Danske
Underviserorganisationers
Samrad

Etsamarbejdsorgan for landets underviserorganisationer

Til DUS’ forretningsudvalg
Den 30. april 2019

Referat af made i Danske Underviserorganisationers Samrad

Tid: Mandag den 29. april kl. 11.00-13.00

Sted: Danmarks Laererforening, Vandkunsten 12, Mgdelokale Trykkeriet
Dagsorden
1. Meddelelser
2. ED’s 8. verdenskongres 2019
3. Evaluering og opfelgning pa ISTP 2019
4. Orientering om organisationernes forventede arrangementer pa Folkemodet 2019
5. Felles kommunikationsindsats i forbindelse med et kommende folketingsvalg

6. Eventuelt

Deltagere

Anders Bondo Christensen, DLLF

Dorte Lange, DLF

Thomas Kepler, GL.

Hanne Pontoppidan, Uddannelsesforbundet
Morten Bay, Uddannelsesforbundet
Tommy Dalegaard Madsen, DM

Afbud

Elisa Rimpler, BUPL

Uffe Rostrup, FSL

Monica Lendal Jorgensen, FSL
Camilla Gregersen, DM

Fra organisationernes sekretariater deltog i gvrigt

Stig Lund, BUPL

Gitte Gronnemose Butler, GL

Bo Holmsgaard og Rasmus Moller fra DUS’ sekretariat
Kristina Aaltonen, DLI, under dagsordenens punkt 1,2 og 3
Tore Asmussen, DLF, under dagsordenens punkt 2.
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Meddelelser

Vedlagt

Bilag 1: Referat af mode i DUS' arbejdsgruppe vedr. arbejdsmilje den 15. marts 2019

Bilag 2: Referat af mode i arbejdsgruppen DLI den 4. marts 2019

Bilag 3: Svar til DUS’ forretningsudvalg fra formanden for ekspertgruppen vedr. en erhvervsretning
af 10. klasse

Orientering fra DLI

Der var under meddelelserne sporgsmal til referatet af DLI’s mode den 4. marts 2019. Kiristina
Aaltonen, DLI, orienterede om, at Europarddet har lavet en del undervisningsmaterialer om demo-
kratisk medborgerskab og antiradikalisering. Som udgangspunkt er der tale om gode materialer til i
skoler og pa ungdomsuddannelser. Undervisningsministeriets leeringskonsulenter anvender materialet
i deres initiativer vedrorende medborgerskab. DLI har over for undervisningsministeriet givet udtryk
for et onske om at blive orienteret om initiativer pa danske uddannelsesinstitutioner, initieret af mini-
steriet, der har baggrund i1 materiale fra Europaradet eller andre internationale politiske institutioner. I
tilleg har DLI ligeledes ytret onsker over for ministeriet om en dialog vedrorende ministeriets og
regeringens politiske positioner i Europaradet pa uddannelsesomradet..

DLI orienterede samtidig om, at der fortsat arbejdes pa at sikre orienteringer og generel inddragelse i
forhold til ministeriets og regeringens politiske positioner vedrorende uddannelse i internationale
institutioner som Nordisk Ministerrad og OECD. Inddragelsen har varet et fokusomrade for DLI
over lengere tid, og der er alt andet lige tegn pa, at der sker a@ndringer. DLI har f.eks. ift. OECD for
forste gang haft formede med ministeriet forud for Education Policy Committee med mulighed for at
indgive bemarkninger.

Forretningsudvalget bemarkede, at en kommende ny regering og Danmarks formandskab for Nor-
disk Ministerrad i 2020 er en god anledning til at lofte dagsordenen om inddragelse.

10. klasse

Kommende mode med ekspertgruppen for en erhvervsretning af 10. klasse.

Forretningsudvalget besluttede den 11. december 2018, at DUS fzalles papir om 10. klasse skulle
sendes til ekspertgruppen for 10. klasse, og at man ville benytte anledningen til at opfordre til et flles
maode.

Det onske har formanden for ekspertgruppen kvitteret for og anbefalet, at sekretariaterne satter
rammen. Pd grund af det kommende folketingsvalg forventes et mode forst at blive aktuelt efter
sommerferien.

DUS bemzrkede, at man gerne ser et mode med ekspertudvalget finder sted efter udvalgsformandens

mode med organisationerne hver for sig. Modet kan dermed vare et forum til en fzlles opsamling pa
status og centrale temaer 1 arbejdet.
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El's 8. verdenskongres 2019

Vedlagt
Bilag 1: Program for EI’s kongres 2019
Bilag 2: Oversigt over resolutioner og =ndringer til vedtagter og forfatning

Sammenfatning

Education International (EI) afholder sin ottende verdenskongres den 21.-26. juli 2019 i Bangkok.
Der lzegges op til, at de danske medlemsorganisationer i EI koordinerer deres forberedelser af — og
deltagelse i - kongressen.

Arbejdsudvalget bedes indstille til forretningsudvalget,

e at forretningsudvalget drofter forslag til resolutioner, der skal behandles pd kongressen, her-
under at organisationerne gensidigt orienterer hinanden om deres positioner

e at forretningsudvalget drofter, om der skal arbejdes pa fzlles @ndringsforslag

e at forretningsudvalget identificerer sager af fwlles interesse for organisationerne, og om der
skal koordineres en forberedelse af disse forud for kongressen

e at forretningsudvalget fastlegger onsker til eventuelle moder for de danske delegationer under
kongressen

Sagsfremstilling
ED’s ottende verdenskongres afholdes den 21.-26. juli 2019 i Bangkok. Overskriften for kongressen er

"Educators and their Unions Taking the Lead’.

Bortset fra Frie Skolers Lazrerforening deltager alle DUS-organisationerne i kongressen. Der legges
derfor op til en fxlles droftelse af eendringsforslag og resolutioner til behandling pa kongressen.

Fristerne for indsendelse af forslag til resolutioner og &ndringsforslag til vedtegter og forfatning er
overstaet. EI udsender efter planen alle indkomne forslag til organisationerne senest den 21. april
2019 med en frist for @ndringsforslag til resolutionerne den 26. maj 2019. Udsendelse vil ske direkte
til organisationerne fra EI.

Der eftersendes en samlet oversigt over resolutionsforslag og andringsforslag til vedtaegter og forfat-
ning (bilag 2). Oversigten udsendes enten inden meodet eller ved omdeling pa selve madet. Det er
hensigten, at oversigten skal gore droftelser om resolutioner og andringsforslag til vedtagter og for-
fatning lettere at ga til under modet.

DLI har pa sine moder 1 2019 droftet EI-kongressen, herunder de danske medlemsorganisationers
arbejde omkring resolutioner. De danske medlemsorganisationers syspunkter vedr. et muligt faelles-
nordisk resolutionsforslag om EI’s struktur er desuden blevet droftet pa et ekstraordinzrt mode.

Da den franske medlemsorganisation SNES-FSU sidelobende har udarbejdet et 2endringsforslag til
ET’s strukturer samt kontingentstruktur i samarbejde med andre sydeuropziske medlemsorganisatio-
ner, undlod man i sidste ende at fremsende sit eget resolutionsforslag. De danske medlemsorganisati-
oner, Utdanningsforbundet (Norge), Lirarférbundet (Sverige) og OA]J (Finland), blev lobende ind-
draget og informeret i processen.
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Ud over vedtzgtsendringer og resolutioner vedtager kongressen ligeledes budgettet for EI’s arbejde
for de kommende fire ar, fastsetter kontingent og valger EI’s prasident, viceprasidenter, generelse-
kreter samt medlemmer af EI’s Executive Board.

Videre proces
Der er aftalt en lobende dialog og koordinering i DLI-gruppen om kongressen ved behov og DLI-
kontoret folger op pa baggrund af forretningsudvalgets beslutninger.

BESLUTNING
Der er arrangeret et mode for de organisationer, der deltager i EI’s verdenskongres, den 18. juni fra
kl. 10.00-12.00. Derudover koordineres den danske deltagelse ogsa i DLI.

Forretningsudvalget droftede mulighederne for falles moder under EI’s verdenskongres. Det blev
besluttet, at felles moder arrangeres ca. 20 min. for moeder i NLS under kongressen.

DLI bemarkede 1 ovrigt, at man forventer at indsamle mail og mobilnumre pa de danske deltagere
for hurtigere at kunne foretage evt. koordineringer under kongressen.

Ift. den udsendte liste over forslag til resolutioner og zndringer til vedtegter og forfatning gjorde
Hanne Pontoppidan, Uddannelsesforbundet, szrligt opmarksom pa hhv. B12 om undervisning af
flygtninge og D10 om salg af digitale undervisningsmidler. Bemarkningen tages med i forberedelsen
af det faelles mode.

Dorte Lange, DLF, orienterede om, at hun er involveret i en break-out session ift. Global Response
vedrorende kommercialisering i og af uddannelse. Mens baggrundene er forskellige rundt i verden, er
der falles udfordringer ift. f.eks. standardisering og fratagelse af metodefrihed. I Danmark er eksem-
pler f.eks. leringsplatforme og private udbydere af specialundervisning. Uddannelsesforbundet be-
mzrkede, at undervisning i Dansk som andetsprog ogsa kan vare et godt eksempel. Organisationerne
blev bedt om at melde andre gode eksempler ind.

Punkt 3 Evaluering og opfelgning pa International Summit of the Teaching Profession
2019

Vedlagt

Bilag 1: Den danske delegations henvendelse til OECD efter ISTP 2018

Bilag 2: ”Fealleserklering 2019” for samarbejdet mellem DUS og Undervisningsministeriet om ISTP
Bilag 3: Olli-Pekka Heinonens oplag pa pre-summit-modet (#/ orientering)

Bilag 4: Baggrundsrapport til ISTP 2019 ”Educating our youngest”( 71l orientering)

Sammenfatning
Der lzegges op til, at forretningsudvalget evaluerer deltagelsen 1 drets Summit.

Arbejdsudvalget indstiller til forretningsudvalget
e at forretningsudvalget evaluerer arets deltagelse i ISTP

e at forretningsudvalget godkender, at DUS sender en ny henvendelse til EI om afviklingen
kommende ISTP-konferencer. Indholdet vil vaere sammenligneligt med det brev, man sendte
til OECD og EI efter ISTP 2018 (jf. bilag 2)

e at forretningsudvalget drofter, om ISTP 2019 giver anledning til andre initiativer fra DUS
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Sagsfremstilling
ISTP 2019 blev afholdt i Helsinki den 13.-15. marts. Obligatoriske deltagere er deltagerlandenes un-

dervisningsminister og lederne af de to sterste lererorganisationer.

Danmark har deltaget i ISTP siden starten i 2011. I 4r meldte undervisningsminister Merete Riisager
dog afbud. Thomas Kepler (GL), Dorte Lange (DLF), og Lasse Bjerg Jorgensen (BUPL) deltog der-
for 1 ISTP 2019 som en del af EI’s delegation, mens en embedsmand fra Undervisningsministeriet og
Ase Bonde fra DLFs sekretariat udgjorde den formelle danske observatordelegation.

Arets tema for ISTP var ”The Future of the Teaching Profession”. Under denne overskrift var der tre
tematiske plenumsessioner:

Session 1: Leading Together’
Fokus pa bedre lederskab i det samlede uddannelsessystem fra undervisere til politikere.

Session 2: Building strong foundations through innovative pedagogies and practices
‘Barly years education’ (forskoleomridet), som er et nyt emne pa ISTP.

Session 3: Towards Sustainable S chools
Fokus pa integration mellem skolepolitik og andre politikomrader, f.eks. diversitet og in-
klusion.

Under droftelserne i temasession 2 blev BUPL inviteret til at holde et oplag for det samlede Summit
om sit arbejde med early childhood education.

OECD producerer hvert ar en baggrundsrapport for drets ISTP. I ar havde rapporten titlen ’Educat-
ing our youngest — policies for Farly Learning”. Baggrundsrapporten er vedlagt til orientering.

Henvendelse til EI om kommende ISTP-moder

Forretningsudvalget vedtog pa medet den 28. februar 2019, at man efter ISTP 2019 ville genfremsen-
de de bemearkninger til OECD og EI om afviklingen af ISTP, man fremforte efter ISTP 2018, her-
under et onske om, at fremtidige ISTP-moder 1 hojere grad involverer forskerindlaeg med udgangs-
punkt i modets temaer.

Dorte Lange fremlagde efter aftale i DUS dette pa EI’s Pre-Summit mode 1 Helsinki, sa EI er forvars-
let. Der laegges op til, at DUS’ forretningsudvalg giver input til evt. @ndrede formuleringer ift. hen-
vendelsen pa bagrund af den konkrete afvikling af konferencen i 2019 (jf. bilag 1).

Arbejdsudvalget bemarkede pa forberedelsesmadet, at en henvendelse i 4r alene sendes til EI, samt at
DUS vil vaere eneafsender som folge af undervisningsministerens afbud til ISTP. Der kan dog i brevet
med fordel henvises til den tidligere henvendelse fra 2018.

Videre proces ift. opfelgning pa ISTP
Som led i arbejdet med ISTP har DUS og Undervisningsministeriet i fellesskab de seneste tre ar af-

holdt en national konference med udgangspunkt i et af temaerne pa arets ISTP. Som opfoelgning pa
ISTP 2018 atholdt DUS og Undervisningsministeriet saledes en national konference i BLOX i januar
2019 under overskriften "Professionel trivsels betydning for kvalitet i undervisningen’.

Undervisningsministeriet og DUS har aftalt et fortsat samarbejde med udgangspunkt i ISTP, som er
beskrevet i vedlagte "Falleserklaering 2019” (bilag 2), hvoraf det fremgar at “Undervisningsministeriet og
Danske Underviserorganisationers Samrad vil konkret arrangere en feelles national konference i efteraret 2019, som
satter fokus pa udvalgte temaer og indsigter fra dette ars 1S TP-konference.”
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Den nationale konference i 2019 planlegges som et halvdagsarrangement. Da Lzzrerens dag den 5.
oktober i dr falder en lordag, afvikles konferencen som udgangspunkt fredag den 4. oktober 2019.

Konferencen skal bringe politiske beslutningstagere, underviserorganisationer, forskere og andre inte-
ressenter sammen om den nyeste internationale og nationale viden om udvikling af leererprofessionen.
Konferencen skal bidrage til at skabe falles forstielse for udviklingen af lererprofessionen i Danmark
og satte dagsordenen for det videre samarbejde herom.

DUS’ forretningsudvalg har pa modet den 28. februar 2019 kort droftet onsker til tema for arets kon-
ference og har foresldet, at konferencen tager udgangspunkt i ISTP 2019-temaet ”Leading Together”
med fokus pa ledelse af fagprofessionelle og de fagprofessionelles egen ledelse. Da baggrundsrappor-
ten i ar handler om Early Childhood, er der desvzrre ikke noget skriftligt input til konferencen fra
ISTP.

Temaet Leading Together blev kun udfoldet mundtligt pa ISTP. Pa pre-summit modet i Helsinki
holdt Olli-Pekka Heinonen, direktor i den finske uddannelsesstyrelse, dog et opleg om det finske
uddannelsessystem. En gennemgaende pointe i oplegget var, at det finske uddannelsessystems succes
er baseret pa tillid til de fagprofessionelle. Ved droftelser pa ISTP-modet blandt de danske deltagere
blev han droftet som mulig international oplagsholder pa halvdagskonferencen. Det er ogsa muligt, at
der kan hentes inspiration fra den internationale TALS undersogelse, der kommer i juni 2019.

Forretningsudvalget bemarkede senest pa modet den 28. februar 2019, at man gerne ser den nationa-
le konference i1 2019 afviklet som en rundbordssamtale med ministeren og relevante forskere. Samt at
der kan skiftes ud blandt deltagerne i rundbordssamtalen under arrangementet igennem en eller flere

abne pladser. Det blev ligeledes bemaerket, at alle formandene i DUS ikke nedvendigvis skal have en
fast plads i1 rundbordssamtalen.

Den konkrete planlegning af den nationale konference vil som de tidligere ar ske 1 en sekretariatsar-
bejdsgruppe med deltagelse fra DUS-organisationerne og Undervisningsministeriet. Der har ikke
varet afholdt mede 1 denne gruppe siden konferencen i januar.

Videre proces

ISTP 2020 atholdes formentlig i Stockholm eller Shanghai, men hverken tid eller sted er endnu lagt
fast. Ift. Danmarks deltagelse 1 2020 er det med vedlagte fzlleserklaering for 2019 forsegt at fastholde
den kommende Undervisningsminister pa fzlles deltagelse 1 ISTP 2020.

DUS orienteres lobende om arbejdet med konferencen af egen representant i
DUS/Undervisningsministeriet arbejdsgruppen.

BESLUTNING
Dorte Lange, DLF, og Thomas Kepler, GL, orienterede om deres indtryk fra ISTP 2019. Forret-
ningsudvalget tog orienteringen til efterretning.

Der var pa modet opbakning til, at direktoren i den finske uddannelsesstyrelse Olli-Pekka Heinonen
kunne vare et godt bud pa en international oplegsholder til den nationale konference. Overvejelserne
tages med i den faelles arbejdsgruppe med undervisningsministeriet, der star for den konkrete afvik-
ling.

Forretningsudvalget anmodede sekretariatet om, at der tages kontakt til Undervisningsministeriet om,
hvorvidt de trods ministerens afbud til ISTP ensker at vaere medunderskriver af et fzlles brev om
afviklingen og indholdet i ISTP-moderne efter samme skabelon som brevet i 2018 (bilag 1). Brevet
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sendes til bide OECD og EI. Onsker ministeriet ikke at vaere medunderskriver, sendes brevet alene
til E1.

Forretningsudvalget opfordrede derudover til, at enskerne til formen pa kommende ISTP-moder
nzvnes for John Bangs pa et kommende TUAC-mode og for EI pa verdenskongressen.

Forretningsudvalget droftede muligheden for, at Danmark kan vare vart for ISTP inden for de
kommende ar. Der var umiddelbart interesse for muligheden blandt organisationerne. Forretningsud-
valget anmodede i1 den forbindelse om, at der tages kontakt til Finland for at undersoge, hvilke res-
sourcer det kraever fra underviserorganisationerne.

Orientering om organisationernes forventede arrangementer pa Folkemgdet
2019

Vedlagt
Bilag 1: Overblik over organisationernes forventede arrangementer pa Folkemodet 2019

Sammenfatning
Forretningsudvalget orienteres med sagsfremstillingen om organisationernes forventede arrangemen-
ter pa Folkemodet 2019

Arbejdsudvalget indstiller til forretningsudvalget,
e at orienteringen tages til efterretning.

Sagsfremstilling

Forretningsudvalget vedtog den 20. september 2019, at DUS ikke leengere atholder et fast, fzlles arr
angement pa Folkemeodet. I stedet opfordrede man sekretariatet til, at man forud for Folkemodet
2019 bliver orienteret om de arrangementer, organisationerne hver isar planlegger pa Folkemodet.

Orienteringen er vedlagt om bilag. Fristen for at fa arrangementer med i den trykte guide til Folke-
modet 2019 er den 1. maj. Organisationerne er dermed pt. ved at legge sidste hand pa programmer-
ne. Der kan dermed fortsat ske andringer frem mod folkemodet.

Forretningsudvalget opfordrede ligeledes til, at organisationerne bilateralt kan samarbejde om konkre-
te arrangementer. Der er 1 de forventede arrangementer flere eksempler pa samarbejde mellem to
organisationer i DUS.

To arrangementer er et samarbejde pa tvers af mere end to DUS-organisationer. Det ene barer titlen
"Brinkmann, Friis og Tanggard 1 verdensmalenes tegn’ og arrangeres i et samarbejde mellem bl.a.
Gymnasieskolerens Larerforening, Uddannelsesforbundet og Danmarks Larerforening. Arrangement

planlzgges til den 14. juni kL. 13.30-14:30.

Det andet arrangement omhandler 10. klasse, hvor Frie Skolers Larerforening har inviteret Gymnasi-
eskolernes Lzrerforening, Danmarks Larerforening, Uddannelsesforbundet og Efterskoleforeningen
til at vere med. Under den forelobige overskift *Giver 10.klasse stadig mening?” skal arrangementet
seette fokus pa formalet med 10. klasse i spendet mellem onsker om en eget malretning mod er-
hvervsuddannelserne og 10. klasses mere almen dannende formal. Der planlegges efter, at arrange-
mentet kan afvikles lordag den 15. juni kl. 14:00- 15:00.

Samarbejdet om et arrangement om 10. klasse skal bl.a. ses 1 lyset af vedtagelsen af DUS’ faelles papir
om 10. klasse (forretningsudvalgsmoedet den 11. december 2018) og den sikaldt Alternative ekspert-
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gruppe vedr. 10. klasse, som arbejder parallelt med den af regeringen nedsatte ’ekspertgruppe’ for at
sikre korrekt viden om 10. klasse, samt at 10. klasse ikke alene milrettes erhvervsuddannelserne.

Beslutning
Forretningsudvalget tog orienteringen til efterretning.

Forretningsudvalget anmodede sekretariatet om, at der udsendes en samlet og mere uddybet beskri-
velse af organisationernes egne arrangementer pa Folkemodet 2019, nar programmerne forelegger.

Punkt 5 Feelles kommunikationsindsats i forbindelse med et kommende folketingsvalg
Punktet blev tilfojet som et nyt punkt 5 til dagsordenen under meddelelserne.

Forretningsudvalget droftede et forslag fra Thomas Kepler, GL, om, at DUS markerer sig i den
kommende valgkamp. Forslaget er en kampagne rettet mod sociale medier med korte videoklip af
Mette Frederiksen og Lars Lokke Rasmussen, hvor de taler for investeringer i uddannelse. Videoklip-
pene suppleres med 1-3 falles hovedbudskaber.

Temaet i forretningsudvalgets indledende droftelser af hovedbudskaber var, at uddannelse er en inve-

stering i en demokratisk generation og grundlaget for fremtidens velfzerd.

Beslutning

Forretningsudvalget godkendte, at sxttes gang i udarbejdelsen af videoklip mv. inden for en samlet
okonomisk ramme pa 75.000 kr. BUPL’s reprasentant tog pa moedet forbehold for deres deltagelse 1
et falles initiativ. BUPL har efterfolgende meldt tilbage, at man ikke onsker at deltage i eller medfi-
nansiere initiativet.

GL er tovholder pa opgaven og har indkaldt til et mede fredag den 3. maj med det formal at fastlegge
de fzlles hovedbudskaber.

Der blev i forste omgang ikke truffet beslutning, om den okonomiske ramme til kampagnen finansie-
res af organisationerne selv efter DUS’ fordelingsnogle eller af DUS’ egenkapital.

Ved godkendelsen af arsregnskabet for 2018 var egenkapitalen til orientering i alt 202.000 kr.
Punkt 6 Eventuelt
Sekretariatet orienterede om, at DUS’ internat den 18.-19. september 2019 atholdes pa Sinatur Hotel

Frederiksdal. Forretningsudvalget droftede forventningerne til temameodet under internatet.

