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1. INTRODUCTION 

 

The Lisbon European Council in 2000 set the main objective for the European Union, 
namely to become “the most competitive and dynamic knowledge-based society in the 
world capable of sustainable economic growth with more and better jobs and greater 
social cohesion”. Achieving these goals would involve the transformation of the 
European Union’s social welfare and education systems. The Lisbon Council also 
identified 5 areas of “new basic skills” for the knowledge-based economy: ICT, 
technological culture, foreign languages, entrepreneurship and social skills. 

To ensure the contribution of education and training to the Lisbon process, the 
Stockholm European Council adopted in 2001 thirteen concrete future objectives in the 
field of education and training systems1 that aim to improve the quality, access and 
openness of the European education and training systems.  To ensure the implementation 
of these objectives, the Barcelona Council adopted a detailed work programme in 20022. 
The Barcelona Council also called for action to improve the mastery of basic skills and 
for promoting the European dimension in education and its integration into pupils’ basic 
skills by 2004. 

The “Education and Training 2010” work programme  now covers all actions in the 
fields of education and training at European level, including vocational education and 
training (the "Copenhagen process") and takes into account the development of the 
European Higher Education Area (“Bologna process”). To take the process forward, the 
Commission has established expert groups to work on one or more objectives of the work 
programme. Composed of experts from 31 European countries as well as stakeholders 
and interested EU and international organisations, the expert groups’ role is to support 
the implementation of the objectives for education and training systems at national level 
through mutual learning activities such as exchanges of "good practices", study visits and 
peer reviews.  Among the first groups established in 2001 was the one on basic skills, 
foreign-language teaching and entrepreneurship (Working Group B). 

Of the thirteen objectives set out in the work programme, Working Group B is 
responsible for: 

 1.2. Developing skills for the knowledge society; 

 3.2. Developing the spirit of enterprise; 

 3.3. Improving foreign language learning3. 

  

A particular focus of the work has been to identify what the skills needed by everyone in 
the knowledge-based society are, how these skills could be better integrated into 
curricula and maintained through life. The working group was also expected to consider 
                                                 

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

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

3  A specific working group has been established to work on language learning: see such a language 
learning indicator; see the report of the group in   
http://www.europa.eu.int/comm/education/policies/2010/objectives_en.html#language 
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how to make these skills genuinely attainable by all, including the less advantaged, 
people with special needs, school drop-outs and adult learners.  

Working Group B has submitted two progress reports.  The first report (March 2002) 
defines 8 domains of key competences with the corresponding knowledge, skills and 
attitudes relating to each of these domains4. The second progress report (November 
2003)5 builds on the first one and is based on the collection and analysis of good 
practices on social and interpersonal competence, on cultural awareness, on learning how 
to learn competence and on adult literacy. 

The present progress report takes stock of the third phase of the work ( November 2003 – 
July 2004) and is to a large extent influenced by the messages of the first Joint Interim 
Report of the Council and the Commission on the implementation Education and 
Training 2010 work programme6 (JIR).  The need for comprehensive, coherent and 
concerted lifelong learning strategies involves, in particular, ensuring that all citizens 
are equipped with the key competences that are necessary for a successful life in a 
knowledge-based society. Furthermore, targeted efforts are needed for disadvantaged 
groups: for those with low basic skills and qualifications, groups living in disadvantaged 
areas or outlying areas and people with learning difficulties or disabilities. The interim 
report also calls for a consolidation of the European dimension in education, thus 
reiterating the conclusions of the Barcelona European Council.     

The working group held three plenary meetings during this period.  In accordance with 
the work plan adopted in December 2003, the following activities were also undertaken 
by the group during this period of the work: 

(1) Study visits to Iceland and to the Netherlands7; 

(2) Mapping the use of key competences in participating countries as a follow-up to 
the recommendations of the 2003 progress report (Chapter 2.1 in the report and 
Annex 1 of the report) 

(3) Three subgroups were established to work on the priority areas.  Each of them has 
had two meetings and produced a contribution to this present report as follows: 

•  The European dimension in the framework of key competences (Chapter 2.2 in 
the report and Annex 2) 

•   Developing the spirit of enterprise and education for entrepreneurship 
(Chapter 2.3 in the report) 

•  The education and training of the less advantaged learners (Chapter 2.4).  

                                                 

4  The Key Competences in a Knowledge Based Economy: A First Step Towards Selection, Definition 
and Description. Document of the Commission Expert Group on “Key Competences”, March 2002. 

5  Implementation of “Education and Training 2010”  work programme, Working group on Basic skills, 
entrepreneurship and foreign languages. Progress Report November 2003.  
http://www.europa.eu.int/comm/education/policies/2010/doc/basic-skills_en.pdf 

6  “Education and Training 2010” The Success of the Lisbon Strategy Hinges on Urgent Reforms. Joint 
interim Report of the Council and the Commission on the Implementation of the Detailed Work 
Programme on the Future Objectives of Education and Training Systems in Europe. Council document 
6905/04. 

7  Reports on these study visits are available at: http://www.europa.eu.int/comm/education/policies/2010 
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(4) Exchange of good policy practices in three areas of less advantaged learners (A 
full analysis of these examples is available in CIRCA intranet site) 

•  Ensuring disadvantaged learners acquired key competences such as reading; 
•  Ensuring the transition from one educational level to another; 
•  Education for less advantaged adults 

 

In line with the messages of the JIR, the emphasis at this stage of the work has been to 
examine the coherence and comprehensiveness of the policies. This approach has been 
applied in particular to entrepreneurship education and to the education of the less 
advantaged. Another main objective of the work has been to add qualitative information 
to the quantitative benchmarks adopted by the Council in May 2003. 

The European framework of key competences presented in the first working group report 
has been revised with a view to incorporating a European dimension. The revised 
framework on key competences is annexed (Annex 2). 

The work undertaken by the group and the consequent conclusions and recommendations 
are based on the contributions shown below: 

Activity Participating countries Participating 
stakeholders 

Study visit to Iceland on “Life 
Skills” Nov 2003 

Iceland (host), Austria, Czech Republic Efvet/EVTA 

Study visit to the Netherlands 
on 3Community Schools” Feb 
2004 

The Netherlands (host), Norway, Lithuania Efvet/EVTA, 
EUNEC 

Mapping the key competences 
frameworks 

All countries except Bulgaria Slovakia, Turkey,   

Participation in subgroups 
Sub-group 1:Entrepreneurship 

education8 
Austria, Belgium (Flemish Community), Germany, 
The Netherlands, Greece 

UAPME/ 
Unice 

Sub-group 2:European 
dimension 

Denmark, Italy, Hungary ETUCE-DLF 
 

Sub-group 3: Less advantaged 
learners9 

Ireland, Belgium Fl, Hungary, Finland, Norway, 
Romania, the UK (England) 

CSR, EAEA 

Good policy practice exchange Austria, Germany, Belgium (French Community), 
Belgium (Flemish Community), Czech Republic, 
France, Hungary, Ireland, Lithuania, Norway, Malta, 
Poland, Romania, the UK (England) 

 

 
 
2. PROGRESS IN PRIORITY AREAS 

2.1. Mapping the key competences 

At its December 2003 meeting, the working group considered it would be useful to 
have a better picture on how key competences are dealt with in participating 

                                                 

8  The subgroup on entrepreneurship education consists of members from the Working Group B on basic 
skills and of member invited  by Enterprise Directorate-General. For details see list of members in 
Annex 3. 

9  The subgroup on less advantaged learners was formed together with Working Group G on and active 
citizenship and social inclusion. For details see list of members in Annex 3  
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countries. The Eurydice survey10 on key competences in 2002 described the 
situation in EU 15 but an update of the situation in these countries and inclusion the 
situation in other participating countries was deemed necessary. A questionnaire 
was distributed requesting the following information: 

– The extent to which key competences are taken into account of in national 
frameworks; 

– The extent of curricular reform with regard to key competences 

– How extra-curricular work and the attainment of cross-curricular objectives are 
supported in schools. 

 

The full analysis of the mapping is annexed (see annex 1). The mapping confirmed 
the trend already seen in the Eurydice survey: most of the 26 countries that 
returned the questionnaire indicated that, either explicitly or implicitly, their 
national frameworks had chosen a “competence” based approach. The notion of 
key competence has also gained wide acceptance in such new member states as 
Hungary, Lithuania and in such candidate countries as Romania. A quite different 
development has taken place in Italy, where the revised framework curriculum 
refers to knowledge and skills as learning objectives and not explicitly to 
competences.  Although none of the frameworks is a precise match for the 8 
domains defined by Working Group B, there is a large measure of overlap in 
particular as regards competences such as ICT, learning-to-learn, interpersonal and 
civic competences, entrepreneurship and cultural awareness. 

While the Eurydice survey reported that curriculum reforms were underway in 
Belgium’s French Community, England and Wales, Scotland and Portugal, this 
year’s  mapping indicates similar processes in Romania, Czech Republic, Hungary, 
Ireland, Finland and Austria (upper secondary) with a greater emphasis on broader 
competences related to managing one’s own learning, working in teams, being able 
to communicate etc. 

In many cases, the curriculum reform is accompanied by in increased autonomy at 
local level: schools and municipalities are expected to adapt the national framework 
to local needs and to plan and organise learning in line with nationally adopted 
goals. The consequences of this approach are obviously related to two important 
areas: the role of the teachers and the overall support and evaluation of the 
attainment of cross-curricular objectives. The professional development of teachers 
throughout their careers is a concern in most of the countries and this in addition to 
the fact that the attractiveness of the profession itself has suffered in many European 
countries.  

The support for schools to develop cross-curricular approaches also needs to take 
account of a large number of organisational factors. The lack of time for joint 
planning, lack of inter-disciplinary materials and methods should also focus 
attention on the administration and management of the schools. Team work among 
teachers is supported in all countries so that the implementation of cross-curricular 

                                                 

10  EURYDICE (2002) Key Competences; A Developing concept in general compulsory education. 
Survey 5. 
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objectives is a possibility. On the other hand, the curriculum overload caused by 
new requirements can be countered by organising cross-curricular activities as the 
responses from Malta and Latvia indicate. 

The increased autonomy of schools has also raised the question of maintaining the 
overall quality of education and ensuring in particular regional equality. 16 out of 
25 responses indicate that some national testing takes place in order to monitor the 
attainment of basic skills such as reading, writing and numeracy. The majority of 
countries participate in PISA, some in TIMMS and PIRLS, all of which give 
indications of the performance in comparison with other countries. The Finnish 
project on developing a learning-to-learn indicator, the Swedish approach of 
assessing attitudes and the Hungarian tests that are aimed at assessing pupils’ ability 
to use their knowledge reflect a willingness to measure broader competences. In 
pupil assessment, the methodology is moving towards more descriptive 
methodologies, such as the use of portfolios for completing the traditional 
assessment. 

In the area of adult education and training the overall emphasis is on 
employability, social inclusion with a particular focus on disadvantaged learners. 
The competence areas that are dealt with most effectively are ICT, literacy and 
numeracy, foreign languages, language of the hosting country and 
communication in the mother tongue. The first two priorities were highlighted 
also in the collection of good policy practice examples: in addition to organising 
reading and numeracy tuition by traditional means, the use of ICT as a tool is 
gaining more and more importance, and is therefore one of the future challenges to 
be faced. 

The emphasis on these fundamental skills characterizes the attempts to develop 
lifelong learning strategies that take into account the various needs of disadvantaged 
learners. However, in addition to these traditional basic skills, learning to learn and 
entrepreneurship competences were identified as future priorities in many 
countries. The need for developing assessment methodology for adult skills is 
widely recognised as a priority11. Moreover, some countries have still to develop a 
proper infrastructure to adult learners.    

The main points of the mapping can be summarised as follows:  

•  The evidence suggests that there is substantial activity across Europe in the area 
of curricular reform: this varies in scale from far-reaching curricular reform, as 
in Romania, the Czech Republic, Hungary and Ireland, to initiatives with more 
specific targets. 

•  Most of the responses reviewed indicated that national frameworks for key 
competences had been defined — explicitly or implicitly. 

•  The evidence suggests that key competences are now being incorporated in 
national curricula across Europe. 

                                                 

11  The Commission has recently launched a study on Direct Adults Skills Measurement that will propose 
methodological approaches that would be feasible for these purposes. The results of the study will be 
available in 2005. 
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•  There was considerable overlap with the key competences domains identified by 
WG B, although the key competences were often described in different terms. 

•  Across Europe, there was evidence of a perceived need to prepare students better 
for the challenges of working life in a rapidly-developing European economy. 

•  Broadly speaking, the subject-based nature of teaching was perceived as an 
obstacle to developing the cross-curricular approaches that were believed to 
fulfil the above goal. 

•  The evidence suggests that there are currently few systematic tools in use for 
measuring the acquisition of key competences. 

•  There is, however, widespread national testing in literacy and numeracy, and 
on a more limited scale in the areas of science and foreign language acquisition. 

•  As regards key competences for adults, the focus was on literacy and 
numeracy, ICT and foreign languages. 
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2.2. The European Dimension of Key Competences 

 

2.2.1.  Background 

A sub-group was established to examine how the European dimension could be brought 
into the existing 8 domains of key competences, as a response to the request voiced by 
the Barcelona European Council and the messages in the 2004 joint interim report. The 
mandate of the subgroup was to explore first of all how the “European Dimension” could 
be defined. Secondly, it was expected to reflect how the European dimension is linked to 
three elements of a “key” competence, (i.e. personal fulfilment, social inclusion and 
active citizenship and employability). Finally, the subgroup was asked to make firm 
proposals on how the elements of European dimension could be brought into the existing 
framework of key competences. 

