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Editorial

Dear reader,

Educational research in the past decade has strongly focused on the outcomes of education as
well as patterns of social inequality in this regard. This e-mail provides a link to the
newsletter of a new European research project which aims at analysing how educational
trajectories of young people are regulated as a result of complex interactions in different
European education systems. The study “Governance of educational trajectories in Europe”
(GOETE) investigates how access of children and young people to different stages of
education is enabled or restricted, how coping with educational demands is being facilitated
through formal and informal support and how it is being negotiated between different actors
what kind of education actually is relevant for society at large as well as subjectively for the
learners. The GOETE newsletter issued twice a year introduces the objectives of the study,
reports on its progress, provides reflections on related issues as well as links to relevant policy
developments at EU level. If you want to subscribe to the GOETE newsletter please click
here.

With best regards from the GOETE coordination team



(1) The GOETE project

The GOETE project is concerned with understanding how education systems deal with the
changing relation between education and social integration in the knowledge society. It
analyses young people’s educational trajectories in Finland, France, Germany, Italy,
Netherlands, Poland, Slovenia and the UK. The acronym GOETE stands for »Governance of
Educational Trajectories in Europe«.

The project duration is three years (2010 to 2012) and it is funded under the Humanities and
Social Sciences section of the EU’s 7" Framework Programme. The overall budget is 3.5
million € of which 2.7 million € are from the Framework Programme.

About 50 scientists of 13 different institutions in 8 European countries are involved in the
GOETE project. An advisory board of 10 experts from policy and research and ambassadors
of additional countries (e.g. Austria, Bulgaria, Denmark, Malta, Portugal, Sweden) give
advice the project with their expertise and critical view.
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Members of the_GOETEproject in front of Tuebingen Céstle

In European knowledge societies adequacy of education means a balance of individual, social
and economic aspects. On a scientific level, the comparison of the regulation of educational
trajectories involves re-conceptualising the social aspects of learning and education under
conditions of late modern knowledge societies. It reflects the need for formal education to be
embedded in social life worlds, enabled by social support and complemented by informal and
non-formal learning. For this purpose, the study combines a life course perspective with a
governance perspective which allows to analyse how educational trajectories evolve from an
interaction between the decision-making processes of several actors inside and outside of
school, between individuals and institutions, from local to transnational level.

Exploring how educational institutions interact with students and their families on the one
hand and other out-of-school actors on the other hand in conceptualising and organising
individual educational trajectories operationalised by three dimensions:



- the regulation of access to education,

- support measures for coping with education,

- communication about the subjective, societal and economic relevance of education.
The study covers the period from transition into lower secondary education to transition into
upper secondary education/vocational education and training, i.e. the age group between 10
and 16 years. All 8 EU countries involved in the mixed-methods study carry out:

e surveys with students and parents on experiences in school, transitions within educational
availability of support

e asurvey with school principals on regulation of transitions, provision of support and
relevance of qualifications

e a comparison of teacher training regarding social aspects of teaching and learning,
including the necessity of social support

o case studies of local school spaces focusing on the interaction between individual and
institutional decision-making inside and out of school

o discourse analysis and expert interviews with policy makers and stakeholders on priorities
and trends through expert interviews and discourse analysis

The empirical results will be analysed across five thematic areas, which are represented by
different groups within the GOETE project team: life course, access, coping, relevance and
governance of education.

On a practice and policy level, it will provide information about alternative means of
providing children and young people with access to education; of supporting them in coping
with education and ensuring the relevance of education by communication and cooperation
between school, labour market, other educational actors, students and parents.

The dissemination of findings will include a dialogic model of educational policy planning at
local level, training workshops with teachers, youth workers and policy makers and a
European policy seminar.

The GOETE work plan consists of three major phases: launch, field work and analysis.