Anders Bondo Christensen
/ Rasmus Moller
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Til DUS’ arbejdsgruppe vedr. arbejdsmiljo
Den 18. marts 2019
Ref.: INL

Referat fra mede i DUS' arbejdsgruppe vedr. arbejdsmilje

Fredag den 15. marts 2019 kI. 13.00 - 15.00 i DLF, lokale 430
Dagsorden

1. Radsmede
Rédsmedet den 20. marts 2019. Dagsorden er udsendt
Politisk deltagelse i starten af DUS arbejdsmiljomoderne, hvor BFA relevante temaer droftes.

2. FHs AMR kampagnear
Droftelse af aktiviteter og materialer

3. Politik for et godt undervisningsmiljo
Kan politikken bruges som loftestang for leerernes arbejdsmilje. Dokument udsendt fra Skole og Forceldre
den 5. januar 2018

4. Nyt fra organisationerne
Gensidig orientering. Gerne om aktiviteter p4 Folkemeadet

5. Eventuelt
Input til dagsorden for naste mede.

DUS arbejdsmiljemeder i 2019

Der er pt. aftalt folgende meoder resten af 2019:

e 27. maj forud for radsmedet den 4. juni

e 8. oktober forud for radsmedet den 10. oktober

e 2. december forud for ridsmedet den 10. december

Til stede:

Thomas Andreasen; DLFs hovedstyrelse og radsmedlem i BFA
Anne-Marie Otto, Uddannelsesforbundet

Morten Bayer, GL

Ditte Rask, GL

Per Baunsgaard, BUPL

Inge Larsen, DLF

Afbud fra:

Anders Liltorp, medlem af DCUMs bestyrelse og HST i DLF

Morten Theodor Bay, Uddannelsesforbundet

Hanne Lindbjerg Kristensen, FSL

Mette Skovhus Larsen, BUPL’s forretningsudvalg

Bolette Bom, FSL

Magdet blev indledt med en prasentationsrunde og velkommen til Ditte Rask fra GL, som indtraeder i stedet for
Morten Bayer.
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Ad punkt 1. BFAs radsmede

Thomas fortalte om sin indtraeden i BFA FU som afleser for Dorte Steenberg fra DSR.

I forhold til rddsmedets dagsorden for den 20. marts 2019 er der ikke punkter, som skiller sig serligt ud. Vi
afventer, hvad der kommer ud af opleeg om NFA tal.

Punkt 7 pé rddsmedet vedr. dialog om godkendte materialer er udledt af de tidligere dreftelser om, hvilken form
for indflydelse radet kan have pa styregruppernes arbejde. Inge navnte, at styregrupper er nedt til at have
delegeret kompetence, idet det er vanskeligt pa forhand at sige, hvor de forskellige emner tages hen alt efter
forskning og input som indsamles. Eksemplificeret ved emnet digitalisering.

Punkt 8 om faelles formidlingsdag for eksterne konsulenter er foresléet af styregruppen for kommunikation for at
andre end centrale konsulenter skal have kendskab til materialernes anvendelse. Det blev kort dreftet, at der ikke
er ret mange pladser. Per fra BUPL navnte, at der pad temadagen vil vaere stande med materiale om fysisk
arbejdsmiljg, sa fokus ikke alene er pa det psykiske.

Ad punkt 2. FHs AMR kampagneér
Inge orienterede om AMR kampagneéret og de materialer og aktiviteter, som man kan gere brug af.
Laes mere her: https://tho.dk/blog/category/arbejdsmiljoe/amr2019/

Ad punkt 3. Politik for et godt undervisningsmiljo
Punktet udsettes til naeste made. Det kan droftes om der er snitflader i forhold til uge 7 og uge 43, som er EU's
arbejdsmiljeuge. Dokumentet fra Skole og Foreeldre genudsendes med referatet.

Ad punkt 4. Nyt fra organisationerne

Ad Folkemgde

GL deltager med formandsskabet pa Folkemedet i en samtale om dilemmaer i arbejdsmiljoet.
Uddannelsesforbundet er tovholder pa BFA event med stressforsker Malene Friis Andersen.

DLF er tovholder pd BFA event om krankelser og digital dannelse.

Dvrigt

Uddannelsesforbundet har god opbakning til den almene uddannelse for arbejdsmiljereprasentanter, men synes,
at det halter lidt med tilmeldinger til deres supplerende efteruddannelse. Det kan hange sammen med, at
kommunen bruger de 1% dag til kommunale indsatser. Uddannelsesforbundet har ca. 300 AMR og nar der er
god deltagelse pa supplerende efteruddannelse deltager ca. 90 AMR-ere. Man forsgger med Lene Tanggaard
som trakplaster.

Uddannelsesforbundets institutioner har veret optaget af overdragelsen til FGU men temaet Forandringer” har
ikke vakt interesse som efteruddannelsestilbud.

GL har ogsa lidt svert ved at fa hej deltagelse til supplerende efteruddannelse. Det er primert AMR fra de
almene gymnasier som deltager og faerre fra erhvervsgymnasier og VUC. Ud af ca. 250 AMR-ere skal der helst
vaere 120 deltagere; men nogle gange er det pa 60-90. GL har en antagelse om, at AMR-ene ikke deltager, fordi
de ikke foler, at de har tid til det. Man arbejder pa at f& lederne til at deltage ved fx at f& Malene Friis Andersen
som oplagsholder.

BUPL holder ikke kurser for de kommunalt ansatte, men for de ca. privatansatte i ca. 350 institutioner. BUPL
gennemforer selv uddannelsen dvs. uden eksterne oplegsholdere og inviterer ledere og AMR sammen. Netop
samarbejdet mellem de to om et arbejdspladsrettede fokus muligvis er det som bidrager til at gere til den
supplerende efteruddannelse til en succes. Der er ca. 50-60 deltagere pr. kursus.

BUPL lagger tit sine kurser op ad en anledning/et aktuelt emne. Pt. kunne det fx vaere de fysiske rammer jf. Det
Okologisk Rad og det dérlige indeklima i daginstitutioner og DR2 program om daginstitutioner og normeringer.
Danmarks Lererforening udbyder ikke supplerende efteruddannelse, men har succes med at udbyde sarlige
kurser for TRIO-en.

Det blev droeftet, om efteruddannelse giver mest mening, ndr AMR og leder som minimum inviteres sammen og
arbejder med et arbejdspladsrettet tema.

Andre optaget heder

e BUPL arbejder med indeklima og den lille vold samt kreenkende handlinger.
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DLF arbejder ogsd med indeklima, vold og trusler og kraenkende handlinger samt dialogspillet
leererarbejdsliv.

GL vil germne gennemfere en underseogelse a la DLFs om lererarbejdsliv og har i evrigt fokus pé
professionsidentitet. Herudover er tvaerfagligt samarbejde et aktuelt tema. Endvidere oplever GL mange
afskedigelser i gjeblikket pga. gkonomi og effektivisering.

Uddannelsesforbundet har vaeret lidt underdrejet pga. sygdom men haber nu at kunne afsette lidt mere tid til
arbejdsmiljearbejdet.

Ad punkt 5. Eventuelt
Pé nzste made vil folgende emner vere pa dagsorden:

Digital chikane og kraenkelser
Politik for godt berne- og undervisningsmilje som mulig leftestang for arbejdsmiljearbejdet.
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4. marts 2019
EMV/KAA

REFERAT DLI-M@DE
Mandag 4. marts 2019 kl. 13:00-16:00
Lokale 430, DLF, Vandkunsten 12

Deltagere: Hans Laugesen (GL), Frank Jgrgensen (Uddannelsesforbundet), Jens Vraa Jensen (DM), Stig G. Lund
(BUPL), Jan Bauditz (DLF), Kristina Aaltonen (DLI) & Emilie Valmin (DLI)

Afbud: Josua Christensen (FSL)

1. GODKENDELSE AF DAGSORDEN

Beslutning:

- Dagsordenen blev godkendt, med folgende tilfojelser til punkt 6: EI's kongres, herunder henvendelse til GL. fra NASUWT om
resolutionsforslag, ny dato for DLI’s eventuelle moder i Bruxelles i efterdret, orientering om DUS-FU mode 28/2 2019, samt
Global Pedagogical Forum

2. GODKENDELSE AF REFERAT

Beslutning:
- Referatet fra DII-mode med undervisningsministeriet 14/ 1 2019 blev godkendt

3. EU - herunder Radsmgde uddannelse 22. maj 2019 samt automatisk gensidig anerkendelse

Ridsmedet vedr. uddannelse i maj 2019 blev droftet med henblik pa forberedelse af horingssvar til samlenotat
for raidsmedet i EU-Specialudvalget. Der tages 1 DLI’s horingssvar til samlenotatet udgangspunkt i tidligere an-
givne horingssvar. BUPL fremsender sit horingssvar vedrorende udkast til radshenstilling om dagtilbud til DLI-
kontoret, sa de kan indarbejdes 1 DLI-horingssvaret. DLI-kontoret udsender BUPL’s horingssvar nar det er
modtaget med henblik pa eventuelle synspunkter. Safremt DLI modtager informationer om indholdet i udkast
til radskonklusioner om ”Upskilling pathways” fremsendes de til DLI-medlemmerne.

DLI-kontoret tager kontakt til FH med henblik pa at fa afklaret hvem i sekretariatet der arbejder med radshen-
stilling om fremme af gensidig automatisk anerkendelse for at fa afklaret deres synspunkter til sagen. DLI-kon-
toret orienterer herefter DLI-medlemmer.

Der var onske om at der atholdes et mode med de af FH’s medarbejdere der er relevante i forhold til DLI’s ar-
bejdsomrader. DLI-kontoret vil forsege at fi aftalt mode med FH til atholdelse i efteraret.
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AC udtreder af samarbejdet omkring det fzlles danske fagbevaegelseskontor i Bruxelles. Dette @ndrer ikke pa
DLI’s samarbejdsrelationer til FH og AC, herunder Bruxelleskontoret, ligesom det ikke 2ndrer pa DLI-konto-
rets arbejdsgange og opgaver.

Der var en kort droftelse af EP-valget og DLI-organisationernes eventuelle aktiviteter i denne sammenhzeng
samt ETUCE’s kampagne i forbindelse med valget.

Der har vearet horinger i visse EU-specialudvalg om ensker til prioriteter for en ny Europa-Kommission. Der
har ikke varet aftholdt hering i EU-specialudvalget i Undervisningsministeriet. Der var en kort droftelse af DLI-
prioriteter, med folgende bemarkninger:

- DLI onsker at uddannelse fremover samles under en kommisszr og generaldirektorat. Det skal vare geldende
fra dagtilbud til videregaende uddannelser og voksenuddannelser.

- Storre fokus pa den sociale sojle med et mere forpligtende samarbejde

- Udmentning af FN’s Verdensmal i EU/Europa-Kommissionen

- Opgive "EU-eliteuniversiteter”

Beslutning:

- BUPL fremsender sit horingssvar vedrorende ndkast til radshenstilling om dagtilbud til DI I-kontoret, sa de kan indar-
bejdes i DLI-horingssvaret til samlenotatet vedr. EY CS-modet i maj. DII-kontoret ndsender BUPL.’s horingssvar nar
det er modtaget med henblik pa eventuelle synspunkter

- DLI-kontoret kontakter FH vedrorende radshenstillingen om antomatisk gensidig anerkendelse

- DLI-kontoret undersoger, hvorvidt der kan afholdes et mode mellem DI og FH #il august/ september 2019 om interna-
tionale uddannelsessager

4. EU Det Europ=iske Semester 2019

Europa-Kommissionens landerapport for Danmark blev droftet, herunder Kommissionen i Danmarks stake-
holdermode den 22. marts. I den sammenhang blev det foreslaet, at Kommissionen sporges ind til, hvilken be-
tydning de vurderer at de besparelser omprioriteringsbidraget har for det sekundere uddannelsesniveau, nar
Education at Glance i forvejen viser, at dette uddannelsesniveau i Danmark er blandt nogle af de lavest finansie-
rede 1 Europa (dvs. hvad konsekvenser er ved at ligge under gennemsnittet pa udgifter til ungdomsuddannel-
serne).

Der er i landerapporten stor opmarksomhed omkring virksomheders oplevelse af mangel pa kvalificeret ar-
bejdskraft, men der er umiddelbart ingen dokumentation for denne mangel i rapporten. Der er generelt set oget
fokus pa det sociale omriade gennem fokus pa den sociale sojle og den sociale resultattavle, herunder pa vaesent-
lig darligere resultater pa uddannelsesparametrene early school leaving og NEET. Fattigdom og ulighed er lige-
ledes et fokusomrade for Kommissionen. Uddannelse som sektor fylder relativt lidt i rapporten, sammenlignet
med beskaftigelsesomradet.

Der afholdes mode med DG EAC’s semester officer Klaus Kérner den 21. marts. DLI-kontoret forsoger at fa
tidssat medet til kl. 14. Kérner onsker ud over at drofte landerapporten, at drofte den kommende Education &
Training Monitor 2019 der har underviserprofessionen som tema. Det forventes at DLI-organisationerne far
mulighed for at fremfore sin organisations synspunkter. Derudover ensker DLI samlet set sarligt at drofte
hvordan udgifter til uddannelse adresseres i landerapporten. Pé trods af en vaesentlig mere nuanceret beskrivelse
af den danske uddannelsesokonomi end i tidligere drs landerapporter er det misvisende at det alene er de
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overordnede uddannelsesudgifter der beskrives og ikke de sektorspecifikke, hvor vi kan se at der er vasentligt
ferre udgifter til uddannelserne pga. nedskzringer. Den ogede andel NEET og unge der forlader skolesystemet
tidligt, er vigtige problemstillinger. En af arsagerne kan vaere de mange uddannelsesreformer der pa visse omra-
der er i risiko for at modarbejde hinanden og som har haft negativ effekt pa vejledningsomradet. Indtrykket af
landerapporten er, at uddannelse fylder maerkbart lidt i forhold til beskeftigelsesdelen.

DLI-kontoret udarbejder notat om landerapporten.

FH har som medlem af Udenrigsministeriets Kontaktudvalg vedrorende Europa 2020 udarbejdet horingssvar
om udkast til regeringens Nationale Reformprogram 2019. DLF har til dette bl.a. fiet tilfojet afsnit om udfor-
dringerne pa vejledningsomradet

TALIS 2018 blev inddraget i droftelserne under dagsordenspunktet. Der er mangel pa inddragelse af under-
visningsministeriets TALIS-folgegruppe, og det blev pa den baggrund aftalt at DLI-kontoret tager kontakt til
ministeriet med henblik pa at genoptage orienteringen og inddragelsen af medlemmerne af folgegruppen, her-
under en inddragelse af DLI i forberedelserne af lanceringen af den danske TALIS 2018-rapport samt en tilba-
gemelding fra ministeriet om 1 hvilket omfang de reagerer pa lanceringen af den internationale TALIS-rapport
ved offentliggorelsen 1 juni.

Beslutning:

- DLI-kontoret aftaler mode mellen DI og DG EAC om landerapporten i Kobenbavn den 21. marts
- DLI-kontoret rundsender ndkast til Nationalt Reformprogram til fortrolig orientering

- DLI-kontoret udarbejder notat om landerapporten

- DILI-kontoret tager kontakt til undervisningsministeriet vedrorende TAILLS 2018

5. Opfglgning pa mgde med undervisningsministeriet den 14. januar 2019

Modet med undervisningsministeriet blev droftet. Her blev det konstateret at undervisningsministeriets laerings-
konsulenter tilsyneladende har en relativt aktiv rolle i forhold til dele af ministeriets arbejde i og om Europara-
det. Det er onskveardigt at DILI-organisationerne bliver orienteret om dette arbejde, bade den politiske del og pa
hvilken méade materiale og andet fra Europaradet anvendes i leringskonsulenternes arbejde med skoler og ud-
dannelsesinstitutioner.

Beslutning:

- DLI-kontoret tager kontakt til undervisningsministeriet vedrorende deres arbejde i Enroparddet, herunder leringskonsulenternes

rolle
6. ORIENTERING FRA DLI-ORGANISATIONER OG SEKRETARIAT

Der blev orienteret om mede 1 DUS FU den 28. februar hvor DLI-kontoret orienterede om OECD’s Econo-
mic Survey Denmark 2019 der har visse problematiske vurderinger i forhold til arbejdsmarkeds- og uddannel-
sespolitik, herunder i forhold til decentral londannelse versus kollektive overenskomster og omdannelse af SU
til lanemodel. DUS FU blev pa modet enige om at DLI-kontoret skal afsoge mulighederne for og forberede
mode mellem DUS-organisationernes formand og de nyvalgte danske europaparlamentarikere efter valget.
DUS-organisationerne meldte positivt tilbage om den danske ISTP-konference i januar og forberedelserne af
den kommende der forventes afholdt i dagene omkring Lererens Dag 2019 som en halvdagskonference.
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Datoen for DLI’s eventuelle moder i Bruxelles foranlediget af Europa-Parlamentsvalget og den kommende Eu-

ropa-Kommission forseges rykket pga. problemer med datoen. Den bliver forsogt placeret i september 2019.

GL orienterede om henvendelse fra NASUWT om to resolutionsforslag til EI’s kongres om henholdsvis en an-
befaling til landene om at afsette minimum 0,7 % til udviklingsbistand og om fremme af FN’s Verdensmal. Der
var enighed om at et resolutionsforslag om 0,7 % ber indeholde en genbekreftelse af beslutningen fra EI i en
resolution fra 1998 om at EI’s medlemsorganisationer ligeledes bor tilstreebe at afszette 0,7 % til solidaritetsar-
bejde i udviklingslande. I forhold til en eventuel resolution om FN’s Verdensmal, bor det afvente en eventuel
resolution fra EI’s Executive Board (efter modet har EI fremsendt liste over emner for Executive Boards reso-
lutioner, hvoraf det fremgar at de fremszatter resolutionsforslag om verdensmalene).

Skitse til resolutionsforslag om EI’s struktur blev dreftet. Der forseges at opnas tilslutning fra nordiske med-
lemsorganisationer, som umiddelbart er positive. DLI-kontoret orienterer loabende DLI om udviklingen i sagen.

BUPL orienterede om arbejdet med resolutionsforslag om ECEC, som BUPL stiller i samarbejde med GEW,
CQS, GNAT og KNUT. Dagtilbudsomradet er globalt preget af privatisering. BUPL fremsender resolutions-
udkastet til DLI-kontoret, som videresender det til DLLI-medlemmer.

En henvendelse fra Global Pedagogical Forum 2019 der er tilgaet de fleste DLI-organisationer blev droftet. Der
var enighed om at det er ret uklart hvem der er arrangor af konferencen og at dens fokus samt dens tilsynela-
dende manglende tilknytning til veesentlige internationale organisationer gor at det ikke er relevant at prioritere.

Nyt fra Kommissionens ET2020-arbejdsgrupper:

- Arbejdsgruppen vedrorende digitalisering har fokus pa formative evalueringer og at de I'T-didaktiske
ferdigheder blev udviklet hos underviserne i grund- og efter- og videreuddannelse for undervisere, her-
under sarligt ved de videregiaende uddannelser

- Skolegruppen har aftholdt peer learning om (kontinuerlig) aktorinvolvering og om mere kvalitativ leerer-
teedback og lederevaluering og om at gore lerererhvervet mere attraktivt

- I nzste uge er der mode i ECEC-gruppen, hvor peer learning-aktiviteten bl.a. skal fastlegges. Der er
blandt andet fokus pa personalets uddannelsesbaggrund og -niveau i arbejdsgruppen. Stig er i kontakt
med ETUCE vedrorende social dialog-dimensionen

Der blev orienteret om Kommissionens Europass Advisory Group. Der arbejdes pa en ny platform der skal

forbedre de digitale varktojer og forbinde de forskellige platforme til en samlet indgang for brugerne. Der er
usikkerhed omkring arbejdsfordelingen mellem Kommissionen og medlemslandene, formil og malsatninger,
datasikkerhed serligt i forhold til involvering af tredjepartsplatforme og skonomien.

Hans onsker input til konference om life competences inden for rammen af key competences for lifelong lear-
ning,

Jens orienterede om Scholars at Risk og den danske involvering heri der mangler refleksion over de lave stan-
darder i Danmark pa omradet. Han advarede desuden om Resaver, som forvalter pensionsopsparinger for
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offentlige og private forskningsinstitutioners medarbejdere pa tvers af de europaiske landes grenser. Modellen
for Resaver baserer sig pa arbejdsgivere og investeringsbanker frem for arbejdstagerejede pensionsfonde, som vi
kender dem i Danmark. Resaver er fondsbaseret og funderet i belgisk lovgivning. Resaver anbefales nu af EU
(Kommissionen) som mobilitetsfremmende, hvilket er meget bekymrende.

Beslutning:

- DLI-kontoret finder nyt datoforslag til DLI-mode i Bruxelles som afstemmes med EP-kalenderen og fremsendes til DLI-med-
lemmerne

7. EVT.

Der var ingen bemarkninger under punktet.
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Ekspertudvalget for erhvervsretning af 10. klasse

Forretningsudvalget, Danske Underviserorganisationers Samrad
Att. Rasmus Moller, RAM@dIf.org

Kare DUS, forretningsudvalget

Tak for henvendelsen af 17. april og jeres fxlles formuleringer af per-
spektiver og holdninger til 10. klasse.

Den proces, for udvalgets arbejde, som vi har tilrettelagt tager afsxt 1, at
udvalget skal have en bred og aben dialog med interessenter pa omradet.

Jeg vil derfor pa udvalgets vegne kvittere for jeres invitation til et falles
mode om perspektiverne for 10. klasse. I forlengelse heraf foreslar jeg, at

vores sekretariater i fellesskab aftaler, hvordan et sidant mede kan set-
tes op.