2.2.2.  Defining the European dimension  

The subgroup considered that defining the “European Dimension” was the fundamental 
starting point for the work. Even though the debate on the European dimension is not a 
new one, a clear definition of it could not be found in official documents. For example, in 
the Resolution of the European Council (1988) and in the Green Paper on European 
dimension in education (1994)12 both list objectives and strategies for implementing the 
European dimension in education, but do not offer a definition of the concept itself. The 
Green Paper, for instance, refers to “European Citizenship” that is based on “shared 
values on interdependence, democracy, equality of opportunity and mutual respect” for 
different cultural and ethnic identities and to educating people “for democracy, for the 
fight against inequality, to be tolerant and to respect diversity”. Similarly, in the recent 
study on European Dimension in Secondary Education13 commissioned by the European 
Parliament (2003) the lack of such a definition is striking although the study does make 
important suggestions on implementation.   

In his analysis of the concept of the “European dimension”, Barthélémy14 illustrates the 
various aspects linked to the European dimension and the consequent difficulties in 
defining it. The European dimension can be seen as an “overarching” concept that allows 
various components of knowledge to be considered and covers a broad set of social 
phenomena. It is related to the concepts of ‘Europe’, its civilization, values and projects.  

The European dimension has often been linked to “active citizenship” and “European 
citizenship”. Then again, difficulties emerge when attempting to explain what the 
European dimension could be. The European Commission Study Group on Education 
and Training (1997)15 described the development of Europe as being based on ‘a shared 
political culture of democracy’ to which Europeans feel they belong as citizens. This 

                                                 

12  COM 1993/0457 final 

13  European Parliament, Directorate-General for Research, Education and Culture Series EDUC 113 EN 

14  Dominique Barthélémy: Analysis of the Concept of European Dimension. European Education, 1999 
vol;31, no 1, pp 64-95. 

15  Study group on education and training : report : accomplishing Europe through education and training 
/ EU, European Commission. Luxembourg : EUR-OP, 1997. -- 153 p. ; ann. -- ISBN 9282794938  
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citizenship emerges from new social relations that Europeans have established among 
themselves and goes beyond formalised legal entitlements (such as the European 
Citizenship defined in the Maastricht Treaty) and is essentially a feeling of belonging to 
a multicultural and multilingual community with a common sense of developing the 
future together. The same group identifies a set of key values that are “oriented towards 
the future” and form the basis for the common European development: human 
rights/human dignity; fundamental freedoms; democratic legitimacy; peace and the 
rejection of violence; respect for others; a spirit of solidarity; equitable development; 
equal opportunities; the principle of rational thought/the ethics of evidence and proof; 
conservation of the eco-system; personal responsibility. These fundamental values are 
naturally reflected in the Treaties that have established the European Union as well as in 
the draft European Constitutional Treaty16. 

The term “active citizenship” has been widened by the Council of Europe to include 
“Democratic citizenship” and “Education for Democratic Citizenship”17. This approach 
requires that in order to become “participatory citizens”, the ethical, political, legal, 
cultural, socio-economic and psycho-sociological dimensions have to be involved. In this 
approach the “European dimension” can be seen as a transversal theme, touching upon 
all the dimensions listed. 

The “European dimension” and “learning for active citizenship” have always been an 
unfolding element in the European education, training and youth programmes.  All these 
programmes underline that participation and inclusion do not end at national borders. 
Mobility and partnerships offered by the programmes provide practical and first-hand 
experience with the “European dimension”.  A study on the contribution of the 
programmes to the development of citizenship with a European dimension18 confirms the 
central role that formal and non-formal education and training can make in this area. The 
study re-affirms the importance of addressing both structural and political aspects of 
learning for citizenship (rights, information and inclusion) as well as the cultural and 
personal aspects such as identities, feelings and skills.  

A public consultation exercise on the future development of Community education and 
training programmes, which took place between November 2002 and February 2003, 
revealed that promoting the European dimension and the European citizenship was also 
seen as crucial to future programmes. The Commission’s proposal19 for a new generation 
of Community Education and Training programmes responds to this need as it enhances 
the European dimension in education and vocational training and promotes youth 
mobility. 

                                                 

16  The draft Constitutional Treaty for Europe. For details, see  
http://europa.eu.int/futurum/eu_constitution_en.htm 

17  Council of Europe DGIV/EDU/CIT (2000) 40 

18  The Contribution of Community Action Programmes in the Fields of Education, Training  and Youth 
to the development of Citizenship with a European Dimension. Final Synthesis report: August 1977, 
analysis done by University of Birmingham (Dr Audrey Osler).  
 (http://europa.eu.int/comm/education/archive/citizen/birmingham.pdf) 

19  COM(2004) 156 final, see  
http://www.europa.eu.int/comm/education/doc/official/keydoc/keydoc_en.html 
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2.2.3. The European dimension in the context of key competences 

The need for enhancing the “European dimension” in the framework of key competences 
should be seen in the context of the present challenges that are facing Europe: 
globalisation, that boosts economic, political and cultural integration, and international 
competition both affect all citizens both at national and at local levels.  Values such as 
democracy and welfare are challenged by xenophobia, racism and violence, yet they are 
taken for granted by many. The Eurobarometer on public opinion concerning the 
European Union also reveals that the basic values underlying European cooperation 
should be made better known by strengthening the dimension of the European Union that 
focuses on people.20 

As regards the above-mentioned problems with defining the “European dimension” and 
the challenges facing the European project, the experts in the working group emphasise 
that the “European dimension” is, first of all, based on a recognition of the cultural, 
historical and social relationship and on interaction in the development of the common, 
shared values as a foundation for living democracy. The acquisition of relevant key 
competences with a relevant “European dimension” is therefore crucial for individual 
citizens as far as their work, involvement in decision-making and a rich and inspiring life 
are concerned.  

Moreover,  in order to become a living reality, “European dimension” requires actions 
and involvement from both the individual and society: the individual is required to make 
European democracy “alive” through awareness, involvement and  acknowledgement of 
mutual interests and through exchanging views constructively as a basis for legitimate 
decision-making – at local, regional, national and European level, while society at large 
shoulders a sizeable responsibility in supporting  actively the growth of such activities by 
providing and maintaining democratic infrastructures, institutions, fora and by 
establishing the practical means for everyone to make themselves heard,  keen to 
participate and exercise their basic rights. 

Therefore, the European dimension can be seen as a cultural construction at individual 
and social levels:  

•  The European dimension allows a person to identify himself or herself as a 
European, providing a  continuation of a  perception of life in a family, a community, 
region, nation, EU, leading ultimately to the perception of being a world citizen. 

•  Socially it means living in a European house that is based on democracy, human 
rights and responsibility for a peaceful and sustainable development of the world. 

•  Culturally it means creation, maintenance, exchange and enjoying of a diverse, vital 
and rich heritage in terms of environment, architecture, music, literature and visual 
art. 

The term “key competence” has been defined to serve three different (although 
overlapping), aspects of life: personal fulfilment, social inclusion and active citizenship 
and employment21. The “European dimension” furthers these aspects in the following 
way: 

Personal fulfilment 
                                                 

20  Public Opinion in the European Union » Eurobarometer 59 (June 2003) European Commission, DG 
Press and Communication. 

21  See the working group’s progress report November 2003  
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•  The European dimension is a continuation of the perception starting from family, 
local community, region and country to the European level and ultimately leading to a 
acknowledgement of being a world citizen; 

•  European values can serve as a personal reference and framework, being aware and 
enjoying the richness and diversity of cultures, including languages,  thereby 
contributing to the formation of personal identity and extending one’s roots;  

•  Interaction and implementation of the “European values” in personal life create a safe 
and solid basis for personal well-being. 

 

Active citizenship 

•  The European dimension is a continuation of local, regional and national levels as 
regards constructive participation in democracy including the broad entrepreneurship 
competence as defined by Working Group B; 

•  Europe is a reference for commonly agreed decisions at national, regional local levels 
but also in the global context; 

•  The European values include responsibility as part of the democracy – there has to be 
an  interaction between the opportunities given and constructive participation  in using 
and shaping them; 

•  The European dimension nurtures cultural literacy, both by appreciating the shared 
cultural knowledge and diversity of Europe and by contributing to it. 

 

Employability 

•  The European dimension means awareness and active use of the opportunities offered 
by European cooperation, in particular through mobility in the fields of education, 
training and employment;  

•  The European dimension, in line with the principles of internal markets, allows 
enterprise and employment abroad to be organised and established across borders 
and/or cooperation with different nationalities to develop in one’s working life. 

 

2.2.4. Integrating the “European dimension” into the eight domains of 
key competences 

The eight domains of key competences have been revised in order to enhance the 
“European dimension” of this framework. Given the very purpose of this framework (it 
should remain at a rather general level to allow appropriate applications at national level) 
and the fact that the framework already has an emphasis on broad competence 
acquisition and on active and participatory citizenship, some changes have been 
proposed in interpersonal, intercultural and social competences, civic competence 
and cultural awareness. The proposed changes include all three areas relating to the 
competences, knowledge, skills and attitudes and in most of the cases the different 
elements were re-grouped to accommodate the additions. 

The revised framework is shown in Annex 2. 
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2.2.5. What does the European Dimension mean for education? 

The 2004 joint interim report of the Council and the Commission underlines the need for 
consolidating the European dimension in education. In spite of the progress achieved by, 
for example, European programmes in education, training and youth, surveys regularly 
confirm that the European project has not succeeded in attracting the appropriate level of 
interest or the full support of EU citizens. The role of the schools was also highlighted in 
the work of the Convention on the Future of Europe: schools have a fundamental role to 
play in allowing everyone to be informed and understand the meaning of European 
integration. 

However, the European dimension as described above is acquired not only through 
formal education and training but also through non-formal and informal learning. The 
awareness of basic European values such as democracy, justice and social solidarity, the 
respect of human rights is also acquired through the experience and practice in the 
learning environment, which is an essential aspect to be considered in addition to 
knowledge provision. Therefore, the respect of the richness and diversity of languages 
and cultures of the European countries is one of the guiding principles of including the 
European dimension into education and training. 

In concrete terms this means that the European dimension is linked to the physical 
mobility of pupils, students, researchers and teachers. Creation of a European area of 
education and training needs obstacles to the recognition of diplomas and qualifications 
to be removed so that people can study and work anywhere in Europe. The European 
education, training and youth programmes that support partnerships and cooperation with 
schools in other European countries provide real opportunities for pupils and students to 
learn about European cultures. 

The European dimension is also an element in the content of teaching and learning. It is 
crucial that pupils learn about the common history of Europe, learn how ideas, 
knowledge and skills have been exchanged over thousands of years and served as 
inspiration for the development of a common, though diverse, European culture. 
Learning foreign languages also promotes an understanding of cultures. Understanding 
the European institutions such as the European Union and the Council of Europe is 
crucial, not only in the global context but also in the context of countries’ commitments 
to solve common problems that are of importance to all.   

As a result the inter-disciplinary nature of the European dimension and the fact that its 
involvement in learning activities calls for reflection at all levels, a national-level debate 
would be useful to clarify the role of the European dimension in education and in 
particular as part of education in democratic citizenship.  A good starting point for the 
debate would be an analysis of the existing materials, what it is to cover and even 
possible prejudices.  

As indicated by several studies, there is information available on European issues, but 
this information is often scattered. It would therefore be advisable to establish portals to 
collate the various sources and to provide information, not only for different subjects 
such as history and geography, but for arts and transversal themes such as education in 
democratic citizenship. 
The challenges of enhancing the European dimension in education and training and 
promoting European citizenship are common to all European countries. The exchange of 
good practice would therefore be a useful step towards progress in this area.  
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2.3. Entrepreneurship education and learning 

 

2.3.1. Entrepreneurship as a key competence – introduction and rationale 

 

The Lisbon European Council in 2000 identified entrepreneurship as one of the ‘new 
basic skills’ for the knowledge-based economy. Further conceptual work on the 
definition of key competences in general and in particular of those eight competences 
considered as key competences was undertaken by Working Group B (‘Basic Skills, 
Foreign Language Teaching and Entrepreneurship’) as a follow-up to the Concrete 
Future Objectives of Education and Training Systems22, where Objective 3.2 supports the 
development of education for entrepreneurship. 

In the educational field entrepreneurship is often taken in the narrow meaning of the term 
and therefore it suffers from a certain image problem, which mainly results from falsely 
narrowing down ‘entrepreneurship’ to ‘running a business, being an employer/self-
employed’. Schools and those in the educational field often do not see it as their task to 
prepare pupils for running a business, but rather see their task as one of developing basic 
competences for a successful life. The first section of this paper comprises a short outline 
of entrepreneurship as a key competence in a broad sense and as an important personal 
quality crucial to the ability to manage one’s life. 

The etymology suggests a more suitable interpretation: In French, where the English 
expression comes from, “entreprendre” means “to undertake, to take initiative”. The 
same etymology is true for translations of entrepreneurship into many other languages 
(e.g. intraprendere in Italian or unternehmen in German). Within the framework of key 
competences entrepreneurship is not seen as a distinct psychological variable but rather 
an interplay of different skills, knowledge, affective factors and personal qualities. The 
combination of such competences are, among others, an inevitable precondition for 
successful entrepreneurs but it is also obvious that each individual has the need for those 
competences in order to manage his or her personal life. The term entrepreneurship is 
therefore used to label a certain set of competences needed by and useful to all. 
 
