competences, and medial education, or media pedagogy. The
pedagogy of media proclaimed in the 1970´s the requirement of
equipment of schools with mass communication means of
everyday life and their implementation into the educational
process, but from the aspect of preparation of pupils for their
purposeful and constructive utilization from the position of
a responsible and values-oriented recipient and user of the
particular information (of general, professional, artistic, esthetic,
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emotional character). In connection with medial education it is
the education towards conscious critical reception of information
mediated by various kinds of media, so that the individual do not
heedlessly go under their influence, while upon developing medial
competences of a teacher the concern is about their abilities to
utilize these means and by them mediated services and
information use most effectively for the purposes of personality
growth of pupils.
Didactic-technological competences as part of a teacher’s
profile
We would hardly find a profession, for the performance of which
such wide-spectrum requirements as it is in the teacher’s
profession would be set. Degree of qualification of teachers is
judged from the point of view of their personal qualities and
prerequisites, professional competence, fulfillment of standards
and regulations given by the law and pedagogical documents.
Research focused on contextual analysis of pedagogical
documents from the period of the 1980´s identified more than
1300 claims posed on teachers, which they would meet in terms
of capability for the performance of their profession (Polák, 2004).
The end of the 20th century will enter the history probably as the
period of intensive changes and reforms in education. Their part
will be also a lot of proposals and concepts related to the system
of education of teachers. The concept of development of education
in the Slovak Republic in the sphere of pre-gradual education of
teachers declares the requirement for a change of their
preparation from „subject-oriented“ to the creation of personality
of pedagogue educated in order to cultivate men and his world.
Quality of preparation of these personalities should be guaranteed
by the profiles of pedagogical employees and national standards
for the assessment of quality of their competences in pedagogical
practice (the Concept of development..., 2000, pp. 22, 62-63, 73).
These profiles will probably be the object of a wide discussion in
the society. Institutions preparing future teachers, however, may
not wait for the result of the process of their creation to be given
„from the top“. Therefore, also the Faculty of Education of the
University of Constantine the Philosopher in Nitra tries to actively
influence profilation of future teachers, while this is done in two
lines. One of the lines is the commitment of employees in research
tasks forming fundamental platforms for the creation of profiles of
graduates of teacher’s specialization and the other one is
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represented by the modifications of didactic-technological
preparation of future teachers realized at the faculty, in terms of
the above presented requirements of the practice and the current
priorities of the technology of education.
Conclusion
The presented requirements on the provision of quality of
teachers´ preparation create prerequisites for the fulfillment of
creative humanistic philosophy in education, as well as for the
preparation of future teachers for life in the information society.
They, however, lay new, demanding tasks on pedagogues, who
become involved in the professional preparation of future
teachers. Pedagogues are expected to master new skills
characteristic for the information society, understanding ideals of
creative humanistic concept of education, and last but not the
least, also orientation on increasing the quality of their work.
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Abstract
In 2003, in Berlin, took place the Conference of the European
Ministers of Education. The main points of discussion were the
reorganization of the higher education system, and the growth in
the number of countries practicing this system. The Republic of
Moldova took part in the Conference only as an observer.
However, in 2004, the country submitted to the Bologna
Secretariat a letter of accession to the European values and
demands in terms of education. In 2005, in Bergen, the accession
of the Republic of Moldova to the Bologna Process was officially
approved. Starting this year, the State Agricultural University of
Moldova (SAUM) has been making efforts to fulfill the European
demands. The SAUM as well as all the other universities in
Moldova are carrying out the higher education reforms for the
purpose of a European integration. Nevertheless, some of the
integration stages are still exposed.
Key words
Bologna Process, SAUM, State University ”A. Russo”
During the Soviet period, education followed two systems. The
first system consisted in: general school (10 years), college (2
years), university (5 years), and doctorate (3 years). The second
system comprised general school (8 years), college or vocational
school (4 years each), university (5 years), and doctorate (3 years).
The college and vocational school graduates who wanted to
continue their studies benefited of an eight-month course of
special training in the subjects required for the admission exam
and in general knowledge. But this education level was repelled.
The admission in colleges and universities was based on the three
or four admission exams in compliance with the chosen major.
The doctorate required three compulsory exams in a foreign
language, philosophy, and computer science. All the study levels
gave the students the choice of the courses with compulsory
attendance and distant learning.
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Studies within the agricultural colleges
The teaching methods were theoretical courses, lab works,
seminars, and stages of practice. Theoretical courses were based
on the dictation of notes taken from specialized manuals by the
professors. Lab courses and works were equipped with various
didactic materials such as drawing boards, herbariums,
insectariums, instruments, scientific films. The stage of practice
took place in the open and represented the most significant part
of college. The valuation followed the 1 to 5 marking scale, and 3
was the admission limit. During the vegetation period most of the
agricultural works were carried out by the students, regardless of
the climatic conditions which were often injurious to the health.
In spring, even if it snowed or rained, 15 to 19-year-old students
were forced to do agricultural works. However, these practical
instructions under the surveillance of the professor lead to a
correct assimilation of the theory and practice simultaneously.
The students’ work was under the guidance of special professors
named ”educators”. This technologic education was doubled by
instructive discussions beyond their specialization which involved
a direct and active participation of the students. The disadvantage
of this teaching method in college was the exploitation of the
students in the exchange of an insignificant payment or no
payment at all. The special equipment for the health protection of
the students, and especially of the girls, was deficient or
inexistent which lead to frequent illnesses. In conclusion,
compared to the present education system, past teaching
methods in college were richer in theoretical and practical
knowledge, concurrently with the civic education, but they
followed a communist style.
* the State Agricultural University of Moldova; ** State University
”A. Russo” from BălŃi
Higher Education
After the Republic of Moldova gained its independence as a state
in 1991, it adopted the Soviet higher education system. This was
until 2001 when it started the education reforms.
The first two years of study include basic and general knowledge
courses, and courses for the initiation in specialized domains.
Starting with the third year, only specialized courses are
preserved. The five-year university curriculum comprised 49-50
subjects concluded with written or oral exams, initiation, didactic
and production stages of practice, state exams, and the
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presentation of a final paper. The stage of practice lasted 12
months, six for didactics (the third year) and six for the
production (the fourth year). The valuation method followed the 1
to 10 marking scale and 5 was the admission limit.
Theoretical courses in basic, compulsory and optional subjects
were taught to a number of 150-200 students in large lecture
rooms, through dictation. The didactic and technical support was
obsolete and superficial, the student-professor interaction was
inexistent, and the students were more and more undisciplined
and uneducated.
These as well as other unmentioned aspects were considered
the disadvantages of the higher education at that time. The
advantages consisted in: the increase in the teaching staff, the
high number of courses, lab works and seminars, the long stages
of practice, the surety of a workplace.
Higher Education according to the Bologna Process
As mentioned, the Republic of Moldova started the education
reforms in 2001 aiming at the European standard. The
participants to the International Conference, titled ”Modernization
of the higher education system of the Republic of Moldova in the
context of the Bologna Process” which took place between the 25th
and the 28th of November 2004, expressed their wish to
implement the objectives of the Bologna Declaration and of the
following documents based on the idea of the European
harmonization of the higher education system.
The main principles of the higher education strategy are: the
interconnection of the education system, the priority of the higher
education, culture and scientific research, an impartial higher
education, the possibility of continuation of the higher education
for every person regardless of their age, the promotion of a lasting
university policy, and the stimulation of the professor-student
relation.
All these outlined the main aspects to operate on: the stimulation
of a loyal, correct and transparent interuniversitary competence,
the flexibility of the curriculum encouraging its adaptation to the
European demands, the use of productive information
technologies, the achievement of the legislative reform with an
impact on the educational system, the integration of the doctorate
within the higher education, the creation of a transparent internal
and external evaluation and accreditation system and so on.
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The didactic process of the SAUM adapted to the demands of the
Bologna Declaration along the following stages: the radical change
in the education system of the agronomical universities, the
formation of specialists with new conceptions which could lead to
the modernization of agriculture and to productive, efficient and
lasing results. The development of SAUM was so significant that
is raised to the international standards:
1. The elaboration in 2001-2003
of a agronomical higher
education curriculum which included the general objectives, the
majors, the specialized objectives, the professional standard, the
specialized Frame-Plan, the European Credit Transfer System
(ECTS). The ECTS standard was approved in the Republic of
Moldova on the 1st of September 2001. As a result, during the
academic year 2005-2006, the ECTS standard was applied in the
SAUM and for the first time in the Republic of Moldova. All the
graduates received the diploma Supplement in compliance with
the UNESCO-CEPES level. A number of credits corresponded to
each subject; therefore, if the students summed 240 credits they
received the Bachelor’s Degree.
2. The implementation of ECTS for the equalization of diplomas
and studies achieved within the SAUM. Starting with the
academic year 2005-2006, according to the new Frame-Plan
accepted by the Republic, SAUM has been organizing the first
series (higher education for the Bachelor’s Degree). Several new
variants of curriculum were drawn up following the demands of
the ECTS system and, therefore, of the Bologna Process.
According to the Frame-Plan, 30 hours are dedicated to study in
the auditorium, and the rest of the hours are for the individual
study. The study duration has 30 weeks a year; therefore the 60
credits are equally distributed for each semester. The number of
hours dedicated to the annual academic year is 1800 hours. The
overall number of credits, depending on the study duration, is
240 credits in four years of study (horticulture, agriculture,
zootechnics, engineering), 360 credits in six years (veterinary
medicine), and 180 credits in three years (economics,
accountancy, etc.). The credits for each subject are achieved by
the students if they obtain the mark 5 or if they are admitted. The
optional subjects do not have credits.
The Republic of Moldova adopted the higher education system
based on two cycles of studies: 1. the university system, 180-240
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ECTS credits, usually awarding a Bachelor's degree and 2. the
post-university system lasting 1-2 years, 120-60 ECTS credits,
awarding a Master’s degree. According to the Bologna Process
provisions, the Master’s degree requires 300 ECTS credits. The
veterinary medicine also imposes integrated courses at the end of
which the students who acquired 360 ECTS credits receive the
Bachelor’s and the Master’s degrees. This two-cycle structure of
education is regulated by prescriptive acts issued in the Republic
of Moldova: the Education Law, the Frame-Plan, the classified list
of professional training domains and of the specializations for the
training of the teaching staff within the higher education
institutions, cycle 1.
The flexibility of the ECTS system is due to the mention of the
number of unattained credits (not more than 6) that still allow the
possibility of carrying on the studies.
The student is able to promote their next year of study if they
acquired 54 credits in a year, 114 credits in two years, and 174
credits in three years. The situation is a little different in the case
on veterinary medicine students who study for a longer period of
time.
The study programs are divided on specializations and include the