Med venlig hilsen

Jan Olsen

25. april 2019
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19/07/19

PRE-CONGRESS

LGBTI Caucus

09:30 - 10:30 Plenary | (E/F/S)
SILK1+2

CSFEF Meeting

09:30 - 12:30 Session 1 (meeting conducted in French)
NILE 3 + 4

LGBTI Caucus

11:00 - 12:30 Thematic Discussion 1 (E/F/S)
SILK1+2

11:00 - 12:30 Thematic Discussion 2 (E)
SILK 3

12:30 - 14:00 LUNCH BREAK

CSFEF Meeting

14:00 - 17:30 Session 2 (meeting conducted in French)
NILE 3 +4

EI/PSI LGBTi Forum

14:00 - 15:30 Plenary (E/F/S)
SILK1+2

16:00 - 17:30 Union Good Practices 1 (E/F/S)
SILK 1 +2

16:00 - 17:30 Union Good Practices 2 (E)
SILK 3

17:30 - 1750 Plenary Report Back (E/F/S)
SILK1+2

20/07/19

PRE-CONGRESS

Executive Board

09:00 - 12:30 Officers Meeting (E/J/Pt)
Marriott Hotel

Indigenous Peoples Caucus
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Education and Solidarity Network (AGM)

Plenary (E/F/S)
SILK 1

09:30 - 12:30
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Further and Higher Education Caucus (FHE)

Plenary (E/F/S)
NILE1 +2

09:30 - 12:30

Indigenous Peoples Caucus

Workshop 1 (E/F/S)

11:00 - 12:30
SILK 3

11:00 - 12:30 Workshop 2 (E)
SILK 4

12:30 - 14:00 LUNCH BREAK

Executive Board

El ExBo 53 (E/F/S/J/Port)
Marriott Hotel

14:00 - 17:30

Indigenous Peoples Caucus

Workshop 3 (E/F/S)

14:00 - 15:30
SILK 4
14:00 - 15:30 Workshop 4 (E)

SILK 3

Education and Solidarity Network (AGM)

Plenary (E/F/S)
SILK 1

14:00 - 18:00

Further and Higher Education Caucus (FHE)

14:00 - 15:30
NILE 3

14:00 - 15:30
NILE1 +2

Parallel Session - Countering Precarious Employment (E)

Parallel Session - Presentation and Discussion of EI TVET Study (E/F/S)

Indigenous Peoples Caucus

Plenary (E/F/S)
SILK 4

16:00 - 17:30

Further and Higher Education Caucus (FHE)

Plenary (E/F/S)
NILE1 +2

16:00 - 17:30
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PRE-CONGRESS

Women’s Caucus

09:00 - 10:30

Plenary (E/F/S)
GH 201+ GH 202

Women’s Caucus - Roundtable Discussions

11:00 - 12:30 Sharing & Learning from Experiences (E/F)
SILK 2

11:00 - 12:30 What do you need in your 'Leadership Toolkit' to Practice Inclusive Leadership? (E)
SILK 1

11:00 - 12:30 What next for #Metoo/#BalanceTonPorc/#Yo Tambien/#NiUnaMenos & Social Media...etc (E/S)
SILK 3

11:00 - 12:30 Women's Leadership and Union Cultures & Structures (E/F/S)
GH 201 + GH 202

11:00 - 12:30 World Congress Resolutions Through a Gender Lens
SILK 4

12:30 - 14:00 LUNCH BREAK

Women’s Caucus

14:00 - 15:30 Plenary (E/F/S)
GH 201 + GH 202
CONGRESS OPENING

17:00 - 19:00 Opening Carmony (E/F/S/G/R/A/J/PT/Thai)
HALL 1-3

19:00 - 21:30 Welcome Reception
GH 201 + GH 202 + GH 203

22/07/19

CONGRESS DAY 1

09:30 - 12:30 Congress Plenary | (E/F/S/G/R/A/J/Port)
HALL 1-3

12:30 - 14:00 LUNCH BREAK

14:00 - 18:00 Congress Plenary Il (E/F/S/G/R/A/J/Port)

HALL 1-3

Parallel Regional Meetings

18:15 - 20:00

18:15 - 20:00

EI ACCRS Meeting (E/F/A)
SILK 3

El NA/C Regional Meeting (E/F/S)
NILE1 +2
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18:15 - 20:00 EIAL Regional Meeting (NONE)
MR 218
18:15 - 20:00 EIAP Regional Meeting
SILK 4
18:15 - 20:00 EIRAF Regional Meeting (E/F)
NILE 3 + 4
18:15 - 20:00 ETUCE Regional Meeting (E/F/S/R)
SILK1+2
23/07/19
CONGRESS DAY 2
Promoting Democracy and Human and Trade Union Rights
09:30 - 12:30 Congress Plenary Ill (E/F/S/G/R/A/J/Port)
HALL 1-3
12:30 - 14:00 LUNCH BREAK

4/6af6

Parallel Breakout Sessions

14:00 - 15:30 Stream 1 : UNION RENEWAL (E/F/S/G)
SILK1+2
14:00 - 15:30 Stream 2 : LIVING OUR VALUES (E/F/S/R)
SILK3 +4
14:00 - 15:30 Stream 3 : TAKING THE LEAD IN NEW POLITICAL LANDSCAPES (E/F/S/A)
NILE1+2
14:00 - 15:30 Stream 4 : MAKING IT HAPPEN: EFFECTIVE WAYS OF INFLUENCING AND CAMPAIGNING (E/F/S/Port)
NILE 3 + 4
15:30 - 16:00 BREAK
16:00 - 18:00 Congress Plenary IV (E/F/S/G/R/A/J/Port)

HALL 1-3

Roundtable Meeting

Commonwealth Teachers Group

18:00 - 20:00

NILE 1
24/07/19

CONGRESS DAY 3
Advancing the Profession

09:30 - 12:30 Congress Plenary V' (E/F/S/G/R/A/J/Port)
HALL 1-3

12:30 - 14:00 LUNCH BREAK

Parallel Breakout Sessions
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PP Stream 1 : UNION RENEWAL (E/F/S/G)
NILE 1 +2

R Stream 2: LIVING OUR VALUES (E/F/S/R)
SILK3 +4

A - Stream 3 : TAKING THE LEAD IN NEW POLITICAL LANDSCAPE (E/F/S/A)
NILE1 +2

14:00 - 15:30 Stream 4 : MAKING IT HAPPEN: EFFECTIVE WAYS OF INFLUENCING AND CAMPAIGNING (E/F/S/Port)
NILE3 +4

15:30 - 16:00 BREAK

16:00 - 18:00 Congress Plenary VI (E/F/S/G/R/A/J/Port)
HALL 1-3

Roundtable Meeting

18:15 - 20:00 ECE Round Table (E/F/S)
NILE 1 +2

18:15 - 20:00 ESP Round Table (E/F/S)
SILK3 +4

18:15 - 20:00 Young Advocates Round Table (E/F/S)
NILE 3 + 4

25/0719

CONGRESS DAY 4
Ensuring Free Quality Education for All

09:30 - 12:30 Congress Plenary VIl (E/F/S/G/R/A/J/Port)
HALL 1-3

12:30 - 14:00 LUNGH BREAK

Parallel Breakout Sessions

14:00 - 15:30 Stream 1: UNION RENEWAL (E/F/S/G)
SILK1+2

14:00 - 15:30 Stream 2 : LIVING OUR VALUES (E/F/S/R)
NILE3 +4

1400 - 15:30 Stream 3 : TAKING THE LEAD IN NEW POLITICAL LANDSCAPE (E/F/S/A)
NILE1 +2

14:00 - 15:30 Stream 4 : MAKING IT HAPPEN: EFFECTIVE WAYS OF INFLUENCING AND CAMPAIGNING (E/F/S/Port)
NILE 3 + 4

15:30 - 16:00 BREAK

16:00 - 17:00 Congress Plenary VIII (E/F/S/G/R/A/J/Port)
HALL 1-3

El Awards
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17:00 - 18:00 Ceremony (E/F/S/G/R/A/J/Port)
HALL 1-3
18:00 - 21:00 Reception
GH 201 + GH 202 + GH 203
26/07/19
CONGRESS DAY 5
09:30 - 13:30 Congress Plenary IX (E/F/S/G/R/A/J/P)

HALL1 +3

Executive Board

14:30 - 16:00

El Executive Board (Incoming Members 1st Meeting) (E/F/S)
NILE 4
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El's kongres 2019 i Bangkok

Oversigt over forslag til resolutioner, budget og program samt eendringsforslag til vedteegter og forfatning

Forslag til resolutioner

Nr. | Titel Forslagsstiller Kommentarer
PROPOSED CONGRESS ENABLING [ExBo Denne resolution udelukker ikke et nyt resolutionsforslag vedr.
RESOLUTION ON THE RE- medlemsdiskussioner om EI’s struktur, men giver blot ExBo mulighed
ORGANISATION OF THE for at komme med forslag til justeringer og konsekvensrettelser af
CONSTITUTION AND BY-LAWS vedtagterne.

(Vedteegterne i El bestar af Constitution (de overordnede principper
for El) og By-laws (specifikke retningslinjer for udmgntningen af
Constitution))

SECTION A — Educators and their Unions Taking the Lead

Al | EDUCATORS AND THEIR UNIONS ExBo Om El's og medlemsorganisationers overordnede opgaver og
TAKING THE LEAD udfordringer vedr. arbejdsvilkar, leererkvalifikationer, paedagogik og
uddannelsespolitik samt udvikling af underviserfagforeninger.

A2 | SCHOOL LEADERSHIP SADTU (Sydafrika) Er der ressourcer i El til det foreslaede, fx “global study on school
leadership...” og "to facilitate exchange among school leaders and
member organisations, including through conferences...online
platform”?

A3 | DISASTER PREPAREDNESS AND +20 MO fra Syd- og Tekstdel omhandler regionale forhold, men anbefalingerne er globale
RESPONSE Nordamerika

Stemme
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Nr.

A4

AS

A6

A7

A8

A9

Titel Forslagsstiller

ON THE VALUE AND UCU (UK)
IMPORTANCE OF TECHNICAL

VOCATIONAL EDUCATION AND

TRAINING (TVET)

STRENGTHENING EQUITABLE ACCESS ExBo
TO TEACHING, LEARNING AND
RESEARCH MATERIALS

“DEFENDING EDUCATION, FE.CC.OO, STEs-I, FeSP-UGT
SUSTAINING THE WORLD” (Spanien)

EDUCATION AND RESEARCH PLAY |SNCS-FSU og SNESUP-FSU

A CRUCIAL ROLE FOR THE (Frankrig) og FQPPU (Canada)
ENVIRONMENT AND FOR THE

FUTURE OF HUMANITY

ACHIEVING AGENDA 2030 BY NAPTOSA og SADTU
MOVING AWAY FROM CORPORAL ((Sydafrika)
PUNISHMENT TOWARDS

POSITIVE APPROACHES TO

CLASSROOM DISCIPLINE

PEACE EDUCATION - NO ARMS  |GEW (Tyskland)
EXPENDITURE - BOOKS NOT
BOMBS

Kommentarer

Om ophavsretslovgivning og -principper. Vedrgrer bl.a. leereres ansvar
ved anvendelse af ophavsretsbeskyttet materiale samt generelt om
undtagelse af uddannelse ift. visse dele af ophavsretslovgivning. Har
betydning ift. position vedr. iseer EU- og national lovgivning i Danmark.

Referencer til Spanien, omhandler uddannelses betydning for
klimaindsats

Ombhandler kun meget indirekte uddannelse (og forskning) ift. klima,
herunder opfordring til lande om at samarbejde internationalt om
uddannelse og forskning, der bidrager til at udvikle og dele
videnskabelig viden om klima m.v.

Omhandler afskaffelse af fysisk afstraffelse i skoler

Forslaget vedrgrer et ikke-uddannelsessektorrelevant omrade
(militeer), og indeholder kun et enkelt relevant forslag (om at laerere
ikke skal vaere tvunget til at give militeeret adgang til rekruttering af
skolens elever). Derudover en raekke forslag vedr. SDG, der kan stilles
uden militaeret som objekt.

SECTION B — Promoting Democracy, Human and Trade Union Rights
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Nr.

B1

B2

B3

B4

BS5

B6

B7

Titel Forslagsstiller

EDUCATION FOR DEMOCRACY ExBo

WOMEN AND GIRLS RIGHTS ITU (Irak),
NASWUT (UK)
SECURING LGBTI RIGHTS NASUWT (UK)

MULTIPLE AND INTERSECTING ExBo
FORMS OF DISCRIMINATION

GENDER EQUALITY GTU (Gambia) og SET (Chad)
ELIMINATING ALL FORMS OF ExBo

SEXUAL HARASSMENT AND

SEXUAL VIOLENCE IN EDUCATION

UNIONS.

QUALITY PUBLIC EDUCATION AFT (USA)
AND FREE TRADE UNIONS ARE

THE CORNERSTONE OF

DEMOCRACY

Kommentarer

Vigtigt forslag indholdsmaessigt, men har El ressourcer til et sa
omfattende arbejde, som der foreslas, herunder: “To prepare a report
on the state of democracy in the world today, identifying the threats
to democratic values and outlining the contribution which quality
education for all can make to reinforcing democratic values in society;”

Handler om kvinderettigheder generelt, men har ogsa fa konkrete
elementer om uddannelse og underviserfagforeninger inden for emnet

Mainstreaming af LGBTI

Ombhandler fremme af intersektionel feminisme i El’s,
medlemsorganisationers + lande og internationalt virke som redskab
mod diskrimination i bl.a. uddannelse, fx: “Include perspectives on
multiple and intersecting forms of discrimination in all El publications,
websites, and in relevant bilateral and multilateral cooperation
between El and El member organisations”.

Malrettet specifikt mod El medlemsorganisationer i Afrika ift.
implementering af ligestilling mellem mand og kvinder m.v. og El's
rolle i denne implementering.

El skal udarbejde relevante politikker, guidelines og materiale pa
omradet

Generelt om demokratisituationen i verden samt med konkrete
forslag, fx at samarbejde med UNESCO om “creation of multi-cultural,
multi-lingual classrooms materials”

Stemme
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Nr.

B8

B9

B10

B11

B12

B13

Titel

THAT EI CONDUCT RESEARCH
EXPLORING THE CONTRIBUTIONS
STRONG TRADE UNIONS MAKE
TO SOCIETIES WITH ROBUST

HUMAN RIGHTS

DEMAND, RESIST, RECONQUER

DECOLONISING EDUCATION

MODERN DAY SLAVERY

EDUCATION FOR REFUGEES

CHILD LABOUR

Forslagsstiller

CTF-FCE (Canada)

FNEC-FP FO, SNETAA-FO
(Frankrig), F-SYNTER (Burkina
Faso) SYNAFEN (Niger),
SNAPEST, UNPEF (Algeriet),
GEW (Tyskland), EGITIM-SEN
(Tyrkiet) OLME (Graekenland)
KTOEOS (Cypern)

ExBo

AFT (USA)

FE.CCOO (Spanien), NASUWT

(UK), Lararforbundet (Sverige),

GEW (Tyskland)

SYNADEEPCI
(Elfenbenskysten)

SECTION C — Advancing the Profession

Kommentarer

“El conduct research exploring the contributions strong trade unions
make to societies with robust human rights. to better understand, and,
then promote, the correlation between strong trade unions and
societies with robust human rights.”

Har El ressourcer til dette?

Fokus pa gkonomisk krise, Global Response-relaterede emner og
forslag til El handling pa omradet

Dekolonialisering af uddannelse — herunder at sikre at uddannelse i
(post)-kolonialiserede lande inkluderer oprindelige folks paedagogik,
leeringstilgange m.v. Forslaget taler ind i forholdet mellem Danmark og
Grgnland, og IMAK bgr derfor orienteres/konsulteres

De konkrete forslag til ExBo omhandler udvikling af
undervisningsmateriale, webportal m.v. Det er dyrt.

Forslag til El og medlemsorganisationer om stgtte for flygtninge og
leerere vedr. uddannelse. Kan vaere relevant i dansk kontekst for
foreningen

Indeholder bl.a. opfordring til at lande sikrer gratis kvalitetsuddannelse
for alle og obligatorisk skolegang

Stemme
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Nr.

C1

Cc2

c3

c4

c5

Titel

ADOPTION OF THE EI/UNESCO
GLOBAL FRAMEWORK OF
PROFESSIONAL TEACHING
STANDARDS

THE FUTURE OF THE TEACHING
PROFESSION

TEACHERS’ MENTAL HEALTH

ACADEMIC FREEDOM IN HIGHER
EDUCATION

SAFEGUARDING ACADEMIC
FREEDOMS IN HIGHER
EDUCATION AND RESEARCH

Forslagsstiller

ExBo

OAJ (FI) GEW, JTU (Japan) KTU
(Korea) STU (Singapore)
FECCOO, AFT

NASUWT

CAUT (Canada) UTAG (Ghana)

SNCS-FSU, SNESUPFSU
(Frankrig) FQPPU (Canada)

Kommentarer

Dette kan blive en af de vigtigste resolutioner, da den taler for,
at vi alle tilslutter os udviklingen af en feelles international
definition af professionelle undervisningsstandarder, der bl.a.
vedrgrer lererkvalifikationer. Der er tale om 12 principper inden
for tre domaener: 1) Teaching knowledge and understanding 2)
Teaching practice 3) Teaching relations. Denne form for
standarder er relativt udbredt i den angelsaksiske del af verden.
De taler ind i mange nationale uddannelsespolitiske dagsordener
og initiativer. Indholdet kan tolkes i en retning, der kritiserer
danske uddannelsespolitiske beslutninger, fx L409 og
folkeskolereformen. Det er derfor en vigtig resolution at
diskutere politisk, ikke mindst ift. stillingtagen. DUS, NLS og
ETUCE kan ogsa veere vaesentlige rammer at drgfte forslaget i.
“Congress mandates the Executive Board to seek the recognition
and endorsement of this framework by the International Task Force
on Teachers for Education 2030, UNESCO, ILO, OECD and other UN,
intergovernmental and relevant agencies. “

Der er lidt udfordringer i resolutionen med sprog og kontekst — en ikke
helt sammenhangende fokus pa uddannelse og
arbejdsmarked/arbejdere. Taler dog ind i spgrgsmalet om en politik
om kunstig intelligenspa skole- og uddannelsesomradet i Danmark.

Relevant ift. udfordringer i DK vedr. underviseres psykiske arbejdsmiljg

Vaesentlige pointer omkring akademisk frihed og ansattelsesvilkar,
men mange ressourcekravende forslag, som det er lidt usikkert om El
har ressourcer til at Igfte.

Det ser ud til, at man muligvis kan inkorporere dele af denne i C4. Der
er bl.a. fokus pa open access.

Stemme
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Nr.

C6

SECTION D - Ensuring Free Quality Education for All

D1

D2

D3

D4

D5

Titel Forslagsstiller
EDUCATION SUPPORT ExBo
PERSONNEL

IMPLEMENTATION OF THE ExBo
SUSTAINABLE DEVELOPMENT

GOALS

GLOBAL CITIZENSHIP EDUCATION |NEU (UK)
— IMPLEMENTATION OF SDG 4.7

COMMERCIALISATION OF THE NEU (UK)
SUSTAINABLE DEVELOPMENT

GOALS

EXPANDING AND SUSTAINING [ExBo
THE GLOBAL RESPONSE TO
COMMERCIALISATION &
PRIVATISATION OF EDUCATION

QUALITY  EARLY
EDUCATION FOR ALL

CHILDHOOD BUPL, AFT, GEW, KNUT,
GNAT,
csQ

Kommentarer Stemme

Relevant for DUS-samarbejdet ift. inkludering af ESP i dansk kontekst
herunder ift. de fagforeninger der organiserer ESP i Danmark og ikke er
en del af DUS samt El. Der er en raekke politiske implikationer i
forslaget.

@ge indflydelse og pavirke beslutningstagere mht til at opna SDG
malene generelt og Mal 4 mere specifikt — via lobby arbejde,
deltagelse og opbygge strategiske netvaerk med ligesindede. Herunder
at sikre at uddannelse ikke reduceres til kvantitative indikatorer.

Opfordring til at ExBo specifikt fremmer delmal 4.7 vedr.
folkeoplysning og undervisning om demokratisk og baeredygtig levevis.

Opfordring til at ExBo arbejder imod delmal 17.17 vedr. PPP (Public-
Private Partnerships), for at sikre at SDG’erne ikke udnyttes
kommercielt.

Det er eventuelt muligt, at denne anbefaling kan indga i ExBos
resolution om “kommercialisering” (se D4 nedenfor).

Forslag om at fastholde og udvide Global Response strategien og
aktiviteterne.

Anbefalingen gar p3, at ExBo skal fortsaette arbejdet for fgrskole og
indskolingsomradet, dels ved at styrke samarbejdet mellem de
relevante medlemsorganisationer, og dels ved pavirkning af relevante
beslutningstagere uden for organisationen.
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Nr.

D6

D7

D8

Titel Forslagsstiller

CONTINUED ACTION AGAINST UNATU, TUM, SPASH,

CHILD LABOUR BY FIGHTING TSASH,
SCHOOL DROPOUT AND SNEC
WORKING TOWARDS QUALITY

INCLUSIVE EDUCATION FOR ALL

OFFICIAL DEVELOPMENT BUPL,
ASSISTANCE (ODA) - AOB,
MEETING THE 0.7% GL

COMMITMENT AND
RECOGNISING THE IMPORTANCE

OF EDUCATION NASUWT

REQUEST FOR AN EXCHANGE OF [USLTS
STUDENTS AND TEACHERS OF |Sri Lanka
JUNIOR SECONDARY,

SECONDARY OR TERTIARY

BETWEEN EI MEMBER

COUNTRIES TO CREATE A GLOBAL

SCHOOL

COMMUNITY

Kommentarer Stemme

En utraditionel samling af albanske og afrikanske organisationer
foreslar at El fokuserer yderligere pa "bgrnearbejde”. Fra de nordiske
organisationer side synes vi i forvejen, at El bruger uforholdsmaessigt
mange ressourcer pa netop Child Labour, som et eksempel pa et
omrade, der ligger i periferien af laererorganisationers
interesseomrade og hvor der allerede er mange andre aktgrer. | dette
spgrgsmal er vi MEGET uenige med iszer tyskerne (GEW) og
holleenderne (AOB), hvis usynlige hander eventuelt har haft en finger
med i udarbejdelsen af dette resolutionsforslag.

Men kan man stemme “nej” til at ggre noget mod bgrnearbejde?

El og EI's medlemsorganisationer skal arbejde for, at alle lande — og
ikke kun de 5 som forslagsstillerne (stort set) repraesenterer — afsaetter
0,7% af deres GNI til udviklingsarbejde.

(De nyeste tal viser, at hvis vi treekker flygtningeudgifter i Europa og
militaerbistand ud af regnskabet, sa skumper dansk udviklingsbistand
ind til ca. 0,4 % af GNI)

Det er noget uklart, hvad der mere specifikt indstilles til i dette
resolutionsforslag. Det mest specifikke er overskriften — men den
gentages ikke i teksten!
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Nr. | Titel Forslagsstiller Kommentarer Stemme

D9 | PROTECTING THE RIGHTS OF NEA Forslaget omhandler lige rettigheder og inklusion. Forslaget tangerer
IMMIGRANT AND REFUGEE (USA) dog ogsa mere generelle udlendingepolitiske synspunkter, der maske
CHILDREN

er pa graensen ift. hvad der er relevant for uddannelsessektoren —
uagtet at det er sympatiske synspunkter. Opfordrer El til at facilitere
erfaringsudveksling mellem medlemsorganisationerne i hvordan man
stgtter flygtningebgrn, og sikrer dem bedre forhold i de lande, hvor
staten overtraeder deres basale rettigheder. Den taler ind i den danske
lovgivning og regler vedr. undervisning af flygtninge og indvandrere.

D10 | THE RELATIONSHIP BETWEEN ExBo Relevant forslag om problemstillinger ift. digitalisering m.v. i
INFORMATION AND undervisning og uddannelse, herunder kommerciel anvendelse
COMMUNICATIONS (tracking) af elever og leereres data. Der er dog ikke mange svar p3,
HIECLIEOES G hvad El anser som hensigtsmaessig og gnskveerdig anvendelse af
TEACHER POLICY AND STUDENT T .

LEARNING digitalisering. Betydning af punkt 3 iii) skal afklares.