Looking at the definition adopted by DG Enterprise’s expert group for education and 
training for entrepreneurship, it is clear that running a business is only a limited aspect of 
it. This definition includes two components23 

•         a broader concept of education for entrepreneurial attitudes and skills, which 
involves developing certain personal qualities and is not directly focused on the 
creation of new businesses; and, 

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

  

                                                 

22  OJ 14.06.2002 2002/C 142/01 

23  Best Procedure project on "Education and training for entrepreneurship", Final Report of the Expert 
Group, November 2002 
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An understanding of Entrepreneurship as a general competence is stressed by the 
definition adopted by WG B in its list of key competences24: 

Entrepreneurship has a passive and an active component: the propensity to 
induce changes oneself, but also the ability to welcome and support innovation 
brought about by external factors by welcoming change, taking responsibility for 
one’s actions, positive or negative, to finish what we start, to know where we are 
going, to set objectives and meet them, and have the motivation to succeed. 

Inspired by and building upon OECD’s DeSeCo-Project25 WG B defines key 
competences as follows: 

Key competences represent a transferable, multifunctional package of knowledge, 
skills and attitudes that all individuals need for personal fulfilment and 
development, inclusion and employment. These should have been developed by 
the end of compulsory school or training, and should act as a foundation for 
further learning as part of Lifelong Learning. 

In detail, this definition comprises two major criteria for a key competence: 

•        Competences that can be labelled “key” are transferable and multifunctional. 
This means that they can be applied in a variety of situations and contexts. 

•        Key competences are needed by and useful to each and very one of us in order to 
be successful in life. They are a prerequisite. Individuals lacking key 
competences are likely not to achieve personal fulfilment, not to get a good job 
and not to become an active member of society. 

 

Transferability and multi-functionality as well as success in life refer not only to 
employability but to a variety of aspects running horizontally and vertically through a 
life that can be roughly structured into three areas or clusters which are essential for 
living and working in a modern society: 

•        Leading a private life that promotes personal fulfilment including family, friends, 
leisure activities and so on 

•        Professional life that primarily secures income but also acts as a source for 
personal fulfilment and contributes to the quality of life. 

•        Participating in society and contributing to its further development by being an 
active citizen on different levels, becoming involved in NGOs and so on. 

  

From this outline it becomes clear that entrepreneurship, if only understood as the 
abilities and skills applicable for running an enterprise, could not be included in a set of 
key competences. But as previously shown, both WG B and experts of DG Enterprise 
adopted a definition of entrepreneurship that goes far beyond such a narrow 
interpretation. Entrepreneurship includes, for instance, planning, organising, analysing, 

                                                 

24  Working Group on Basic Skills, Foreign Language Teaching and Entrepreneurship. Progress Report, 
November 2003. Annex 2. 

25  Rychen, D. S. & Salganik, L. H. [Ed.]: Defining and Selecting Key Competencies. – Göttingen: 
Hogrefe & Huber Publishers, 2001. 



 16

communicating, doing, de-briefing, evaluating and recording progress in learning. That 
set of “management competences” is relevant in private life for managing one’s 
household etc. as well as for business and also for participation in society. Other 
important aspects of entrepreneurship that are obviously equally relevant in all three 
areas of life include identifying one’s personal strengths and weaknesses, displaying 
proactive behaviour, being curious and creative, understanding risk, responding 
positively to changes and the disposition to show initiative. 

Keeping in mind the broad definition and the components of entrepreneurship it could 
easily be demonstrated that schools are dealing with entrepreneurship at all stages, 
though usually beginning with the more general skills and competences at primary 
school level and later adding the more specific concept of training on how to create a 
business especially at upper secondary level. But education in entrepreneurship is not 
only a matter for schools. As opposed to the teaching of subjects like maths or physics, 
where schools generally have a monopoly, there is a strong influence on developing 
entrepreneurship from the perspective of non-formal and informal education. 
Contributions from outside schools and closer co-operation between schools and other 
institutions therefore deserve special attention as will be shown later in this paper. This is 
why the group prefers the title “Entrepreneurship education and learning” denoting 
that the acquisition of that set of competences will be through both formal, non-formal 
and informal channels. "Education" can therefore mean a process guided by more formal 
structures, including the period of compulsory education, and "Learning" will include 
experiential learning - or "learning by doing" in either informal or non-formal practice.  
In this sense entrepreneurial competences become integral to Lifelong Learning for 
which the motivation inherent in "learning to learn" becomes critical. 

As entrepreneurship education is normally expressed in framework curricula as a cross- 
curricular objective, there are several factors that affect its successful implementation at 
school level. Coherent policies are needed in order to support cooperation between the 
different sectors involved at all levels of decision-making and administration. The 
following paragraphs aim to underline the necessary elements that should be taken into 
account in formulating policies for the promotion and coherent implementation of 
entrepreneurship education. These elements have been explored by the subgroup with 
regard to measures needed both at the EU and the national levels. 

 

2.3.2. Policy measures needed for implementing entrepreneurship 
education – How can EU policies better support the national 
policies on entrepreneurship education? 

The Lisbon Council conclusions, by recognising entrepreneurship as one of the basic 
skills have already helped to guide discussions and policies in the right direction. The 
2004 Council and Commission Joint interim report on the Education and Training 2010 
process26 reiterates the need for promoting entrepreneurship as one of the key 
competences for all citizens and calls on the Member States to support further work on 
this issue, thereby reinforcing the messages from Working Group B and in the related 
reports from DG ENTR. 

                                                 

26  OJ of 14/06/2002 2002/C 142/01 



 17

The following recommendation is given with a view to achieving effective cooperation at 
the EU-level for the promotion of entrepreneurship: 

 

Recommendation 1: 

As promoting entrepreneurship education is a horizontal issue, inter-directorate 
cooperation is vital in order to ensure a coherent and comprehensive strategy 
concerning education and training, enterprises and employment. Such a strategy should 
include European-level indicators, dissemination of good practice and monitoring of 
progress within the global framework of Lisbon European Council conclusions. 

 

The following elements are crucial: 

 

•      Inter-Directorate cooperation, of which the establishment and work of a subgroup 
between DG EAC and DG ENTR is a good example, should be made systematic and 
sustained. The reports produced at the EU-level, such as the Employment reports, 
Education & Training 2010 biennial reports, reports on entrepreneurship etc. should 
reflect this coherent cooperation. 

•  The European-level strategy should clearly define the actions and responsible 
actors in order to meet the Objective 3.2. Increasing the spirit of enterprise of the 
Detailed work programme 

•       European-level indicators would be useful to make policies more coherent at 
national level. The measurement of the extent to which countries have managed to 
create inter-ministerial cooperation for promoting entrepreneurship, would be one area 
where  a qualitative indicator would be useful. Such an indicator would also indicate 
good practices for the purpose of mutual learning. 

•        Organising a possible conference(s) bringing together representatives of the national 
ministries of industry and education and all relevant stakeholders (social partners 
etc.) to present examples of projects and strategies implemented and evaluated could 
give a strong incentive to cooperation at national level. 

•        Existing examples in Europe should be presented and disseminated in order to 
stimulate mutual learning. A portal in the internet that would be accessible to policy- 
makers and practitioners should be established to disseminate good practice 
examples. The other means of the Open Method of Coordination such as study visits 
and peer reviews should be organised to reflect the needs of countries and the good 
policy practices already in place. 

•  Progress in the Member States with implementing entrepreneurship education should 
be monitored in the framework of the Lisbon objectives. The European Commission 
will coordinate the monitoring of the process and include an evaluation of 
entrepreneurship education objective in its reports on education and training, 
enterprise, employment policies. 
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2.3.3. Establishing a coherent framework for entrepreneurship education 
and learning at national level 

 

The subgroup recognised that there are a number of good initiatives in various countries 
in promoting entrepreneurship education and learning. However, it is essential that these 
initiatives are supported by a coherent and comprehensive policy that involves all 
sectors and actors in the field. The following recommendations are explained in more 
detail to identify the different elements that need to be taken into account. Some 
examples are presented to illustrate how some countries have successfully met the 
challenge.  

 

Recommendation 2: 

In order to create coherent and comprehensive policy at national level to support 
entrepreneurship education and learning, it is crucial to establish permanent and 
sustained inter-service and inter-ministerial coordination involving all the 
departments and actors concerned. This cooperation should lead to an action plan with 
clear objectives, benchmarks and monitoring of progress. 

 

The following elements are crucial in formulating a successful policy: 

•      Since promoting entrepreneurship involves well established cooperation between 
ministries and other agencies, it is vital that permanent structures, such as steering 
groups bringing together different Ministries, are put in place. Ensuring a well 
structured dialogue and partnership (including social partners representing all levels 
of employers and employees, NGOs etc) would facilitate common efforts in the area. 
In addition, links to relevant policies such as consumer protection should be included. 

In Austria, for example, the Ministry for Education, the Ministry for 
Economic Affairs and the Austrian Federal Economic Chamber have 
established permanent high-level contacts to promote entrepreneurship. 

•  National education and training systems, including curricula and the implicit 
assumptions regarding the different traditional paths of education and training, 
should be analysed in order to clarify whether they encourage or hamper the 
development of the entrepreneurial mindset;  

The Davies Review27 in the UK revealed that less than 30% of young people 
gain “enterprise” experience at any point in their school career. Moreover, 
few gain the necessary awareness of finance and economic issues, vital skills 
for any would-be entrepreneurs.  Interestingly, almost the opposite situation 
can be found in Austria: due to a well developed apprenticeship system, 
those in vocational training are more likely to establish small enterprises 
after completing their training. 

 

                                                 

27  Review of enterprise and the economy in schools and further education (Davies review) 
http://www.dfes.gov.uk/ebnet/DR/DR.cfm 
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•  Quantitative and qualitative benchmarks or targets should be set at a national level in 
order to facilitate the achievement of firm and measurable goals. 

In the UK, in England, the recommendations of the Davies Review have 
been accepted by the Government, and a statutory requirement for Work-
related Learning is in place to implement by September 2005, an entitlement 
to five days of enterprise education for all pupils aged 15 in secondary 
schools. 

Recommendation 3: 

All national curricula should include explicit objectives for entrepreneurship education, 
accompanied by practical implementation guidelines, support mechanisms and teacher 
training in order to facilitate the local implementation of entrepreneurship educational 
and learning objectives. 
 
•      Having entrepreneurship explicitly included in the national framework curriculum 

would provide the incentive for better cooperation. National policies should make it 
clear that cross-curricular objectives such as entrepreneurship just as high a status as 
the more “measurable” subjects. The promotion of coherent lifelong learning policies 
in general gives a proper framework in developing entrepreneurship as one of the key 
competences28. 

In Austria entrepreneurship education is part of the curricula of middle and 
higher vocational training schools, for example in the form of students 
running a training (fictitious) firm. The government sponsors the running of 
training firms several hours a week for one year for all pupils in schools and 
colleges teaching business administration (where this is a compulsory 
subject) and in other institutions of secondary level (on an optional basis). 

In Greece, the Ministry of Education is promoting comprehensive measures 
to introduce entrepreneurship education in secondary education.  

The Czech curriculum reform has used the framework of 8 key competences 
as a starting point and defined objectives and implementation guidelines for 
entrepreneurship education. The new curriculum refers explicitly to 
entrepreneurship competence. In secondary education entrepreneurship in 
represented in a larger competence domain “Man and the World of 
Labour”. 

•       In the initial and continuing training of teachers, heads of schools and other staff, 
the role of entrepreneurship should be enhanced, especially because it supports other 
learning objectives such as the management of one’s own learning. It is also 
worthwhile to emphasise that teaching approaches that support activities leading to 
better entrepreneurial competences of pupils may contribute to the overall motivation 
and well-being of pupils at school29. 

                                                 

28  The Council (Education) adopted a view at its meeting on 26 Feb 2004 that it would be desirable that 
coherent lifelong learning strategies be in place by 2006 (2004 Joint Interim Report to the European 
Council). 

29  The Council (Education)  Resolution  of 25 November 2003 calls for finding ways to combat early 
school leaving and disaffection among young people by, for instance, organising learning activities 
which pupils find rewarding and are linked to working life. 
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The Enterprise Education Pathfinders project in the UK(ENGLAND) 
promotes cooperation between schools and local companies especially  in 
the disadvantaged areas by offering opportunities for young people to 
experience and understand enterprise, business and the economy and 
financial literacy, thus motivating them and helping them to optimise the 
benefits of schooling. 

•      Education in general, and in particular the pedagogical approaches, should  
encourage the understanding of risk-taking and initiative-taking and dealing with 
failures constructively. 

Within the Student Company Programme promoted across Europe by Junior 
Achievement – Young Enterprise students create and run mini-companies for 
one school year. These are real enterprises operating in a protected 
environment, producing and selling real products or services. Students 
decide upon the product or service, choose their managers and sell shares to 
raise capital. They produce or order the product made to their design. They 
sell products and keep accounts. As a result of participation in these 
programmes students learn how to work in a team, improve their 
communication skills, develop enthusiasm and self-confidence, they become 
more willing to take responsibility and use their initiative. In some countries 
programmes using these or similar pedagogical tools receive significant 
financial support from the public sector.  In Norway, public funding to 
Young Enterprise Norway is granted by three different Ministries. In 
Ireland, a number of state programmes use the methodology of mini-
companies (examples are the Transition Year Programme and the LCA). 