curricula of all the subjects stipulated in the education plan. They
are even codified in letters (G – general training, F – fundamental
training, S – specialized training, O – compulsory, A – optional,
F-optional) and numbers. (01-08) for example, indicates the
semester: G.02.O.017; S.08.O.068; S.07.A.61.
The curriculum of a course contains the all the other necessary
information about the responsible professor, the revision, the
duration of the course, the number of hours, the summary of the
course content, the valuation method, the necessary bibliography.
The study consists in the hours of contact (seminars, theoretical
and practical courses, lab works) and the individual work (papers,
theses, individual training, and production practice). Depending
on the form of study (compulsory attendance or distant learning),
the distribution of the hours of contact and individual work in the
SAUM is the following: compulsory attendance imposes 30 hours
of contact and 15 hours of individual work; reduced attendance
imposes maximum 12 hours of contact and at least 33 hours of
individual work; distant learning imposes 2-6 hours of contact
and 39-43 hours of individual work under the distant surveillance
of a guardian. In conclusion, the time allotted to study during the
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semesters is 900 hours of contact (30 weeks x 30 hours), 450
hours of individual work (30 weeks x 15 hours), 450 hours for the
training passing the exams each semester. During the
examination session the students must prepare for the exams 9
hours a day.
The ECTS credits are transferred in the SAUM at three
administration levels: within the university, the faculty, and
major. The 28 credits allotted for the general knowledge
social-humanistic subjects are transferable. There are 94
transferable credits (46%) for Agricultural Science, of which 28
belong to the general modulus, 24 to the fundamental modulus,
and 26 to the specialization modulus. 106 credits (44%) are
transferable for specializations within the same faculty, of which
27 belong to the general modulus, 30 to the fundamental
modulus (out of 54 allotted credits), and 49 to the specialization
modulus (out of 159 allotted credits).
The control of the curriculum and the Credit System
implementation in September 2001-June 2007 justifies the
maintenance of the six-unattained-credit limit in order to be
transferred from one semester to another and from one year to
another.
The quality of the SAUM activity is obvious in the its objectives:
the promotion of the teaching methods, the flexible curriculum
which offers the student the cognitive and strategy autonomy,
creativity, competence, the ambition to assimilate knowledge, the
will to be useful to the community. It also sets the limits of the
responsibilities of the faculty and of the departments. Starting
with 2004, there have been established internal Committees
which ensure the quality of the education within the
specializations, the faculty, and the University. These organization
bodies identify, analyze, give solutions and make decisions
concerning the Quality Management System of the University. In
Mars 2006 external valuation Committees of the quality of
education in the SAUM have founded. These Committees act on
the basis of a regulation which was approved by the general
assembly of the committees on the 24th of Mars 2006.
The problems related to the implementation of the Bologna
Process demands in the Universities from the Republic of Moldova
are closely related to the economical and social situation of the
country.
The Republic has been carrying out its economical, political, and
social reforms for a long time. The population hardly accepts
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important and rapid changes, especially in agriculture which is
their main branch of economy. Their consequences influence the
education system.
The Teaching Staff
The teaching staff in the SAUM and other universities comprises
three generations. The honorable university professors and
academician of the third age are forming the pillars of the
universities. They were trained in Soviet schools and are
extremely reserved to European reforms. The university
professors of the first and second ages are the graduates of the
third-age professors and use the same methods. Therefore,
regardless of the age, there is a homogenous group within the
universities, a group whose quality is very different from the one
demanded by the European standards. In this context, the efforts
of the Ministries and of the Rector Offices to implement the
Bologna process in the anticipated conditions.
The possibilities of communication and exchange of experience
between the colleagues in the Republic’s universities are limited.
The participation to scientific symposiums and conferences,
professional and didactic stages are insufficient. These priorities
are usually consumed by the teaching staff of the second and
third age while the young remain disadvantaged. This is all
because of the fact that the population of the Republic of Moldova
is familiar only with the Russian language, and Russia does not
offer European priorities. Nevertheless, the young members of the
teaching staff follow the correct direction and are familiar with
international languages such as English and French, but their
participation in international projects is restricted. The general
image of the Republic of Moldova in Europe and in the whole
world is reflected on its internal problems too.
The overall attitude of the state towards the payment of the
university teaching staff is beneath criticism in all universities. As
a result, corruption is in progress.
The Students
The state offers students of the Republic of Moldova a strong
professional motivation. The workplaces based on specializations
are limited and the salaries are unacceptable for a decent life.
Private companies offer a slightly higher salary than the state
salary, but it is still insufficient for the young graduates. For this
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reason, the superficial attitude towards the studies persists. The
statistics show that the graduates do not practice their profession
according to their university training, but prefer a better paid job.
Under these circumstances, their migration towards the Western
European countries, Eastern and the West is in full swing which
is a disadvantage for the Republic. Corruption in universities, as
mentioned, continues unfortunately, because both parts follow an
interest: the professor receives an indecent salary, while the
student proves individual, social, and patriotic indifference.
Consequently, inconveniences between the students who were
accepted at universities become visible because they must rise to
the European standards. Some of the members of the teaching
board themselves prove unsatisfied.
The Didactic Methodic Support of the Study Process
As mentioned before, the Bologna Process was accepted and
implemented by the SAUM. This process would be a lot more
successful if the teaching board had initiated more activities of
reorganization such as: stages within the university, without the
university, and international stages. For example, in the interval
2001-2008, only two pedagogical stages have taken place within
the SAUM, through the international projects of the United
Kingdom and the Czech Republic. These stages involved a small
number of members of the teaching staff and, the most
importantly, these participants were the same active professors.
Most of the members of the teaching staff refuse the idea that
they need professional stages and pedagogical renewal. The
moment they reach a university degree, they believe they know
everything and have the right to teach. The Bologna Process
contradicts this conception and promotes the idea that there is
always something to learn because the quality of information and
knowledge is the basic condition for self-confidence, opportunity,
mobility, consistence, and the ambition to direct towards the
European higher education system.
Within the same range of thoughts, the didactic and methodic
equipment of the SAUM dedicated to student support, the access
to the modern information technology while teaching are
insignificant. The department has two or three computers and
only 50% of the teaching staff owns a computer. Info labs which
are connected to the Internet are novelties and they are very few.
The Library of the SAUM does not have a free access computer
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room. Both the space and the information available on the
Internet are limited and confirm what has been said in this paper.
The example of the SAUM reflects a general state, a number of
problems that all the Universities in the Republic of Moldova are
facing. In this range of thoughts, we announce the existence of a
free space for the European Universities that have access to the
International Projects of support dedicated to the non-developed
countries such as the Republic of Moldova, a space that follows
the model of the Czech Agricultural University of Prague. Thus,
we would like to thank CZU again for what they have been doing
for the SAUM, including our participation in this honorable
action, which is taking place in the famous historic city of
Cordoba.
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One of the Ways of Support for Rural Development via
Three-Side Trainings
Armen Vanyan
Abstract
Following the disintegration of the USSR the agro-processing
enterprises as well as lands underwent privatization, which
caused serious problems for the units involved in agriculture. A
reliable mechanism needed to be triggered to incorporate and
further utilize the abilities of farmers and research institutions to
address the created situation. For this purpose, “Technology
Assessment Programs” (TAPs) are being implemented through the
funds from the RESCAD Project. The TAPs are tailored to:
• satisfy farmers needs to improve the quality of their production
via installation of new technologies, and promote effective
cooperation between researchers, advisers and farmers;
• organize trainings designed for the set-up and use of new
technologies.
Key words
Farm and Community Level, Rural Business and Agro-Processor
Level, New Technologies, Three-Side Trainings, Farmer Field
Schools
The Republic of Armenia (RA) is situated at the crossroads
between Europe, the Former Soviet Union, and the Middle East.
Armenia is a small landlocked country covering an area of 29,8
sq. km in the Caucasus Region and shares borders with Georgia,
Azerbaijan, Turkey and Iran. Administratively, the country is
divided into 11 provinces, called Marzes, including the capital of
the RA Yerevan, which has the status of province.
For the one-third of the population that lives in rural areas,
agriculture is the main source of livelihood.
It is well known that the agricultural sector of economics in RA
was and now is well behind from other developed countries of
America and Western Europe. It must be acknowledged anyhow
that this was resulting not only from the shortcomings of the
administration system, state monopoly and management styles,
but from the incomplete system of scientific and technical
provision of the agricultural sector as well. The consequence was
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that our own and international achievements in science,
especially new technologies, were not widely introduced.
It must be noted that in this hard transition period many
countries and international organizations offered their aid to
Armenia. In 2005, the World Bank and the Armenian Republic
signed a “Loan Agreement” and have been successfully
implementing the “Rural Enterprise and Small-Scale Commercial
Agriculture Development” Project (RESCAD) in Armenia. The
overall objective of the project is to support the development of
Armenia’s small and medium-scale rural businesses by imposing
the ability of farmers and rural entrepreneurs to access markets
and by stimulating market-oriented private and public
investments in rural areas. The project consists of four
components and has a three-tiered approach by addressing
critical gaps at the farm level, at the community level and at the
rural business and agro-processor level.
Armenia, even before the collapse of the Soviet Union (since 1991)
has been implementing reforms in the agricultural sector. The
most important element of the reform was the privatization of
land and of other main means of production. Later, the agroprocessing enterprises and the agro service sphere as a whole
underwent privatization. Following the implementation of reforms
in agriculture the private ownership of land became prevalent in
Armenia. Also, economic and legal relations in the agro-industrial
sector have changed drastically.
The introduction of new technologies in agricultural production is
a permanent process conditioned by the scientific and technical
progress, also structural, organizational and technological
changes in the agricultural production and the market situation.
The renovation of the agricultural production technology becomes
more important in terms of market economic relations and free
business activity. At the same time the privatization of land and
the agricultural reforms dictate their features to the exposure of
requirements for new technologies, their elaboration and
introduction.
Therefore, a reliable mechanism needed to be triggered to
incorporate and further utilize the abilities of farmers and
research institutions to address the created situation. This
required seeking for modern approaches and developing new
systems based on the mutually beneficial utilization of farmer and
researcher resources.
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That is why, for the first time in Armenia, on the initiative of the
Ministry of Agriculture of Armenia, the “Technology Assessment
Program”(TAP) is being implemented, funded through the budgets
from the RESCAD Project, including a contribution by the RA
Government as well as by farmers. This project is targeted at:
1. creating mechanisms for on-farm installation, comparison and
assessment of new and existing technologies,
2. diverting the entire agricultural science on the identification of
priority technology needs of farmers through effective use of its
potential,
3. promoting
effective
cooperation
between
specialists, extension agents and farmers.