SECTION E- Other resolutions

E1l | EDUCATION UNION RENEWAL:  |NEU (UK) Fremme af blandt andet deltagerdemokrati i underviserfagforeninger.
THE NEW IMPERATIVE Der refereres til ETUCE-initiativ i forslaget. Har derudover samme
tematikker som Al (ExBo); kommercialisering, overenskomster

E2 | STRENGTHENING EI TO MEET SNES-FSU, SNESUP-FSU, Om El struktur. Dorte Lange har veeret i dialog med Odile Cordelier fra
FUTURE CHALLENGES SNCS-FSU (Frankrig), FLC- SNES om denne.
CGIL, UIL-Scuola (Italien)

E3 | SITUATION IN MOROCCO SNE-CDT, SNE-FDT, SNESUP Formen og sprogbrug i resolutionen bgr nok modereres.
(Marokko)
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Proposed amendments to the Constitution and By-Laws

Nr. | Titel Forslag | Kommentarer Stemme
stiller

A Amendments proposed by the Executive Board

1 Aims and General Principles ExBo Omformuleringer af Els malsaetninger i Constitution - som udlgber af struktur
hgringsprocessen. Desuden stadfaestelse af El's uafhaengighed af den globalt og nationalt
organiserede fagbevaegelse i By-Laws. Ikke umiddelbart noget kontroversielt.

2 Resolutions at Congress ExBo Tekniske praeciseringer er resolutionsfremsaettelsesprocessen i By-Laws. Ikke umiddelbart
noget kontroversielt.

3 Payment of Membership Dues | ExBo | forbindelse med kampagen for at fa medlemsorganisationerne til at betale for deres reelle
medlemstal, er det gaet op for ExBo, at definitionen pa hvem der er El kontingentbetalende
medlemmer i El medlemsorganisationerne er uklart formuleret i Constitution og By-Laws.
Formalet med dette vedtaegtsaendringsforslag er derfor at fastsla, at medlemsorganisationer
skal betale El kontingent for ALLE medlemsorganisationens kontingentbetalende medlemmer.
Dette er udfordring for DLF, idet vi kun betaler El kontingent for vores ca 60.000
"erhvervsaktive” medlemmer og ikke for vores ca. 25.000 pensionister og studerende - som
kun betaler 10-20% af fuldt DLF medlemskontingent. | tilfeelde af vedtagelse af denne
vedtaegtsandring, har DLF derfor valget mellem enten at betale et langt hgjere kontingent til
El eller at indga i statistikken over de medlemsorganisationer, som ikke betaler El kontingent
for "alle sine kontingentbetalende medlemmer”.

4 Officers and Executive Board ExBo En przecisering i Constitution af rollefordelingen i El’s ledelse. Den kunne vaere endnu mere
detaljeret, men er en klar forbedring.
Desuden er der et forslag om at 5 ud af de 9 open seats skal forbeholdes kvinder, men dette
forslag bortfalder med ExBo stgtte til AFTs forslag om at udvide antallet af open seats til 10.
(se B5 "Executive Board” nedenfor)

5 Regions ExBo Er nu blevet revideret i overensstemmelse med de europaiske medlemsorganisationers
interesser —i at sikre ETUCE sa hgj grad af uafhaengighed fra El som muligt.

B Amendments proposed by Member Organisations
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Membership of the Executive
Board

El Constitution and EI By-laws

El Constitution and EI By-laws

Finances of Regional
Structures

Executive Board

Official languages

NTEU
Australie
n

OZPSa
Slovakiet

CMOS-
PS
Tjekkiet

VBE
Tyskland

AFT
USA

FGEB
Tunesien

NTEU, foreslar at Open Seats gges fra 9 til 10 — og at denne ekstra plads forbeholdes en

repraesentant fra “further and higher education and research”. Dette forslag abner en ladeport

for, at andre sektorer i uddannelsesverden vil kunne kraeve en saerskilt plads i ExBo.

Det forslag er identisk med A5 “Regions” ovenfor

Det forslag er (ogsa) identisk med A5 “Regions” ovenfor

Det forslag er lidt forskelligt fra A5 “Regions” ovenfor — men mon ikke at VBE treekker det, nu
da ExBo i mellemtiden har accepteret de sendringer de europaeiske organisationer kraevede.

ExBo stgtter AFT’s forslag om at udvide antallet af open seats fra 9 til 10. AFTs begrundelse er
at skabe mere "diversitet”. Den mindre officielle beveeggrund er at sikre den mexicanske
organisation en plads i ExBo (efter at de “flyttet” fra Latinamerika-regionen til Nordamerika-
regionen).

| AFT’s forslag pastas det i gvrigt, at en udvidelse af ExBo med et medlem ikke vil fa
gkonomiske konsekvenser, idet der aldrig er 100% deltagelse pa ExBo mgderne!

Forslaget gar ud pa at g@re arabisk til et officielt El sprog pa linje med de 4 nuvaerende
(engelsk, spansk, fransk og tysk), samt at udvide de 5 regioner med en ny region "Middel-
East/North Africa”.

Program and Budget 2020-2023 - recommendations regarding the dues payment system

Nr | Titel Forslags | Kommentarer Stemme
stiller
A Enabling Resolution regarding the Program and Budget
(Pge kontingentsatsen (”ceiling rate”) med op til 2 % arligt | ExBo Der er sadan set ikke noget nyt i, at El kongressen giver ExBo
12021, 2022 og 2023, med mindre at den samlede mulighed for at gge “ceiling rate” (dvs det kontingent
kontingent indkomst stiger mere end inflationen og organisationerne fra de rigeste lande betaler) med 2 % arligt.
10
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Ignstigningerne (i Belgien)

Det er betryggende, at kontingentsatsen KUN kan gges - og KUN
i det omfang - at Els samlede kontingent indkomst ikke stiger
set i forhold til de generelle prisstigninger.

Men spgrgsmalet er, om El hgjere grad bgr prioritere i hvilke
opgaver organisationen patager sig, fremfor konstant at gge
kontingentet pga af manglende medlemsfremgang.

B Recommendation regarding Principles underpinning the Current Dues Payment System

(i) | GNI skal fortsaette med at vaere udgangspunktet for ExBo Det er ikke alle, der mener, at GNI er en fair malestok for, hvor

udregning af kontingent niveauet meget en medlemsorganisation skal betale i kontingent.
Diskussion strander dog oftest pa, at det sveert at finde et
alternativ der er bedre — og ikke mindst et, der er praktisk at
administrere.

(ii) | Safremt GNI har et meget stort positivt eller negativt ExBo Dette er for at sikre, at et ekstraordinzert national gkonomisk
udsving kan kontingentet hgjest stige eller falde med 5% udsving (malt i GNI) ikke far lige sa store konsekvenser for

kontingentniveauet for de medlemsorganisationer dette matte
vedrgre.

(iii) | ExBo skal konsultere de organisatione,r der ikke betaler ExBo Dette er en del af kampagnen for at fa alle organisationer til at
fuldt kontingent og finde holdbare Igsninger betale kontingent svarende til deres reelle medlemstal.

(iv) | ExBo skal foresla nationale fgderationer af ExBo Her bergrer vi et principielt spgrgsmal: Skal El blande sig i
underviserorganisationer, at de indkraever El hvordan en fgderation indkraever kontingenter fra sine
kontingentet separat fra fgderationskontingentet medlemsorganisationer?

(v) | ExBo gives autoritet til at laegge en tidsplan for hver af de | ExBo Dette forslag vil give ExBo mulighed for at indga aftaler om

organisationer som ikke betaler fuldt kontingent

overgangsordninger for individuelle medlemsorganisationer, i
forsgget pa at sikre fuld kontingentbetaling pa laengere sigt.

C Recommendation regarding Changes to the Current Dues Payment System

(i) | Noget med at haeve “floor rate” — den laveste contingent | ExBo Selv Duncan Smith kan ikke forklare hvad denne anbefaling gar
kategori .... ud pa — han henviser til Charlie Lennon!
(ii) | Noget med at haeve GNI limit ... ExBo Selv Duncan Smith kan ikke forklare hvad denne anbefaling gar

ud pa — han henviser til Charlie Lennon!

11
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DANISH MINISTRY
OF EDUCATION

The Minister

Frederiksholms Kanal 21

DK-1220 Copenhagen K
Tel. No.: +45 32 92 50 00
Email: uvm@uvm.dk

www.uvm.dk

CVR no.: 20453044

Dear Andreas Schleicher, 5 April 2018
Ref. no.:18,/04521
First of all we would like to thank the OECD, Education International
and the Portuguese authorities for a successful and well planned ISTP
2018. The background report provided a solid foundation for this year's
discussions, and I found the event fruitful and inspiring.

It is my privilege as head of the Danish delegation to the ISTP 2018 to
forward feedback on behalf of the Swedish, Estonian and Danish
participants. As the ISTP is a dynamic event, we would like to present a
few proposals for consideration with regards to ISTP 2019.

A key to a successful ISTP is the valuable exchange of knowledge and
informal discussions. Against this background we suggest that the
following is considered in the planning of next year’s ISTP:

e To give special attention to the key role of the moderator in keeping
the schedule as well as ensuring a concise and brief recapitulation of
the debates and presentations.

e The debate could be more focused if the themes of the sessions and
the questions were more focused and specific.

e It could also be considered to support more active involvement of
the participants during the main session, e.g. by having them engage
in discussions with each other.

e To invite researchers with a specific relevant knowledge to initiate,
and if it is desired, sum up the topics in each session in order to set
the frame for the session themes and inspire the debates.

We hope that these proposals are useful and that they will be considered
by you and the co-organisers along with other proposals to keep the

ISTP relevant, inspiring and vital.

We look forward to receiving your reflections on our proposals.
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Sagsnr.: 19/04114

Fzlles erklaering til ISTP 2019

Dansk udgave af faelles erklaering

Undervisningsministeriet og Danske Underviserorganisationers Samrad er enige om at fortsatte
det indbyrdes samarbejde om at udvikle lererprofessionen i de kommende ar pa baggrund af
feelles deltagelse 1 det drlige Summit on the Teaching Profession.

I 2019 vil Undervisningsministeriet og Danske Underviserorganisationers Samrad konkret
arrangere en fxlles national konference i efteraret 2019, som sztter fokus pa udvalgte temaer og
indsigter fra dette ars ISTP-konference.

Konferencen skal bringe politiske beslutningstagere, underviserorganisationer, forskere og andre
med interesse for udviklingen af lererprofessionen sammen om den nyeste internationale og
nationale viden om udvikling af lererprofessionen. Konferencen skal bidrage til at skabe en fzlles
forstaelse for udviklingen af laererprofessionen i Danmark og satte dagsordenen for det videre
samarbejde herom.

Engelsk udgave af felles erklering

The Danish Ministry of Education and Danish Educator Organisations’ Council agree to
continue the cooperation on developing the teacher profession in the coming years based on the
yearly Summit on the Teaching Profession.

In the autumn of 2019 the Danish Ministry of Education and Danish Educator Organisations’
Council will organize a joint conference that will focus on selected topics and insights from this
years’ ISTP summit.

The conference will gather political decision makers, teacher organizations, researchers and other
parties with an interest in developing the teaching profession on discussing recent international
evidence on how to develop the teaching profession. The conference will contribute to creating a
common understanding on how to develop the teaching profession in Denmark and will set the
direction for the continued work on this agenda.
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FINNISH NATIONAL
AGENCY FOR EDUCATION

What’s cooking? Recent
developments in the
Finnish education system
and policy

Olli-Pekka Heinonen, Director General Y @Heino1Olli
International Summit on the Teaching Profession
Helsinki, 13 March 2019
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Finland in brief

e population 5.5 million (18 inhabitants / sq. km)
* two official languages: Finnish and Swedish

e persons with foreign background :
6.2 % of the population

* education level of the working age population:

- 11 % basic education
- 44 % upper secondary education
“\ - 45 % tertiary education

| Statistics Finland 2018, Education at a Glance 2016, City of Helsinki media bank
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The Best Basic Education
in the World

WEF, The Global Competitiveness Report
2016-17

Top-Ranking Country in PISA

OECD PISA

Second best performing

Higher Education graduates
OECD Education at Glance 2016

Greatest amount of Human
Capital

WEF, The Human Capital Report 2016

World’s Third Best in Gender
Equality

WEF, Global Gender Gap Report 2015

Photo: Tuomas Uusheimo / Helsingin yliopisto

14/03/2019 1 Finnish National Agency for Education

World’s Best in Press
Freedom

Press Freedom Index 2016

The Safest State

WEF, Travel and Tourism Competitiveness Report
2015

World’s Least Failed State

Fund for Peace Failed States Index, 2016

World’s Second Least Corrupt
Country

Corruption Perceptions Index, 2014

The Best Public
Administration

Lagatum Institute, The Lagatum Prosperity Index

Third Best in Innovation 2016
WEF, The Global Competitiveness Report 2016-17

World’s Second Best Place to
Be a Mother

Save the Children’s annual State of the World’s
Mothers report 2015
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Creative economy
Key research projects

RDI investments Management of ((\
& 7
$ 7
1

IPR rights

Openness, internationality and Q/%
global responsibility A

§ Higher education, general upper secondary school,
O vocational education and training, lifewide |earning, capabilities for (/
O using and developing technology, access to private and public funding ’%\

Employment, productivity and
competitiveness

Good governance, rule of law, effective institutions, predictability, macroeconomic stability,
information policy and data management, early childhood education and care,
Foundation for a good life and comprehensive school, libraries, security and safety, health, social cohe-sion,

well-functioning society social inclusion and trust

TRU ST Source: The Ministry of Eduction and Culture, Finland

14/03/2019 1 Finnish National Agency for Education 4
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Underlying educational understanding
is based on equity

Everyone has the right to basic education free of charge. The public authorities
shall guarantee for everyone equal opportunity to receive other educational
services in accordance with their ability and special needs, as well as the
opportunity to develop themselves without being prevented by economic hardship.

(Constitution of Finland)
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No dead-ends in the education system

Universities

Licentiate & PhD Polytechnics

Master’s Master’s

Bachelor’s Bachelor’s

A

General upper secondary
education

A
10th |

Basic education
Age
e 9 years

Vocational upper secondary
education and training

Age 6 Preprimary education

Age 0-6 Early childhood education and care

Work experience

Specialist vocational
gualification

Work

experience
Further

vocational

gualification

Work experience
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Finnish culture: trust for education

Education policy
— Educational equality and equity

— Delegating decision power and responsibility
from central administration to the local levels

Comprehensive school (= basic education)
— Core curriculum
— Headteachers as pedagogical directors
— School practices: several subjects, small groups, high quality equipment

Teacher education
— Teaching seen as an academic profession
— Highly-qualified teachers
— Excellent students
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15 minute break - after every
45 minutes

KEEP
CALM

AND

ENJOY =5
YOUR EXAM Early

Equal opportunities All children go to No standardized support
and equality publicly funded schools tests in basic education

14/03/2019 ! Finnish National Agency for Education
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Finnish education in international comparison

Differences

between schools
small

Socio-economic
effect moderate

14/03/2019 1 Finnish National Agency for Education h
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Education developed in partnership

Natlonal Local "eachers

e

14/03/2019 1 Finnish National Agency for Education p
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WHAT MAKES TEACHING

PROFESSION SUCH A POPULAR?

Autonomy

* Freedom to choose learning materials and pedagogy

* Freedom to decide on assessement

* Participating in defining local curriculum

Respect

Teachers are well respected
Changing of profession is very rare

Teacher education programmes are popular

Source: Finnish teachers and principals in figures, National Agency for Education, 2018
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* No national examinations in compulsory education

s
FE

* No school inspections at any level
* Focus on improving teacher professionalism

Working Conditions
* Minimum teaching time one of the lowest in OECD countries
e Continuing professional development supported

e Little administration and extracurricular work

- o i, e D |
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Tutor Teacher Model

« The New Comprehensive action plan aimed to
introduce tutor teachers to all ca. 2,200
comprehensive schools in Finland to embrace new
pedagogical approaches, support implementation of
new core curriculum, promote the digitalization of
teaching and increase peer learning and collaboration

« Also training for tutor teachers themselves was made
available in 2016, and regional networks of tutor
teachers in 2017 (5 ECTS)

 Tutor teacher model has been supported
with EUR 23,8 million in 2016-2018
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How to educate and train in an uncertain
and complex world for a future we can't
predict?

14/03/2019 : Finnish National Agency for Education ﬂ
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The Metatasks of Education

1. Transfer the human 2. Give capabilities to confront the
achievements for the | future
next generation @

HISTORY FUTURE

i ajw
i
i
i
i
i
i
i
i
14/03/2019 1 Finnish National Agency for Education : 15
i
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The Race between Technology and Education

o Emm

Inspired by “The race between
technology and education” /
Pr. Goldin & Katz (Harvard) |

Prosperity

Digital Revolution

—————

Source: Charles Fadel

Technology

L ] L] 16
Industrial Revolution © Center for Curriculum Redesign
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Industrial society

Information society

Interaction society

Heart and humanity

Brains

Body and hands
14/03/2019 | Finnish National Agency for Education ﬂ
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Human Labor

Mechanical repetation

Knowledge

Empathy

Co
n
o)

WHO AM |? 7

My values, how I think,
self-transforming mind,
'qO'a,O coherence
l‘ab/-//.
&y
Social and
emotional skills

Ability to use facts

Skills
14/03/2019 1 Finnish National Agency for Education 18
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109%, FORMAL /;

PROGRAMS m Accreditation :

]

|
(] [ ] () '\ ILT " "3 |

'..‘ \\ elLearning : A

zocy N V-classroom : pps
0 Action Learning \ |
NON-FORMAL Experts Network \\ I
Forums & O
LEARNING Communities ",""

"~ étidygrou ps

\\

Coaching and

~ . Mentorin
~' i g

|®

Associative THE LEARNER

Learning EXPERIENCE
@m Job-aids

Simulations
and Serious
Games

Performance Support

W

Learning

14/03/2019 1 Finnish National Agency for Education Organizations

m

Job Shadowing and
Pairing

70%
INFORMAL
LEARNING

Ask the Community

(4

Learning Platforms




Equal teaching

Interface
of
Learning

Diversified needs, starting points and prerequisites
14/03/2019 1 Finnish National Agency for Education ﬂ
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Diversity of demand requires diversity of

SUPI Equality | Equity

The assumption is that Everyone gets the
everyone benefits from supports they need

the same supports. (this is the concept of

This is equal treatment. "affirmative action”), thus

producing equity.

14/03/2019 1 Finnish National Agency for Education
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Justice

All 3 can see the game
without supports of
accommodations because
the cause(s) of the
inequity was addressed.
The systemic barrier has
been removed

21
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Four Keys to Finnish curriculum reform 2016

Changing role of students World of change
- Working together, participation - Environment, globalization.
- Exploratory and creative learning economy, world of work,

v

Changing role of teachers and
teaching ‘
- Learning conception
- Working together and building

learning entities

technology,
l diversity of society )

Impact on children’s
@a=== cnvironment

School as a
learning
community

Changing concepts of

learning and competence

- Wide and transversal, ethical,
sustainable

- Interaction, learning to learn,
working with knowledge

14/03/2019 ' Finnish National Agency for Education

22/30 61/156



Rethinking transversal

competences

National goals for basic education
and transversal competences

 knowledge
e skills

* values

e attitudes

e will

14/03/2019 1 Finnish National Agency for Education
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Thinking and
learning to

Cultural

learn

Participation
and influence,

building the
sustainable
future

Competence
for the world
of work,
entrepreneur-
ship

competence,
interaction
and

expression

Development

as a human
being and as
a citizen

ICT
competence

aking care of
oneself and
others,
managing daily
activities,
afety

Multiliteracy
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Implementation is the strategy

Government proposal 2017

NEW VOCATIONAL EDUCATION AND TRAINING :sof 1 sanuary 2018

Working life is undergoing changes. New occupations keep on emerging and old ones disappear. Technology advances.
Revenue models are renewed. Students’ needs are becoming more and more individualistic. Skills need to be updated
throughout careers.

VERSATILE
LEARNING
ENVIRONMENTS

Skills are updated

Missing skills
are acquired

Learning

at work
PERSONAL
COMPETENCE Skills are
DEVELOPMENT demonstrated
PLAN in practical

FLEXIBLE BROAD-BASED

STUDY TIME, QUALIFICATIONS,
shorter duration 164 qualifications instead of 351
of studies

A SINGLE ACT, A SINGLE AUTHORISATION LESS BUREAUCRACY AND
TO PROVIDE EDUCATION MORE AUTHORITY

14/03/2019 1 Finnish National Agency for Education 24
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NATIONAL
PERSPECTIVE

EDUCATION
PROVIDER

SCHOOLS AND
STUDENTS

COMMUNITY
OF GROWTH

WHAT?

ALL COMPREHENSIVE SCHOOLS
MEET HIGH STANDARDS AND
OFFER EQUAL EDUCATIONAL
OPPORTUNITIES

WHAT?

LEARNING
COMMUNITIES DEVELOP
PROFESSIONALLY

WHAT?

STUDENTS FEEL GOOD
ABOUT THEMSELVES
AND ARE MOTIVATED
TO LEARN

WHAT?

WELLBEING OF FAMILIES
AND RESPONSIBLE
PARENTHOOD

WHY?
EVIDENCE OF
LEARNING AND
WELLBEING

WHY?
EFFECTIVENESS
OF EDUCATION

WHY?
COMPETENCE-
AND INQUIRY-
BASED LEARNING

WHY?

TIMELY SUPPORT
BASED ON
FORESIGHT

HOW?

COHERENT AND
FLEXIBLE SUPPORT
FOR DEVELOPMENT

HOW?

SENSE OF COMMUNITY
AND ADAPTABLE LEARNING
ENVIRONMENTS

HOW?

SENSE OF COMMUNITY, EDU-
CATIONAL COOPERATION AND
PERSONALISED LEARNING
PATHS WITH TIMELY SUPPORT

HOW?

CHILD-, YOUTH- AND
FAMILY-CENTRED
APPROACH

SYSTEMATIC
DECISION-
MAKING,
GUIDANCE
AND
SUPPORT

COMPETENT
TEACHERS,
PRINCIPALS
AND OTHER
SCHOOL
STAFF

COMPETENT
AND SELF-
CONFIDENT
CHILDREN
AND YOUNG
PEOPLE

GOOD
EVERYDAY
LIFE TO
HELP
CHILDREN
LEARN
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FINNISH BASIC EDUCATION
- Exellence through equity for all

privritised, goely

(

EDUCATIONAL LEADERSHIP AND PROFESSIONAL DEVELOPMENT

Developing the school leadership system towards collaborating and constantly
learning expert organisation.

LONG-TERM DEVELOPMENT, FUNDING AND SUPPORT FOR CURRICULUM

IMPLEMENTATION
Development of basic education is founded on a long-term collaboration based on
trust. There is a continuous dialogue between national and local development.

SUPPORT FOR LEARNING, PERSONALISED LEARNING PATHS AND
FLEXIBLE LEARNING SOLUTIONS
Basic education provides all students with equal opportunities for high-quality
and pedagogically relevant teaching.