Phase 1: Phase 3:
launch analysis
Analysis teacher training
Analysis
Institutional Expert
Country survey interviews
reports, Dissemination
Glossary Individual Case
survey studies

The launching phase encompasses producing country reports with general information of the
education system and gathering basic information and statistics concerning the projects
contents in each of the involved countries. A glossary with all key concepts was developed
and is open for discussion throughout the projects duration. The launch is followed by the
second phase of field work. It covers five work packages: the comparison of teacher training,
an individual survey with students in schools, an institutional survey with school principals,



http://www.goete.eu/glossary

local case studies in different cities as well as a high-level governance analysis. The third
phase will be structured by data analysis, the production of the final report while the findings
will be also transmitted through supporting local educational policy planning and further
training for teachers and out-of-school educators.



(2) GOETE project news

Recent activities in the GOETE project

The project started with the kick-off meeting at the University of Tuebingen, Germany. In the
meeting general ideas for the field work were discussed and first overall decisions were made.
Since the meeting, a glossary regarding key concepts has been developed using the
advantages of an online wiki. The glossary is accessible for the public.

Another product of the first phase are country reports of each participating country on key
institutional structures related to access, coping and relevance of education as well as on key
issues of existing educational research. These country reports follow a common format as
their key function is to serve as contextual frameworks for the comparative analysis of the
empirical data. First drafts of country reports have already been circulated and commented —
the final versions are about to be finished. Parallel, field work along different work packages
is prepared in terms of sampling and operationalisation.

The overall sample strategy consists of selecting three urban areas in each country covering
different socio-economic contexts and — where relevant — different regional school systems.
In case of the comparison of teacher education a first internal questionnaire has collected
basic information regarding structure and contents of teacher training in each country. In
summer 2010 the data collection starts in case of document analysis and expert interviews in
teacher education. As regards the surveys with students and their parents as well as with
school principals questionnaires are being developed. Permissions from school authorities are
requested.

The next project meeting will be held in Ljubljana/Slovenia from 30th of June to 3rd of July
2010.

The GOETE kick-off meeting in Tuebingen, Germany

The launching meeting of the GOETE project was held in Tubingen, 28-30th of January 2010.
The consortium came together to lay ground for the future cooperation. Conceptual and
methodical questions stood in the centre of the three days event. On the 29th, the project
opening was publicly celebrated by a symposium in the castle of Tlbingen. This event started
with greetings by Herbert Mther (vice-rector of the University of Tuebingen) and Manuela
Alfé (scientific officer, European Commission, DG Research).


http://www.goete.eu/news/project-news/84-launching-meeting-held-in-tuebingen
http://www.goete.eu/glossary

Andreas Walther (project coordinator), Manuela Alfé (European Commission)
and Herbert Miither (vice-rector of the University of Tuebingen)

In his keynote lecture, Michael Young (Institute of Education, London) shared his reflections
on “educational policies for a knowledge society” [LINK] with an audience of social
scientists from different disciplines. After that, Andreas Walther (project coordinator,
University of Tuebingen) gave a presentation on the GOETE project in general, which was
followed by a panel of GOETE members introducing the five key thematic dimensions of the
GOETE project:

e Education on the life course (Manuela du Bois-Reymond, University of Amsterdam)

e Access, inequality and diversity (Roger Dale, University of Bristol)

e Coping and support in education (llse Julunken, University of Helsinki)

e Relevance of Education (Bodhan Jung, Warsaw School of Economics)

« Educational governance (Karin Amos, University of Tuebingen)

In the internal part of the meeting, the project network was constituted by discussing overall
research strategies and setting up a detailed plan for the future work in the project. Every
work package and thematic group was discussed separately and first decisions belonging
sampling, contents and operationalisation were made.



3) Reflection: keynote lecture at the GOETE kick-off-meeting by Michael Young

Michael Young, University of London: Educational policies for a knowledge society:
reflections from a sociology of knowledge perspective

‘ﬁ
Michael Young, University of London (left) and N
Herbert Muther, vice-rector of the University of Tuebingen

In this lecture | want to outline and comment on the implications of what | see as a tension in
current educational policy at both the national and international levels. My argument will be
that current policies neglect and even undermine the most basic education issue facing policy
makers, teachers and researchers, regardless of the specific focus of their work.