 
2.3.4.  Improving the image of entrepreneurship 

 

Recommendation 4: 

In order to raise the profile and  the image of entrepreneurship education and to highlight 
its vital contribution to society at large, it is important to emphasise the wider 
competences that are related to better management of learning, career and life in general 
and acquired through entrepreneurship education and learning.  

•      It is essential that policies and practices ensure that entrepreneurship is understood in 
its broader meaning and highlight its contribution to personal fulfilment and to the 
development of the society as a whole in order to avoid the common 
misunderstanding that it is only about establishing business. Moreover, curriculum 
developers should make it clear how the existing elements in the curricula are actually 
linked to entrepreneurship competence (initiative-taking, managing one’s learning 
etc.) to promote an understanding of the broad definition of entrepreneurship 
competence. Moreover, entrepreneurship competence contributes to managing one’s 
own learning and thus encourages people to fulfil their potential to a greater degree.  

In Iceland there is great emphasis placed on innovation through the "Young 
inventors competition 30”, which is embedded the national curriculum with 
about a third of all primary schools participating. The major aims are to 
encourage students’ creativity, to develop their idea, and enter them into a 
competition. The winners receive prizes for designs and inventions. 
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In the Netherlands, the Entrepreneurial City is a project based on creating 
“learning landscapes”. Children are trying to achieve a certain goal, e.g. 
setting up their own power station at school or starting their own Third 
World shop. These projects appeal to basic entrepreneurial qualities, such 
as independence, creativity and co-operation. Several schools in different 
parts of the Netherlands have participated.  

•       In promoting entrepreneurship, it is important to define the different target groups 
(such as heads of schools, administrators, teachers, parents, school boards) and 
accordingly to provide information that focuses on its broad benefits. It is important to 
make sure that all new proposals concerning entrepreneurship education are 
adequately explained and publicised, particularly to parents, in order to secure their 
support.  

In the UK(ENGLAND), Enterprise Insight is a national campaign coalition 
that works in partnership with the key enterprise capacity-building and 
educational organisations. Local activities are driven by regional campaign 
teams organising an Enterprise Week, creating networks of young people, 
facilitating enterprise activities within the community with the objective of 
creating a culture of enterprise in the UK(ENGLAND).   

•  Transforming entrepreneurship education objectives into real and achievable 
“products” such as mini-companies run by pupils, or modularising objectives into 
concrete programmes and courses facilitate schools to implement the objectives. 

The Driving Licence for Entrepreneurs in Austria has 4 modules. The first 
module follows the broad conception on entrepreneurship and can be 
chosen in lower-secondary. The following modules in upper-secondary 
education lead to a certificate that is recognised by employers. 

  

2.3.5. Empowering schools to implement entrepreneurship education and 
learning successfully 

 

Recommendation 5: 

Schools should be provided with practical support and incentives that facilitate the 
implementation of relevant activities related to entrepreneurship education and learning. 

Since entrepreneurship education is a cross-curricular objective, schools should be 
encouraged to work jointly with the local community to provide out-of-school learning 
opportunities and thus to transform schools into learning environments that support the 
development of a broad entrepreneurship competence. 

 

•      Schools should be empowered to create a learning environment that supports the 
acquisition of cross-curricular competences such as entrepreneurship. This means 
that they should have the appropriate resources in terms of time, funding and 
flexibility to coordinate activities aimed at developing pupils’ competences. They 
should be encouraged also to organise courses outside the formal educational 
programme, as this would improve their ability to take new initiatives. 
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•      Promoting self-assessment of schools, with the focus on cross-curricular objectives 
such as entrepreneurship competence, will encourage them to take up innovative 
approaches and programmes. Including cross-curricular objectives into the self-
assessment of schools will also make it clear that they are an important issue 

•  Cross-curricular aspects in general cannot be properly assessed by using traditional 
methods like tests. Schools should therefore be encouraged to develop and use 
innovative assessment methods. Accompanying formal pupil assessment with 
supplementary means such as portfolios would not only motivate students to 
participate in different activities, but make the competences of pupils more visible and 
boost their ability to organize their own learning processes. As such, alternative 
assessment strategies could also contribute to entrepreneurship. It is also important 
that alternative methods of achievement documentation are recognised by the relevant 
parties, in particular by employers. 

In Belgium the  Flemish Community  has developed an instrument for use by 
the inspectorate of secondary education that aims to help schools to achieve 
more cross-curricular objectives by offering tools for creating a “vision” of 
how to deliver key competences successfully, to put them into practice and 
evaluate the effectiveness of the process. This process supports 
entrepreneurship education as it is part of the objectives under the regional 
curriculum. 

•       Access to entrepreneurship education material and examples of good practice 
should be organised to enable teachers and students to match ideas to needs and 
receive support in the form of positive exchange visits to help them develop these 
ideas. 

In the Netherlands, the Ministry of Economic Affairs funds the 
implementation of pilot projects in the schools. Support includes the 
development of teaching methods and materials and other activities such as 
the organisation of seminars, training for teachers etc. The final goal is to 
encourage take-up of these projects by other schools in the country and to 
achieve a wide dissemination of good practice. 

•        Companies could be given appropriate and proportionate incentives (tax and others) 
to welcome students and contribute to their training. Responsibilities of teachers, 
schools, enterprises in relation to security for instance should be clarified at all levels 
when students visit or train in companies in order to learn about enterprise. 
Regulations should be clear enough not to hinder schools in their application of 
innovative educational approaches. 

•        National competitions that highlight the most innovative programmes and practices 
would provide a stimulus and a framework for improving their practices with regard 
to entrepreneurship education. 

•        Appropriate career advice, guidance and counselling should be ensured for all 
schools and pupils. At the moment, most of this advice is provided by large 
organisations. The role of local businesses in this respect should be increased to 
provide better understanding of careers also in SMEs and their role in the economy.  
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2.3.6.  Indicators 

The discussion in the subgroup acknowledged the difficulties in creating quantitative 
indicators on entrepreneurship education, in particular with regard to the broad 
conception of entrepreneurship as a life skill. Given this difficulty, it was considered that 
qualitative indicators would be more helpful in this context. The following points were 
presented for further development: 

•        The Commission should try to involve institutions in the various countries in order 
to develop the collection of information on entrepreneurship education and to 
develop ways to assess progress in participating countries. 

•        As it is not possible at the moment to have comprehensive quantitative data on 
entrepreneurship education (i.e. about all existing programmes and activities), 
indicators targeting some specific and well-known programmes can help in 
creating a first basis for monitoring progress. To this end, the new Commission’s 
project on “Mini-companies” can contribute in a major way, as it is planned that data 
on the most important programmes using the methodology of mini-companies and 
virtual firms will be collected in all countries and at European level. 

•        Qualitative indicator No. 1 in the latest report from the Expert Group coordinated 
by DG ENTR (“establishing a high-level coordination group for entrepreneurship 
education”) should be incorporated into the recommendations of this group. This 
could even be seen as a benchmark setting a target for the establishment of these 
groups. 

 

2.3.7.  Future prospects 

 

The Commission intends to continue the cooperation between Directorate-Generals for 
education and entrepreneurship. The joint subgroup will hold a meeting in September 
2004 to prepare a meeting with the Working Group B and the expert group in DG ENTR. 

Commission Communication on entrepreneurship education is due to be published in 
2004/2005 and in 2005, a joint conference on entrepreneurship education will take place. 

The Standing group on indicators and benchmarks will examine the proposals on 
entrepreneurship education indicators as part of their plan for the development of new 
indicators.  
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2.4. Disadvantaged learners 

 

2.4.1. Background 

The 2004 joint interim report of the Commission and Council on the Implementation of 
the Education and Training 2010 work programme reiterated the need for addressing 
disadvantaged learners. As the theme “disadvantaged” touched upon several objectives, a 
joint subgroup was established with members of Working Group G on Open Learning 
Environment and Active Citizenship30. As its first task, the subgroup mapped out the 
critical stages encountered by disadvantaged learners in the course of lifelong learning 
and on that basis, Working Group B decided to collect good policy practice examples in 
three areas: 

– Securing key competences such as reading skills for all; 
– Securing a smooth transition from one educational level to another, and;  
– Addressing the learning needs of less advantaged adults. 
 

The selected priorities are closely related to the benchmarks adopted by the Council 
(Education) in May 2003. Examining the essential factors of policies aimed at producing 
qualitative information on the phenomena and leading to messages and recommendations 
to policy makers.  
 
The following chapters draw the main conclusions from the exercise. The findings of the 
mapping as well as the findings of international studies such as PISA have been taken 
into account.  

The following definition for the less advantaged learners was agreed upon as a starting 
point for the work: 

Children, young people and adults who, due to disadvantage caused by a combination 
of personal, social, cultural and economic circumstances, need additional support to 
enable them to reach their full educational potential. 

This definition acknowledges the need for a holistic approach when addressing the 
disadvantage problem. In addition to the situation of the individual and their family, it is 
vital to understand the whole social situation of the individual in order to coordinate 
measures effectively. 

 

2.4.2. Securing key competences for disadvantaged learners  

The need for comprehensive policies for securing key competences such as reading is 
supported by the latest PISA 2000 analysis.  An analysis of the PISA 200031 results 
indicates that in addition to relevant pedagogical approaches for teaching reading, overall 
success very much depends on the broader competences that make learning meaningful. 

                                                 

30  Open learning environment, active citizenship and social inclusion  

31  OECD 2003: Education Policy Analysis. 
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Learning strategies, in particular recognising one’s own learning style and being able to 
regulate learning are crucial elements not only for learning skills as such but for using 
them adequately in new situations. Moreover, the reading habits of young learners and 
the overall culture in relation to reading are factors that determine successful learning, in 
particular when television and internet are seen as threatening the development of more 
comprehensive reading competence.  

The policy practice examples from UK (England), Hungary and Romania address the 
need for comprehensive approaches. In these countries there is a national strategy that is 
based on either national or international evaluations of readings skills, that have 
revealed the need for tackling the issue. In the case of the UK(England), where the 
overall infrastructure is well-established, the focus has been on improving teachers’ 
awareness and competences to teach reading and in providing schools with the means to 
deal with the issue. Among other measures, this has meant involving the heads of schools 
in training, thus recognising their responsibility for the planning and practical 
implementation of the programmes and providing schools with practical ideas and 
materials for implementing the programme. Moreover, in order to break the generational 
cycle of underachievement, the UK (England) has developed a family literacy 
programme. This programme, that is a component of “Skills for life” learning 
infrastructure, works with parents, grandparents and other primary carers to support 
literacy and numeracy activities with their children. 

The Maltese programme that addresses the young people at risk of educational failure 
actively involves families’ support for the learning process. It also enhances the lifelong 
learning of parents as they participate in the programme. For schools the programme 
offers support for integrating students with low basic skills in order to help them to catch 
up and continue a normal education. The final objective of the programme is to 
incorporate the methodology into everyday school practice in order to avoid failure and 
dropping out. 

The Hungarian policy is a good example of making full use of research findings in the 
field of education and transferring this knowledge to teacher training, to development of 
tests and materials for schools. The research findings on the core skills that are pre-
requisites for reading, provide a useful tool for understanding and improving the learning 
needs of individual children. Moreover, the Hungarian policy includes the development 
of an infrastructure of support services such as a comprehensive network of speech 
therapists. 

The Romanian policy measures address the overall culture of reading by creating an 
infrastructure of libraries and campaigns for promoting reading all over the country. A 
special focus is on parents as they are in a key position to support their children’s 
learning.  

In case of the UK (England), there are measurable national targets set that are combined 
with tests and statistical follow-up. Although there is a danger that testing will result in a 
narrowing down of the skills to be taught, concentrating only on those that are tested at 
the expense of broader competences, a close monitoring programme will allow measures 
to be targeted at the groups that need them most. This has been the case in the 
UK(England), where the best results of the literacy strategy have been achieved in the 
most deprived areas.  

Another major area for securing key competences for all is the development of support 
mechanisms to help for pupils with special educational needs (SEN). The overall trend 
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is towards inclusion, although the OECD statistics32 show that there are still major 
differences from one country to another on how pupils with the same kinds of SEN needs 
are taught: in a special school, in special classes or in mainstream settings. Moreover, the 
definitions of special needs also vary from country to country and this makes 
comparisons complicated. However, the equity of the educational systems has been set as 
one of the top priorities in all European countries and the trends towards more inclusive 
settings are to be seen in this context. 

The Lithuanian project “A School for All” indicates that in addition to re-allocation of 
resources (e.g. by converting special schools into resource centres) it is changes in the 
attitudes of teachers, administrators and the society as a whole that are crucial. The 
regulations have to be changed to accommodate an individualised curriculum and 
syllabus adapted to the needs of the learner. A coherent system includes the transition 
from compulsory education to upper secondary level with equal rights to continue 
learning. This is piloted in Lithuania: students with SEN have been integrated in 
vocational training with personalised objectives and syllabus. The project aims to gain 
experience on what is needed in order to make this a permanent structure. The equal 
rights to education are reflected also in the Czech example on establishing a curriculum 
and infrastructure for profoundly mentally handicapped children, which follows 
developments in other European countries. 