SCHOOLS PROMOTING WELLBEING
Schools are seen as an essential part of the communities.
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The entire education system will be reformed

Early childhood

education and

care

« higher enrolment
rate

e competence level
among staff will be
raised

» focus on pedagogy

Comprehensive
education

* new curricula
* support for teachers

* new operating
culture

e digital tools and
learning
environments

14/03/2019 1 Finnish National Agency for Education

General upper secondary

education

« provision of more extensive
general knowledge

* cooperation with higher education

institutions

* introduction of special-needs

education

* obligation to provide guidance to

former students

Vocational

education and

training

* flexibility and
individual solutions

¢ learning in workplaces

* prevention of social
exclusion

e reform of
qualifications

Universities and
universities of applied
sciences

Vision for 2030: 50% of
young people complete a

higher education degree, 4%

of GDP allocated for RDI
internationalisation and
Team Finland Knowledge
education exports

Source: The Ministry of Eduction and

Culture, Finland

27
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Strenghten the systemic, holistic approach

School subjects e Also competences, skills

e Teaching individuals * Community capacity building, applied learning
e School-based learning e Lifelong learning path and ubiquitous learning

e Physical, social, ethical,
mental wellbeing separately

Seeing human being as a whole, growth mindset

* Individualistic professional
development of teachers

* School as a learning community

e Provider-based services e Child- and youth- centered serviced

* Global consciousness

14/03/2019 1 Finnish National Agency for Education /28\
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Assess learning

to make it a serious goal

14/03/2019 1 Finnish National Agency for Education

Act on evidence Align actors

€
\.J

to make schools
work for all learners

to make the whole
system work for learning

Source: Learning to realize education's promise
World Bank, World Development Report 2018 29
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Thank you!
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International Summit on the Teaching Profession

Educating our Youngest:

POLICIES FOR EARLY LEARNING

&) OECD

BETTER POLICIES FOR BETTER LIVES
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Foreword

In March 2019, the Finnish Ministry of Education, the OECD, and Education International brought education ministers,
union leaders and other teacher leaders together for the International Summit on the Teaching Profession with the aim to
better support the teaching profession in meeting the formidable challenges of 21st-century education.

One of the secrets of the success of the International Summit on the Teaching Profession is that it explores difficult and
controversial issues on the basis of sound evidence, provided by the OECD as the global leader for internationally
comparative data and analysis. For the first time, the Summit focused on early childhood education and care. This report
summarises evidence that can underpin the discussion of this topic.

The first five years of a child’s life are critical to his or her development. During this period, children learn at a faster rate
than at any other time in their lives, developing cognitive, and social and emotional skills that are fundamental to their
achievements throughout childhood and as adults. The rapid pace of development in early childhood means that investing
in young children, both through their families and through access to high-quality early childhood education and care, leads
to strong personal, social and economic returns. Effective early learning also predicts positive well-being across a range of
indicators in adulthood, including general well-being, physical and mental health, educational attainment and employment.
Disadvantaged children benefit from quality early childhood education and care the most, so investing in early childhood
education and care and improving the quality of the environment for early development and learning could boost social
mobility and inclusive growth.

While most countries have clearly articulated curricula and well-established pedagogical approaches when it comes
to primary and upper secondary education, there is much less agreement among and within countries on how best to
build strong foundations in early childhood education and care in order to shift the emphasis from access to quality, and
from care to quality education. There is also much debate over age-appropriate pedagogies and the right balance in the
development of cognitive, and social and emotional competencies. Often the provision of early childhood education
and care is highly fragmented within education systems.

All of this has major implications for the initial and continued professional development of staff, and for the work
organisation and governance of early childhood education and care.

Following an introductory chapter on policy challenges facing early childhood education and care, the second chapter of
this report examines structural and process quality in early childhood education and care, issues that are closely related
to policy design and implementation, and to dialogue between government and the profession. The third chapter then
turns to what happens inside early childhood institutions with a review of pedagogical practice and the policies that can
shape it. Both of these chapters are based on the OECD Starting Strong projects and related publications (main authors:
Clara Barata, Eric Charbonnier, Arno Engel, Victoria Liberatore, Ineke Litjens, Elizabeth Shuey, Megan Sim, Miho Taguma
and Stéphanie Wall) and on findings from the PISA 2015 assessment (main authors: Francesco Avvisati, Alfonso Echazarra,
Carlos Gonzales-Sancho and Mario Piacentini).

One of the topics that policy makers, educators and parents struggle most with these days concerns understanding the
merits and demerits of introducing technology to foster children’s development. The rise in the amount of time children
spend in front of screens has led to concerns about the consequences of technology use, and how it may affect children’s
brains and their socio-emotional, cognitive and physical development. The fourth chapter explores the interplay between
technology and learning, and summarises some of the literature on the effects of technology use on children, based on

EDUCATING OUR YOUNGEST: POLICIES FOR EARLY LEARNING © OECD 2019
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Foreword

a working paper prepared by Francesca Gottschalk. A final section on the role of schools and policy in safe Internet use
is drawn from a working paper prepared by Julie Hooft Graafland.

The report was prepared by Andreas Schleicher with input from Yuri Belfali and Karine Tremblay, and with support from
Marilyn Achiron.

A%clﬁ-@c}r Q‘\e;c(.e =

Andreas Schleicher

Director for Education and Skills and Special Advisor
on Education Policy to the Secretary-General

© OECD 2019 EDUCATING OUR YOUNGEST: POLICIES FOR EARLY LEARNING
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Executive Summary

Research has shown that attendance at early childhood education and care programmes can have a significant impact
on children’s cognitive, social and emotional development, and on their performance in school — and in life — later on.
There is evidence from both randomised controlled trials and observational studies that early childhood education and
care has the potential to improve the life chances of children from disadvantaged families; yet results from PISA show
that advantaged children are more likely to attend, and to attend for longer periods of time. Failing to tackle this situation
could mean that early childhood education and care continue to exacerbate rather than mitigate inequities in education
and in society.

Some evidence suggests that peers in early childhood education and care influence children’s language and socio-
emotional development. It is thus urgent for policy makers to identify the extent to which disadvantaged children are
clustered together in early childhood education and care programmes, and whether and where centres with substantial
numbers of disadvantaged children are of lower quality than those attended by more affluent children. In most countries,
socio-economically disadvantaged children are the least likely to attend high-quality programmes.

WHAT ARE THE INGREDIENTS OF QUALITY EARLY CHILDHOOD EDUCATION AND CARE?

A growing body of research suggests that the magnitude of the benefits of early childhood education and care depends on
the quality of the services provided. Quality in this context depends on both the infrastructure, i.e. the available physical,
human and material resources, and what is known as “process quality”, i.e. the social, emotional and instructional aspects
of children’s interactions with staff members and other children. In order to attract the most suitable candidates to the
early learning workforce, countries need not only to offer adequate pay, but also provide an environment where leaders
and other staff are given the autonomy, and have the time and space to work as professionals.

Although research emphasises the importance of initial education and continuous professional development opportunities
for early learning staff, there is no simple relationship between the staff’s level of education and process quality or
children’s learning, development and well-being. One way to improve the pedagogical practices used in these programmes
is to enhance the staff's competence to communicate and interact with children in a shared and sustainable manner.
Research finds that it is not necessary for all staff to have attained high levels of education. Highly qualified staff can have
a positive influence on colleagues who work with them but who do not have the same level of qualifications.

WHICH PEDAGOGIES WORK BEST FOR THE YOUNGEST LEARNERS?

A distinction is often drawn between child-centred instruction (activities are child-initiated, children engage in problem
solving and enquiry-oriented learning) and didactic instruction (staff-directed, planned tasks focusing on acquiring
and practicing academic skills). Both approaches may boost children’s skills and practitioners could combine different
approaches depending on the purpose; but some evidence suggests the importance of including child-centred instruction
at the earliest ages. Research shows that academic, staff-initiated practices and approaches are more likely to improve
children’s academic outcomes, including 1Q scores, literacy and numeracy skills, and specific subject knowledge, while
child-centred practices are more likely to improve a child’s socio-emotional and soft skills, such as motivation to learn,
creativity, independence, self-confidence, general knowledge and initiative. Research also cautions that strong, didactic,
staff-directed practices may hinder the development of children’s socio-emotional skills, such as motivation, interest and
self-regulation, in the long run.

The curricula for early childhood education and care often contrast with those used in primary schooling, partly because
the latter tend to focus on the content to be taught, while the former typically rely on psychological and educational
theories that inform pedagogical practice, i.e. how to teach, rather than what to teach. While pedagogy is something that
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happens in staff-child interactions, policy can shape pedagogical environments, for example, through curriculum design,
through initial and continuing staff development, and through work organisation.

An OECD study shows that almost all countries have some form of national-level curriculum or framework in place for
early learning. The prescribed learning areas and goals of this framework/curriculum influence the pedagogical approaches
and practices used by early childhood education and care providers. Public policy can also facilitate children’s transition
from early childhood education and care to primary school. Well-managed transitions support children’s well-being,
ensure that the benefits of early childhood education and care endure, prepare children for school and for life, and
improve equity in education outcomes.

WHAT DO WE KNOW ABOUT CHILDREN'’'S USE OF TECHNOLOGY?

These days, preschoolers can become familiar with digital devices before they are exposed to books. Today, not only
schools, but early childhood educational institutions too are exploring ways to integrate information and communication
technology (ICT) into the learning environment. Education systems need to re-evaluate their curricula, and teachers need
to reassess their teaching styles, to ensure that ICT is used effectively. Education policies that foster the development of
children’s digital skills are those that provide adequate training for teachers, and support the integration of technologies
into school curricula. Linking the way children interact with ICT inside of school to the way they already use it outside
of school can be a key to unlocking technology’s potential for learning.

At the same time, given the ubiquity of technology in the lives of 21st-century children, a concerted effort needs to be
made to protect children from the risks associated with technology use. This includes educators, parents and health
practitioners assessing whether screen time is affecting engagement in certain healthy behaviours (e.g. physical activity,
regular meal-times, sleep), setting certain limits to screen use (i.e. limiting the use of certain devices close to bedtime)
and ensuring content-appropriate programming for younger children and adolescents. Based on state-of-the-art evidence,
the effects of technology on well-being are generally too small to warrant widespread policy change.
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Chapter 1

POLICIES FOR EARLY LEARNING:
PROVIDING EQUITABLE ACCESS

Research has shown that attendance at high-quality early childhood education
and care programmes can have a significant impact on children’s cognitive,
social and emotional development, and on their performance in school later
on. This chapter discusses how these programmes can also help reduce social
inequalities and be particularly beneficial to disadvantaged children.
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The first five years of a child’s life are critical to his or her development. During this period, children learn at a faster rate
than at any other time in their lives, developing cognitive, and social and emotional skills that are fundamental to their
achievements throughout childhood and as adults.

Some effects of quality early childhood education and care on children’s development and learning have been
established in the literature, and there is a general consensus that the quality of education and care provided has a
strong impact on children’s early development (Melhuish et al., 2015, ). The OECD Starting Strong reports (OECD,
2001,,; OECD, 2006, ; OECD, 2011 ,; OECD, 2015 ; OECD, 2017 ) and other international research point out that
high-quality early childhood education and care is beneficial for children’s early development and their subsequent
school performance in language use and emerging academic skills, early literacy and numeracy, and socio-emotional
skills (Burchinal, 2016 _; Cappella, Aber and Kim, 2016 ; Melhuish et al., 2015, ; Yoshikawa and Kabay, 2015 ). In
addition, the OECD Programme for International Student Assessment, or PISA, shows that 15-year-old students who
had attended early childhood education for one year or longer are significantly more likely than students who had
attended such a programme for less than one year to attain the baseline level of proficiency in reading, mathematics
and science (OECD, 2017

Ho\)’

Box 1.1. Definitions of terms used in this report

Early childhood education and care includes all arrangements providing care and education for children under
compulsory school age, regardless of setting, funding, opening hours or programme content.

Pre-primary education refers to services for children to support early development in preparation for participation
in school and society, accommodating children from age three to the start of primary education. It is also often
referred to as “preschool” and it corresponds to ISCED level 0.2. For international comparability purposes, the term
“early childhood education” is used to label ISCED level 0.

The benefits of high-quality early childhood education and care also extend to health and well-being, for example by
helping instil the habits of eating healthily and doing regular physical activity (OECD, 2014, ). Evidence is growing that
high-quality early childhood education and care services also help support children’s outcomes later in life, as manifested
in greater labour market participation, a reduction in the incidence of poverty, greater inter-generational social mobility

and better social integration (Sammons et al., 2008,,,; Sylva et al., 2004,,,)-

An early learning environment that provides children with opportunities to engage in developmentally appropriate,
stimulating and language-rich activities, and social interactions can compensate for the risks for children from
disadvantaged backgrounds of falling behind or not reaching their full potential (Arnold and Doctoroff, 2003
Heckman, 2006
programmes.

[14];

us)- Research highlights the long-term benefits of investments in early childhood education and care

Effective early learning also predicts well-being in adulthood across a range of indicators, including general well-
being, physical and mental health, educational attainment and employment. The areas of early learning that are
of particular importance for many adult outcomes include: language and literacy; numeracy and other non-verbal
cognitive skills; self-regulation; emotional health, social well-being, and social and emotional skills. During early
learning, gains in one domain contribute to gains in others. This cycle of reinforcement across domains means that
early learning programmes should be assessed using a whole-child approach, recognising the overlapping nature of
outcomes for young children.

A key goal of most governments’ attempts to increase access to early childhood education and care is to improve
equity in outcomes for older children and adults. This objective is also reflected in Sustainable Development Goal 4.2:
“Ensure that all children have access to quality early childhood education and care so that they are ready for primary
education.”
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Box 1.2. Sustainable Development Goal 4.2

Sustainable Development Goal 4 has 10 targets encompassing many different aspects of education. Seven of these
targets are expected outcomes; three are the means of achieving these targets. Goal 4.2 specifically focuses on
early childhood.

SDG target 4.2 Early childhood development and universal pre-primary education

By 2030, ensure that all girls and boys have access to quality early childhood development, care and pre-primary
education so that they are ready for primary education.

Indicator 4.2.1: The proportion of children under 5 years of age who are developmentally on track in health,
learning and psychosocial well-being, by sex

Indicator 4.2.2: The participation rate in organised learning (one year before the official primary age), by sex

ATTENDANCE AT EARLY CHILDHOOD EDUCATION AND CARE AND LEARNING OUTCONMES

To reap the benefits of early childhood education and care, children must attend a programme. Many of the inequalities
observed in school systems are already present when students first enter formal schooling and persist as students progress
through education. Because research shows that inequalities tend to grow the longer students are enrolled in school,
early childhood education and care can reduce inequalities in education — as long as participation is universal and the
learning opportunities are consistently of high quality.

Access to early childhood education and care has risen sharply in OECD countries, and there is a growing awareness
of the importance of educational and pedagogical programmes for very young children. Despite the increase in recent
years, enrolment rates remain low for younger children, especially for those under the age of three. On average across
OECD countries, about 35% of children under three were enrolled in early childhood education and care programmes
in 2016, although participation at this age varies significantly across countries. By contrast, for the vast majority of OECD
countries, more than 90% of five-year-olds are enrolled (Figure 1.1). These countries are already close to or have reached
the Sustainable Development Goal’s target of universal participation in organised learning one year before the official
age at entry into primary education.

| Figure 1.1 |

Enrolment rates in early childhood education and primary education, by age

B Enrolment rates for children under the age of 3
O Enrolment rates at age 3
== Enrolment rates at age 4
A Enrolment rates at age 5

Korea

Denmark
Luxembourg
Colombia
Slovenia
Germany
Portugal
Lithuania

Netherlands
OECD average S
EU23 average o
Slovak Republic
Czech Republic

Russian Federation

Note: Children under the age of 3 are enrolled in formal childcare (ISCED 0 and other registered early childhood education and care services); 4- and

5-year-old children may already be enrolled in primary education in some countries.
Source: OECD (2018), Education at a Glance 2018: OECD Indicators, OECD Publishing, Paris, https:/dx.doi.org/10.1787/eag-2018-en.
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The increase in access is partly the result of extensions of legal entitlements to a place in such programmes for children
under the age of three, and of efforts to ensure free access for 3-5 year-olds. However, significant differences persist across
OECD countries in the quality of the programmes offered and in the usual number of hours per week that each child is
enrolled. Access is not a guarantee of high-quality early childhood education and care. Therefore, in many countries, the
curriculum framework for pre-primary education has been extended to enhance the quality of those programmes and to
ensure a better transition between pre-primary and primary education.

PISA 2015 found that 15-year-old students score four points higher in science for every additional year they had spent in
pre-primary education; but the association largely disappears after accounting for the socio-economic status of students
and schools. One reason why the association is weak, even before accounting for the socio-economic profile of students
and schools, is that the relation is curvilinear: students who had spent less than one year in pre-primary education score
lower in science than students who had not attended at all or who had spent more than one year.

EQUITY IN ACCESS TO EARLY CHILDHOOD EDUCATION AND LEARNING OUTCOMES

While students who had attended early childhood education and care programmes for longer scored better in PISA, on
average across countries, the benefits are significantly greater for socio-economically disadvantaged children (as shown in
Figures 1.2 and 1.4). Failure to address these differences could mean that early childhood education and care exacerbates
rather than mitigates inequity.

| Figure1.2 |

Age at starting early childhood education and care, and science proficiency at 15,
by socio-economic status

Low socio-economic status

— Low middle
=== High middle
== High socio-economic status
580
2 I
L ~
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g ~ L \
o /_— \
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? 250 / \ \
g — — ~
i
£ 430 L o ——
A / \
380
1 year or 2 years 3 years 4 years 5 years 6 years
younger

Age at first attendance at early childhood education and care

Source: OECD, Programme for International Student Assessment (PISA) database

Across OECD countries, the average duration of attendance at early childhood education and care programmes is
associated with certain characteristics of the schools 15-year-old students attend. Specifically, schools that serve a larger
proportion of socio-economically advantaged students, private schools and schools in urban areas tend to have students
who participated in early childhood education and care for a longer time than schools that serve fewer advantaged
students, public schools and schools in rural areas, respectively (Figure 1.3). This suggests that participation in early
childhood education and care is associated with a number of factors — including characteristics of the secondary schools
students attend later on — that can also contribute to students’ outcomes.

On average among 15-year-old students who remember their attendance at early childhood education (ISCED 0), 92%
of them reported in PISA 2015 that they had attended early childhood education for “at least one year” and 77% of them
reported they had attended for “at least two years”. However, as noted above, in most countries, advantaged 15-year-
old students had more opportunities than disadvantaged students to attend early childhood education. For instance, an
average of 72% of disadvantaged 15-year-old students compared to 82% of advantaged students had attended early
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childhood education for at least two years (Figure 1.4). Across OECD countries, the differences between the percentages
of advantaged and disadvantaged students who had attended early childhood education and care for at least two years
were larger than 18 percentage points in Slovenia, the Slovak Republic, Turkey and the United States. This means that the
15-years-old students who could have benefited the most from early childhood education — those from disadvantaged
backgrounds — were less likely to have participated in those kinds of programmes when they were younger.

Differences in duration of attendance at early childhood education and care,
by school characteristics
3.4

3.2

3.0

2.8

2.6

2.4

Average duration of participation in early
childhood education and care, in years

2.2

2.0

Bottom Top Public Private Rural area Town City
quarter quarter
School socio-economic Type of school School location
profile

Source: OECD, Programme for International Student Assessment database.

Percentage of 15-year-old students who had attended preschool for two years or more,
by socio-economic status (2015)

W Disadvantaged students (bottom quarter)
A Advantaged students (top quarter)

Italy

B-S-J-G (China)
United States | |
::Hong Ko‘r‘\‘g:(China)
" "Macao (China) | ¢ 1 iy

“Dominican Repub
United Arab Emirates | |

*Cyrpus notes

Note: B-S-J-G (China) refers to Beijing-Shanghai-Jiangsu-Guangdong (China).

Countries and economies are ranked in descending order of the difference between percentage of socio-economically advantaged and disadvantaged
students who had attended early childhood education and care for two years or more.

Source: Starting Strong 2017, Key OECD Indicators on Early Childhood Education and Care; PISA online education database, OECD, Paris,
http://www.oecd.org/pisa/data/.
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Similar inequities are observed when rural schools and urban schools, or public and private schools are compared. Across
OECD countries, 15-year-old students in urban schools had spent two months more in early childhood education than
students enrolled in rural schools; 15-year-olds students enrolled in private schools had also spent two months more in

early childhood education than students enrolled in public schools (OECD, 2016, ).

Early childhood education and care programmes are especially important for students with an immigrant background.
They can help develop the linguistic and social skills needed to integrate in a new country’s school system. Immigrant
students who reported that they had attended early childhood education and care programmes scored 49 points higher,
on average, on the PISA reading assessment than those who had not participated in such programmes — the equivalent
of around one-and-a-half additional years of schooling. Moreover, PISA data show that immigrant students benefit
more, academically, over the long term than native students when they enrol in early childhood education and care
at a younger age. As 15-year-olds, they even score higher than native-born students on the PISA science assessment.