The tension can be expressed as follows: On the one hand, most current policies take as a
priority the extension of access to and the widening of participation in education. However, at
the same time they neglect or in some cases actually deny that at the most fundamental level,
education involves the transmission, from one generation to another, of what I refer to as
‘powerful knowledge’ — that knowledge that enables learners to generalise from their
experience and move beyond it. My argument is that the transmission of powerful knowledge
is always at the forefront of the goals of elite institutions. It follows that in so far as this is not
the priority of current policies, they are likely to perpetuate and even extend existing
educational inequalities. In the last part of this lecture, | will suggest an alternative approach
to the problem of developing educational policies for a knowledge society which is based on a
realist sociology of knowledge.

The tension [ am concerned with arises from the problem of ‘massifying’ an elite system and
from unresolved questions as to whether this involves (a) extending elite knowledge to the
mass, (b) replacing the concept of knowledge associated with elite forms of education, or (c)
developing a diversified system of education suited to the needs and interests of different
groups in society.

Let me elaborate on these aspects: First, it is widely agreed that we in Europe should be
moving towards a knowledge society — one that is dominated by high skill jobs and
innovation that links research to new forms of production and new services. On the other



hand, there appears to be very little discussion concerning (a) what knowledge is being
referred to, (b) what is distinctive about a knowledge society, or (c) what it is that
distinguishes high from low skills, and finally (d) why even modern societies seem to
perpetuate a class of low achievers who when they become adults perpetuate a culture of low
achievement for their children. Current discussions on education policy are often carried out
as if a knowledge society were a kind of taken for granted goal to aim at and, on the other
hand, the differences between high and low skills could be read off the level descriptors of a
qualifications framework that is defined in terms of learning outcomes.

One consequence of these assumptions is that, in the absence of any more explicit
specification, the goals of education for a knowledge society are expressed in a range of
‘measurable’ outcomes defined increasingly by qualifications. In other words, by default,
these policies appear to be leading us towards a credentialist version of a Knowledge Society,
with all the problems of credential inflation and people gaining worthless qualifications with
neither use value nor exchange value. These problems are not new and were of course
addressed by the American sociologist, Randall Collins, as long ago as 1979, in his book The
Credential Society.! However, the new emphasis on qualifications in the context of the idea of
creating a knowledge society, gives Collins’s analysis a new urgency.

Educational policies which draw on the idea of a knowledge society typically identify three
related problems with current education systems. The first, | have referred to, is a persistent
and increasingly vulnerable under-class of low achieving, early leaving adolescents; they are
often but not always from ethnic minorities and all too easily become unemployed and in
many cases unemployable adults, an issue that is at the heart of the GOETE Project.

The second is the rigidity and inflexibility of current systems of education and training. It is
argued that a much higher level of occupational flexibility and mobility will be needed — in
relation to sectors, regions and nations — in knowledge societies. The ‘flexible workers’ of the
future, it is assumed, will need to be prepared to move seamlessly from one sector, one region
and even one country to another, several times during their career — the rationale behind the
Education Qualifications Framework (EQF). The third problem frequently identified is that as
the pace of new knowledge created increases, knowledge, and work become less
differentiated into types, domains, and sectors. Each of these assumptions has influenced the
type of educational policies that are proposed. The next section discusses each briefly in turn.

| find no fault with the description of an under-class of low achievement. However, where
debate and research is lacking is on two issues that follow: (i) how to explain its persistence
and (ii) what strategies do we have to counter this phenomenon? To put it another way, is low
achievement and early leaving, as governments prefer to see it, an educational problem that
must be dealt with by schools and colleges, or is it primarily a social and economic problem?
My understanding is that the research literature emphasises two points about persistent under
achievement in education. One is that it cannot be separated from the family and community
circumstances of the learners concerned. Successful learning — and in particular — acquiring
what Vygotsky called the ‘theoretical concepts’ which are the basis of all higher forms of
thought, relies on the support of families and their close collaboration with teachers —a
condition that is invariably absent for low achievers.? The second point that | draw from the
research is that lack of skills and knowledge is a demand rather than a supply problem —in
other words, a significant section of private companies are able to be profitable by employing
those with few skills or qualifications on low wages — as in the retail trade and the casual
farming work. A low achieving under-class is the product of the failure of at least some