researchers,

The essence of implementing the co-financed TAPs lays in the fact
that the projects should be selected in view of farmer needs, as
well as resources available in the regions and the possibilities for
implementation. All organizational and listed issues are decided
on and implemented by 10 Marz Agricultural Support Centers
(MASC), with the support of the Republican Agriculture Support
Center (RASC), aimed at the enhancement of agricultural
production capacity, efficiency and incomes of farmers,
agribusiness owners and their associations in the region through
effective delivery services.
Summing up the implementation process of TAP projects, it must
be noted that they served as a new impulse for the development of
agricultural production and helped:
1. farmers to evaluate new and existing technologies that respond
to their priority needs and problems in normal on-farm
conditions;
2. researchers, MASC specialists and extension advisers to teach
farmers to evaluate the technology options in the region by
organizing trainings, including seminars and field days;
3. to provide MASC specialists with a unique opportunity to
cooperate with researchers of scientific institutions for
bringing research-based technologies directly to farmers;
4. to provide researchers with an opportunity to learn about
farmer needs and evaluate their technologies at the farm level.
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Also, the RESCAD Project funds a number of applied research
and demonstration activities designed to involve farmers, advisers
and researchers in a process of technology assessment aimed at
the provision of concrete evidence of improved farm practices and
technologies that will offer economic benefit to farmers in the
short to medium term.
The traditional technology transfer model envisaged research
providing new knowledge and technologies via trainings designed
for three major categories, inter alia, researcher-to-adviser,
adviser-to-farmer and farmer-to-farmer. However, this approach
of technology transfer was mainly suited to larger, mechanized
and commercial farms. In those situations where farm size is
small and where farmers are poorer and less commercial, it was
recognized that other approaches needed to be developed. Two of
these approaches, namely participatory technology development
and farmer-to-farmer teaching, led to the development of the FFS
(Farmer Field Schools) methodology. In Armenia the FFS
approach was first introduced through support from the USDA
Marketing Assistance Project with two successful Farmer Field
Schools in 2003 and 2004.
In 2007, the Green Lane Agricultural Assistance NGO which has
previous experience in the field of establishment and development
of farmer groups and cooperatives was involved in a new project
committed to establish and develop Farmer Field Schools in
Armenia. Initially, through support from the RESCAD Project, a
pilot program is being implemented under this new project, with 8
Farmer Field Schools founded in two Regions of RA (8 villages,
120 participants) for further scaling up to other Regions in 2008
and 2009.
The purpose of the Project is to give farmers an opportunity to
improve the quality of their production and ensure market access.
This form of farmer cooperation not only promotes economic
stabilization of farms both small in size and relatively poor in
resources, but contributes to the social and economical
development of rural communities as well. At the community
level, formation and development of farmer groups can help solve
an important problem of increasing the participation of farmers
(especially small and medium scale farmers) in the process of the
local resource management and decision-making.
Thus, training of farmer groups with use of informal educational
methods (in-field training programs) is considered to be the basis
of formation and development of farmer groups, including FFSs.
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Being based on participatory technology development, Farmer
Field Schools mainly utilize the skills, knowledge and information
inherent in the farming community that they serve. Basically, the
FFS methodology involves trainers and farmer groups working
together throughout the season in an interactive fashion, which
has proved effective and popular with farmers and is well-suited
to the present small farming structure of RA. Thereafter, the
concept of FFSs establishment depends more on the mobilization
of local communities, networking and participation. For FFSs, the
concept of three-side trainings described above works almost on
the same principles inherent in TAPs. However, in the first case
the researcher acts as a Consultant and the direct correlation
then
develops
between
consultant-to-trainer/facilitator,
facilitator-to-farmer and farmer-to-farmer.
Henceforth, this is said to be a sizeable effort, which will provide
information and knowledge to the farmers directly involved in
programmes, thereby enabling them to teach one another on the
ways to address more global problems occurring in their
activities.
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The Problem Solving Methods to Support Teacher's
Life Long Learning
Michel Vidal
Abstract:
Changes in the labour market in rural areas, depopulation in
some of them and a growing number of drop-outs in the
agricultural and general schools increase the challenges and
problems of the educational teams. Various problem-solving
methods have been introduced in schools with the aim of creating
a learning organisation, in order to develop its flexibility according
to a changing context, and allow the educators and the students
to manage autonomously their lifelong learning.
Key words
Teacher training, problem solving methods, PROSOLVA project
1. New challenges for the teacher trainers
With the land abandonment and the depopulation of some
geographically disadvantaged rural areas, with the evolution of
the common agriculture policy, the challenges of vocational
schools are changing:
1. In order to survive, they have to attract a new public, creating
and suggesting new types of curricula;
2. Simultaneously, and paradoxically, they manage more and
more students without any professional project, usually dropouts from the general educational system.
Confronted with these two challenges, the educational staffs have
to imagine new types of learning organisation, new styles of
pedagogy, to take new types of position, to develop new skills, in
order to:
• To help students who intend to be project managers, to create
sustainable projects in rural areas in an unclear employment
market; this means to allow them to learn during all their life
so they can adapt themselves to changing contexts.
• To reduce the number of drop-outs, trying to re-motivate
students in huge difficulties.
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The teachers, who have been considered dealers of knowledge, are
becoming tutors, leaders, facilitators, “inspirators”. They have to
adapt themselves continuously, constantly resolving new
problems and giving students the skills to resolve their problems
by themselves.
2. How to support the teacher to manage these new
challenges
The support systems and organisations, created by each country
to help teachers, are more or less efficient to answer to concrete
and frequently urgent problems submitted by the schools. Within
the eight European countries* participating in the Comenius
project “Prosolva”**, three types of support system profiles are
distinguished:
• a system which proposes an offer mostly for in-service trainings
; these offers are determined according to references defined by
the supporting institutes, or by the national/regional
administrators.
• a system which proposes an offer according to the requests of
the teachers and the educational teams ; these requests are
synthesised and serve as a guide for the creation of a national
frame, within which the support organisations will define an
offer.
• a system which will answer directly to the requests of the
educational staffs and school teams. Usually the assistance is
carried out in situ, with the whole educational team or with a
part of it. The objective is to resolve directly the difficulties.
This latter system is beginning to be very usual in some
countries, and in emergence in some others. Even if each system
is relevant and can be combined with the others, our hypothesis
is that, if we want to allow a change in teachers' or students'
behaviours or values, the resolution of concrete problems is more
*