The Belgian (French Community) example widens the support outside the school by 
creating a legal framework for the “école de devoirs” that have been in place for decades 
and are now being better incorporated into the education system in order to support 
disadvantaged learners. In many cases they are run by NGOs that have links to formal, 
non-formal and informal education and they help students to acquire proper attitudes 
towards lifelong learning.  

An interesting approach has been developed in Belgium’s Flemish Community. In 
addition to reception classes for the children of immigrants under 18 years of age, the 
“Equal opportunities policy” not only guarantees pupils a right to choose their school, 
but also a support mechanism to help the local community to organise things effectively. 
Each local community has a consultation forum in which the school actively participates. 
Moreover, the policy contains a set of measures that are coordinated on the basis of 
indicators. Socio-economic indicators (the education level of parents, the number of 
school failures etc) determine whether a school can obtain extra resources for a period of 
three years. The schools decide upon their objectives for the period and are obliged to 
review the results in half-way through the programme. The final evaluation is done by 
the inspectorate. Other support measures coordinated by the ministry include the 
promotion of art education with a view to improving the integration of immigrants. The 
in-service teacher training is supported by organisations that promote language learning, 
intercultural education and experimental approaches in education. As in previous 
examples, securing the involvement of adults in language learning is a crucial element of 
the policy. 

Opening up schools to the local community has been in evidence in the Netherlands 
where community schools33 have developed their practices targeting the ideas of lifelong 
                                                 

32  Education Policy Analysis, OECD 2003. 

33  See the report on the study visit at:   
http://www.europa.eu.int/comm/education/policies/2010/objectives_en.html#basic 
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and life-wide learning.  Substantial involvement by parents and a cross-sectoral approach 
in organising services for families, youth and children is helping ethnic minorities to 
integrate in society, enhancing a sense of belonging to the local community and 
preventing school failure. The Dutch example also illustrates how the role of volunteers 
is crucial in making learning an everyday activity regardless of age or formal position. 

Indicators such as those relating to the acquisition of key competences and to school 
dropouts show that males are performing less well in fundamental competence areas and 
are more likely not to fulfil their educational potential. They also account for the majority 
attending special education schools and classes. The examples are implicitly addressing 
this problem, but none of the examples described the measures being used to tackle this 
issue. 

The mapping of the key competences also indicates trends that are contributing to the 
education of the disadvantaged learners. The fact that most of the European countries 
have chosen a competence-based approach when designing their national educational 
frameworks, thus placing an emphasis on broad, cross-curricular competences in 
addition to more specific knowledge, can be regarded as a way to address more 
accurately the needs of disadvantaged groups. This trend is combined with increased 
decentralisation and autonomy at school level. This makes it easier for schools to adapt 
national frameworks to suit local circumstances and to take more account of the specific 
needs of local people. However, local-level autonomy poses a challenge to the securing 
of a quality education. This challenge has been addressed by increasing national testing, 
usually in basic skills, although many countries have reported their attempts to include 
broader competences such as learning-to-learn elements into these tests. The traditional 
inspection of schools is changing towards supporting schools in attaining cross-curricular 
objectives. In Belgium (Flemish Community), for instance, the curriculum reform is 
proceeding in tandem with a system where inspectors help schools to create ‘visions’, i.e. 
defining their roles as providers of quality learning for all and developers of mechanisms, 
self-evaluation and further development. This approach should help achieve a better 
acquisition of key competences and this also applies to disadvantaged learners. 

2.4.3. Securing the transition from one educational level to another 

Perhaps the most revealing indicator of the coherence of the lifelong policies is that 
showing transition from one educational to another. The benchmarks relating to school 
dropouts and to completion of upper secondary education confirm the importance of 
ensuring adequate support for transitions: almost one-fifth of young Europeans leave 
school before completing their upper secondary education.  

The examples, although few in number, confirm the need for comprehensive approaches. 
In Norway the legislation states that each municipality should have a follow-up system 
for drop-outs. In Austria, the legislation has been changed to allow for early school 
leavers to complete their compulsory education and thus become eligible for vocational 
training.  

The Irish and Norwegian examples show that a national strategy has been created to 
tackle dropping out of school. In Ireland, the strategy relates to national plans on poverty 
and social exclusion and is based on a social partnership agreement that contains special 
initiatives on tackling educational disadvantage. The high priority given to disadvantaged 
learners is reflected in the budget: 8.3% of the budget is devoted to tackling educational 
disadvantage. 
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The national strategies have been translated into practical programmes, both in Norway 
and Ireland, with a clear division of tasks and responsibilities at the regional and local 
levels. In Norway the responsibility has been given to municipalities, while in Ireland 
“School Completion Programme” clusters have been created for the implementation of 
the strategy. 

Both the Irish and Norwegian programmes aim to meet the individual needs of the young 
people at risk. Norway has separated the general career guidance from more individual 
counselling that addresses the personal-level difficulties in continuing schooling of the 
young people. In Ireland, the various activities planned for the children and young people 
at risk aim to increase their motivation and sense of belonging among their peers who 
continue studying. 

In France, a working group is proposing to increase pupils’ knowledge of the different 
learning paths and career options in the last year in compulsory education. In concrete 
terms, dedicated lessons on guidance are proposed during the last year to ensure that 
pupils make the right choices for secondary education and understand the need for 
pursuing their education and training. The proposal calls for a different approach for 
those who intend to continue in vocational training, thus addressing more accurately the 
needs and motivation of individual learners.  

In the light of the figures, the Norwegian strategy is expected to increase the completion 
of upper secondary education that already is quite high. The Irish statistics show also a 
clear fall in dropouts.  

The study visit to Iceland provided Working Group B with an opportunity to  witness an 
interesting approach to developing social and interpersonal competence. In Iceland, Life 
Skills is a discrete subject in lower-secondary and upper-secondary schools. To prevent 
dropout, the first year of upper-secondary education devotes a lot of attention and 
resources to life skills34 that is a combination of social and interpersonal competence, 
learning-to-learn and civic competence. The courses were designed in modules so that 
those whose studies are interrupted can return and continue without losing their what 
they have learnt. Funding of these upper-secondary schools is based on the output; the 
number of candidates in the final exams forms the basis for school’s budget. The same 
type of funding mechanism has been put in place in Finland’s vocational training 
institutions, along with new legislation on student welfare systems. The examples show 
that funding mechanisms can be conducive to schools in creating appropriate support 
for all students to complete their studies. 

 

2.4.4. Education of the less advantaged adults 

The 2003 interim report of Working Group B made a number of recommendations in 
relation to adult education.  The group concluded that all adults, particularly the less 
advantaged, should be given the opportunity to develop and maintain key competences 
throughout their lives. The sub-group on disadvantaged learners further pinpointed a 
number of features typifying successful policy initiatives that complemented the 
recommendations made in 2003: 

                                                 

34  For details, see http://europa.eu.int/comm/education/policies/2010/doc/study_visit_iceland.pdf 
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•  Policies should be formulated with reference to EU, national and regional 
strategic priorities; 

•  A cohesive infrastructure for adult education involving key stakeholders is a 
prerequisite for success, and policies should be built on existing good practice 
maintaining a balance between innovation and consolidation;. 

•  Clarity of aims and priorities is essential, with needs of disadvantaged prioritized; 

•  Well-defined, measurable outcomes with achievable targets are needed, with 
appropriate use of resources; 

•  A learner-centred approach should be adopted: beneficiaries’ differing needs are 
recognized and addressed.  Outreach activities should be directed at particular 
target groups and incentives such as training allowances should be considered; 

•  Guidance and other support structures should be in place; 

•  National certification pathways offering a variety of modes of assessment should 
be used; 

•  Monitoring review and evaluation must be included; 

•  Policy successes are capable of being sustained and developed. 

The working group decided to collect further examples of policy practices on the 
education of less advantaged adults. The focus on these examples was agreed to be on 
policies with successful outreach activities, meaningful combinations of works (practice) 
and learning and links to other relevant policy measures in the field of vocational 
training, employment and social policy.  

The strongest national strategies combining these elements were seen in examples from 
the UK(England), Ireland, Czech Republic and Poland, where the national plans and 
strategies on combating poverty and social exclusion form an essential part of measures 
for improving basic skills. These strategies are based on partnership and shared 
responsibility between stakeholders. In Poland, the NGOs play a big role in facilitating 
learning for disabled adults and in Ireland, the key commitments in National Partnership 
Agreements are to tackle the educational disadvantage suffered by school dropouts and 
adults with literacy difficulties. The Skills for Life in the UK(England) provides for a 
comprehensive programme that covers the provision for basic skills for young people and 
adults (16+). The Irish programme involves a major expansion of basic skills 
programmes for adults. 

In most of the cases the results of the International Adult Literacy Study (IALS) have 
been the wake-up call for the revision of adult education policies. Literacy is also one of 
the top priorities of the United Nations’ educational programmes. The UN Literacy 
Decade has provided for a framework for action in Germany. In Germany, 
UK(England), Ireland and Poland there are clear quantitative national targets. Indeed, 
the challenge is vast: In the UK(England), there are 7 million adults with literacy needs, 
and in Germany, for instance, they number about 4 million. The quantitative targets seem 
to be consistent with the scope of the measures needed. They also allow for a close 
follow-up of the progress. 

In the UK(England), national standards for teachers and learners and a national 
curriculum have been developed to ensure the overall quality of the provision. In Ireland 
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there is a quality framework for adult literacy and an assessment framework is being 
piloted. 

The use of ICT is the focus in the German approach and part of the Polish strategy. The 
German Alfa Portal for Literacy learning addresses illiterate adults by providing an e-
portal that contains material for self-directed learning, networks for tutors and teachers 
and general information about illiteracy. ICT plays also a major role in the Polish 
strategy. ICT, in particular if internet-based, provides many possibilities: professional 
networks among trainers to exchange views and to develop training materials, 
distribution of relevant materials such as easy-to-read versions of newspapers. ICT 
allows also for setting personal objectives and for a flexible use of learning material.  
However, a pre-requisite for the efficient use of ICT is that there is a comprehensive 
infrastructure and that learners are given basic ICT skills. In most cases it is also clear 
that counselling and personal coaching, accompanied by appropriate incentives, are vital 
to make learning through ICT a reality. 

In the Czech Republic, the retraining courses that address the long-term unemployed are 
organised under the National Employment Plan. The courses place strong emphasis on 
developing broad competences that involve psycho-social, language skills, legal aspects 
of working life (civics) and for instance being able to present one’s own competences (a 
personal portfolio)  appropriately to employers. A large group of experts is also 
developing a system that aims to help individuals to identify their potential more clearly. 
The AIP (Analysis of Individual Potential) is handled by the local labour agencies and 
gives a picture of a person’s strengths, training needs and possible employment. 

 

2.4.5. Conclusions: National strategies for disadvantaged learners 

The aim of the collection of good policy practice examples was to identify the essential 
elements of coherent and comprehensive policies that respond to the needs of 
disadvantaged learners. Based on the examples (unfortunately only few), discussions in 
the subgroups and the more in-depth lessons learnt from the two study visits, the 
following conclusions have been drawn: 

1. Participation in international studies such as PISA, IALS, TIMMS and PIRLS and 
organising national tests serve as an incentive for a national debate and for choosing 
priorities. This has been most evident in addressing the need for improving the basic 
skills, such as reading, of young people and adults. However, as is the case in most of 
the countries, testing should be accompanied by an assessment of the acquisition of 
broader competences such as learning to learn, social, interpersonal and civic 
competence, cultural awareness and entrepreneurship. 

2. National strategies addressing the need of disadvantaged learners are successful 
provided that the following conditions are met: 

•  Strategies must be based on a clear identification of the target group(s) and on 
clear national (quantitative) targets. (UK/England, IR, PL, DE) 

•  Strategies must be closely linked to social and employment policies and take a 
holistic view of the needs of the learners. Provision for disadvantaged learners 
should also be in close relation to support measures such as guidance and 
personal counselling. (UK/England, IR, PL, NO, NL, CZ, BEfl). 
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•  A solid infrastructure for support services clarifying the responsibilities of all 
actors must be created. The design of policies should be based on a strong 
partnership and involvement of NGOs. Also, it is vital to involve families in 
lifelong learning and to commit them to supporting the learning of their children. 
(BEfr, PL, HU, IR, UK/England, MT, NL). 

•  Policies should be based on funding mechanisms that encourage schools and 
training institutions to take care and support learners with a disadvantage. Some 
countries have interesting experiences in output-based funding, where the budget 
income of schools or other educational institutions is based on the output, i.e. on 
the number of students who have successfully completed their studies. This 
mechanism has been seen as favourable for disadvantaged students as it is in the 
interest of the school to ensure the completion for all and to develop adequate 
support for disadvantaged learners. (IS, UK/England, NO). 

•  The systems should recognise prior learning, for instance by using  modules that 
allow studies to be continued without the loss of any previous credits and that are 
flexible for the user and lead to certificates. (IR, UK/England). 

3. Policies addressing reading ability should also promote an overall reading culture 
and the reading habits of families and pupils themselves. This is of utmost 
importance as regards boys as readers. (RO, UK/England, IR, MT, BEfr) 

4. In implementing programmes it is necessary not only to train teachers, but to involve 
those who are responsible for the planning and implementation of programmes. The 
role of the heads of schools, school boards should therefore be recognised 
(UK/England, BEfl). In order to have these people meaningfully involved, they need 
to gain the necessary know-how and expertise through specific training in the area of 
educational administration, leadership and school governance. 