! Collins, Randall (1979).The Credential Society. New York: Academic Press.
2 Vygotsky, L.S. (1978). Mind in Society. Cambridge, MA: Harvard University Press.



European economies to create employment that demands new skills and knowledge that are
realistically attainable by low achievers. A solution, therefore would involve changes in
production priorities and human resource policies of employers or a more radical
transformation of western capitalism. It is only in the context of such economic changes that
new educational strategies are likely to be effective.

A further issue is the implications of the flexibility/mobility diagnosis and especially the
conclusions that have been drawn from it for educational programmes. First, a number of
questions need to be asked which hopefully the GOETE Project will shed light on. Who
exactly are the ‘mobile workers’ in a knowledge economy and in what sectors are they most
likely to be found? I suspect that they are both a diverse and stratified group with polar
extremes of different types.

One type are the currently mobile high achievers in fast developing sectors like IT and
cultural industries — they have mostly benefited from existing education systems. However,
we need to be aware that even within this relatively privileged group, new forms of
stratification are emerging that are expressed in the recruitment policies of international
companies. Newfield (2009) coined the evocative term ‘cognotariat’ to describe how even
those with doctorates — the cognitive workers — are being ‘proletarianised’ — in other words
have less and less control over their work.

The second type is an under-class of low wage employees and job seekers who move from
low skill job to low skill job, some casual, some seasonal and sometimes from country to
country. The question | want to raise is what kind of educational support does this more
stratified but mobile workforce need? Is it, as government and international agencies often
assume, a more flexible education system based on modularisation and higher levels of choice
to enable students to ‘pick* and ‘mix’ according to the opportunities available? | have
reservations about this solution. If the knowledge economy theorists are right in predicting the
trend to increased flexibility/mobility, this is a complex situation for young people entering
employment and a flexible educational response is not necessarily the answer.

I remember being impressed by the concept ‘flexicurity’ proposed some years ago by Glinter
Kutschka of the University of Duisburg. This expresses the idea that educational programmes
of the future need to combine ‘structure’ to give learners the confidence and security to cope
with an uncertain future and ‘flexibilizy’ so that they can use this confidence to respond to new
opportunities; a simple idea but with complex educational implications. Perhaps the GOETE
Project will be able to identify examples of its use as a basis for developing programmes.

The third feature of the knowledge society thesis is that although it emphasises knowledge
and knowledge workers, it invariably lacks specificity about what the knowledge is being
referred to. Two general assumptions are common: First, knowledge is changing faster than
ever before and so existing knowledge — especially that acquired in school or college —
quickly becomes out of date, and, second, knowledge is becoming less differentiated, less
bounded to specific domains, sectors and occupations.

A number of educational priorities follows — let me take four — genericism, choice and the
importance of recognising — and accrediting experience and an emphasis on outcomes.

1. Genericism is the idea that learning specific contents — whether knowledge or skills are
becoming less important and so the emphasis must be on what is ‘generic’. There are
many examples of the form that this ‘genericism’ is expected to take — one of the most
well known is Robert Reich’s four C’s — to criticise, conceptualise, connect and compare.
These capacities, sometimes described as thinking skills, Reich argues, cut across many



different occupations and will enable people to make sense of an increasingly complex
world. My problem with such a generic approach is that it separates process from content
— thinking from what thinking is about; learning from what you are learning, problem
solving from the domain or occupation in which the problem arises. It is as if you could
learn to criticise texts, in literature independently of what you might be criticising. As a
consequence, Reich’s capacities provide you with a set of categories for mapping the
world in an apparently coherent way without knowing much about the specific case you
are mapping. This is a valuable resource for management consultants but no basis for
teaching or learning.