Bulgaria (Аграрен университет of Plovdiv, Agricultural High school “Tzantza Yoanna” of
Pzardjik, High Mechanical school “prof.Cvetan Lazarov” of Plovdiv), France (Metafor
enterprise of Avignon, Agricultural school of Saint Génis Laval, SupAgro Florac), Greece
(Panepistimio Paton of Patras, Filekpaideftiki Etaireia Arsakeo Lyceo of Patras), The
Netherlands (STOAS of Dronten), Norway (Universitetet for miljø- og biovitenskap of Aas,
Valle videregående skole of Lena), Poland (V Liceum Ogólnokształcące imenia Wspólnej
Europy of Olzstyn, Zespoll skol ogolnoksztalcacych of Olzstyn), Spain (IFAPA of Cordoba,
CIFA de Malaga, Greguerias secondary school of Cordoba), The Czech Republic (Česká
zemědělská univerzita v Praze, Stredni zemedelska škola a Stredni odborna skola)
* European Comenius 2.1. 226675-CP-1-2005-1-FR-COMENIUS-C21 about the problemsolving methods for teachers
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efficient than finding answers to needs defined externally, or than
suggesting solutions to problems which have been so
conceptualized that they become abstract. Moreover, to resolve
concrete problems, it will be more suitable to work with the
educational team of a school than with a group of people from
different contexts.
This approach to supporting teachers implies that the teacher
trainers/the supporters implement specific skills: if it is better for
them to be a little expert in some kinds of problems, they also
have to be able to animate various problem-solving methods that
will make solutions emerge.
3. Various problems to solve
If each partner has worked in his country with specific problems,
all these problems can be considered European, and can appear
in any schools (see table 1).
Problems analysed by the educational team
in the teacher – student relationship
• lack of motivation and interest, lack of will to make efforts,
reject of the school system, absenteeism
• conflict in intercultural relation
• management of a big number of students in the group
(development of differentiated pedagogy)
• management of dyslexia
in the student-student relationship
• management of intercultural diversities, racist and sexist
behaviour
in the relationship between students with their own self
• prevention of specific risk (alcoholism, drug consumption,
sexuality.)
in the teacher-teacher relationship
• difficulty to create a team
in the teacher –headmaster relationship
• refusal to permit new pedagogy (risky, financially expensive)
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in the teacher-educational system relationship
• inability to develop active pedagogies because of a heavy
curriculum
• divergence of ethic between the teacher and the program, the
school, inspector values
• lack of hierarchic support
• constraint of result
• difficulties to answer to the demand of the government
changing from a teacher centred approach to a student ones.
• awful learning context (buildings)
Table 1: problems observed in some European schools
4. Different problem-solving methods
A support to these challenges is Comenius 2.1. project
« Prosolva », which aims at giving an overview of problem-solving
methods helpful for teachers with difficulties; its aim is also to
introduce
problem-solving methods in schools, as a main
approach to allow teachers and students to develop their personal
and professional awareness, autonomy and adaptation ability
influencing on their professional practice, and eventually to
develop lifelong learning skills.
The participants of the project, that are general and agricultural
secondary schools or teacher training centres, have collected an
exhaustive list of problem-solving methods which can be used by
teachers and teacher trainers; three types of methods can be
distinguished:
1.
Reflexive methods usable by one person: video-observation,
log...
2.
Methods usable by two-person teams or very small peer
groups: mutual observation, log, cross-analysis....
3.
Peer groups methods which require at least seven people:
forum theatre, practice analysing group, Bono's six thinking
hats....
The objectives of these approaches can be either to analyse the
situation, or to suggest new solutions, or to test new solutions or
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a mix. Table 2 clarifies the specificity of a few of the main
problem-solving methods.

Name

Log

Objective

Main steps

Main
interests

• remember a recent event • to formulate
• to be
which posed problems
reflexive
the problem
about your • write down the facts,
through
own
writing
and your feelings
profession
• to observe
• exchange your writing
al
the kinds of
experience with others, who will do
situations
a small feedback
s
which cause
(optional)
you
• (the process has to be
problems.
realized several times)

• to observe • film your own
• to analyse
and be
professional situation
teacherVideolearner
observation reflexive
• observe the recording
about your and analyse your
interaction or
own
students in
professional behaviours
experience (alone or with peers)
learning
situations
• to have an
objective
mirror of
your own
behaviour
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to develop a • observe respectively the • - the
mutual
course of a colleague, or questioning
Mutual
observation observation a learning situation of a comes from a
and feedshared reality
schoolfriend
back
• give them a feedback
between at
least two
teachers/st
udents in
their
respective
activities
to analyse
the
Crossanalysis problem of
and practice one person,
give a
analyse
feedback
group
and suggest
solutions
(crossanalysis per
group of 3
peers),
intervision
(larger
group)

Forum
theatre





let someone describe a • to change
problem
the point of
view of the
the other participants
person
ask questions about
about their
the situation for
problem
clarification



the other participants
make an hypothesis
about the problem



the other participants
suggest new solutions

• to test
• let someone describe a
different
problem
solutions / • with some of the other
proposals
participants, script the
for one
situation
problem• play the scene in front
situation
of spectators
• suggest spectators to
test potential solutions,
taking a role in the
scene
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• to enhance
creativity
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• to allow a
Bono's six group to
resolve a
thinking
common
hats
problem

to solve the problem •
of a group in 6 steps :
description of the
facts (white hat),
proposal of new
solutions (green hat),
selection of some of
•
them through
advantages (yellow
hat), disavantages
(black hat), motivation
/feelings (red hat),
organisation of the
process (blue hat)

to share the
process of
creation in
steps, avoiding
a confuse
discussion
to open
creativity

Table 2: description of some problem solving methods
All these methods find their basis in the tradition of humanistic
psychology. The characteristics of this tradition have been
described in five postulates by James Bugental in 1964: 1.
Human beings cannot be reduced to components, 2. Human
beings have in them a uniquely human context, 3. Human
consciousness includes an awareness of oneself in the context of
other people, 4. Human beings have choices and responsibilities,
5. Human beings are intentional; they seek meaning, value and
creativity.
Nevertheless, if these methods carry the same values, they don't
have the same psychological orientations: some of them take root
in the systemic approach; others are more behaviourists, or more
related to a psycho-analytic background.
5. Experimentation: the introduction of the problem-solving
methods in schools
All these methods have been introduced and tested in school
problems and challenges. The main aim is to give
educators/teachers and students the ability to use them by
themselves as important tools of learning, allowing them to adapt
their professional behaviours in changing contexts. Moreover the
aim is to analyse how the problem-solving methods can
contribute to make the school a real learning organisation.
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To improve the way to resolve a problem, Palo Alto's approach*
has been introduced in the project as a metamodel which can be
used with any problem-solving methods; it helps the questioning
of a problem, and is useful to assess the impact of a problemsolving method.
In practical terms, in ten general or agricultural secondary
schools, mostly rural, the project has been suggested to the
educational team; voluntary educators (usually teachers) have
tested from one to three methods, during one year, with the
purpose to introduce them in the school organisation.
The research teams (teacher trainers/researchers/teachers) from
each country with the participants had to:
• find way to attract the teams
• analyse the situation according to the autonomy of the teachers
with their problems/challenges : knowledge about their
problems, methods already developed to resolve them, ....(a tool
to describe the initial situation)
• find a way to make the challenges or problems emerge, favour
their expression
• find a way to choose the strategy of solving problems, the
process of answer
• adapt the methods
• analyse the efficiency of the solution proposed; or the interest
for the solution proposed (to fight against the resistance to
change)
• analyse the autonomy of the teachers ; their awareness about
problems,
• analyse impact of the introduction of the methods at school

*

Created by a team of researchers from Palo Alto (whose originally Gregory Bateson,
Milton Erickson), the Palo Alto approach was developed at first to manage different types of
persons' problems through systemic therapy (better known as brief therapy). Palo Alto
metamodel gives a clear frame to analyse a problem and imagine new solutions to resolve it.
Totally different from the other schools of thinking, this approach does no pathologization
and doesn't tag the persons in difficulty; during the problem-analysis process, the analyser
doesn't try to understand the causes of the problem, but the dynamic of the problem in the
context, the relations in a systemic way. Last specific point about the metamodel: the
solutions 'attempts: the analyser will look for the attempts that the problems' owner tries
to develop to resolve his problem without success. According to them, he will propose a new
attempt in the opposite way, usually out of the logical mind. Used in different problem
solving methods, it is finally an excellent approach to analyse and understand a problem, in
any psychological or sociological situations and to change deeply the attitude of the person.
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5.1. About the strategies to introduce the problem solving
methods at school
According to the situation, the type of support system existing in
each country, or the origin of the request (the school or the
research institute), the approach to motivate educational teams
and to allow them to appropriate problems solving methods is not
the same; it seems useful to explain our own experience to the
schools support institutes which would like to implement it.
Our hypothesis stems around the notion that the problem solving
methods are excellent approaches to develop life long learning and
to create a learning educational team in the school.
According to the different strategies used by Prosolva partners, we
can identify different main steps which can be useful to introduce
the topic if you are someone external to the school. Of course, if
you are internal to the school, some steps will not concern you. In
what follows, we will use the term leader for the person who will
introduce the PSM at school.
To analyse the demand
You can identify two types of situation:
- the demand comes from the school (a teacher, another staff
memeber, the director, ...): in such case, the first activity of the
leader will be to analyse such a demand: who has defined the
problem? What is the origin of the demand? Which persons are
concerned with the demand (a part of the educational team, the
learners...) ? Who agrees with the demand? If the demand doesn't
come from the headmaster, is he informed, does he agree? What
are the expected results? (to resolve a concrete problem, to learn
new problem solving methods, to create a coherent educational
team, ....? The analysis of the demand will allow the leader to
decide which strategy to use to continue, or to stop....
- the proposal comes from the leader who wants for instance to
suggest new ways of continuous teachers training. Such a
situation is certainly less easy if the school team feels that they
don't have important problems and consequently they don't need
to learn such problem solving methods. The leader will promote
the problem solving methods to the headmaster or other
administrative staff, or to some teachers. If they express an
interest, the leader will have to analyse what kind of interest it is.
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To promote the problem solving methods to the entire
educational team
The main challenge of this step will be to attract most of the
educational staff. There are two possibilities here:
- The participants who will engage in the problem solving methods
that we recommend are volunteers. The problem solving methods
presuppose an important involvement of the person, which will be
easier to have if the persons are volunteers. At the same time,
there is a risk to have a ‘separation’ in the educational team
between the ‘problem solvers’ and the others.
- The director decides to define a specific time and place to permit
the entire team to participate. The training is compulsory. The
challenge of the leader will be to interest each participant. A
confident atmosphere is undispensable to implement problem
solving methods. It means that the motivation has to be created
before starting.