ADDRESSING SOCIAL INEQUALITY THROUGH EARLY CHILDHOOD EDUCATION AND CARE
The early childhood education and care literature has traditionally focused specifically on socio-economic differences and
the potential of high-quality early childhood education and care to compensate for deprived home environments, see Duncan
and Magnuson, 2013, for recent overviews (Duncan and Magnuson, 2013, Leseman and Slot, 2014,,,). For instance,
preventing “intellectual disability” among poor children was the main focus of renown early-intervention studies, such as
the Perry Preschool (Schweinhart and Weikart, 1997 ). The main idea, which remains dominant in both research papers
and policy documents, is that if children are exposed to a safe, nurturing and enriching environment in early childhood
education and care, their experiences in this environment will offset the negative effects associated with poverty. There is
evidence from both randomised controlled trials and observational studies that early childhood education and care has the
potential to improve the life chances of children from disadvantaged families e.g. (Barnett, 2011 , - Camilli et al., 2010,

201
Dearing, McCartney and Taylor, 2009 v Melhuish et al., 2008 ,,; Zachrisson and Dearing, 2014

211

22 [23]; [24])'

It is therefore a paradox that, with a few exceptions, across countries there is social selection into early childhood
education and care, and differences in the quality of that education and care, with socio-economically disadvantaged
children being the least likely to attend high-quality programmes (Petitclerc et al., 2017 ,.). This includes countries with
market-based and targeted programmes, e.g. in the United States (Fuller, Holloway and Liang, 1996, ) and countries with
subsidised universal access to early childhood education and care, such as Norway (Sibley et al., 2015, : Zachrisson,

[27)/
Janson and Neaerde, 201 3,8 -

Moreover, although the cited studies show that attending (compared to not attending) high-quality early childhood
education and care programmes may benefit children’s development, well-being and learning, it remains an open
question as to what constitutes the “active ingredients” or the quality features responsible for these outcomes (Duncan and
Magnuson, 2013 > Sim et al., 2018 ,,). For instance, two meta-analyses of the process quality of staff-child interactions
failed to find that quality to be more beneficial for disadvantaged than for advantaged children (Keys et al., 2013 , ).
Identifying disparities related to socio-economic status in the quality of early childhood education and care (broadly
defined) and disentangling the “active ingredients” involved in promoting equity in developmental opportunities should

therefore be priorities in future research (Duncan and Magnuson, 2013 - Sim et al., 2018,

7 20)-

Children from disadvantaged families, and from ethnically diverse families, often attend centres with other children
from similar backgrounds (Becker and Schober, 2017, ). Merging evidence from the United States and Norway suggests
that peers in early childhood education and care influence both language and socio-emotional development (Justice
et al., 2011 By Neidell and Waldfogel, 2010,,,; Ribeiro and Zachrisson, 201 7 sap Ribeiro, Zachrisson and Dearing,
2017 ,,). Thus, the composition of the peer group influences children’s development. For example, a study from
the United States found children to develop better cognitive school-readiness skills when attending preschool with
children of higher average socio-economic status, regardless of the child’s own background (Reid and Ready, 2013 , ).
Likewise, in the Netherlands, children from disadvantaged families who attended programmes with children from a
variety of backgrounds gained more in literacy and reading skills than children in socio-economically homogeneous
groups (de Haan, A. etal., 2013, ). In Germany, structural features and the availability of learning material was not
associated with group composition (Becker and Schober, 2017 ,,); but evidence from the United States suggests that
in some contexts, parents in disadvantaged families tend to choose centres of lower quality than those chosen by
more affluent parents (Dowsett et al., 2008, ). It is therefore of high policy relevance to identify across countries the
extent to which disadvantaged children are clustered together in early childhood education and care programmes,
and whether and where centres with substantial numbers of disadvantaged children are of lower quality than centres
attended by more affluent children.
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Box 1.3. International Early Learning and Well-being Study

The International Early Learning and Child Well-being Study is designed to help countries improve children’s early
learning experiences in order to better support children’s development and overall well-being. The study provides
countries with a common language and framework to foster growing interest in and commitments to early childhood
development. By collecting robust empirical information on children’s early learning environments at home and
on their early childhood education and care experiences, countries can identify factors that promote or hinder
children’s early learning. The knowledge generated by the study will be shared across countries and encourage
countries to take action with the aim of improving children’s outcomes and overall well-being. The study is led by
the Organisation for Economic Co-operation and Development (OECD) with support from member governments
and an international consortium of early childhood and research experts.

Stories and games Tablet delivery
@ Interesting and fun, Simple and intuitive,

and developmentally no previous

appropriate experience needed

No reading and Personalised
writing @ approach
No text is involved Each child assessed

only visual and audio individually, with
materials are used one-on-one support

The study involves five-year-old children, their parents and teachers from early childhood education and care centres
or schools, as well as trained study administrators. Ensuring the well-being of the children is the first priority of the
study. For this reason, new tools for data collection were developed specifically with children in mind. Custom-
made activities were created involving stories and games that are interesting, fun and developmentally appropriate
for five-year-olds. The study takes a holistic approach and includes multiple domains of early learning: emergent
cognitive skills, such as literacy and numeracy; social and emotional skills, such as empathy and trust; and skills
that draw from both cognitive and non-cognitive capacities, such as self-regulation. In addition to including a
comprehensive set of learning domains, the study collects information from a wide range of sources; children,
parents, staff and study administrators provide information about children’s emergent skills.

Launched in 2016, the study is one of the most ambitious international efforts to develop a comprehensive set
of metrics around children’s early learning. The results from the field trial in 2017 showed that children enjoy
the animated stories and games, and that teachers and centre staff support an international focus on children’s
development at this age. Results from the study will be available in early 2020.

@ ®
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CONCLUSIONS

During the first five years of their life, children learn at a faster rate than at any other time, developing the cognitive,
and social and emotional skills that are fundamental to their achievements throughout childhood and as adults. Early
childhood education and care is thus a powerful lever to help children realise their potential.

Moreover, if children are exposed to a safe, nurturing and enriching environment in early childhood education and
care, their experiences in these programmes can offset the negative consequences associated with disadvantage. There
is evidence from both randomised controlled trials and observational studies that early childhood education and care
has the potential to improve the life chances of children from disadvantaged families.

It is therefore a paradox that, across countries, there is consistent social selection into early childhood education and
care, and differences in the quality of that education and care. Failure to address these differences could mean that early
childhood education and care exacerbates rather than mitigates inequity. The next two chapters will examine policy
options to address this issue.
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Chapter 2

POLICIES FOR EARLY LEARNING: WORK
ORGANISATION AND STAFF QUALIFICATIONS

This chapter examines two aspects of quality as the term relates to early
childhood education and care: structural characteristics and process quality.
Structural characteristics refer to the work organisation, including working
hours, staff salaries and the ratio of children to staff, and staff qualifications
in a given programme. Process quality is defined as children’s interactions with
staff and with the other children in their group. The chapter discusses the
research showing how the interplay of these various components can affect
the quality of early childhood education and care.
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A growing body of research suggests that the magnitude of the benefits of early education and care for children depends
on the quality of the services provided. Low-quality programmes have been associated with no benefits or even with
detrimental effects on children’s development and learning (Britto, Yoshikawa and Boller, 2011 o Howes et al., 2008,,).
With mounting pressure to provide more affordable places in early childhood education and care programmes, in a sector
that is often highly decentralised, it can be particularly daunting to improve quality — particularly when public budgets
are being tightened. That makes it even more important to have a clear understanding of the dimensions of quality that
matter most for child development.

DIMENSIONS OF “QUALITY” IN EARLY CHILDHOOD EDUCATION AND CARE
The definitions of quality in early childhood education and care often distinguish between structural characteristics and

process quality (OECD, 2018,,).

Structural characteristics are more distal indicators of the quality of early childhood education and care. They refer to the
infrastructure, i.e. the available physical, human and material resources. Structural characteristics tend to be aspects of the
early childhood education and care system that are easier to regulate, such as child-staff ratio, group size and staff training/
education. These characteristics can often be measured through surveys or interviews at the classroom, setting or system level.

Process quality concerns the more proximal aspects of children’s daily experience. It includes the social, emotional,
physical and instructional aspects of children’s interactions with staff members and other children (peer interactions) while
involved in play, more structured activities or routines. Staff-child interactions include: the emotional climate, including
physical and emotional care and support; instructional quality or pedagogical practices, including the strategies and
activities staff use to engage children in learning and development, and how they scaffold children’s learning; and the
organisation of group routines and the management of children’s behaviour.

Additional aspects of process quality include the quality of children’s interactions with the space and materials available
(Hamre et al., 2014,; Mashburn et al., 2008, Slot et al., 2017, Slot, 2017,,). Interactions among children, among
staff and with parents are also important. Children with involved parents tend to do better in reading and numeracy,
have positive social and emotional social skills, and be more motivated to learn (OECD, 2017 ). In addition, supportive
relationships that generate healthy attachments positively affect children’s understanding and regulation of emotions,
their feelings of security and their taste for exploration and learning (OECD, 2015 ).

The Programme for International Student Assessment (PISA) and many other studies show that children whose parents
engage in certain activities, such as reading, writing words, telling stories and singing songs, not only tend to acquire
better reading and numeracy skills, but are also more motivated to learn (Scottish Government, 201 6,,,; OECD, 2011,
Sylva, Siraj-Blatchford and Taggart, 2003, ,; van Voorhis et al., 2013, ). Differences in developmental outcomes related
to gender and socio-economic status are observed early in life, before children start primary school (Bradbury et al.,
2011, Feinstein, 2003 . ; Sylvaetal., 2004,,,). The role of parents, early childhood education and care staff, and school
teachers in identifying children’s individual need for support is thus vital.

Box 2.1. Starting Strong: Improving the impact of early childhood education and care

The benefits of early childhood education and care to children — and to society — depend greatly on the quality of those
programmes. Traditionally, policies have focused on investments in structural quality, such as staff-child ratios, group
size and staff qualifications. But research shows that the quality of early childhood environments is just as important
for children’s development, learning and well-being. Policy makers face complex decisions in investing in affordable
high-quality programmes. With limited budgets, is it more important to raise the qualifications of staff or reduce
group size? How can countries and jurisdictions address quality issues and access issues at the same time? To ensure
that policy makers are informed of the evidence base, the OECD is conducting a Policy Review on Quality beyond
Regulations in Early Childhood Education and Care and the Starting Strong Teaching and Learning International Survey.

Policy Review on Quality beyond Regulations in Early Childhood Education and Care (Starting Strong VI)

The Quality beyond Regulations review aims to help countries better understand the different quality dimensions
of early childhood education and care programmes, focusing on policy interventions that enhance process quality
and that can ensure better child development, learning and well-being. It will give countries the opportunity to
participate in the first international comparative review of process quality and engage in peer-learning activities.
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It will also help countries monitor, collect and interpret system-, staff- and child-level data on the quality of early
childhood education and care.

Going beyond regulations means focusing on the multiple facets of process quality that determine how these
programmes shape children’s development, i.e. how children relate to their peers, the staff, parents, communities,
and the space and materials available to them. The Quality beyond Regulations project seeks to identify how policy
levers, such as curriculum, pedagogy and workforce development, can improve the quality of these interactions.

Next milestones: County survey and background reports on policies and practices to foster process quality (2019);
multidimensional matrix/framework on quality (2020); international synthesis report Starting Strong VI (2021).

Starting Strong Teaching and Learning International Survey

The first-ever international early childhood education and care staff survey builds on the established OECD Teaching
and Learning International Survey (TALIS) to provide early childhood staff and centre leaders with an opportunity
to share insights on their professional development; pedagogical beliefs and practices; and working conditions, as
well as various other leadership, management and workplace issues.

The data on the quality of learning and well-being environments in early childhood settings, collected in nine OECD
countries, will benefit policy makers in two ways: they will highlight differences between reported early childhood
professional and pedagogical practices within and across countries and systems; and they will enrich the analysis of
the impact of early childhood education and care policies on children’s learning and well-being environments. For
instance, the project will investigate how the structural characteristics of these settings are linked to staff members’
beliefs, practices and interactions with colleagues and children.

WORK ORGANISATION IN EARLY CHILDHOOD EDUCATION

In order to attract the most suitable candidates to the early childhood education and care workforce, countries need not
only to offer adequate pay but also provide an environment where leaders and other staff are given the autonomy, and
have the time and space to work as professionals. In this respect, statutory working hours and the child-to-staff ratio are
two important system-level indicators to assess the quality of the early childhood centre environment.

Workload refers to the number of working hours, indicating the extent to which staff schedules are compatible with family
life and the physical demands of the job. Large group sizes, low staff-child ratios and a heavy workload are potential
stressors for staff. Some research findings show the effects of workload on the quality of early childhood education and
care, indicating that practitioners with a heavy workload perform less well than colleagues with lighter schedules (de

Schipper, Riksen-Walraven and Geurts, 2007, ).

Research has shown that staff members’ job satisfaction and retention — and therefore the quality of early childhood
education and care — can be improved by: reducing both child-staff ratios and group size; providing competitive wages and
other benefits; setting reasonable schedules/workloads; reducing staff turnover; providing a good physical environment;
and employing a competent and supportive centre manager.

Common challenges that countries face in establishing a high-quality workforce include: raising the qualifications of staff;
recruiting, retaining and diversifying a qualified workforce; continuously up-dating the skills of the workforce; and ensuring the
quality of the workforce in the private sector. Various strategies have been undertaken to address these challenges using legal
instruments, institutional rearrangements, financial incentives and data to inform policy makers and the public. The following
sections examine some of these factors in greater detail. Most of the data in this chapter are taken from the OECD reports
Starting Strong Ill: A Quality Toolbox for Early Childhood Education and Care (OECD, 2011 ), Starting Strong 2017: Key
OECD Indicators on Early Childhood Education and Care (OECD, 2017, )and Education at a Glance 2018 (OECD, 2018

(18] [19|)'

Working hours

Although statutory working hours and contact hours with children only partly determine teachers’ actual workload, they
do offer valuable insights into the demands placed on teachers in different countries. Contact hours with children and
the extent of non-teaching duties may also affect the attractiveness of the profession.

At the pre-primary level of education, countries vary considerably in the number of contact hours with children per year
required of the average early childhood education and care teacher working in a public setting. Required contact time with
children at this level in public programmes varies more across countries than it does at any other level of education. The
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number of teaching days per year ranges from 157 in the Flemish Community of Belgium to more than 220 in Germany
and Iceland. Annual contact time of teachers with children ranges from less than 600 hours per year in Korea and Mexico
to more than 1 600 hours in Germany and Iceland. On average across OECD countries, teachers at this level of education
are required to be in contact with children 1 029 hours per year, spread over 40 weeks or 196 days of teaching (Figure 2.1).

Translated into hours per day, teachers are required to be in contact with children between 4 and 6 hours a day in 17 out
of 28 countries with available data. The main exceptions are Germany, Iceland and Latvia, where teachers are in contact
with children more than 6.5 hours per day in pre-primary education, and Korea and Mexico, where they are in contact
with children less than 4 hours per day. There is no set rule on how contact time is distributed throughout the year across
OECD countries. In Poland, for example, pre-primary teachers must teach 1 085 hours per year, about 56 hours more
than the OECD average. However, those contact hours with children are spread over 21 more days of instruction than
the OECD average. As a result, pre-primary teachers in Poland teach an average of 5 hours per day, which is around the
same number of hours per day as the OECD average (Figure 2.1).

| Figure2.1 |

Organisation of annual teaching time in pre-primary public institutions (2017)
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Child-to-staff ratios

In addition to working hours, workload and salary, a low child-to-staff ratio affects working conditions, which, in turn, have
an impact on job satisfaction and retention, and through these, contributes to the quality of early childhood education and
care services (Clarke-Stewart et al., 2002, Burchinal et al., 2002,,,; Huntsman, 2008,,,). Smaller ratios are often seen as
beneficial because they allow staff to focus more on the needs of individual pupils and reduce the amount of class time
needed to deal with disruptions. Staff effectiveness is also affected by the size of the groups: smaller groups are beneficial for

enhancing process quality (de Schipper, Riksen-Walraven and Geurts, 2007, - Burchinal et al., 2002 ,, - Huntsman, 2008,

nzy [21]; 22])'

The child-staff ratio is one of the key variables that policy makers can use to control spending on education. It is therefore
an important indicator of the resources invested in early childhood education and care, and of the quality of these services.
At the pre-primary level, there are 14 children for every teacher, on average across OECD countries. This number varies
widely across countries with available data, ranging from more than 20 children per teacher in Brazil, Chile, Colombia,
France, Mexico and South Africa to fewer than 10 children for every teacher in Iceland and Slovenia.

However, some countries make extensive use of teaching assistants at the pre-primary level. Ten OECD countries (and
one partner country) reported smaller child-to-staff ratios than child-to-teacher ratios. Few of these countries employ large
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numbers of teaching assistants. As a result, the child-to-staff ratios are substantially lower than child-to-teacher ratios
(three children or fewer) only in Austria, Brazil, Chile, France, Lithuania and Norway (Figure 2.2).

Wide variations are also observed between early childhood development programmes (ISCED 01) and pre-primary
education (ISCED 02), although a common pattern has emerged. In most countries with available data for both
programmes, the ratios of children to contact staff (and of children to teacher) are smaller in early childhood
development programmes (ISCED 01) than in pre-primary education (ISCED 02). On average across OECD countries,
there are 14 children for each teacher working in pre-primary education, while the ratio is only 8 children per
teacher in early childhood development programmes. When other staff are taken into account, the ratio of children
to contact staff in early childhood development programmes is equal to or exceeds 7 only in Brazil, Costa Rica,
Hungary and Lithuania.

Ratio of children to teaching staff in early childhood education (2016)

B Pre-primary education (ISCED 02)
[l Early childhood educational development (ISCED 01)
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1. Year of reference 2015.
Countries are ranked in descending order of children-to-teacher ratios in pre-primary education.
Source: OECD (2018), Education at a Glance 2018: OECD Indicators, OECD Publishing, Paris, https:/dx.doi.org/10.1787/eag-2018-en.
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Staff salaries

Salaries affect job satisfaction and teachers’ effectiveness (Huntsman, 2008,,,; Moon and Burbank, 2004, ; Murnane
etal,, 1990,,,)- There is some evidence that low salaries influence staff behaviour towards children and increase turnover
rates (Huntsman, 2008,,, ). Furthermore, low salaries may deter skilled professionals from choosing to work in early

childhood education and care (Manlove and Guzell, 1997,,,)-

Positive associations are found between salaries, a centre’s organisational climate, and staff-child interactions, but the
number of studies that have included these aspects is somewhat limited. Preliminary evidence suggests when staff are
better paid and collaborate more with each other, centres catering to children from 3 to 6 years, and those catering to
children under the age of 3 provided higher-quality staff-child interactions.

However, in early childhood education and care, there are large variations across countries in teachers’ salaries, both in
absolute terms and relative to national income. For instance, the annual statutory salary of pre-primary school teachers
with 15 years of experience (before taxes and converted into USD using purchasing power parity) ranges from less than
USD 15 000 in Lithuania and the Slovak Republic, to more than USD 50 000 in Australia, the Flemish community of
Belgium, Korea, the Netherlands and the United States, and exceeds USD 100 000 in Luxembourg (Figure 2.3).

| Figure23 |

Annual statutory teachers’ salaries in pre-primary education (2017)
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1. Data on pre-primary teachers includes the salary of kindergarten teachers who are the majority.

Note: Statutory salaries, based on pay scales, are only one component of teachers’ total compensation. Education systems also offer additional
payments to teachers, such as allowances, bonuses or other rewards.

Countries are ranked in descending order of starting salaries for pre-primary teachers.

Source: OECD (2018), Education at a Glance 2018: OECD Indicators, Indicator D3, Table D3.1a., https:/doi.org/10.1787/19991487.

Pre-primary systems differ not only in how much they pay teachers, but in the structure of their pay scale. On average,
salaries increase by 63% from starting pay to the top of the salary scale, but there are wide variations across countries. For
instance, some countries, such as the Czech Republic, Denmark, Finland, Iceland, Lithuania, Norway and Sweden, offer small
salary increases over a teacher’s career. Others, such as Israel, Korea and Mexico, offer greater rewards to more experienced
teachers, who salaries can more than double between starting pay and the salary at the top of the scale (Figure 2.3).

STAFF QUALIFICATIONS

Although research emphasises the importance of adequate initial education and continuous professional development
opportunities for staff, countries differ widely in the qualifications they demand of their early childhood education and
care practitioners. Opportunities to participate in professional development and in-service training also vary greatly across
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countries, and between education and child care in split systems. The qualification requirements vary from no formal
education at all to a specialised bachelor’s or even master’s degree; professional development and training ranges from

being compulsory to optional, sometimes with no additional funding for training (OECD, 2006 ).

In 16 out of 22 countries with available data in 2017, more than three in four pre-primary teachers had completed
a bachelor’s degree or equivalent (ISCED level 6) In the Czech Republic, 77% of pre-primary teachers had not
completed ISCED 6; this is by far the largest share among OECD countries with available data. The other countries
where at least one in four teachers had not attained that level of education, are Brazil, Estonia, Finland, Slovenia and
Sweden. By contrast, in Poland and Portugal, 88% of pre-primary teachers had completed at least a master’s degree
or a doctoral or equivalent degree (ISCED 7 or 8). In the United States, 51% of pre-primary teachers had attained
this level of education.

These data show that the duration of initial teacher training for pre-primary teachers ranges widely across OECD countries

(OECD, 2018,

The qualifications required indicate what knowledge and skills are recognised as important for working with young
children. The competencies identified as particularly important for providing high-quality services are:

e good understanding of child development and learning

e ability to develop children’s perspectives

e ability to praise, comfort, question and be responsive to children

e leadership skills, problem solving and development of targeted lesson plans
¢ good vocabulary and ability to elicit children’s ideas.

Staff with higher qualifications can create a more stimulating environment and use more appropriate pedagogical practices,
which boost children’s well-being and learning outcomes (Litjens and Taguma, 2010,,,; Early et al., 2007, : Fontaine
etal., 2006,,,; Phillipsen et al., 1997 , ). It is not the qualification per se that has an impact on child outcomes but the
ability of better-qualified staff members to create a high-quality pedagogic environment that makes the difference (Elliott,
2006,,,,; Sheridan etal., 2009, ). There is strong evidence that enriching and stimulating environments and high-quality
pedagogy are fostered by better-qualified staff; and better-quality pedagogy leads to better learning outcomes (Litjens
and Taguma, 2010,,,). Key indicators of the quality of staff are the way staff involve children and stimulate interaction
with and among children, and staff members’ scaffolding strategies, such as guiding, modelling and questioning. Having
more specialised staff is associated with stable, sensitive and stimulating interactions (Shonkoff and Phillips, 2000,,,).
Other indicators include staff members’ content (curriculum) knowledge and their ability to create a multi-disciplinary
learning environment.

However, not all studies support the general conclusion that higher qualifications among the staff of early childhood
education and care programmes lead to better pedagogical quality and, therefore, to better child outcomes. Early et al.
emphasise that teacher quality is a complex issue (Early et al., 2007 ,,). There is no simple relationship between the
level of education of staff and classroom quality or learning outcomes. Early et al. studied the relationship between child
outcomes and staff qualifications and found no, or contradictory, associations between the two.

Improving the effectiveness of early childhood education will likely require a broad range of professional development
activities and support for the staff’s interactions with children. One way to improve pedagogical practices used in these
programmes is to enhance the staff’s competence to communicate and interact with children in a shared and sustainable
manner (Sheridan et al., 2009 ,,). Research also finds that it is not necessary for all staff to have attained high levels of
education. Highly qualified staff can have a positive influence on those who work with them but do not have the same
high qualifications. The Effective Provision of Pre-School Education study finds that the observed behaviour of lower-
qualified staff turns out to be positively influenced when these staff members work alongside highly trained colleagues

(Sammons, 2010,,)-

Most countries have a wide range of qualifications for staff working in the early childhood education and care sector.
Kindergarten/preschool teachers generally have higher initial education requirements than care centre staff or family
care staff; some countries have a single qualification for all workers. Initial education for kindergarten/preschool teachers
is often integrated with that of primary school teachers to ensure a smooth transition for children. More professional
development opportunities are available for kindergarten/preschool staff than for care centre staff, with only limited
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opportunities for family day care staff. Professional development tends to focus on: pedagogies and instructional
practices; curriculum implementation; language and subject matter; monitoring and assessment; and communication
and management (OECD, 2011 o)

However, no matter how high the quality of pre-service training, initial training cannot be expected to prepare teachers
for all the challenges they will face throughout their careers. Given the changes in student demographics, the length of
most teachers’ careers, and the need to update knowledge and competencies, initial teacher education must be viewed
as only the starting point for teachers’ ongoing development. Recent research also shows that in pre-primary education,
the effects of specialised in-service training on process quality are larger than those of pre-service training, particularly
when it comes to collaborative work, support for play, and support for early literacy, mathematics and science (Assel
etal., 2006,.. ; de Haan et al., 2013

|351; |36\)'

In-service (ongoing) education and training can be conducted “on the job” or provided by an external source, such as
a training institute or college. It can be provided through, for instance, staff meetings, workshops, conferences, subject
training, field-based consultation training, supervised practices and mentoring. The key to effective professional
development is identifying the right training strategies to help early childhood education and care practitioners
stay up-to-date on scientifically based methods and curriculum subject knowledge so as to be able to apply this
knowledge in their work (Litjens and Taguma, 2010,,,). This type of training should continue over a longer period of
time, and staff should have long-term or regular opportunities for training (Sheridan, 2001, ). Only when learning
experiences are targeted to the needs of staff can professional development have favourable outcomes (Mitchell

and Cubey, 2003 ;).