5. The full  use of research findings for the improvement of teachers’ competences, 
offering them practical means to assess, teach and follow the children’s development, 
in particular in relation to the background skills for reading and writing, can help the 
disadvantaged children to catch up. (HU). However, there is a need for promoting 
research on the development, the transmission and the evaluation of the cross-
curricular competences that are gaining more ground at all stages of learning. 

6. The policies that address the learning needs of disadvantaged adults, in addition of 
what has been mentioned above, should in particular provide learning opportunities 
that are linked to work and/or vocational training. They should be supported by other 
services that make it easier for learners with family responsibilities (IR) to take part. 
Programmes should be supported by national curricula, trainers training, assessment 
criteria and they should lead to national certificates (UK/England, IR). The use of 
ICT and internet-based learning opportunities allow flexible and individual use to be 
made of the material by networking learners and trainers; however, a proper 
infrastructure and basic ICT skills  are needed. (DE, PL, IR). 
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3. SUMMARY OF THE MAIN FINDINGS AND FUTURE PROSPECTS 

 

3.1. Key competences 

Following the recommendations of its November 2003 progress report, Working Group 
B mapped out the use of key-competence frameworks in countries participating the 
“Education and Training 2010” work programme. The mapping revealed that a 
competence-based approach has gained ground in European countries: national 
frameworks are emphasising broad competences in addition to knowledge. This has 
been the case in reforms in Belgium (French Community), Finland England, Wales, 
Scotland, Portugal, Spain and Luxembourg. The curriculum reforms that are underway in 
Czech Republic, Hungary, Ireland, Austria (upper secondary) and Belgium (Flanders) 
also follow this trend. 

At the same time, decentralisation and the growing independence of schools accompany 
these reforms. The aim of maintaining quality prompted national testing and national 
quantitative targets to be introduced so that attention could be focused on priority areas.  
Following the acknowledgement of the need to develop broader competences, there are 
attempts to measure and assess competences such as learning to learn, social and 
interpersonal competences in addition to more specific skills and knowledge. An 
approach emphasising broader competences can be beneficial for the disadvantaged 
learners, provided that schools are duly helped to deal with the cross-curricular 
objectives35.  

With respect to key competences for adults, the focus is usually on literacy and 
numeracy, ICT and foreign languages. However, many countries indicated the need for 
improving learning to learn competence as a foundation to further learning and to 
provide for opportunities for entrepreneurship learning. 

The above-mentioned analysis implies that mutual learning activities in the framework of 
the open method of coordination would be useful for countries that are in the process of 
reforming their national educational frameworks, developing strategies aimed at securing 
key competences for various target groups and developing tools for measuring the 
acquisition of key competences.  

 

3.2. The European dimension 

The Barcelona European Council and the 2004 Joint Interim Report of the Council and 
the Commission both called for the enhancing of the European dimension in education 
and training. A subgroup was established to define the concept and to revise the 
framework for key competences with a view of adding the relevant elements to it. 

                                                 

35  The November 2003 progress report of the Working Group B presents examples of good policy 
practice on social and interpersonal competence, learning to learn and cultural awareness. 



 33

The European dimension was seen as enriching the three elements of a key competence 
(personal fulfilment, social inclusion and employment) by providing a smooth transition 
from local, regional and national frameworks to the European-level framework and 
leading finally to a perception of being a world citizen. The European dimension is 
closely related to democratic citizenship. It is therefore an essential part of social and 
interpersonal competence, civic competence and cultural awareness and these three 
domains were reviewed accordingly. In education and training, the European dimension 
is best learnt through practice and from a learning environment that respects the 
diversity and richness of the cultures and languages of Europe.  In terms of content it is a 
question of subjects such as history, geography and languages but it should be supported 
by various forms of non-formal and informal learning activities. 

The European dimension is a vital part of citizenship education that has been chosen as 
one of the priorities by the Dutch Presidency. Therefore, a close monitoring of the 
developments with appropriate contributions being forwarded to the Dutch Presidency 
are necessary to promote the European dimension in education. 

The European framework for key competences has been revised by the working group 
through adding a specific European dimension to social and interpersonal 
competences, civic competence and cultural awareness. 

 
3.3. Entrepreneurship education and learning 

Entrepreneurship has been considered as one of the key competences in the knowledge-
based society. A joint sub-group with experts invited by the Director-General of 
Enterprise was established to see how entrepreneurship learning would be best 
incorporated into education. 

The recommendations on entrepreneurship education stress the need for permanent co-
operation structures and coherent national policies to support entrepreneurship 
education. Entrepreneurship is suffering from a certain “image’ problem that can be 
tackled by the providing the schools, parents and local societies with appropriate 
information.  Entrepreneurship should be seen in its broader sense, in other words seen 
as something that actually helps people to manage their own learning and improves life 
skills in general; activities in the context of entrepreneurship education can improve 
pupils’ motivation and address the learning strategies of those who usually feel 
disaffected at school. It is a cross-curricular objective and for its implementation 
schools have to be provided with adequate resources in terms of time, finance and 
flexibility. The responsibilities of all the actors should be made clear to make provision 
for students to gain experience in companies. 

 
3.4. Securing key competences for disadvantaged learners 

In order to ensure that education and training can contribute to the Lisbon process, it is 
crucial to concentrate efforts on lifelong learning opportunities of the less advantaged 
groups. The European benchmarks on reading ability, school dropouts, completion of 
upper secondary education and participation in lifelong learning call for actions to be 
targeted on this area. 

In the light of the policy examples received, it is clear that improving the reading skills 
of pupils is not only a pedagogical issue. Policies should address the overall reading 
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culture and the reading habits of  young people (in particular the habits of boys) and 
in society in general. Teachers working with children who have an educational 
disadvantage also need to be supported by scientifically developed tests, training, 
materials and support services so that they can impart the core skills that are pre-
requisites for reading, writing and language development. In implementing programmes, 
the role of the heads of schools, school boards, administration and the support of parents 
are crucial for success. Examples received show that the approaches of Ireland, the 
UK(England), and Hungary can offer some interesting ideas to be passed on to countries 
that are planning similar activities. 

There is a wide debate on inclusion of students with special educational needs (SEN) 
that is linked to increased demand for equal opportunities in education.  The right to 
learn, in particular in mainstream settings, has been emphasised in internationally 
adopted resolutions. Further debate and learning from successful policies and practices 
would be useful in order to find appropriate means for ensuring the social inclusion of 
SEN students. The existing cooperation between Nordic and Baltic countries would, for 
example, provide interesting elements for further examination. 

Securing the transition from one educational level to another is one of the most 
important elements of coherent and comprehensive lifelong learning policies. 
Legislation should clearly set out the right of young people to fulfil their educational 
potential. Close monitoring is needed, backed up by follow-up and support services 
that include personal counselling whenever necessary. Syllabuses should allow prior 
learning to be credited and individualised learning paths must be flexible. The 
funding of schools should be organised in a way that ensures the successful schooling of 
disadvantaged learners. 

In the light of the indicators and of the examples of good policy in practice that were 
sent in, mutual learning activities could be organised in such a way that countries that 
have a high participation rate can pass on their knowledge to those that are determined to 
improve their situation. For instance, Norway, Austria and Ireland would be able to share 
their experiences with countries where tackling the issue of school dropout and 
completion of upper-secondary education has been set as a priority. 

In the field of adult education, the development of national strategies has been most in 
evidence in the UK (England), Ireland and Poland, where adult education programmes 
are closely linked to other policy areas such as employment and social policy. The use 
of ICT in literacy skills learning is being developed in Germany and Poland. In 
particular the national strategies already developed would form a worthwhile basis for 
further mutual learning activities among the various countries since they respond to the 
need for creating comprehensive lifelong strategies. 

 
3.5. Policy messages 

Following the key issues identified in the detailed work programme and the messages of 
the 2004 Joint Interim Report on the implementation of the “Education and Training 
2010” work programme, the working group has agreed to the following messages on the  
acquisition of key competences in the knowledge-based society. These are: 

 



 35

Equipping all citizens with the key competences they need 

(1) As most of the European countries have chosen a competence-based approach 
in their national educational frameworks, schools and other educational 
institutions should be supported in implementing also the broader competences 
that are expressed in cross-curricular objectives. This means not only support 
for the professional development teachers but also for providing schools with real 
tools and incentives to develop learning environments that involve families 
and the local community  in order to make learning an everyday activity for 
everybody. 

(2)  Schools and other educational institutions need to be provided with adequate 
resources and support for planning, implementing and evaluating the attainment 
of these objectives. In particular, the heads of schools, school boards and 
parents need to be given the necessary know-how and expertise through specific 
education and training in the area of educational administration, leadership, 
and school governance in order to ensure their meaningful involvement in the 
process. 

(3) Research is needed on how best to support the development of cross-curricular 
objectives and on the evaluation and assessment of the achievement of these 
objectives. More effort is needed to use existing  research findings so that 
teachers are given the means to assess, teach, monitor, follow up and support 
children’s development, in particular in relation to the development of 
fundamental skills such as reading, writing and numeracy.  

(4) Policies addressing reading skills should also promote the overall reading 
culture and cultivate the reading habits both of families and pupils. This is of the 
utmost importance as regards boys as readers. The involvement of parents to 
support their children’ learning is essential. 

(5) As regards adult education and training provision, coherent national 
strategies that are based on partnership and comprise clear targets, national 
standards, training programmes for trainers, assessment and quality 
assurance tools should be put in place to ensure continuity for lifelong 
learning.  More attention should be paid on entrepreneurship and learning to 
learn competences. Opportunities and training for the use ICT should be 
provided for all adults.  ICT should be fully used in learning such basic skills as 
reading and writing. 

 

Targeting efforts at disadvantaged groups 

(6) National strategies addressing educational disadvantage should be designed in 
close connection with social and employment policies. Strategies should clearly 
identify target groups and be based on real targets/benchmarks. They should be 
supported by an infrastructure of support services such as guidance and personal 
counselling. 

(7) Opening up schools to the local community by involving other sectors of 
administration, parents, NGOs, associations and local companies is essential for 



 36

creating a sense of belonging and for making learning an everyday activity for 
everybody. Involving the local community promotes the idea of lifelong (and life-
wide) learning. 

(8) It is important that the funding mechanisms are consistent with policy goals, that 
they provide incentives and encourage schools and training institutions to develop 
support systems for learners with a disadvantage. Moreover, it is essential to 
smooth the way for those who return to education by developing recognition of 
prior learning, for instance by using modules that allow studies to be continued 
without the loss of any previous credits.  All measures should lead to national 
certificates. 

(9) Participation in international studies and organising national testing can raise 
awareness, help in setting priorities and allow for a closer monitoring of progress. 
Testing should not, however, prevent emphasis being placed on broad 
competences and achievement of cross-curricular objectives. 

 

Promoting the sprit of enterprise in education and training 

(10) As promoting the development of spirit of enterprise is a horizontal issue, policies 
targeting education and training, entrepreneurship and employment should 
work together coherently in order to create a comprehensive approach to 
address the various aspects that are related to the issue. To achieve a coherent 
approach, it is crucial to establish permanent and sustained inter-service 
coordination, involving all the departments and actors concerned.  

(11) All national curricula should include explicit objectives for entrepreneurship 
education, accompanied by appropriate guidelines and support mechanisms that 
facilitate local implementation. Since entrepreneurship education is a cross-
curricular objective, schools should be provided with a coherent support 
mechanism that makes the practical implementation of relevant activities easier 
(as stated in the recommendations above). 