During this step, the leader will have to analyse again the
demand, the wishes, and the fears of the participants.
• To create the group of participants
Can we accept everybody? The direction team has a specific place
to take in the process. In some case, he decides to participate, in
some others, he decides to let the participants work by
themselves, to allow them to speak freely. Finally, the participants
decide to include or exclude the director from the training.
No solution is better than the other. The relationship of the
director with his staff and his own sensitivity are certainly
predominant in the choice.
Any choice which will be taken as well as the contract with the
group and the headmaster will make establish a framework for
working together and thus the responsibilities each memeber will
have during the process.
• To make discover the problem solving methods
The problems solving methods can be discovered through a long
training process or through different short sessions. In this latter
case, the proposed solutions which can emerge from a session
can be tested during the inter-session; the next session will give
the opportunity to have feed-back.
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Regardless of the type of process chosen, the objectives will be:
• to discover different types of problem solving methods
• to implement them
• to learn to lead them
Two main strategies have been developed according to the main
interests of the participants:
• to start with problem/challenges/difficulties
• to start through problem solving methods
• to start with problem/challenges/difficulties
The participants can be interested in the action, because they
have to resolve concrete problems. In such case, the leader will
prefer to collect these problems and will try to solve them using
problem solving methods through. This strategy allows attract the
participants directly with their own motivation; but on the other
hand, they can be so concentrated on their own problem
resolution, and that they won't pay attention to the method itself.
Another question is to know if it's better to start with the
resolution of a difficulty, a problem, or a challenge. The resolution
of a difficulty (defined as a problem which took place one time)
won't certainly have the same impact as a problem (defined as a
redundant difficulty). The proposal made during the problem
solving process, maybe will never be tested (the situation of the
difficulty will not necessarily be reproduced another time).
Avoiding the term problem can be another strategy. Instead using
the term challenge gives a positive point of view of a problem, and
a way to resolve it. At the same time, the term challenge doesn't
have to be used to hide problems.
• To start through problem solving methods
Another strategy is to concentrate the attention directly on the
problem solving methods themselves. Some of them can be
demonstrated through the problems of some participants.
• To communicate in the school
If only a part of the educational staff participates in the approach,
it's important to talk about the process to the others thus
allowing others to be integrated in the process. This approach will
not allow the ‘creation of a formal’ group which would be
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segregated in the school. After each session, it can be possible, for
instance, to spread the main results of the workshop, taking care
at the same time to the respect the rule of confidentiality.
The headmaster should be informed about the activities of the
group if he doesn't participate in the process himself. He can't be
kept away from the decisions taken during the process, because
he may have to play an important role in maintaining the process
alive.
• To follow up the development of the group skills, and the
impact of the problem solving methods.
The appropriation of the problem solving methods presuppose:
− to be convinced of their interest:
If a problem solving method has the objective to develop the
creativity of the participants, it doesn't mean that the solutions
proposed to resolve a problem will be efficient or accepted. We
could easily and too quickly conclude that the method is
inefficient and go away. The leader will take care to analyse the
feelings/the impressions of the participants after the
implementation of each method. The leader will also propose to
have feedback when possible about the real impact of a method
(what's happened, did the person try a proposed solution? Was
she happy about the obtained results? ....)
- to feel ready to lead them:
Any strategies chosen after the presentation and use of the
different PSM, it's important to ask the participants to choose
some of them, and lead them. At the beginning it's better to
implement them in a trustful context with the supervision of the
leader, and/or a co-leading of the process, before doing it on their
own.
5.2. About the problem solving methods tested by the
educational teams
During the action research, the participating educational teams
had to test some problem solving methods and give their
preferences (see table 3).
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method

interests

limits

Log

It’s an easy and quick
approach

The impact will appear
after a long maturation

Intervision

Mutual
observation

The approach is
Supposes a important
appreciated as a simple number of participants
one ; gives an interesting
overview about new
solutions
The approach allows to
mix different subjects

VideoThe observation of a
observation recording is objective
Forum
theatre

It allows to test the
impact of a new proposal

The presence in a class
of another
colleague/observer
changes the context
and specifically the
students behaviours
It requires some
technical skills to film
the professional activity
The fictional context
created by the scenario
can be different from
the reality

Bono's six It allows analysing a
It needs flexibility and
thinking problem group; it shares adaptability ; difficult to
hats
the process of creation to be used by neophytes
avoid confusion.
Table 3: interests and limits of problem-solving methods according
to teachers
5.3. Main impacts of the introduction of problem solving
methods at school
We can distinguish different types of change at the end of the
action research, according to the context.
•
Some individual changes without appropriation of the
problem solving methods: it may be possible that the main
interests of the participants are more to resolve some problems
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and to have the possibility to speak about them (using a cathartic
effect), than to discover the methods themselves. It will be
confusion between the means and the ends. It's certainly difficult
to imagine that nothing changes. At least the communication
between the participants increased systematically and an
improved quality of listening was evident, and most importantly
the participants did not feel judged. Moreover, the fear and shame
of admitting to having problems was reduced and for the first time
transversal problems were analysed. They opened their ideas to
discover new solutions, to analyse a problem and not only to be in
a position of advisor. Participants began to see problems
differently, and motivation grew because they started to ‘try
something new’. They feel more relaxed and less in a state of
utopia and finally they don't see themselves as being entirely
responsible.
•
The participants use the methods by themselves,
individually in their own activities, usually with their students
Jacqueline Salesse from saint Génis Laval :
‘I have used Palo Alto methods in different situations with my
students and the results were extraordinary ; for instance, one
time, a student refused to work; he just sat in his chair. I pressed
him to change behaviour, but nothing changed. I decided to apply
the Palo Alto approach: I took away his desk and told him that it
useless for him because he didn't want to work; the student was
surprised and asked me to return his desk; I refused telling him
that I didn't want him to work. He asked his neighbour to share his
desk so as to work and he did it. His behaviour didn't change
again’.
Other teachers observed that students learned to argue, to defend
their opinions, to use their non verbal and verbal communication.
In these situations, it was observed that teacher-student relation
changed. The students were conscious of the teacher’s wish to
change, to evolve.
•
The participants create a group of problem solving methods
in the school
It was certainly the utopia of the Prosolva project to support the
creation of autonomous educational teams using the problem
solving methods by themselves. Such an aim is not easy to reach:
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‘In my school, the teachers, after one week of in-service training,
have decided to create a ‘problem solving’ club which is responsible
for implementing different problem solving methods. As director, I
will do my best to make this club reality. This club will be opened to
any person belonging to the educational team’. Testimony of the
director of the school of machinery, Plovdiv, Bulgaria
5.4. Criteria involved in the change
Different institutional, cultural, professional, psychological
criteria can be obstacles as helps to allow the school to integrate
the problem solving methods; some of them have been judged as
very important:
•
Institutional criteria:
- the director's attitude: he can refuse or welcome such an
initiative; nevertheless, without his support, it seems impossible
to implement such a project.
- the task of the teachers: the teachers whose lonely tasks are to
teach (and their contract specifies a specific amount of hours) will
not feel motivated to participate in extra-activities. On the
contrary, teachers who have to stay at school to develop different
activities will be more easily interested.
- the director's behaviour : if the director is looked upon as the
one who manages every activity or on the contrary if the director
is thought of more like a facilitator, the educational team will feel
more or less ready to develop new activities.
• Professional criteria:
- the planning time of the teachers which may or may not be
conducive to meetings among teachers
- the curricula: they can facilitate or not interdisciplinary
pedagogical or professional activities.
• Psychological criteria:
- the difficulty or the freedom to express problems to your
colleagues for fear of being considered incompetent
- the difficulty or the ability to accept that you have problems
- the difficulty or the ability to consider the solution to a problem
possible
- the difficulty or the ability to accept some changes of behaviour.
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• Cultural criteria:
It seems that the persons of the educational teams can express a
culture of cooperation or a culture more individualistic.
Conclusion
The problem solving methods are certainly not the only
approaches which allow lifelong learning, but their contribution is
effective. If they are a little worrying (a small part of the
educational team in each school accepted to discover them) it’s
certainly because they are very implicating ; if they allow a big
change for the user, they create a big resistance to change too.
It would be utopian and wrong to try to make teachers and
students totally autonomous with the problem solving methods
use. If such methods participate to create a learning school, they
usually require to be implemented by a neutral leader. They
should allow creating a new type of relation between educational
teams and teacher trainers, new types of support and help.
During the action research, a lot of problems that were dealt with
concerned the students in difficulties (with a lack of motivation, a
lack of professional project). The problem-solving methods gave a
new
booster
to
enhance
solidarity,
autonomy,
and
«responsibilisation» between teachers and students, abilities that
are essential to develop a project in rural areas.
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Action Research on Teachers´ Problem Solving
Strategies in the Framework of the Educational
System
Jiří Votava
Abstract
In this article we would like to analyze the educational system as
a whole. We argue that an educational system is more than a set
of schools of different kinds and different levels. Lately we present
results of an action research on problem solving approaches
which was realized at a secondary vocational school in
Poděbrady.
Key words
Teacher training, problem solving, learning aids
Educational System
In 1968, Coombs made a draft for the description of educational
systems. (Coombs 1968) He divided the system to inputs,
processes and outputs. He included among inputs: existing
knowledge, values and goals (projected into the educational aims
and content), population and qualified manpower stock (students,
teachers) and economic output and income (finances, physical
items).
Coombs bound the true educational systems with educational
processes which are in the middle between inputs and outputs.
Inputs are derived from the ways how the system serves the
society – it could be individuals, workers, leaders or innovators
who improved their knowledge, intellectual and manual skills,
powers of reason and criticism, values, attitudes and motivation,
creativity, cultural appreciation, sense of social responsibility and
understanding of modern world.
These consist of aims and priorities to guide the system's
activities, students - whose learning is the main aim of the
system, management - to coordinate, direct, evaluate the system,
structure and time schedule - to deploy time and student flows
among different purposes, content - the essence of what
students are intended to acquire, teachers - to help provide the
essence and orchestrate the learning process, learning aids 231
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books, blackboards, maps, films, laboratories, facilities - to
house the process, technology – all the techniques used to make
the system work, quality control - admission rules, marks,
examinations, standards, research - to improve knowledge and
the system’s performance and costs - indicators of efficiency of
the system.