2. My second example of current educational trends is their emphasis on individual choice.
The assumptions are (i) that giving learners more choice will motivate them even if they
lack the cultural resources to make the choices, and (ii) that as more people need to create
new knowledge, so a greater emphasis must be given to individuals choosing what they
study. The typical application of the idea of greater choice is to modularise the curriculum
into what an English educationist referred to as ‘bit sized chunks’ — the consumption
metaphor for learning is all too clear. In this model the teacher becomes the facilitator for
helping learners to move from module to module acquiring outcome-based qualifications.
He or she is no longer the transmitter of knowledge to those who want or need to know.

3. Experience: The increased emphasis, in educational research and policy on tacit, informal,
experiential, non-codified skills and its accreditation as if this was an enormous hidden
cultural resource that needs to be tapped and given recognition, especially among those
with few or only low level mainstream qualifications. A good example is the fashionable
idea of tacit skills — that we know more than we can say. This goes back to the
philosopher of science — Michael Polanyi. However, for Polanyi tacit skills could not be
treated in isolation from codified skills but as part of how codified skills — in his case
science — are acquired and produced.

4. The shift to outcomes — the title of a recent CEDEFOP report.® The emphasis on outcomes
— that idea that educational programmes can be best expressed in terms of a set of ‘written
learning outcomes’ and that teachers can use such outcomes rather than subject or
occupationally specific syllabuses to develop curricula. It is also claimed that outcomes
can be used as the basis for accrediting informal skills — what is known as APEL — that are
acquired ‘in practice’ not through attending any programme of study.

What do these trends have in common?

a. They assume that the activities involved in learning and teaching can be treated
independently of what is being taught or learned.

b. They imply that the teacher is a facilitator rather than a transmitter of knowledge and that
students will acquire new knowledge on their own if teachers do not intrude into what is
seen as an almost natural process of learning — a harking back to Rousseau and the French
early 20" century educationist Clarapéde.

c. They are linked to an emphasis on ‘learning to learn’ and ‘knowledge about knowledge’ —
in Manuel Castells terms. In other words, modern workers must be taught to distrust what
they know and always be searching for new learning opportunities Even those with little
confidence in their own capabilities must question the worth of what they know, as all
knowledge is fluid, changeable and changing. The question that this raises is what then is
the basis for the identity of learners — what gives them the confidence for accepting or
rejecting new knowledge — if it is not a confidence in what they already know?

® CEDEFOP. (2008). The Shift to Learning Outcomes. Conceptual, Political and Practical Developments in
Europe. Luxembourg: Office for Official Publications of the European Communities, Online at:
http://www.cedefop.europa.eu/EN/Files/4079_en.pdf [last May 20, 2010].



d. The fourth thing that these trends have in common is symbolised in the slogan of the 2008
conference of BECTA — the UK IT in Education organisation — learning everywhere.* The
emphasis is that IT can support the learning that is not associated with educational
institutions — In other words, it is learning that is work based, community based, family
based rather than school or college based.

What kind of educational future do these trends promise? What kind of questions do they
raise? Firstly, if the informal, the tacit, the experiential, the un-codified and the generic are so
important:

e What is formal education — attending school, college, or university — for?

e Why do we want to increase participation, improve staying on rates, or raise the school
leaving age?

e Is there nothing about learning in formal education that distinguishes it from other forms of
learning that people always have and will engage in?

¢ Should teachers only be facilitators or should they also be — to use an unfashionable term —
‘transmitters of knowledge’?