(12) It is important to emphasise the wider competences related to 
entrepreneurship that are linked to better management of one’s life in general in 
order raise its image and the vital contribution it makes to society. Moreover, is it 
is vital to emphasise that activities that are designed to develop an entrepreneurial 
mindset can increase the motivation and well-being of those who are likely to 
feel disaffected in school. 
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44, Boulevard Léopold II 
B- 1080 BRUXELLES 
Tel: +32.2.413.29.53 
Fax: +32.2.413.29.82 
E-mail: dominique.barthelemy@cfwb.be 
 

 
BELGIE NL 
Vlaamse gemeenschap 
Mrs Chris VAN WOENSEL 
Wetenschappelijk medewerker 
Ministerie van de Vlaamse Gemeenschap 
Departement Onderwijs 
Dienst voor Onderwijsontwikkeling 
Koning Albert II-laan 15 
B- 1210 BRUSSEL 
Tel: +32.2.553.88.14 
Fax: +32.2.553.88.35 
E-mail: chris.vanwoensel@ond.vlaanderen.be 
Participation in Sub-group 1 on Entrepreneurship 
Participation in Sub-group 2 on Disadvantaged 
Learners 
 

 
BELGIUM DE 
Deutschsprachigen 
Gemeinschaft 
M. Georges KUPPENS 
Inspecteur pédagogique 
Ministère de la Communauté 
Germanophone 
Organisation d’Enseignement 
Gaspertstrasse A-5 
B- 4700 EUPEN 
Tel: 
Fax: 
E-mail: georges.kuppens@dgov.be 
 

 
CESKÁ REPUBLICA 
Mrs. Lucie HUCINOVA 
Research Assistant 
Research Institute of Education 
386 Strojirenska 
155 21 PRAGUE 5, Czech Republic 
Tel: +420 257 950 234 ext. 230 (office) 
Fax: +420 257 950 313 
E-mail: hucinova@vuppraha.cz 
 

 
DANEMARK 
Mr Steen HARBILD 
(new member from 02/2004) 
Chief Adviser 
Ministry of Education / National 
Education Authority 
Frederiksholms Kanal 26, 
DK- 1220 COPENHAGEN K 
Tel: +45.3392.5000 / 3392 5370 (direct) 
Fax: +45.3392.5302 
E-mail: Steen.Harbild@uvm.dk 
 

 
DANEMARK 
Mr Jørn SKOVSGAARD 
Senior Adviser 
Ministry of Education / National Education 
Authority 
Frederiksholms Kanal 26, 
DK- 1220 COPENHAGEN K 
Tel: +45.3392.5000 / 3392 5765 (direct) 
Fax: +45.3392.5302 
E-mail: Joern.Skovsgaard@uvm.dk 
Participation in Sub-group 3 on European 
Dimension 
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DEUTSCHLAND 
Frau Regierungsdirektorin 
Susanne MADDERS 
Ständige Vertretung der Bundesrepublik 
Deutschland bei der Europäischen Union 
19-21, Rue Jacques de Lalaing  
B-1040 Bruxelles 
Tel.: 02/238 19 51   
Fax: 02/238 19 46 
E-Mail: susanne.madders@auswaertiges-
amt.de 
 

 
DEUTSCHLAND  
Frau Ministerialrätin Elfriede 
OHRNBERGER (new member) 
Bayerisches Staatsministerium für Unterricht 
und Kultus 
Salvatorstrasse 2, 80 333 München, Deutschland 
Tel.: +49 (0) 89 21 86-23 72 
Fax: +49 (0) 89 21 86-28 21 
E-mail: elfriede.ohrnberger@stmuk.bayern.de 
 

 
ELLAS / GREECE 
Mrs Despina TSAKIRI 
Centre for Educational Research  
Ag. Andreou 2, 105 56 Plaka, Greece 
Tel:  +30.210 3312 406 
Fax:  +30.210 3315 493 
E-mail: dtsak@kee.gr 
 

 
ELLAS / GREECE 
Mrs Christina VEIKOU  
(new member from 07/2004)  
Advisor to the Pedagogical Institute 
Messoghion Ave. 306, 153 41 Ag. Paraskevi, 
Greece 
Tel:  +30.210 600 1001 / 601 6362 (+fax) 
Mobile: +30 6944 412 434 
Fax:  +30.210 601 6362 (+tel) / 601 4205 
E-mail: veikou@otenet.gr 
 xveik@pi-schools.gr 
 

 
ELLAS / GREECE 
Mrs Annette VOSSWINKEL  
(replacement from 07/2004) 
Pedagogical Institute 
Messoghion Ave. 306, 153 41 Ag. 
Paraskevi, Greece 
Tel:  +30.210 600 3928 
Mobile: +30 6976 433 735 
Fax:  +30.210 601 6375 
E-mail: annvoss@otenet.gr 
 anvo@pi-schools.gr 
 

 
ESPAÑA 
Victoria ALONSO GUTIERREZ 
(member of 2003) 
Asesora Técnica Docente - Dirección General 
de Educación, Profesional e Innovación 
Educativa – Inspección de Educación 
Paseo del Prado, 28 E – 28018 MADRID 
Tel:  + 3491 506 5732 
E-mail: victoria.alonso@educ.mec.es 

 
ESPAÑA 
Concepción VIDORRETA 
CARCÍA 
(member of 2004) 
Inspectora Técnica Central de la 
Subdirección General de Acción 
Educativa 
Ministerio de Educación, Cultura y 
Deporte 
Paseo del Prado, 28 E – 28071 MADRID 
Tel:  + 3491 506 5728 
Fax: + 3491 506 5707 
E-mail: 
concepcion.vidorreta@educ.mec.es 
 

 
FRANCE 
Mr. Daniel BLOCH 
(new member from 06/2004) 
Professeur à l’Université Joseph Fourier de 
Grenoble 33 quai JongKind, 38000 Grenoble 
Tél. : +33 (0)6 74 76 49 78 
Fax :  
E-mail: daniel.bloch@la-metro.org 
 daniel.bloch@wanadoo.fr 
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IRELAND 
Ms Pauline GILDEA 
Department of Education and Science 
Further Education Section, Irish Life 
Centre 
Block 4, Floor 1, Talbot Str. 
IRL - DUBLIN 1 
Tel : +353 1 889 2405 
Fax :  
E-mail : 
Pauline_Gildea@education.gov.ie 
 
Representative: 
Ms Mary KETT 
Further Education Section, Irish Life 
Centre 
Block 4, Floor 1, Talbot Str. 
IRL - DUBLIN 1 
Tel : +353 1 889 2405 
Fax :  
E-mail : mkettfurthered@eircom.net 
Participation in SG 2 on Disadvantaged 
Learners 
 
 

 
ITALIA 
Ispettrice Chiara CROCE 
CASTELLETTI 
Ministero dell'istruzione, dell'università e della 
Ricerca 
Direzione Generale per le Relazioni 
Internazionali 
Via Trastevere 76 A 
I - 00153 ROMA 
Tel. : 0039 06 5849 3380-82 
Fax: 0039 06 5849 3381 
E-mail: chiara.castelletticroce@istruzione.it 
Participation in Sub-group 3 on European 
Dimension 
 
 

 
KYPROS 
Mr. Petros PASHIARDIS 
Associate Professor of Educational 
Administration Department of Education, 
University of Cyprus  
P.O. Box 20537 
1678 NICOSIA, Cyprus 
Tel: +357 2275 3739 or 2275 3705 
Fax: +357 2237 7950 or 2233 8052 
E-mail: edpetros@ucy.ac.cy 
 

 
LATVIJA 
Mr Edgars GRINIS 
Head of Education Development Unit 
Department of General Education, 
Ministry of Education and Science 
Addr: Valnu iela 2, Riga, LV-1050 
Tel. :  +371 704 7910 
Fax:  +371 722 6748 
E-mail: edgars.grinis@izm.gov.lv 
 

 
LIETUVA 
Mrs. Elena MOTIEJUNIENE 
Deputy director of Curriculum development 
of the Education Development Centre 
Tuskulenu 50-11 
VILNIUS, Lithuania 
Tel. : +37 02 75 07 17 
Fax: 
E-mail: elena.motiejuniene@spc.smm.lt 
 

 
LUXEMBOURG 
Monsieur Pierre REDING 
Ministère de l'Education Nationale, de la 
Formation professionnelle et des Sports 
Service de coordination de la Recherche et de 
l'Innovation pédagogiques et technologiques 
29, rue Aldringen 
L - 2926 LUXEMBOURG 
Tel. : 478 5183 
Fax: 478 5137 
E-mail: reding@men.lu 
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MAGYARORSZÁG 
Mr Benö CSAPO 
Professor, Department of Education, 
University of Szeged Petöfi sgt. 30-34 
H – 6722 Szeged, Hungary 
Tel. : +36 62 420 034 
Fax: +36 62 544 354 
E-mail: csapo@edpsy.u-szeged.hu 
 

 
MAGYARORSZÁG 
Mr Sándor BRASSÓI  
(new member 06/2004) 
Deputy Head of the Department for the 
Development of Public Education 
Ministry of Education 
H – 1055 Budapest, Szalay street 10-14 
Tel. : +36 1 473 7448 
Fax: +36 1 332 5781 
E-mail: sandor.brassoi@om.hu 
 
 

 
MAGYARORSZÁG 
Mr Vilmos VASS (replacement) 
Director of the National Curriculum 
Development Center  
H - 2097 Pilisboros Jeno, Hungary 
Tel. : +36 1 400 0957 
Fax: +36  
E-mail: vilmosv@axelero.hu 
Participation in Sub-group 3 on European 
Dimension 
 
 

 
MALTA 
Mr  Frank GATT 
Director: National Curriculum Centre 
Education Officer, Education Division 
Ministry of Education  
Chateau Briand, Salvu Bonanno Street 
SAN GWANN SGN 10, Malta  
Tel. : +356 21 23 5560 
Fax: +356 21 23 5554 
E-mail: frank.gatt@gov.mt 
 

 
NEDERLAND 
Gerard de RUITER 
Ministry of Education, Culture and 
Science 
Directorate for Secondary Education 
/ IPC2650 
Postbus 16375 
2500 BJ The Hague (Den Haag) 
Tel. +31-70-412 4728 
E-mail: g.h.deruiter@minocw.nl 
 

 
ÖSTERREICH 
Mag. Erich SVECNIK 
Zentrum für Schulentwicklung 
Hans Sachs-Gasse 3/II 
A- 8010 GRAZ 
Tel : +43 316.8287.33.211 
Fax : +43 316.8287.336 
E-mail : erich.svecnik@zse2.at 
Participation in Sub-group 1 on Entrepreneurship 
 

 
POLSKA 
Mrs Urszula HADRYCH 
Centre of Continuing Education 
22/26 Kosciuszki street 
PL - 81704 SOPOT, Poland 
Tel.: +48 58 550 33 65 
Fax: +48 58 550 74 84 
E-mail: spmodex@poczta.onet.pl 
urszulahadrych@sopot.pl 
 

 
PORTUGAL 
Mrs Luísa ARSÉNIO NUNES 
Coordenadora do Núcleo de Organização 
Curricular e Formação 
Departamento da Educação Básica e 
Departamento do Ensino Secundário / 
Direcção-Geral de Inovação e de 
Desenvolvimento Curricular (DGIDC) 
Avenida 24 de Julho 140 –4o 

P- 1399-025 LISBOA 
Tel.: + 351 21 393 4560 
Fax: + 351 21 393 4685 
E-mail: luisa.nunes@min-edu.pt 
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PORTUGAL 
Mrs Luísa UCHA SILVA 
(new member 06/2004) 
Coordenadora do Núcleo de Organização 
Curricular e Formação 
Departamento da Educação Básica e 
Departamento do Ensino Secundário / 
Direcção-Geral de Inovação e de 
Desenvolvimento Curricular (DGIDC) 
Avenida 24 de Julho 140 –4o 

P- 1399-025 LISBOA 
Tel.: + 351 21 393 4560 
Fax: + 351 21 393 4685 
E-mail: luisa.ucha@deb.min-edu.pt 
 

 
SLOVENIA 
Mrs Ljudmila IVSEK 
Subject group leader 
National Education Institute 
Marjana Nemca 3 
1433 RADECE, Slovenia 
Tel.: +386 1 30 05 137(office); +386 3 568 
5186(private) 
Fax: +386 1 30 05 199 
E-mail: milena.ivsek@zrss.si 
 

 
SLOVENSKÁ REPUBLIKA 
Mrs Daniela BAKOSSOVÁ 
Ministry of Education 
Stromová 1, 813 30 Bratislava 
Tel.: +421 2 59 374 330 
Fax: + 421 2 59 374 229 
E-mail: danika@education.gov.sk 
 

 
SLOVENSKÁ REPUBLIKA 
Mrs Nadezda REDLICH-MICHALSKÁ 
Ministry of Education 
Stromová 1, 813 30 Bratislava 
Tel.: +421 2 59 374 266 
Fax: + 421 2 59 374 229 
E-mail: nadja@education.gov.sk 
 

 
SUOMI/FINLAND 
Mr Jari RAJANEN 
Ministry of Education 
Department for Education and Science 
Policy 
General Education Division 
P.O. Box 29 
FIN - 00023 Government 
Tel: + 358  9 16004 
Fax: + 358 9 1607 6967 
GSM: +358 40 742 1127 
E-mail: jari.rajanen@minedu.fi 
 

 
SVERIGE 
Ms Ewa DURHAN 
Ministry of Education and Science 
S- 103 33 STOCKHOLM 
Tel: +46-8-405 19 32 
Fax: +46 8 723 17 34 
E-mail: ewa.durhan@education.ministry.se 
 

 
UNITED KINGDOM 
Mr. Barry BROOKS 
Department for Education and Skills 
Adult Basic Skills Strategy Unit 
Caxton House (room 105) – Tothill 
Street,  
UK – London SW1H 9NA 
Tel : +44 20 7273 1397 
Fax : +44 20 7273 5868 
e-mail : barry.brooks@dfes.gsi.gov.uk 

 

 
UNITED KINGDOM 
Mr. Andrew NELSON (representative) 
Adult Basic Skills Strategy Unit 
Regional Co-ordinator, North West 
The North West Sunle Tower, Piccadilly Plaza, 
Manchester M1 4BE 
Tel : 0161 952 4428 
Fax : 0161 952 4169 
e-mail : andrew.nelson@dfes.gsi.gov.uk 
Participation in Sub-group 2 on Disadvantaged 
Learners 
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ISLAND 
Mrs Kristrun ISAKSDOTTIR 
Advisor  
Ministry of Education, Science and Culture 
Solvholsgata 4, IS-150 Reykjavik 
Tel.: +354 545 9500 
Fax:+354 560 3068 
E-mail: kristrun.isaksdottir@mrn.stjr.is 
 

 
NORGE 
Mrs Hanna Marit Jahr 
Mission of Norway to EU 
Rue Archimede 17, B-1000 Bruxelles, Belgique 
Tel.: 02 234 1111 
Fax: 02 234 1150 
E-mail: hmj@mfa.no 
Participation in Sub-group 2 on Disadvantaged 
Learners 
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CANDIDATE COUNTRIES  