Fig. 1: Scheme of a School System (by Coombs, modified)
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Outputs are defined in terms of benefit which brings school
leavers to society – these include many particular territories
(professional skills, knowledge of culture etc.)
There is a legitimate question as to why to describe and compare
educational systems. Bray (Bray 2004) argues that it depends
much on who compares and under what circumstances. For
example:
•

Parents commonly compare schools and systems of
education in search for the institutions which will serve their
children’s needs most effectively
•

Policy makers in individual countries examine education
systems in other countries in order to discern ways to achieve
political, social and economic objectives
•

International agencies compare patterns in different
countries in order to improve the advice that they give to national
governments and others
•

Practitioners, including school principals and teachers, may
make comparisons in order to improve the running of their
institutions
•

Academics commonly undertake comparison in order to
develop theoretical models which promote understanding of the
forces which shape teaching and learning in different settings
Walterova (Walterova 2006) suggests comparing different
educational phenomena which are localized in different parts of
the system. These could be schools or values, conceptions,
reforms or decision-making processes. According to Walterova the
main distinctive criteria are locus and time. The phenomenon
used to be compared in synchronous level (in current state of its
existence) or diachronous level in historical dimension or in
dimension of presumptive future.
Bray published and
comparative analysis:

practically

applied

a

framework

for
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Fig. 2: Level of Comparisons by Bray
In OECD reports (Education at a Glance 2007), school systems
are described with indicators organized thematically in a
framework. It consists of three dimensions:
•

Actors of educational systems (individual learners,
instructional settings and learning environments, educational
service providers, and the education system as a whole)
•

Groups of indicators according to whether they deal with
learning outcomes of individuals or countries, policy levers
or circumstances
•

Policy issues to which the indicators relate, with three major
categories distinguishing between the quality of educational
outcomes and educational provision, issues of equity in
educational outcomes and educational opportunities, and the
adequacy and effectiveness of resource management.

234

Action Research on Teachers´ Problem Solving Strategies in the Framework of the
Educational System

Following table combines the first and the second dimension:
Education
and
learning
outputs
and
outcomes
Individual
The quality
participants and
in
distribution of
education
individual
and
educational
Learning
outcomes
Instructional The quality of
Settings
instructional
delivery

Policy levers
and
contexts
shaping
educational
outcomes
Individual
attitudes,
engagement
and
behaviour

Antecedents
or
constraints
that
contextualise
policy
Background
characteristics
of the
individual
learners

Pedagogy and
learning
practices
and classroom
climate

Student
learning
conditions and
teacher
working
conditions
Characteristics
of the
service
providers and
their
communities

Providers of
educational
Services

The output of
educational
institutions
and
institutional
performance

School
environment
and
organisation

The
education
system as a
whole

The overall
performance
of the
education
system

System-wide
institutional
settings,
resource
allocations
and policies

The national
educational,
social,
economic and
demographic
contexts

Although the system of OECD indicators is set to compare
systems from a global point of view, these could be assessed only
through a complete and concrete insight to inputs, processes and
outputs. Below we take interest in defining some basic elements
of systems and give comparative overview of secondary vocational
education within Prosolva countries.
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Action research
Two Czech partners of Prosolva project (Institute of Education
and Communication of Czech University of Life Sciences in
Prague (IEC) and Secondary Vocational School in Poděbrady
(SVS) collaborated together in the action research. Time allocated
to try out new pedagogical methods and to help solving actual
problems at a vocational school was sequenced into three periods
– preparation with an opinion poll, and two stages of action
research at SVS. During the preparation time a survey was
carried out among teachers of the selected secondary vocational
schools. The aim of this survey was to identify the most common
problems and difficulties and also to learn more about the
present situation in problem solving – for example what helps the
teachers to figure out difficult problems, what are their resources
and what kind of support can they rely on.
IEC and SVS set up a pilot questionnaire which was applied at
the School in Podebrady. This gave us the basic insight into the
research field and allowed the team to improve the research tools.
During the second stage new research tool was prepared. It
contained both open and closed questions. Fifty teachers from 8
secondary vocational schools responded to this survey. This
group included the teachers of both theoretical and vocational
subjects.
Respondents were asked to write down the most frequent
problems they face in their daily work at school. This was further
divided into three subareas – first, for problems related to the
subject content and educational methods, second, for problems
related to students. The third part was open for all other types of
problems that could appear at school or related to school
environment. We were also interested in strategies, that help
teachers to solve problems (not in a particular tool or method, but
in the kind of information source or strategy they use).
Most frequent pedagogical problems are summarized in the
following table:
Table: The most frequent problems in the Czech Republic (C&M –
Problems related to the content and methods, S – Problems
connected with students, All – all choices together)
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OF PROBLEMS

C&M

S

All

3

29

32

21

3

24

13

1

14

-

9

9

-

9

9

-

8

8

-

8

8

Students don’t do homework

-

7

7

High number of students per classroom

-

5

5

Material equipment
Teachers´ difficulties to use alternative
teaching methods
Poor level of knowledge from the
elementary school

3

2

5

5

-

5

1

4

5

Students´ lack of motivation
A lot of subject matter, little time
Text books were not available or
insufficient textbooks
Students do not understand the subject
material
Lack of cooperation (between students,
between students and teacher)
Students are not able to transform what
they learn to other situations
Poor students´ preparation for the classes

Although this sample group was not representative enough to
make more general conclusions, we can compare this collection of
problems with other countries. There are many similarities –
especially the lack of student's motivation is mentioned
frequently. The second item on the list is significant for current
situation at Czech schools – students are overloaded with the
volume of subject material, memorizing is the leading learning
strategy and teachers feel it is hardly possible to include all the
necessary subject material.
Fig. 3 shows the answers to the question: “Point out what or who
helps you most often to solve difficulties you listed above”. There
were six possible choices - respondents had to order them on
scale between 6 (this helps me most frequently) to 1 (this helps
me really seldom). The answers are divided according two groups
of problems – problems with content and methods and problems
with students in the Fig. 3. It is clear that the Czech teachers do
not trust much in their own experience when they solve the
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pedagogical problems in general. On the other hand – to the
surprise of promoters of the opinion poll – they prefer to seek help
from the school management, even though the level of teacher
training is high.
5,0

Problems with
content and
methods

4,0

3,0

2,0

Problems with
students

1,0

0,0
School
management

Equipment,
technical
support

Training,
courses

Colleagues

Own experince

Pedagogical
literature

Fig. 3: What helps the teachers to solve problems related with
content/methods or with students?
The Czech survey was finished with the question “What changes
and/or improvements (in your opinion) have to be done in order
to solve the listed problems?” Respondents had seven suggestions
such as “To enhance teacher salaries” or “To lower the number of
students per class”. They could rate them on the scale between 4
(=it would really help) and 1 (= no, it would not be useful for
solving the problems). Results of this question are presented in
Fig. 4.
There is not observable discrepancy between the Fig. 3 and Fig. 4.
Teachers generally trust technical staff and school management
for troubleshooting. As all the respondents came from vocational
secondary education they underline the importance of connection
between school and practice. This is obvious for this type of
institutions, yet they indicate that the quality of the practical
training and direct training experience may not be as good as
desirable.
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4,0
3,5
3,0
2,5
2,0
1,5
1,0
0,5
0,0
School
equipment

Better
connection
with work
experience

Number of
students per
class

Regular
training for
teachers

Cooperation
between
teachers and
teachers and
school
management

Higher
teachers´
allowance

Change of
methods

Reflection of
own work
(observation,
hospitation..)

Fig. 4: What has to be changed/improved at the school in order to
solve the problems I mentioned?
During next project stage the group of teachers who would
participate in the action research was established at SVS. This
team consisted of five active teachers and some other part-time
co-workers of the permanent school staff. All participants were
volunteers, and were working during their free time and exploited
their own teaching practice. The main aim of the action research
was to identify the current problems (motivation and activity of
students, interactions between students and the teacher) and to
test the following problem solving methods: mutual observation,
video-observation, reflexive logs and de Bono´s six hats (for
detailed description see previous chapters). The team decided to
perform two action research cycles. In the first cycle they tried to
get familiar with the new methods, while during the second stage
they repeated all actions, recorded evidence and evaluated
outcomes. The entire time available for the two stages was 8
month.
Teachers themselves reflected on different aspects of the
teamwork and collected document entries. One researcher from
IEC conducted continuous supervision and was in permanent
touch with the group. From the beginning there were some basic
questions about how the action could influence the chosen
problems and in general also the school environment:
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•
We anticipated that problems such as the low level of
student activity during in classes could be solved with the help of
problem solving methods (PSMs).
•
The use of problem-solving methods could also help to
improve mutual cooperation between students and teachers as
well as among teachers themselves.
•
The use of problem solving methods could help the
teachers to discover how to stimulate the student activity and
ambitions.
•
Teachers also need to find out how to help the weaker
students.
In all cases it was concluded that the student activity increased
and they became more interested in learning with the help of
problem solving methods. Students felt more involved in the
meta-level – the action research brought them the opportunity to
express their opinions and to play an active role during the
instruction. Moreover, during the action research the teachers
expressed mutual collegiality, trust, and support. They realized it
was possible to enrich each other and to give each other
feedback. As a result the participants transformed the very
concept of their teaching profession – it was enriched with a
sensitivity to problems, with the need to think actively about their
own work, and with the desire to seek and use effective tools of
reflection. The former skeptical attitudes toward the supervision
and intervision were substituted with a more faithful approach –
they had the opportunity to practically experience, that the
reflective activities can help them to overcome difficulties and
improve the quality of education. Teachers still prefer the more
informal ways of feedback (talking in staff room, informal
discussion) but they gained positive examples that an external
evaluation (supervision) during, for example, video-observation or
when an expert conducted a group-session focused on the de
Bono´s creativity could be used to solve the problems.
Some of the problem solving methods were re-evaluated and
modified during the test application period for the future use at
the school . The modifications were found mostly during the
common meetings and continual coordination appointments.
Heavy teacher work-load and lack of time were the major
difficulties that made it hard to find time for the group meetings.
240