Field-based consultation can also be effective, as it provides early childhood education and care staff with the possibility
to receive feedback on their practices. Practitioners who do not hold a degree, but who attend relevant professional
workshops are found to provide higher-quality care than colleagues who do not attend such workshops (Burchinal et al.,
2002,,,). However, in general, there is little clarity about what forms of professional development are most effective.
One reason is that staff have different needs and training backgrounds. Effective training should address these differences

(Elliott, 2006,,,).

Despite the evidence of the benefits of having well-trained early education and care staff, governments often fear the
financial consequences of raising staff qualifications. Higher qualifications may be followed by demands for higher wages,
which, in turn, contribute significantly to the cost of services. Although the evidence is strong that improved training and
qualifications raise the quality of early childhood education and care services, governments often choose not to invest
in raising qualifications or staff training (OECD, 2006, ). This might affect the quality of early childhood education and
care, and with this, child development outcomes, since staff are not being optimally trained to stimulate early learning
and development.

USING WORK ORGANISATION AND STAFF QUALIFICATIONS AS “QUALITY DRIVERS"”

Policy makers face complex decisions on spending for early childhood education and care. They need to consider
trade-offs between structural investments and investments that improve the quality of the interactions between staff
and children. In order to make informed decisions, policy makers need to consult the evidence base so that they can
examine how certain policy options apply to their context or jurisdiction. The following sections summarise research
findings concerning how work organisation and staff qualifications affect structural and process quality. The information
is taken from the OECD report, Engaging Young Children, prepared as part of the Quality beyond Regulations project
(OECD, 2018,,).

The quality of child-staff interactions

The meta-analysis conducted for the Quality beyond Regulations project indicate a consistent positive association
between the quality of staff-child interactions and children’s literacy and numeracy learning (Figure 2.4) (von
Suchodoletz et al., 2017 ,,). This association is observed when considering an overall staff-child interactions index
(Panel A), and also a combined score of staff emotional, instructional and organisational interactions with the children
(Panel B).

Conversely, no associations were found between the quality of staff-child interactions and children’s behavioural/social

skills using the overall staff-child interactions index (von Suchodoletz et al., 2017 ).
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More positive staff-child interactions are associated with higher levels
of child emerging academic skills
Global score of staff-child interactions

Confidence interval

Effect size

US - Burchinal et al. (2014) 0.230 0.157 0.300
US - Vandell et al. (2010) 0.230 0.169 0.289
US - McGinty et al. (2012) 0.150 0.050

Germany - Anders et al. (2012) 0.140 0.056

Germany - Richter et al. (2016)
US - Buckrop et al. (2016)

US - Chang et al. (2007)
Portugal - Abreu-Lima (2013)
US - Coley et al. (2016)

US - Howes et al. (2008)

Strict Combined Result

Combined Result

Combined score of emotional, instructional and organisational
staff-child interactions

Confidence interval
Low High

US - Burchinal et al. (2014) 0.230 0.157

US - Vandell et al. (2010) 0.230 0.169

US - McGinty et al. (2012) 0.150 0.050

US - Burchinal et al. (2010) 0.082 0.023

US - Buckrop et al. (2016) 0.080 0.017

US - Burchinal etal. (2011)

US - Chang et al. (2007)

US - Guo etal. (2010)

US - Howes et al. (2008)

Australia - Niklas et al. (2016)

US - Burchinal et al. (2014)

Effect size

Strict Combined Result 0.031 0.007 0.055

Note: Green colouring shows a positive association between staff-child interactions and children's emerging academic skills; red colouring shows a
negative association. The darker colouring indicates that the interaction is positive or negative even after accounting for the confidence interval. The
lower and upper limits show the 95% confidence interval for each estimated effect.
Source: von Suchodoletz, A. et al. (2017), "Associations among quality indicators in early childhood education and care (ECEC) and relations with
child development and learning: A meta-analysis", internal document, OECD, Paris.

Exposure to developmental and educational activities

The meta-analysis conducted for the Quality beyond Regulations project also examined the association between staff
implementing developmental and educational activities, a process-quality indicator of the workforce, and children’s
emerging academic skills The results show that children have slightly higher levels of emerging literacy and numeracy
skills, and better behavioural and social skills, in early childhood education and care centres where staff provide higher
quality or more exposure to developmental and educational activities (OECD, 2018, ).

Child-staff ratios

Low child-staff ratios were found to enhance positive staff-child relationships across all types of settings, and early
childhood education and care age groups. Multiple studies of individual countries, including China, Portugal and the
United States, and a meta-analysis of 17 studies from Europe and North America suggest that a smaller number of children
per staff member tends to be associated with higher process quality for centres catering to children aged 3 to 5. While
the association was not found everywhere, there is no evidence of any negative effects.
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| Figure25 |

Greater exposure to developmental and educational activities is associated
with higher levels of children’s skills
Children’s emerging academic skills

Confidence interval

Effect size
Low High
Germany - Anders et al. (2012) 0.130 0.045 0.213

US - McGinty et al. (2012) 0.035 -0.066 0.135
US - Howes et al. (2008) 0.020 -0.021 0.061
US - Coley etal. (2016) 0.016 -0.014 0.046
Portugal - Abreu-Lima (2013) 0.000 -0.134 0.134

Chile - Strasser et al. (2009)

Strict Combined Result
Combined Result

Combined score of child behaviour and social skills

Confidence interval

Effect size
Low High
Germany - Anders et al. (2012) 0.110 0.025 0.193

Portugal - Abreu-Lima (2013) 0.090 -0.044 0.221
US - Coley et al. (2016) 0.023 -0.007 0.053
Strict Combined Result 0.035 0.007 0.063

Note: Green colouring shows a positive association between exposure to developmental and educational activities and children’s skills; red colouring
shows a negative association. The darker colouring indicates that the interaction is positive or negative even after accounting for the confidence
interval. The lower and upper limits show the 95% confidence interval for each estimated effect.

Source: von Suchodoletz, A. et al. (2017), "Associations among quality indicators in early childhood education and care (ECEC) and relations with
child development and learning: A meta-analysis", internal document, OECD, Paris.

Lower child-staff ratios were also associated with more positive interactions for children aged zero to 3 in the Flemish
Community of Belgium, the Netherlands, Portugal and the United States. These findings were more conclusive for centre-
based settings than for family daycare, where groups are usually much smaller (OECD, 2018,,).

Group size

Some supporting evidence suggests that smaller groups improve staff-child interactions in settings for younger children.
In looking at services for children aged 0 to 2, both group size and staff-child ratios were found to affect the quality of
staff-child interactions, even though a few studies did not find associations. These findings were more conclusive for
centre-based settings than for family daycare, where groups are usually much smaller. For the older age group, evidence
can be found in both directions, which does not indicate that having smaller groups presents a clear benefit. No research
on potential direct associations of group size with child development was available for this report (Barros et al., 2016,
Hulpia et al., 2016,,,; OECD, 2018 ).

(41

401/

Relationships between quality indicators

Despite some evidence from the United States showing an association between child-staff ratios and children’s pre-
reading scores in preschool (Bigras, Lemay and Tremblay, 2012, Cardon et al., 2008,,,; Howes, 1997 ), there seems
no solid evidence of direct links to child development and learning across age groups. Tentative results suggest that those
structures for processing relationships could be non-linear, i.e. that reducing the size of a small group may have effects

that are different from reducing the size of a large group (Bowne et al., 2017 ).

A review of the literature indicated a mixed pattern of associations across age groups, and there was no relationship
between low child-staff ratios and emerging academic skills, i.e. early literacy and numeracy (OECD, 2018, ). There is,
however, some preliminary evidence of indirect paths from ratios through staff-child interactions to children’s development,

but the associations are weak and need further confirmation (NICHD Early Child Care Research Network, 2002 ,,)-

In a couple of studies, the relationship between organisational climate and quality has been found to be even stronger

than other classroom characteristics, such as the child-staff ratio (Biersteker et al., 201 6,,,; Dennis and O’Connor, 2013,

471 48] )’
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and staff characteristics, including qualifications and work experience (Biersteker et al., 2016
climate itself is also associated with other centre characteristics (Ho, Lee and Teng, 2016

. However, organisational

[47])

[49])'

Pre-service training

Overall, higher pre-service qualifications were found to be related to better staff-child interactions in Germany, Denmark,
Portugal and the United States. Across the age groups in early childhood education and care, in home- and in centre-based
settings, more pre-service training is associated with higher levels of staff's emotional, instructional and organisational
interactions, especially if the training includes content on early childhood education and care. Pre-service training specifically
enhances emotionally supportive interactions, and more educational and developmental interactions (OECD, 2018, ).

The evidence has also shown a strong association between pre-service qualifications and staff-child interactions for
children aged 0 to 2 in Quebec, the Flemish Community of Belgium, the Netherlands, Portugal and the United States
(Barros et al., 2016,,,; Bigras et al., 2010,,,; Castle et al., 2016, ; Hulpia et al., 2016 ,,; King et al., 2016, ; Slot et al.,

401/ [501” 511/ 411

2015, ; Thomason and La Paro, 2009, ; Vogel et al., 2015 __; Vogel et al., 2015

15317 (5417 1551/

(5217

Isel)'

However, evidence shows a weak or unclear direct link between pre-service qualifications and the learning and
development of 3-5 year-old children (von Suchodoletz et al., 2017 ). Higher staff qualifications were not associated
with emerging academic skills, or behavioural/social skills (Early et al., 2006, Mashburn et al., 2008,).

Licensing family childcare

The limited available evidence on family childcare suggests that, for the youngest children, licensed providers with
higher pre-service qualifications offer more diverse learning experiences and activities. In the United States, they also
demonstrate more active involvement and guidance in these activities than less-educated family childcare providers
(Colwell et al., 2013 5, Doherty et al., 2006, Raikes, Raikes and Wilcox, 2005, : Schaack, Le and Setod;ji, 2017

and Flemish Belgium (Hulpia et al., 2016, ; Vandenbroeck et al., 2018,

411

1601; [61])

621)'

However, there is no evidence for direct links between pre-service training of family childcare providers and child
development.

In-service training

In a variety of countries, including China, Denmark, Portugal and the United States, in-service training (or professional
development) was consistently and positively associated with staff interactions with children — in all settings and for all
age groups examined (Fukkink and Lont, 2007 ,; Hamre et al., 2012, Justice et al,, 2008, LoCassale-Crouch et al.,
2011 . Slot et al., 2018, Slot, Lerkkanen and Leseman, 2015, Zaslow et al., 2010,.,) especially if the training
included early childhood education and care content for instance related to staff-child interactions (Siraj-Blatchford et al.,
2005,,,; Zaslow et al., 2004, ). Staff participating in in-service training have consistently been found to score higher
on language and literacy-specific quality (Egert, 2015 ,,); but evidence on the links to overall quality of early childhood

education and care or staff-child interactions is mixed.

6517

There is also consistent evidence, across all age groups, of a positive link between in-service training and children’s
development and learning, with the evidence particularly strong for children’s language and literacy skills. The number
of studies available involving children aged zero to 3 is more limited, but the pattern of results is largely consistent
(OECD, 2018 ).

Staff practices and engagement with children

Children in early childhood education and care centres with better staff-child interactions, or with staff who provide
higher-quality or more exposure to developmental and educational activities were found to have higher levels of emerging

literacy and numeracy skills, and better behavioural and social skills (von Suchodoletz et al., 2017 ).

Positive associations were found between staff-child interactions, including higher-quality educational and developmental
activities, with staff well-being, salaries and with centre organisational climate. Higher-quality organisational climate
includes environments where staff believe that they enjoyed more autonomy and support for showing leadership, exchange
their visions with colleagues more often, and report more opportunities for participating in decision-making related to

the curriculum (OECD, 2018,,).

While the number of studies that have included these structural aspects is somewhat limited, and research does not find

evidence for effects of staff work experience (von Suchodoletz et al., 2017 ,,), emerging evidence indicates that centres
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where staff reported higher well-being (including job satisfaction and lack of symptoms of depression), higher salaries
and more team collaboration show better staff-child interactions across all age groups served (OECD, 2018, ,).

The early childhood education and care sector, especially that catering to the youngest children, suffers from staff shortages,
high turnover and low status in many countries (Moon and Burbank, 2004, ). When staff members regularly change, staff
and children are less able to develop stable relationships and the frequency of nurturing, stimulating interactions is reduced
(Canadian Council on Learning, 2006 ,,) Political concerns about the quality of interactions thus support the case for
improving working conditions — in the best interests of the children’s learning experience and staff members’ job satisfaction.

The research reviewed for the OECD report, Engaging Young Children: Lessons from Research about Quality in Early
Childhood Education and Care (OECD, 201 8.3 did not examine links between working conditions and child development
because research on those associations is neither extensive nor conclusive. There is a complex inter-relationship between
child-staff ratios, staff qualifications, quality and types of settings. For instance, ratios relate to working conditions for staff
and to learning and well-being environments for children. This makes it difficult to single out the effect of a particular
characteristic of working conditions on process quality (Sammons, 2010,,,).

Sorting children

Targeting early childhood education and care to disadvantaged groups may seem a cost-effective way to ensure that
services reach those who need them most, but concerns about quality need to be considered. The OECD study, Engaging
Young Children: Lessons from Research about Quality in Early Childhood Education and Care, provides an overview of
research suggesting that in playrooms or classrooms in Denmark, Germany, and the United States, the quality of staff-
child interactions was lower in those that had a high percentage of immigrant or bilingual children than in playrooms or

classrooms with a more balanced or mixed-group composition (OECD, 2018,,).

Classrooms with a high percentage of immigrant or bilingual children are also associated with lower scores in children’s
language and literacy skills. The evidence is more consistent for children aged 3 to 5 than for centres with younger
children, which may be related to the targeted high-quality services for the youngest children in some countries. Negative
associations between the percentage of immigrant or bilingual children and the quality of child-staff interactions were
also observed in family childcare (OECD, 2018,,)).

Some preliminary evidence shows that lower levels of staff emotional support and classroom organisation may be the
key to this relationship (Slot et al., 2018 ). The associations between staff-child interactions and children’s development
and learning, however, do not seem to differ significantly for children from predominantly disadvantaged backgrounds
compared to those in a mixed group of children.

Monitoring systems

In the United States, quality rating and improvement systems (QRIS) are found to be associated with higher levels of staff-
child interactions in centres for all age groups (Jeon, Buettner and Hur, 2014,,), while the linkage between QRIS and
staff-child interactions in family childcare is less clear (Lahti et al., 201 555 Lipscomb et al., 201 7 ) Where evidence
exists, there is an indication that positive feedback loops between monitoring systems and staff practices may be associated
with gains in children’s language development (OECD, 2015 ). A key target of policy efforts might thus be to ensure
that information on staff-child interactions in centres is collected not simply for the purpose of accountability, but used

to inform improvements in quality.

Locating early childhood education and care centres within schools

In Finland, Portugal and the United States, the physical location of a preschool may also be related to process quality. Higher-
quality staff-child relationships were observed in preschools located in schools, compared with preschools situated outside
school grounds or in independent centres (Pianta et al., 2005, Slot, 2017, Slot, Lerkkanen and Leseman, 2015 ). There
is also evidence that staff working in classrooms located in schools are more educated, are paid more and show a stronger

educational orientation than staff working in independent centres (Clifford et al., 2005, ; Pianta et al., 2005

781" |77|)'

CONCLUSIONS

Policy makers need to make trade-offs between structural investments and investments that improve the quality of the
interactions between early childhood education and care staff and children. However, the evidence base in this field
is still limited and often narrow. Research on structural characteristics of early childhood education and care settings
has often been dominated by a focus on the so-called “iron triangle” characteristics (i.e. child-staff ratio, group size and
teachers’ pre-service qualifications (Slot, 2017 ). To date, the vast majority of studies investigating associations between
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structural characteristics and process quality focused on only one indicator of process quality: the quality of teacher-
child interactions. The research has also largely overlooked many other aspects of process quality, such as child-to-child
(peer) interactions. This chapter identifies a number of research findings concerning how work organisation and staff
qualifications can be used to improve structural and process quality, namely:

Lower child-staff ratios alone will not guarantee better child development; but they are associated with more positive
staff-child relations across all age groups.

Group size matters for staff-child interactions, but the association is stronger for interactions with the youngest children
than with children aged 3 to 5.

Relationships between quality indicators can be indirect, such as between ratios, group size, organisational climate,
quality of staff-child interactions, and child development and learning.

Pre-service training, when focusing on early childhood education and care content, is associated with better staff
emotional, educational and developmental support for children, with a stronger relationship found when working with
the youngest children. In contrast, the evidence on its association with learning outcomes is inconclusive.

Licensing family childcare, when regulated with pre-service qualifications, can be a tool to ensure better interactions
for children.

In-service training that includes early childhood education and care-specific content is associated with better staff-child
interactions, and better child development and learning outcomes, especially literacy skills, for all groups of children.

Staff engagement with children in quality developmental activities may depend on team collaboration, and benefit
from improved working conditions and well-being.

Separate classrooms or playrooms for disadvantaged, immigrant or bilingual children are associated with a risk of
inequity and poor quality of early childhood education and care.

Monitoring systems, if they are used to inform quality improvements, are linked to greater support to children’s
development and learning in all early childhood education and care settings.

Locating early childhood education and care centres within schools is associated with differences in staff members’
relationships with children.
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Chapter 3

POLICIES FOR EARLY LEARNING:
SHAPING PEDAGOQGY

This chapter reviews approaches to pedagogical practice in early childhood
education and care, with a view to enhancing the knowledge, skills, attitudes
and values that are central to success in the 21st century. It then looks at
policies that support such pedagogies. The chapter concludes with a review
of approaches to curriculum design that can facilitate a smooth transition
from early learning to school.
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Pedagogy is at the heart of teaching and learning. Preparing children to become lifelong learners with a deep knowledge
of subject matter and a broad set of social skills requires understanding how pedagogy influences learning. Doing so shifts
the perception of teachers from technicians who strive to attain the education goals set by the curriculum to experts in the
science and art of teaching. Seen through this lens, innovation in teaching becomes a problem-solving process rooted in
teachers’ professionalism, a response to the daily challenges of constantly changing classrooms. The research on pedagogy
and policy for early childhood education and care cited in this chapter is mostly drawn from the Early Childhood Education
and Care Pedagogy Review: England (Wall, Litjens and Taguma, 2015 ), the report, Starting Strong V: Transitions from
Early Childhood Education and Care to Primary Education (OECD, 2017 ,), and the conceptual framework of the OECD
Starting Strong Teaching and Learning International Survey (Sim, M. et al., forthcoming, ).

APPROACHES TO PEDAGOGICAL PRACTICE IN EARLY CHILDHOOD EDUCATION AND CARE

A distinction is often drawn between child-centred instruction (activities are child-initiated, children engage in problem
solving and enquiry-oriented learning) and didactic instruction (staff-directed, planned tasks focusing on acquiring and
practicing academic skills), although in practice these approaches need not be distinct. Both approaches may boost
children’s skills, and practitioners could combine different approaches depending on the purpose; but some evidence
suggests the importance of including child-centred instruction at the earliest ages (Huffman and Speer, 2000, ). Academic,
teacher-directed approaches generally have clearly defined, specific aims and strategies. This can be an advantage for
practitioners, since they are easier to apply. They may also make it easier to monitor children’s development, and conduct
staff self-evaluations.

Ensuring child-centred approaches are included in early childhood pedagogies can give children choices and opportunities
for autonomy and may promote children’s socio-emotional abilities, such as self-regulation and self-control. These are
believed to be crucial for development and success as children progress through education. Policy documents and studies
generally recommend combining both approaches and practices to stimulate early development.

OECD’s work on early childhood education and care reflect a consensus view that can be characterised as social-
constructivist, which stresses the importance of children’s intrinsically motivated activity and initiative as the engine of
development (McMullen et al., 2005 ,; Pramling-Samuelsson and Fleer, 2009,), but acknowledges that development
does not take place in a cultural void. The role of early childhood education and care staff, therefore, is not confined
to creating conditions for optimal self-propelled development; staff should also deliberately introduce children
to cultural domains, such as emergent skills in language, literacy, numeracy, mathematics and science. However,
how this is carried out should respect developmental and motivational principles. This consensus is reflected in the
concept of “developmentally appropriate practice” coined by early childhood education specialist Sue Bredekamp
(Bredekamp, 1987..).

That said, early childhood education and care programmes still differ in emphasis. Pressure to achieve immediate results
in easily measurable domains, such as literacy and mathematics, can undermine the developmental approach and lead
to a more didactic approach (Dickinson, 2002, ; Marcon, 2002 ,). Some approaches to early childhood education and
care pedagogy stress the importance of the staff-directed transmission of knowledge and skills related to the curriculum.
This may also result in a highly didactic approach, with limited use of child-centred pedagogies, even with very young
children, where direct instruction and rewards are used to reinforce learning processes with the aim of preparing children
for primary school.

Pedagogical approaches and the development of academic, social and emotional skills

Research on different pedagogical focuses (Barnett et al., 2010,,,; Eurydice, 2009, ; Laevers, 2011, ,; Schweinhart
and Weikart, 1997,.,) indicates that both staff-initiated and child-initiated practices consist of elements that can be
used to develop comprehensive and effective early childhood education and care programmes (Table 3.2). Academic,
staff-initiated practices and approaches are more likely to improve children’s academic outcomes, including 1Q scores,
literacy and numeracy skills, and specific subject knowledge, and are most likely to have short-term outcomes. Child-
centred practices are more likely to improve a child’s socio-emotional and soft skills, such as motivation to learn,
creativity, independence, self-confidence, general knowledge and initiative, and have long-term outcomes. Research
also cautions that strong, didactic, staff-directed practices may hinder the development of children’s socio-emotional
skills, such as motivation, interest and self-regulation, in the long run. See, for example (Burts et al., 1992 - Haskins,

(41
1985 5, Stipek et al., 1995 )
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A Finnish study (Lerkkanen et al., 2012, ) looked at kindergarten (6-year-olds) teaching practices and children’s interest
in reading and mathematics. It found that children were more interested in mathematics and reading when child-centred
instruction was prioritised. Similarly, instruction that blended child-initiated and staff-directed instruction led to higher

levels of school readiness and early school achievement (Graue et al., 2004, ).