 
 
BALGARIJA 
Mrs Ivanka MARINOVA  
Chief expert, MES – Entrepreneurship 
“Mladost” 2, bl. 235, ap 106 
SOFIA, Bulgaria 
Tel: + 359 2 980 4662 
Fax:  
E-mail: i.marinova@minedu.government.bg 
 

 
ROMANIA 
Mrs Liliana PREOTEASA 
General Director for Pre-University Education, 
Ministry of Education and Research 
28-30, General Berthelot street 
70738 BUCHAREST, Romania  
Tel.: +40 21 314 36 65 
Fax: +40 21 310 43 19, +4021 313 5547 
E-mail: liliana@mec.edu.ro 
Participation in Sub-group 2 on Disadvantaged 
Learners 
 
 

 
TURKEY 
Mr H. Ibrahim ERBIR 
Ministry of Education, Education Research 
and Development 
Proje Şubesi 109/ 6 
MALTEPE, Ankara, Turkey 
Tel.: +90 312 230 36 44 or 230 39 26 ext. 227 
or 107 
   +90 542 346 0667 
Fax:    
E-mail: ibrahimerbir@yahoo.com 
 
 

 
TURKEY 
Mr Melik YAYAN 
Ministry of Education, Education Research and 
Development 
Proje Şubesi 109/ 6 
MALTEPE, Ankara, Turkey 
Tel.: +90 312 230 36 44 or 230 39 26 ext. 227 or 
107 
+90 542 346 0667  
Fax:    
E-mail: myayan@meb.gov.tr 
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STAKEHOLDERS / SOCIAL PARTNERS 

 
 

 
EAEA(European Association for the 
Education of Adults) 
Latvian Adult Education Association  
Mr. Toms URDZE 
Merkela street 11 
LV-RIGA 1050, LATVIA 
Tel: +371 7 222 411/ +371 7 221 1901 
Fax: +371 7 222 411 
E-mail:  laea@parks.lv, 
toms2000@parks.lv 
Participation in Sub-group 2 on 
Disadvantaged Learners 
 

 
EAEA(European Association for the Education of 
Adults) 
Norwegian Association for Adults Learning 
Mr. Sturla BJERKAKER 
(new member 08/2004) 
Secretary General 
Box 5060, SENTRUM, 
N-0105 OSLO 
Tel: +47 24 14 89 74 (off.)/ +47 90 60 62 89 
Fax: +47 22 33 40 85 
E-mail:  sturla.bjerkaker@vofo.no 
 

 
EFER (European Foundation of 
Entrepreneurship Research) 
Mrs Jo MILLS 
Programme manager 
University of Cambrige 
Entrepreneurship Centre 
Tel: +44-1223-766-900 
Fax: 
E-mail: jo.mills@cec.com.ac.uk 
 

 
EFVET (European Forum of Technical and  
Vocational Education and Training) 
 
EVTA (European Vocational Training 
Association) 
Tel.: +32-2-64-45-891 
Fax: +32-2-64-07-139 
E-mail: tommaso.grimaldi@evta.net 
 
Wendy PAWSON 
Position Principal & Chief Executive 
Dewsbury College 
Halifax Road 
Dewsbury, West Yorkshire 
post code WF13 2AS 
Tel.: + 00 44 (0)1924 436202 / + 00 44 (0)7767 
676586 (gsm) 
Fax: + 00 44 (0)1924 436201 
E-mail: wpawson@dewsbury.ac.uk 
Return by e-mail to phodgson@nortcoll.ac.uk 
 

 
EPA (European Parents’ Association) 
Mrs Outi HURME 
(new member 03/2004) 
c/o Finnish Parents’ Association 
Mariankatu 28 B5, 00170 Helsinki, Finland 
Tel: +358 9 135 1207 
Fax: 
E-mail: outi.hurme@suomenvanhempainliitto.fi 
  infos@epa.be 
 

 
ETUC 
Ms Gemma TORRES 
CC.OO 
C/Fernandez de la Hoz, 12 
E – 28 010 MADRID 
Tel. : + 34 91 702.80.12 
Fax: + 34 91 702.80.87 
E-mail: g.torres@ccoo.es 
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ETUCE-DLF  
(European Trade Union Committee for 
Education) 
Mrs. Birgitte BIRKVAD 
Vandkunsten 12, 
DK-1467 Copenhagen K 
Tel. : +45-33 696 300 / +45-36 174 281 (private) 
Fax : +45-33 696 333 / +45-36 174271 (private 
E-mail: bbirkvad@dlf.org 
              PHNPROJEKT@email.dk (private)
Participation in Sub-group 3 on European 
Dimension 
 

 
EUNEC (European Network of Education 
Council) 
C/o Vlaamse Onderwijsraad 
Mrs Roos HERPELINCK 
Leuvense plein 4, 1000 Brussels 
Tel: +32-2-219-42-99 
Fax: +32-2-219-81-18 
E-mail: roos.herpelinck@vlor.be 
 eunec@vlor.be 
 

 
OBESSU (Organising Bureau of 
European School Student Union) 
Mrs. Sinziana RADU 
Rue Barrens 32, 1050 Brussels 
Tel: +32-2-6472390 
Fax: +32 2 647 2394 
E-mail: obessu@obessu.org 
 

 
UEAPME (UNICE) 
Mr Jim REDMAN  
Forum of Private Business 
Ruskin Chamber, Drury Lane 
KUNYSFORD Cheshir WA16 6HA 
Tel. : + 44 1565 634467 
Fax: + 44 870 4582516  
E-mail: jim.redman@fpb.co.uk 
Participation in Sub-group 1 on Entrepreneurship 
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LIST OF EXPERTS PARTICIPATING IN GROUP B 
SUB-GROUP 1 : ENTREPREUNERSHIP 

 
 
BELGIE NL 
Vlaamse gemeenschap 
Mrs Chris VAN WOENSEL 
Wetenschappelijk medewerker 
Ministerie van de Vlaamse Gemeenschap 
Departement Onderwijs 
Dienst voor Onderwijsontwikkeling 
Koning Albert II-laan 15 
B- 1210 BRUSSEL 
Tel: +32.2.553.88.14 
Fax: +32.2.553.88.35 
E-mail: chris.vanwoensel@ond.vlaanderen.be 
Member of Working Group B 
 

 
CZECH REPUBLIC 
Ms. Viola HORSKÁ 
Institute for Pedagogical Research 
Novodvorská 1010/14 Building A  
142 01  PRAGUE 4 - LHOTKA 
Fax: +420 257 950 313 
e-mail: horska@vuppraha.cz 
Member of expert group of Enterprise 
Directorate-General 
 

 
DEUTSCHLAND 
Frau Marion HÜCHTERMANN 
Projekt JUNIOR 
Institut der deutschen Wirtschaft Köln 
Gustav-Heinemann-Ufer 84-88 
50968 Köln 
Tel:  00.49. 221 4981 - 7 22/23 
Fax: 00.49. 221 4981 799 
e-mail: huechtermann@iwkoeln.de 
Member of expert group of Enterprise 
Directorate General 
 

 
HELLAS / GREECE 
Dr Joseph HASSID 
University of Piraeus 
Deliyanni 55, 145 62 KIFISIA, Athens, Greece 
Tel:  0030 1 80 19 846 
Fax: 0030 1 80 11 882 
e-mail: jhassid@unipi.gr 
Member of expert group of Enterprise 
Directorate General 
 

 
NEDERLAND 
Mr. Robin van IJPEREN 
Ministrie van Economische Zaken 
Afdeling Ondernemershap en Midden -  en 
Kleinbedrijf 
Bezuidenhoutseweg 30-Postbus 20101 
NL-2500 EC DEN HAAG 
Tel: 00.31.70 379 7678 
Fax: 00.31.70 379 7403 
e-mail: R.vanijperen@minez.nl 
Member of expert group of Enterprise 
Directorate General 
 

 
ÖSTERREICH 
Mag. Erich SVECNIK 
Zentrum für Schulentwicklung 
Hans Sachs-Gasse 3/II 
A- 8010 GRAZ 
Tel : +43 316.8287.33.211 
Fax : +43 316.8287.336 
E-mail : erich.svecnik@zse2.at 
Member of Working Group B 
 

 
UEAPME (UNICE) 
Mr Jim REDMAN  
Forum of Private Business 
Ruskin Chamber, Drury Lane 
KUNYSFORD Cheshir WA16 6HA 
Tel. : + 44 1565 634467 
Fax: + 44 870 4582516  
E-mail: jim.redman@fpb.co.uk 
Member of Working Group B 
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LIST OF EXPERTS PARTICIPATING IN GROUP B 
SUB-GROUP 2 : DISADVANTAGED LEARNERS 

 
 

 
BELGIE NL 
Vlaamse gemeenschap 
Mrs Chris VAN WOENSEL 
Wetenschappelijk medewerker 
Ministerie van de Vlaamse Gemeenschap 
Departement Onderwijs 
Dienst voor Onderwijsontwikkeling 
Koning Albert II-laan 15 
B- 1210 BRUSSEL 
Tel: +32.2.553.88.14 
Fax: +32.2.553.88.35 
E-mail: chris.vanwoensel@ond.vlaanderen.be 
Member of Working Group B 
 

 
MAGYARORSZÁG 
Judit SZIRA 
Ministry of Education 
1051 Budapest 
Tel.:  
Fax: +36 1 215 49 06 
E-mail : szira.judit@om.hu 
Member of Working Group G on Inclusion and 
Citizenship 
 

 
SUOMI/FINLAND  
Reijo AHOLAINEN 
Counsellor of Education 
Ministry of Education 
Meritullinkatu 10, P. O. Box 29, FIN-00023 
GOVERNMENT, FINLAND 
Tel : +358 9 1607 7405 
Fax : +358 9 1607 6984 
E-mail : reijo.aholainen@minedu.fi 
Member of Working Group G on Inclusion and 
Citizenship 
 
  

 
SLOVAKIA 
Prof. Juraj VANTUCH 
Comenius University Bratislava 
Addr::::::::::::::::::::::::::::::::::::: 
:::::::::::::::::::::::::::::::::::: 
Tel.: +421 2 6241 0678 
Fax: +421 2 6241 0678 
E-mail: vantuch@fedu.uniba.sk 
copy: sno@netax.sk 
Member of Working Group G on Inclusion and 
Citizenship 
 

 
UNITED KINGDOM 
Mr. Andrew NELSON 
(representative) 
Adult Basic Skills Strategy Unit 
Regional Co-ordinator, North West 
The North West Sunle Tower, Piccadilly 
Plaza, Manchester M1 4BE 
Tel : 0161 952 4428 
Fax : 0161 952 4169 
e-mail : andrew.nelson@dfes.gsi.gov.uk 
Member of Working Group B 
 

 
NORGE 
Mrs Hanna Marit Jahr 
Mission of Norway to EU 
Rue Archimede 17, B-1000 Bruxelles, Belgique 
Tel.: 02 234 1111 
Fax: 02 234 1150 
E-mail: hmj@mfa.no 
Member of Working Group B 
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CSR Corporate Social Responsibility 
Mr Peter Thompson 
Educational Adviser Business in the Community 
12 Forest Edge, Buckhurst Hill, Essex IG9 5AA 
England, UK   
Tel: 0044 (0) 20 8504 0876 / 0044 (0) 7850 754 
066 (gsm) 
Fax: 0044 7253 1877 
E-mail:  peter.thompson31@btopenworld.com 
Member of Working Group G on Inclusion and 
Citizenship 

 

 
ROMANIA 
Mrs Liliana PREOTEASA 
General Director for Pre-University Education, 
Ministry of Education and Research 
28-30, General Berthelot street 
70738 BUCHAREST, Romania  
Tel.: +40 21 314 36 65 
Fax: +40 21 310 43 19, +4021 313 5547 
E-mail: liliana@mec.edu.ro 
Member of Working Group B 
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LIST OF EXPERTS PARTICIPATING IN GROUP B 

SUB-GROUP 3 : EUROPEAN DIMENSION 
 

 
 
HUNGARY 
Mr Vilmos VASS 
Director of the National Curriculum 
Development Center  
H - 2097 Pilisboros Jeno, Hungary 
Tel. : +36 1 400 0957 
Fax: +36  
E-mail: vilmosv@axelero.hu 
Member of Working Group B 
 

 
ITALIA 
Ispettrice Chiara CROCE 
CASTELLETTI 
Ministero dell'istruzione, dell'università e 
della Ricerca 
Direzione Generale per le Relazioni 
Internazionali 
Via Trastevere 76 A 
I - 00153 ROMA 
Tel. : 0039 06 5849 3380-82 
Fax: 0039 06 5849 3381 
E-mail: chiara.castelletticroce@istruzione.it 
Member of Working Group B 
 

 
ETUCE-DLF  
(European Trade Union Committee for 
Education) 
Mrs. Birgitte BIRKVAD 
Vandkunsten 12, 
DK-1467 Copenhagen K 
Tel. : +45-33 696 300 / +45-36 174 281 (private) 
Fax : +45-33 696 333 / +45-36 174271 (private 
E-mail: bbirkvad@dlf.org 
           PHNPROJEKT@email.dk (private) 
Member of Working Group B 
 

 
DANEMARK 
Mr Jørn SKOVSGAARD 
Senior Adviser 
Ministry of Education / National Education 
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