Action Research on Teachers´ Problem Solving Strategies in the Framework of the
Educational System

From students´ point of view we at first experienced distrust for
the new approaches, but later they were able to to accept them.
Unsatisfactory involvement of the other teaching staff was also a
disadvantage. Based on our experience we would recommend
involvement of the entire teacher staff, in other words a deeper
incorporation of teachers into the new problem solving method
application.
The team also discussed the impact of all the actions on the
broader school environment (management of the school,
organization, collaboration etc.). It was difficult to evaluate
unambiguously such outcome in terms of the entire school. It
however seems to be a good example and perhaps a beginning of
future collaboration.
Conclusions
In generally we can stress that sampled teachers tended to rely
more on the middle system support – school management,
director´s approach or organizational patterns of school
instruction (teacher – student ration). In contrary the research
revealed weak belief in own ability to solve difficulties and
underestimation of teacher reflective activities.
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The Development of Competences at Vocational
schools by Using Action Systematically Curricula
Kerstin Wackwitz
Abstract
Curricula in “learn-field structure” will sense by German teachers
as chance and weight likewise. On the one hand it’s a chance for
a higher quality in the vocational educational work and so for the
realizing of own ideas. On the other hand it’s an exercise with a
lot of flops for the background of our realistic general conditions.
These papers want to be a help for teachers to create learn
situation from learn fields. The example in the last point is a selfexperiment to use this help as a learning and teaching
arrangement in an exacting learn-situation in the vocational
school centre “Justus von Liebig” Dresden in the class TW06
(professional target: farmer in animal production).
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Curricula in “learn-field structure” will be sensed by German
teachers as chance and weight likewise. On the one, hand it is a
chance for a higher quality in the vocational educational process
and so for realizing own ideas. On the other, hand it is an exercise
with a lot of flops for the background of our realistic general
conditions. These papers are designed as a guideline for teachers
to create learn situation from learn-fields. The example in the last
chapter is a self-experiment to test them as a learning and
teaching arrangement in a defined learn-situation at the
vocational school centre “Justus von Liebig” Dresden in the class
TW06 (professional target: farmer in animal production). At this
point I would like to say “Thank you” to my students for the
support and the willingness to publish our experience.
Content
1. The “learn-field idea
2. The “learn-field principle”
3. The “learn-field implementation”
4. The example: Frame-curricula of the Kultusminister-konferenz
(Assembly of the Ministers of Education and Arts), KMK, course
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of education= farmer in animal production, learn-field 3 titled:
”Prepare animal housings and keep these in good conditions”
1
The “learn-field idea”
The learn-field idea is not as new as you might think. Until the
beginning of the nineteen-twenties in Germany the lessons were
based almost exclusively on professional situations. A subjectsystematology was not applied. With the beginning of the
nineteen-thirties until the middle of the nineteen-nineties the
lessons were compositions of a subject-systematology and
professional-pragmatism – more or less. So you can get a
maximum knowledge, but the preparation for the realistic
vocational future is poor. Only now, for the last 10 or 12 years, we
have recognized more and more the merits of an action oriented
teaching. The trigger was the course of the working world – from
the decomposition of work to the networking of tasks. The
consequence was the rearrangement of the German professions.
In agriculture the “farmer in animal production” was the first
profession with an action systematically curriculum (2005). It was
a political decision, that the curricula of rearranged professions
by the KMK in the Free State of Saxony get a help – a material for
one’s work and for the hand of the teacher. For teachers on
training courses for farmers in animal production this material
has been obligatory since the school year 2006/2007.
2
The “learn-field principle”
„Learn-fields“ are actions fields with a didactic treatment. They
are combining professional or social matters by the aspect of
action competence. “Learn-fields” encircle all the dimensions of
action competence. It is the objective target by professional
schools to construct the education in an action oriented way, that
is, the development of student abilities such as a responsible
disposition, implementation and control of work items (ill. 1).
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Ill. 1: The Learn-field approach “Learn-fields” will be given in
curricula as topical units in the formulation of targets. The
problem is the lack of methodical concepts – every method is
allowed. So the principle holds chances and risks, e. g.:
1. Interconnected thinking and action orientation by students on
a high level – we need new evaluation (and examination-)
methods for the complete professional action
2. Self-responsibility and clearance for the teacher – the results of
students must be comparable and so we need more standards
for an “up-to-date-job-outline”
3. High level of understanding on the complete professional action
by the students – we need the teachers with a respective
qualification and with the volition for teamwork
The professional curriculum structure is based on a job outline
which is a result of economic demands. In the dual system the
delegates by practice and theory derive together from this job
outline the top competences for special action fields. After a
didactic analysis in a commission the frame-curricula with learnfields will be developed. It’s a challenge for my teacher colleagues
at schools now to implement the learn-fields in learning and
teaching arrangements and in learn-situations (ill. 2).
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Ill. 2: From the action-field to the learn-situation – what you should
respect
3 The “learn-field implementation”
My understanding of “learn-situations” is1):
- Exemplarily, curricular module, which fleshed out the
guidelines of the learn-fields in a learning and teaching
arrangement
- Orientation on the educational target and on the complete
professional action
- Wording is action oriented
- Enriched with complete and authentic professional problem
definitions and competences
- Theories are application-oriented
- Result is the reproduction of a closed professional action
with planning, implementation and controlling
How learn-situations will develop?
Step A: didactic rough planning
1.
Analysis
→ of planning facilities (like curricula, working guides….), typical
authentic action fields in regional companies,
the previous
knowledge of students, the net points between the learn-fields,
the specific frame conditions at your school
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Management: by the vice principle of the school, by the discipline
leaders and the technical advisers
2.
Coordination
→ between the teachers in the course of education teams in your
school, between the dual partners, between the school and
regional companies and institutions
Management: by the discipline leaders and the leaders of the
teacher teams
3.
Brainstorming
→ e. g. deduction from professional action fields, acquisition of
propositions by trainer and trainees, looking for concepts of other
schools, study of literature
Management: by the technical advisers and the discipline leaders
4.
Disposition of learn-fields
→ in action patterns, which are exemplary, typical and closed in
themselves, limited by 15 to 50 lessons, with a description of the
initial situation and the target, with the allocation of subject
matters, with the formulation of the aspirated competences
Management: the leaders of the teacher teams with the teachers
together
5.
Sequencing of the learn-situations
→ as a help for the didactic scheduling of the school year, for a
logical timing between the teachers in the different learn-fields
Management: the leaders of the teacher teams with the teachers
together → the result is a proposal for the vice principle of the
school
The whole didactic rough planning will be realized in the Free
State of Saxony by a teachers’ commission from different schools,
led by the Saxon Educational Institute (former ComeniusInstitute). The result is a material for one’s work, written for the
hand of teachers. The usage is optional.
Step B: didactic detailed planning
1.
Scheduling the employment
→ by qualification you have at a vocational school an extreme
heterogeneous council – teacher with or without pedagogical
certification, scientific or technical teacher, specialist subject
teacher and teacher for general education, not more than 3
teachers in 1 learn-field
Management: by the vice principle of the school
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2.

Development of a concrete job and predefinition of the
working products
→ alternative products in result of a job are e. g. a working
plan/timetable, a letter or form, a mind map, a website, a
presentation, a documentation, a protocol, a draft version….
Management: by the specialist subject teacher
3.
The arrangement of the learn situation
→ master data of the learn-situation (title, learn-field, duration),
subject main points, action phases, methods of teaching,
recourses (rooms, material, study trips, speaker,…), aspirated
competences
Management: by the specialist subject teacher
The didactic detailed planning finds its implementation in the
matter-division-plan of the teacher. This plan in deduction of an
action oriented curriculum must have a different layout than
plans in the implementation of subject oriented curricula.
4
The example
Curricula: http://www.sachsenmachtschule.de/apps/lehrplandb/downloads/lehrplaene/lp_bs_ti
erwirt_2006.pdf
Short characteristic of the course of education p. 5/6
Learn-field table
p. 7
Didactic rough planning (facultative)
p. 22
Private didactic detailed planning:
Learn-field no. 3 – Prepare animal housings and keep these in
good conditions (80 lessons)
Learn-situation no. 3.1 – The reconstruction of a barn stable (49
lessons)
The activity: Analyze the status of a barn stable and schedule the
reconstruction of the whole physical structure!
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Planning
22 lessons

Acti Development of competences
on
Get to know the learn-fieldprinciple
(methodical competences)
Discussion about the keeping of
animals in the area of tension
by economy, consumer
anticipation, animal protection
and ecology (social competences
and knowledge
Research requirements on barn
stables
- building materials (methodical
and learn competences)
- hygienic requirements
- building regulation (knowledge)
Consideration (knowledge)
Analysis of livestock farming and
different barn stables (social
competences and knowledge)
Compose facts to barn stable
climate
- general climate factors
(knowledge)
- animal specific climate data
(methodical and learn
competences, knowledge)
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Less Organisation
ons
1
Introduction in the
learn-field – whole
class
2
Regionally and
actually material –
whole class

2

1

Internet work in 2
groups – PClaboratory or
Laptops
Whole class

1
1

Short control
Gaining experience –
whole class

1

Teacher centred
education – whole
class

1

Looking for videos
and working with
special exercises –
whole class
Self-responsible
learning in 2 groups

- arrangement of the barn stable 2
climate via ventilation; research
in the literature, development of
a projection film
Consideration (knowledge)
1
Investigate and compare
4
different types of livestock
farming – cattle production and
work in self organised small
teams (human and social
competences, methodical/learn

Short control
Self-responsible
learning in groups
and with different
medias, standards of
groups, characters
(roles), evaluation of
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Implementation
22 lessons

competences, knowledge)
Indicate different types of
livestock farming – pork
production (knowledge)
Consideration (knowledge)
Discussion of variations to
reconstruct an old barn stable
(social competences and
knowledge)
Development of a common view
of the criteria of a reconstruction
plan
Analyze the actual condition of a
barn stable (methodical, social,
human competences,
knowledge)

Realise the reconstruction plan
Calculate the materials
Order the materials
Draw the concept of ground plan
and front
Prepare the presentation

Con Presentation and comparison
trol
5
less.