Secondly, | want to suggest that these trends represent an overall social change which can be
expressed by the idea of the de-differentiation of modern society. This refers to a process
whereby, under the impact of new technologies, occupations, institutions, sectors, forms of
knowledge, and types of learning are becoming more and more like each other. It is almost a
reversal of the process of differentiation that has been a feature of social change in industrial
societies for the last 150-200 years. The political economist Ben Fine refers to this process as
economics imperialism® — as everything takes on the form of a commodity and learning
becomes another form of consumption.

| want to make a counter argument to the trends | have referred to which I think raises both
educational and social justice issues. It is not to deny these developments but that formal
education (school, college or university) has a distinctive role in modern society. It is not — as
some sociologists have claimed — largely a site for the social and cultural reproduction, or for
disciplining young minds and bodies to fit into an unjust social order. It is not just an
enormous sorting process that leads to some of us becoming professors and others road
sweepers; which is not to deny those forms of differentiation and the need to struggle against
them.

Mass schooling, as a core institution of modernity and one of the inventions of the
Enlightenment, is a unique opportunity for students at any age — to acquire what 1 will call
‘powerful knowledge’ — knowledge that they would not have access to at home or at work and
knowledge that takes them beyond their experience. Potentially, in the words of English
sociologist, Basil Bernstein, it enables them to “participate in society’s conversation about
itself and its future” — powerful definition of democracy. This applies as much to vocational
programmes as to general education courses as the Australian Leesa Weelahan points out in
her new book. If this is not recognised in designing vocational programmes — they become at
best vocational training (VT) — and limit learning opportunities to the acquisition of specific
skills. This has its place — learning about some new software, for example — but it must not be

* BECTA is the acronym for a non-departmental public body of the Department for Children, Schools and
Families in the UK - formerly known as the British Educational Communications and Technology Agency.
> Fine, Ben (2001). 'Economics Imperialism as Kuhnian Revolution.' In: International Paper in Political
Economy, Vol. 8 (2). pp. 1-58.



confused with vocational education (VE). It is arguable that VT defined in this way should be
left to employers to demand as only they are in a position to know what skills they need.

‘Powerful knowledge’. An Alternative Approach to Education Policy

What then is this ‘powerful knowledge’ and how does the idea apply whether to schooling or
professional or vocational education? I find it useful to make a distinction between ‘powerful
knowledge’ and the related idea ‘knowledge of the powerful’. The latter refers to the
knowledge authorised by those in power — and leads to questions about who have the power?
Is it legitimate and on what basis? This is what the field | have worked in — the sociology of
the curriculum — has focused on; it provides the basis for a powerful critique of existing
curricula and how they perpetuate inequalities. However, it focuses on the knower — it does
not tell us much about the knowledge. On its own it provides no basis for an alternative
curriculum — if all curricula are expressions of ‘knowledge of the powerful’ it is difficult to
conceive what curricula would be like if the distribution of power was radically changed.

The concept of ‘powerful knowledge’ has a very different focus — on the knowledge itself —
its structure, what it can do and how it is organised for both the production of new knowledge
and the acquisition of existing knowledge which is new to the student. A working definition
of powerful knowledge focuses on its purposes and the conditions for its production and
access:

e it provides reliable and in a broad sense provides ‘testable’ explanations or ways of
thinking;

it is the basis for suggesting realistic alternatives;

it enables those who acquire it to see beyond their everyday experience;

it is conceptual as well as based on evidence and experience;

it is always open to challenge;

it is acquired in specialist educational institutions, staffed by specialists;

it is organised into domains with boundaries that are not arbitrary and these domains are
associated with specialist communities such as subject and professional associations;

e it is often but not always discipline-based.

Conclusions

The idea of access to ‘powerful knowledge’ or epistemic access gives us a number of
possibilities. It provides a basis for critiquing existing policies — especially those based on
outcomes, competence, learner choice and the accreditation of experience. At the same time,
it offers a basis for an alternative approach to educational policy that gives priority to
accessing powerful knowledge. It allows a clear distinction in policy terms between pedagogy
which must begin with learners’ experience and curriculum which must stipulate what we
want students to learn. Powerful knowledge, in addition, serves as a platform for challenging
the de-differentiation thesis by emphasising differentiation of knowledge from experience,
school knowledge from everyday knowledge, informal from formal learning. Not least, it
emphasizes the non arbitrary nature of knowledge boundaries.