2

1
1

1

5

8
2
1
2
4

5

a groups work
Teacher centred
education – whole
class
Short control
Discussion
generalities – whole
class
Summary of
planning – whole
class
Study trip and visit
to a farm, collection
of information
(measures, photos,
drafts,…), working
in the different rolls
Self responsible
working in the small
teams and with the
different rolls, using
different media,
communication via
the Internet (e-mail
with companies,
search for offers),
process the photos
and drafts, timing
the presentation…,
similar controls
Final control,
predefinition of the
evaluation criteria,
evaluation of similar
results in a group

Ill. 3: Private matter-division-plan
In the concrete example of my matter-division-plan for the learnsituation 3.1 the students of the class TW06 reconstructed in the
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49 lessons a real barn stable (3-sites-court). The learn-situation
opened the first year as an apprentice and the students did not
have any previous knowledge or much work experience. The class
was in its composition heterogenic: 28 students, app. 50 % male,
mostly with CSE after 9 or 10 years, one person with general
qualification for university entrance and one person from a school
for children with learning difficulties. The students worked in 4
teams in voluntary composition. Every team was structured in the
following rolls: manager, vice manager, speaker, writer,
calculator, drawer and worker. The organisation of the teams and
the allocation was realized at first by guidance of the teacher,
later in self responsible manner. The tasks of the teacher were:
instruction, consultation, organisation, observation and tutoring.
It was a matter of fact that the students were overcharged in one
time and the realization of the order happened with fun and
success. The teacher was in the complete professional action the
supervisor and the teacher accepted in the finale situation the
result. The presentation of the results was video recorded. The
manager of the team and the team speaker represented and
vindicated their work, which was propounded by a map, too. The
maps contained: a recommendation for the reconstruction, a plan
draft, a material overview and a calculation for the costs. The
presentations were supported by Power Point or overhead
transparencies. The duration per presentation was app. 15
minutes. After them, the other students could ask questions for
10 minutes. The final part of the lesson was the assessment of the
student achievement under the following criteria:
1. Textual quality: the application of specialist knowledge, legal
relevance, linguistic treatment of the presentation, clearness
and logic
2. Quality in formation: artwork, power of persuasion in context
with the eliminated images, orthography
3. Presentation: time management, technical content of the
lecture (special terms, expression), power of persuasiveness
The team manager gave a vote for the single members of the team.
The teacher gave the second vote as an outsight reflection. If the
votes were different, teacher and team manager made a final
decision. According the students, the assessments were
transparent and fair.
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IFAPA in the European Project Teachers Mobility
EMMA
Calderón Zaragoza E., Muñoz Espejo M.L, Arenas F.J.,
García Bernal J.P, Fayos A., García C. and Ortiz Berrocal F.
Introduction
The Andalusian Institute for Research and Training in
Agricultural, Food, Fisheries and Environment (IFAPA), Spain,
participated in the project EMMA Mobility Technical Specialists
and teachers within the agricultural COMMENIUS Community
Programme of the European Agency Socrates (Long Life Learning).
So far, this agency has promoted the mobility of students in
programs like Erasmus, Leonardo and others, where teachers
only acted as companions.
Jan Amos Komenský, in Latin Comenius, was born on March
28th, 1592. The place of birth is uncertain, it could be Komnas
(hence Komenský), a small village where his parents lived.
Probably he spent his childhood in Nivnice or Uherský Brod in
Moravia (now Czech Republic) where there is a museum on his
name. He died in Amsterdam on November the 15th, (1670).
Comenius is considered the father of Pedagogy, although he was
theologian, philosopher and educator, he believed that education
played an important role in the development of people. He made
the effort to reach everyone, men and women, looking for joy and
motivation of students. He was the pioneer on the arts of
education and teaching science, developing new methodologies
and tools for the teachers to be more innovative and autonomous
on their classes.
Coomenius developed the idea of intellectual and political
cooperation between states, which resulted in the concept of
'federation of peoples'. This “modern thinking” and strategy gives
sense to the main target of COMMENIUS programmes; that is
exchange of knowledge and mobility of people.
The Comenius programme aims to strengthen the European
dimension in the field of early childhood education, primary and
secondary education, mobility and promoting cooperation
between educational institutions. The project aims to encourage
schools to continue to diversify and intensify their contacts,
communication and cooperation across Europe.
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• The aim is educational, therefore this new dimension and its
implementation is therefore included on the new European
Policies.
• Teachers and students will have the opportunity to meet other
education systems and develop the capacity to contemplate
their own system from a different view.
• Teachers and students will also have the opportunity to learn
about cultural similarities and differences, beliefs, values,
habits and attitudes throughout Europe.
• The products of the Comenius project can also serve as
teaching-learning materials.
Project participants and objectives EMMA
The EMMA is led by the University of Life Sciences Prague (Czech
Republic) and participating partners are:
-

University of Tampere (Finland)
Agropedagógica Academy (Austria)
University of Stoas (Netherlands).
National School of Agricultural Training ENFA (France)
IFAPA (Spain)

The common objectives of the participants are:
1. To encourage the mobility of technical specialists and promote
projects within European universities.
2. To strengthen the level of English language among teachers.
3. To exchange and improve know-how on agriculture technology
and methods of transfer of knowledge among European
countries generated from the participants institutes and
Universities.
4. Promote new international projects.
Participants from IFAPA
IFAPA has sent five technical specialists to various European
Agricultural Universities:
- Esther Calderón Zaragoza, Technical specialist on plant
production and gardening. IFAPA Center Campanillas - Stay in
France.
- Juan Pedro García Bernal. Technical specialist irrigation. IFAPA
Center Chipiona - Stay at the Institute of education and
Communication in Czech Republic.
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- Carmen García García, Technical specialist of Integrated
Production. Centre IFAPA Mojonera - Participant at University of
Tampere (Finland).
- Alicia Fayos Moltó, Technical horticulture specialist, The Centre
IFAP Mojonera - Stay Stoas University (Netherlands).
- Francisco José Arenas Arenas, Technical specialist in orchards
and citricultura, IFAPA Center Las Torres - Stay Agropedagógica
Academy (Austria).
The project has been running for about one month from the 25th
of March to the 19th of April 2008, dealing with aspects of
agricultural training and techniques of technology transfer among
the participant’s countries.
The program was divided in two activities:
• Two weeks in Agricultural Research and Training Centres.
Participants carried out conferences and gave lessons about
their backgrounds and institutions. They received classes from
local teachers as well.
• Two weeks visiting one or more vocational and live long
training schools.
The tasks of teachers were to write a report that serves as a
methodological guide for future participants, concerning:
• Agricultural skills of teachers;
- How to conduct mobility in European programmes;
- How to evaluate stays abroad (quality of university education,
quality of life-long learning; envelope, existence of good
relations.).
Conclusion
This European exchange enabled to discover the different
European Educational Systems “from the inside”.
The EMMA programme was a fantastic occasion for us to discover
each others culture and to create new links among our countries.
It is proved the great efficacy of this programme for the exchange
and transfer of knowledge, technology and teaching methods
among the participant countries. The feed back obtained from
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each one, the material generated and the experienced gained by
the people involved, it is far enough to justify the investment that
the European Community is putting into the most important good
we can have; that is human relationships and Knowledge.
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ENTER MEMBERS
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EUROPEAN NETWORK OF LEARNING AND TEACHING IN
AGRICULTURE AND RURAL DEVELOPMENT (ENTER)
ENTER was founded in 2002 as the result of the merger of
REIFEA
(Réseau Européen Interuniversitaire de Formation des
Enseignants
Agricoles) and IPAC (International Pedagogical Agricultural
Colloquium)
AIMS OF ENTER
• TO SUPPORT the improvement of teaching and learning
processes in rural agricultural and environmental education.
• TO DEVELOP knowledge and understanding of educational
agricultural systems within Europe.
• TO SHARE, DEVELOP AND PROMOTE teaching methods and
strategies in European teacher training.
• TO IMPULSE innovation in the agricultural training system in
order to modernise curricular and extra-curricular activities,
teaching objectives and contents according to the evolution of
rural development.
• TO ENCOURAGE bilateral and multilateral exchanges of
trainees, teachers and trainers to facilitate project
development.
SCIENTIFIC AND THEMATIC STUDY MEETINGS:
(Study Days every two years)
• 2000 Turku (Finland) :
REIFEA and IPAC meeting
• 2002 Dronten (Netherlands):
ENTER foundation
• 2004 Olzstyn (Poland):
Self responsibility of learners
• 2006 Maribor (Slovenia) :
Pedagogical approaches for the education in agriculture and life
sciences
• 2008 Cordoba (Spain):
Innovation and Knowledge Management in Teacher Training
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