Without this differentiation and the institutions that are a condition for it, current policies can
only perpetuate inequalities.



4) EU policy context: the new EU-strategy of educational governance

Andreas Walther

From Lisbon 2010 towards Europe 2020: EU education and training policies between
continuity and change

In the past decade, educational research and policy at EU level are being used with reference
to the Lisbon Strategy either affirming or criticising its objective of making Europe the most
successful knowledge economy in the world and the policy priorities resulting from this.
Since 2010 the Lisbon Strategy is history, not only because it was scheduled for the period
from 2000 to 2010 but also because neither the overall objective nor the operative
benchmarking indicators have been achieved. It needs to be said that — at latest with the mid-
term reviews undertaken by the Commission - this was to be expected.

So, what next? As all organisations working on the principle of management by objectives,
the EU needs overall guiding concepts in order to provide its member states with a corporate
identity. In the case of the strategy Europe 2020, the shared experience of ,the crisis® has been
the spiritus rector which is reflected by the subtitle ,,smart, sustainable and inclusive growth®.
Already the title suggests that Europe 2020 is neither a new start nor a revision but rather
more of the same. This is not only reflected by the term growth and the time line 2020, it is
also visible in its implication for the sector of education and training.

The strategy Europe 2020 consists of seven initiatives two of which address education:

Flagship initiative: "Youth on the move"

The aim is to enhance the performance and international attractiveness of Europe's higher
education institutions and raise the overall quality of all levels of education and training in the
EU, combining both excellence and equity, by promoting student mobility and trainees'
mobility, and improve the employment situation of young people. Key elements at EU level
are modernisation of Higher Education and an employment policy for school leavers while
member states are called to increase expenditure on education and training and to develop
national qualification frameworks.

Flagship Initiative: "An Agenda for new skills and jobs"

The aim is to create conditions for modernising labour markets with a perspective on raising
employment levels and ensuring the sustainability of our social models. This means
empowering people through the acquisition of new skills to enable our current and future
workforce to adapt to new conditions and potential career shifts, reduce unemployment and
raise labour productivity. Efforts of Commission and member states in this respect centre
around the key words of flexicurity and lifelong learning.

The benchmarks by which the objectives regarding education and training are operationalised
(such as reducing early school leaving to 10%) remain largely the same although the
extension of the deadlines for achieving them has already been extended in the Strategic
framework for European cooperation in education and training ("ET 2020™) adopted in 2009.
This applies also for the procedure of the Open Method of Coordination which however is
spelled out only once in the new strategy but hidden behind its elements: integrated
guidelines, policy recommendations and country reporting.



http://ec.europa.eu/education/lifelong-learning-policy/doc1120_en.htm
http://ec.europa.eu/education/lifelong-learning-policy/doc1120_en.htm

Even the concept of key competences is being re-vitalised. In a joint report of the Council and
the Commission on the implementation of the Education and Training 2010 framework
beyond 2010 education is being broken down to eight key competencies which reflect the
influence of the OECD’s PISA process as well as increasing complaints of employers as
regards the (lacking) basic skills of school leavers: 1) Communication in the mother tongue;
2) Communication in foreign languages; 3) Mathematical competence and basic competences
in science and technology; 4) Digital competence; 5) Learning to learn; 6) Social and civic
competences; 7) Sense of initiative and entrepreneurship; 8) Cultural awareness and
expression.

More explicitly than in the Education and Training Strategy 2010, ET 2020 addresses school
issues directly, especially school management and teacher training as fields of cooperation at
EU level. This reveals that transnationalism and Europeanisation have finally broken the
resistance of member states that for many decades insisted on the exclusively national
responsibilty for general education policies.

What is new is a web portal entitled Knowledge System for Lifelong Learning intended as an
online infrastructure for ET 2020 which collects policy documents, studies as well as practice
examples.
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