Early childhood education and care programmes for low-income and ethnic minority children using direct academic
instruction have been reported to be effective in obtaining desired cognitive and academic goals (Dickinson, 2011
Gersten, Walker and Darch, 1988, Justice et al., 2008, ; Schweinhart and Weikart, 1997, .). Focusing on children
primarily from low-income and minority families, (Marcon, 1999 ,,) compared three preschool approaches for their effect
on children’s development and mastery of language, literacy and mathematics at the end of preschool. The results revealed
that children who attended a child-centred preschool that followed developmentally appropriate practice demonstrated
greater mastery of basic skills at the end of preschool than children in programmes using a didactic approach. However,
the advantage of child-centred over academic preschools was small, and both programmes had far better results than
a mixed-model approach that combined elements of both. In a follow-up study, a more complex picture was found.
Marcon (Marcon, 1999,,,) concluded that children from child-centred and mixed preschools were better prepared to
face new challenges in grade four.

[19)”

In another study, Stipek et al. (Stipek et al., 1995, ) found that although children in didactic, teacher-directed programmes
showed better skills in a letters/reading achievement test than children enrolled in child-centred programmes, they
showed relatively negative outcomes on most of the socio-emotional measures, including dependency on adults,
self-esteem, and beliefs in their own accomplishments. In line with those findings, Goldberg (Goldberg, 2000,,)
stressed that children in more academically oriented preschool programmes do better in achievement tests, since that
is the focus of academically oriented approaches, but that child-centred preschool programmes enhance children’s
socio-emotional development. In general, children in such programmes show greater self-efficacy, less dependency on
adults, more pride in their own accomplishments, and have less concern about school later on. Since socio-emotional
development is found to be related to later academic success (e.g. self-regulation), this area is important to include
in early childhood education and care.

Critical to the issue of developmental versus didactic approaches is whether programme effects are assessed in the short
or long term. Schweinhart and Weikart (Schweinhart and Weikart, 1997 ,,) compared the High/Scope curriculum' with
a didactic, basic skills-oriented programme and a traditional approach, characterised as “laissez faire”. In the short term,
the didactic programme and the High/Scope curriculum were equally effective in the cognitive domain. But over the
long term, additional advantages of the High/Scope curriculum became evident, with better self-regulation, work attitude,
motivation, and social and behavioural adjustment resulting in superior social outcomes in adulthood (e.g. less crime,
more economic independence) compared to the other approaches. These later social outcomes are similar to those
reported for the Perry Preschool Project, the predecessor of the High/Scope curriculum.

The evidence suggests that a developmental approach provides a strong educational foundation for young children,
whereas older preschool children should be gradually prepared for the learning tasks they will encounter in primary
school. An academic orientation on basic knowledge and skills (for instance, concerning phonological awareness and letter
knowledge) can be embedded in a curriculum of playful activities in small groups, including episodes of shared dialogical
reading and talking, with the early childhood education and care staff, to foster children’s vocabulary, comprehension

skills and world knowledge (Bus, Leseman and Neuman, 2012, ; Dickinson et al., 2003

(241 |25[)'

A later emphasis on academic knowledge and skills after a predominantly developmental approach may provide better
support for the transition to primary school. Evidence for such an age effect is reported by Stipek et al. (Stipek et al.,
1998,,,) who compared four groups of mainly low-income and ethnic minority children attending either a developmentally
appropriate-practice preschool or a basic skills-oriented preschool from age 3 to 5, and after preschool, either a
developmental or a basic skills-oriented kindergarten from age 5 to 6, before starting primary school. The results indicated
that a developmentally appropriate-practice curriculum in preschool up to age 5 produced positive developmental
effects in both academic and social-emotional domains, regardless of the type of kindergarten attended in the third year.
However, a greater academic focus in kindergarten (age 5 to 6) after two years in a developmentally appropriate practice-
focused preschool, had slightly better learning outcomes in primary school, and no negative social-emotional outcomes
compared to programmes with a continued focus on developmentally appropriate practice. The latter programmes were
slightly better for problem solving and language comprehension.
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|_Table3.1

Overview of pedagogical approaches and practices and their effects

Pedagogical approach/
practice Description Effects

* Some play activities, such as puzzles and games,

are more engaging than others, for example
playing in sand and dressing up.

Play partners and sensitive adults are important
to help children reflect on play situations and
understand what they have learnt.

Different forms of “play-based learning”.
Play-based learning Traditionally, free-play activities are initiated
and freely chosen by the child.

The role of practitioners in play situations is
important. In high-quality situations, adults
listen to and extend children’s thoughts and
knowledge.

“Two or more individuals work together

in an interrelated way to solve a problem,
clarify a concept, evaluate an activity, etc.”
(Siraj-Blatchford et al., 2012)

Children have been noted to make greater
progress generally in settings where more
sustained shared thinking took place.

Sustained shared thinking

Children in scaffolding-focused learning

Involves helpful, structured interaction environments demonstrated in one study greater
Scaffolding between an adult and a child, with the aim overall positive effects on their development than
of helping the child achieve a specific goal. children in teacher-directed and children-centred

environments.

e Child-directed practices are likely to improve
children’s socio-emotional and soft skills,
such as their motivation to learn, creativity,
independence, self-confidence, general
knowledge and initiative.

Method of learning that prioritises child-
initiated activities, i.e. activities that are
chosen by the child. Few staff-initiated
activities.

Child-directed

French children taught in chiefly teacher-led
environments performed better on spatial
organisation and rhythm tests than German
children from child-centred environments.

Marcon (2002) concluded that the development
of children who are teacher-led at the early
childhood education and care stage is slowed
because the introduction of formalised

learning experiences is too early for children’s
developmental status at this age.

Classic method of learning with activities
Teacher(staff)-directed mainly initiated by the teacher, which
include frequent repetition.

Sources: Anders (2015); Dohrmann et al. (2007) ; Dunn and Kontos (1997) ; Haan, Elbers and Leseman (2004); Lilliard (2012); Lilliard and Else-Quest
(2006); Miller (1975); AEYC (2009); Schmidt et al. (2007); Siraj-Blatchford et al. (2002); Stipek et al. (1995); Sylva et al. (2004). Pedagogy and the
development of pre-reading and pre-mathematics abilities

SHAPING PEDAGOGY THROUGH POLICY

A key policy lever influencing pedagogy is the curriculum. All the cases studied for the OECD Early Childhood Education
and Care Pedagogy Review: England (Wall, Litjens and Taguma, 2015, ) have some form of curriculum or framework
set at the national level, and its prescribed learning areas and goals influence the pedagogical approaches and practices
early childhood education and care providers espouse.

Curricula specify what is valued at a particular level of education, potentially including learning objectives, content,
methods (including assessment) and materials for teaching and learning, in addition to arrangements for teacher training
and professional development (OECD, 2018,,,; Sylva et al., 2016,,,). A curriculum framework is an overarching document
that articulates the scope of a curriculum within the broader context of the education system. Curriculum frameworks
often provide principles to help staff organise their pedagogical work to address developmental goals or learning standards

(OECD, 2018,,.).

The curricula for early childhood education and care often contrast with those used in primary schooling, partly
because the latter tend to focus on the content to be taught, while the former typically rely on psychological and
educational theories that inform pedagogical practice, i.e. how to teach, rather than what to teach (Frede and
Ackerman, 2007

|29|)’
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Most OECD countries have designed and implemented curricula for early childhood education and care services,
especially for ISCED 02 (OECD, 2011, ), and adoption of such curricula is increasingly accepted (Bertrand, 2007 , ).
But there is still strong debate about what constitutes appropriate curricula and pedagogy for younger children (Chazan-
Cohen etal., 2017 ,,; Sylva et al., 2016

1321 [28])'

The literature on early childhood education and care curricula highlights the importance of children engaging
in experiential and relational activities. Research shows that child-centred practice and small-group activities
that allow children to engage in active discussions and interactions are associated with higher process quality in
early learning settings (Sylva et al., 2016,,.). Curriculum implementation can be considered an aspect of process
quality.

[28])

In early childhood education and care, a constructivist approach is often the preferred curriculum model as it advocates
the importance of attending to children’s overall development (Copple and Bredekamp, 2009 ,, ; Frede and Ackerman,
2007,,,). This is based, in part, on research showing that the economic benefits associated with attending high-quality
preschool programmes (e.g. better labour-market and health outcomes, among others, in adulthood) come from a
combination of socio-emotional and academic competencies (Boyd et al., 2005 ,,; Frede and Ackerman, 2007 ,)-
Yet, there is a wide variety of designs and focus of these curricula. Often, early childhood education and care curricula
are described as whole-child, holistic curricula or as skill-specific curricula (Boyd et al., 2005,,,; Frede and Ackerman,
2007 ,,). The first emphasises a child-centred approach and tends to be associated with the arrangement of the classroom
and materials to promote active learning. Skill-specific curricula, by contrast, focus on promoting learning in specific areas,
including academic (particularly literacy and mathematics) and socio-emotional skills (Jenkins and Duncan, 201 7 55))-
These curricula are often influenced by standards set to measure child development and learning; as such, they reflect a

more structuralist approach to teaching and learning.

However, in practice, the dichotomy between holistic and skill-specific curricula is not always relevant. That is, even
when curricula include a specific focal area, they can also promote child-centred, active learning and children’s
development in areas beyond the focal domain (Weiland et al., 2018, ). Conversely, curricula that take a more
holistic approach without specifying focal content areas can also contribute to children’s learning and development in
specific areas (Marshall, 2017, ). The effects of curricula can be difficult to evaluate given their influences (intended
or otherwise) on both specific and global aspects of child development, and their importance for short-term learning
gains and longer-term well-being. How curricula are implemented appears to be of central importance for children’s
learning, development and well-being.

The overlap of and similarities between skills-specific and holistic curricula notwithstanding, research in Europe shows
that holistic, child-centred curricula with a recognition that children learn through play are predominant (Sylva, Ereky-
Stevens and Aricescu, 2015 ,,). This finding is consistent with that in countries outside of Europe, including the United
States (NAEYC/NAECS-SDE, 2003 ,,), New Zealand (New Zealand Ministry of Education, 2017 ,.), Australia (DEEWR,
2010,,,), Canada (Ontario Government, 2007,,,), Japan (Ministry of Education, Culture, Sports, Science and Technology,
Japan, 2017 ,,) and in Latin America and the Caribbean (Harris-Van Keuren and Rodriguez Gémez, 201 3 ) There also
appears to be a shared understanding that a curriculum for early childhood education and care should set common
goals within an open framework, providing a good balance between education and care aimed at promoting children’s
development, well-being and learning. The values of this type of approach to curriculum are generally shared by parents,

staff and policy makers (Moser et al., 2017 ).

As discussed above, policies determining the qualifications, and the education and training of staff can also affect
pedagogical approaches (Table 3.2). Practitioners need a number of professional competences and skills to be
able to offer high-quality learning opportunities for young children. England has emphasised this issue. Higher
staff qualifications are now expected, such as the requirement that one educator in an early childhood education
and care setting must have Early Years Professional status. France demonstrates the influence of qualifications on
pedagogical approaches and practices in another way. Teachers in both primary schools and preschool settings in
France have the same qualifications and training, and similar pedagogical approaches are used in both settings.
Questions remain as to how appropriate primary school pedagogy is in preschool settings, given children’s levels
of learning and development. This is particularly relevant for England, given the push to employ primary teachers
in early childhood education and care.
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Key pedagogical approaches and practices in case-study countries

Key Pedagogical
Approaches

Main features

What evidence are
pedagogical approaches
and practices based on?

Which policies direct
or affect pedagogical
approaches?

Child-centred

Adults provide a stimulating yet
open-ended environment for
children to play within.

Teacher-directed

Teacher initiated, programmed
learning approach.

Constructivist/

Views learning as an active exchange
between the child and environment

Interactive that progresses in ‘stages’, with The Early Years
Approach adults and peers providing important ) Foundation Stage (EYFS),
stimulus in learning. Research Effective the Early Years National
Pedagogy in the Early Curriculum
United ) I Years (REPEY - 2002)
Kingdom Play-based Guided play opportunities are ] Staff qualifications
offered to children. Early Years Foundation o q .
Two individuals work together Stage Review (2011) I/;/\chzlr;orrlcrég gr;ste(gua Yy
in an intellectual way to perform inspectioné
Sustained shared activities such as solving a problem
thinking or clarifying a concept - both parties
must contribute to the thinking and
develop and extend it.
Process in which the child is seen
as a learner, rather than passive
Scaffolding entity,and the adult acts respectfully,
allowing the child to enter ‘flow’ a
period of high concentrated play.
Guiding Child Care ghilc’irend[earn best whgr;othehy feel
Theory ree’ and are supported by the
teacher in a sympathetic way. Course of Study
1. Activities comprise of free play for Kindergartens/
and guidance aimed at developing | | ..o Guidelines for Nursery
daily life skills. M P i Reoeio Emili Care at Day Nurseries
Japan T  three ontessori, Reggio Emilia, o
p eory of 2. Elements are extracted from and Developmentally Staff qualifications
activities In child’s play and re-constructed Appropriate Practice. - .
preschool (play- 1o be educational Monitoring and Quality
based) : Assurance: external and
3. Directly teach linguistic, internal evaluations
mathematical or artistic concepts
and skills.
Didactic Pedagogy/ Cla.ss]lc metl;od of I.eargmg with
Direct Instruction | Main'y teacher-initiated activities . . National Curriculum
including repetition. The theories and ideas
of Piaget, Vgotsky and Staff qualifications
Views learning as an active Bruner. o .
France exchange between the child and . Monitoring and_ Quality
o environment that progresses in Recent research studl@s Assurance: Natlonal and
]C(t)nstntj‘ctlwst/ ‘stages’, with adults and peers on for example effective | local inspections
neracve roviding important stimulus in literacy, numeracy and . .
Approach f;arning.gLeaEning is organised so phonology practices g\cl;]gor:)rﬂi;t with formal
that it constantly builds on what has
already been taught.
Adults provide a stimulating yet
Child-centred open-ended environment for )
children to play within. Curriculum
Denmark Staff qualifications

Socio-pedagogic

Emphasis on dialogue between
adults and children, as well as
creative activities with discussions
and reflections.

Parent Board

© OECD 2019 EDUCATING OUR YOUNGEST: POLICIES FOR EARLY LEARNING

44/80

113/156



Policies for early learning: Shaping pedagogy

| Table3.2

Key pedagogical approaches and practices in case-study countries (cont.)

Key Pedagogical

What evidence are
pedagogical approaches

Which policies direct
or affect pedagogical

Germany

that it constantly builds on what has
already been taught.

Sustained shared
thinking

Two individuals work together

in an intellectual way to perform
activities such as solving a problem
or clarifying a concept - both parties
must contribute to the thinking and
develop and extend it.

Child-centred

Adults provide a stimulating yet
open-ended environment for
children to play within.

Montessori, Piaget.

Statistical evaluations
and qualitiative research
on effective practices,
particularly language
stimulation.

Approaches Main features and practices based on? | approaches?
Situation-orientated Emphasis on learning in social

situations, mainly play-based.

Views learning as an active

exchange between the child and
Constructivist/ ?nVIrot\mgn[}] that progresses in Theoretical ideas from
Interactive stagfesi, W}t adults an_d peers Friere, Robinson,Zimmer.
Abproach providing important stimulus in )

PP learning. Learning is organised do Pedagogical approaches .
from Humbolt, Frébel, Curriculum

Staff qualifications

Parent Board

New Zealand | Te Whariki

Adopts a specific socio-cultural
perspective that acknowledges the
different culutral and social contexts
in New Zealand. A social and
interactive way of learning is highly
important.

Te Ao Maori (the Maori
culture)

Pedagogical approaches
and theories from
Vygotsky, Bronfenbrenner,
Rogoff.

Priorities for Children’s
Learning in Early
Childhood Services: Good
Practice

Curriculum
Staff qualifications

Monitoring and Quality
Assurance: National
inspections and internal
self-review

Sources: Anders, Y. (2015), Literature Review on Pedagogy, OECD Publishing, Paris; OECD (2014), “Survey on pedagogy”, internal working document,

OECD Publishing, Paris.

POLICIES TO FACILITATE TRANSITIONS FROM PRE-PRIMARY TO PRIMARY EDUCATION

The transition from early childhood education and care to primary school is a major step for children and one that
curriculum continuity can facilitate. Well-managed transitions are important because they can support child well-being,
ensure that the benefits of early childhood education and care endure, prepare children for school and improve equity
in education outcomes (OECD, 2017 ,). Furthermore, continuous and aligned curricula aim to provide students with
consistent, progressive and holistic support for their development and learning processes (OECD, 2017, ). By integrating
or aligning curricula across early childhood education and care, and primary school, governments can support continuity
for young children while simultaneously promoting progress and setting strong foundations for later stages of education.
At the same time, concerns about “schoolification” and age-appropriate practice need to be considered as curricula
converge across levels.

Although the curriculum is an important tool to support transitions, there is not necessarily one best approach to the
alignment and/or integration of curricula for supporting children’s learning and well-being. In addition, the contexts of
individual education systems — including the organisation of the system, governance and division of responsibilities,
professional continuity for staff and teachers and the over-arching goals of the education system — need to be considered.

CURRICULUM ALIGNMENT BETWEEN PRE-PRIMARY AND PRIMARY

Curricula commonly follow the organisation of education systems within respective jurisdictions. Looking across the
63 jurisdictions that participated in the OECD survey on transitions as well as the 7 case studies, the OECD Starting Strong
V report found that curricula frameworks appear to be the rule for primary education (ISCED 1) and preschool (ISCED
02), while curricula for children under age 3 are less common(see Table 2.5 and Annex B (OECD, 201 7 )
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A recently published OECD working paper on curriculum alignment and progression between early childhood education
and care and primary school shows the spectrum of alignment and integration between the two education levels (Shuey
etal., 2019

[46] ).

In Japan and New Jersey (United States), different curriculum frameworks are used for early childhood education and
care, on the one hand, and primary school, on the other. However, in both places, efforts are underway to align aspects
of the curricula or learning standards, or otherwise provide continuity between the two levels of education. For example,
in Japan, the use of the “Start” curricula aims to provide continuity from early childhood education and care during the
first months of primary school. New Jersey also promotes continuity in learning standards and pre-service professional
development from the pre-primary level through third grade in primary school. New Zealand and Norway have explicitly
aligned models, with different curricula for early childhood education and care and primary school. In these cases, there is
an explicit connection between the frameworks, in content, pedagogy and/or development goals. For instance, in Norway,
the Framework Plan for the Content and Tasks of Kindergartens defines learning areas in ways similar to those in the
country’s primary school curriculum. An example of a fully integrated curriculum is Scotland’s Curriculum for Excellence,
which covers education for children aged 3 to 18. Luxembourg and Victoria (Australia) have integrated curricula too,
although these cover a narrower age range than that in Scotland. Table 3.3 provides a more detailed overview of the
organisation of curricula in the seven jurisdictions studied.

Table 3.3

Curriculum organisation in seven jurisdictions

Curriculum ISCED 01 ‘ Curriculum ISCED 02 Curriculum ISCED 1
National Curriculum Standards for Day care Centres
(0 5 years)
National Curriculum Standards for Integrated Centres National Curriculum Standards for Elementary
Japan for ECEC (0 5 years) Schools (6-12 years)
National Curriculum
Standards for Kindergarten
(35 years)
Curriculum Framework for Pre-primary and Primary Education (312 years)
Luxembourg

National Framework for Non-formal Education of Children and Young People (0-12 years)

New Jersey Early Learning Pathways (05 years)
New Jersey ) o New Jersey Student Learning Standards (5-18 years)
United S Preschool Implementation Guidelines

(United States) 1st-3rd-grade Implementation Guide

Kindergarten Implementation Guidelines

New Zealand Curriculum and Te Marautanga
New Zealand Te Whariki (Early childhood curriculum) (0-5 years) o Aotearoa.(the national curriculum for Maori
medium schooling) (618 years)

Framework Plan for the Content and Tasks of

Norway Kindergartens (0- 5 years)

The Knowledge Promotion Curriculum (6 18 years)

Scotland

(United Kingdom) Curriculum for Excellence (CfE) (318 years)

Victorian Early Years Learning and Development Framework (VEYLDF)
Victoria (Australia) | (08 years)

‘ Victorian Curriculum F-10 (517 years)

Source: Shuey, E. et al. (2019), “Curriculum alignment and progression between early childhood education and care and primary school: A brief review
and case studies”, OECD Education Working Papers, OECD Publishing, Paris.

Other examples of integrated curricula include Italy, the same curriculum covers the education of children between
the ages of 3 and 14. By contrast, Wales (United Kingdom) has an integrated curriculum that covers a shorter period
but still spans early childhood education and care, and the beginning of primary education, for children aged 3 to 7.
As shown in Figure 3.1, 78% of jurisdictions (46 out of 59) reported having curricula aligned between the last year of
early childhood education and care, and the first year of primary school. In 24% of the jurisdictions (14 out of 59), the
curriculum framework for the last year of early childhood education and care was also fully integrated with the primary
school curriculum (OECD, 201 7 )

Figure 3.2 shows the types of content in curriculum frameworks in jurisdictions that reported alignment between early
childhood education and care, and primary school. Values and principles, and pedagogical approaches are the most
common areas of alignment (OECD, 2017 ,).
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Percentage of jurisdictions where early childhood and primary education
curricula are either aligned or integrated (2016)

B Aligned
[ Integrated
B Not aligned or integrated

Source: Starting Strong V; OECD Network on ECEC, “Survey on transitions between ECEC and primary education”, June 2016.
http:/dx.doi.org/10.1787/888933495617.

Values and principles included in both early childhood and primary education
curricula (2016)

B Content area covered both in early childhood and primary education
curriculum framework

[0 Content covered ONLY in early childhood education curriculum framework
B Content covered ONLY in primary curriculum framework

[ Content area covered neither in early childhood nor in primary education
curriculum framework

Values and principles

Pedagogical approaches

Pedagogical guidance/support for staff

Overall development goals or learning
standards for children (not defined by age)

Development goals or learning
standards for children by age

0 10 20 30 40 50

Number of jurisdictions
Note: Jurisdictions reported the curricular content during the first year of early childhood education and care and the first year of primary school.
Three jurisdictions were excluded from the comparisons: For Canada (Nunavut): Curriculum Foundations does not cover specific areas or topics, but
rather is an overarching curriculum document. Elementary Teacher’s Planning Guide does not cover specific areas. Canada (Quebec): Accueillir la
petite enfance. Le programme éducatif des services de garde du Québec does not cover specific subjects or areas, but addresses the global
development of a child. New Zealand: Te Whariki does not prescribe individual subject areas. The curriculum contains a set of interwoven principles,
goals and strands that serves as the basis for curriculum implementation.
Source: Starting Stronv V; OECD Network on ECEC, “Survey on transitions between ECEC and primary education”, June2016.
http:/dx.doi.org/10.1787/888933495625.
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There are a number of policy approaches to support children’s transitions from early childhood education and care
to primary school (Table 3.3). For instance, in Finland, in order to address a lack of pedagogical continuity, revisions
were made to curricular documents for early childhood education and care and for primary education by transforming
traditional primary school subjects into more general learning areas, especially during the first two years of primary
education (OECD, 201 7 -

Ensuring pedagogical continuity: Challenges and strategies

Challenges Strategies

e Differences and inconsistencies in curricula: e Develop an integrated curriculum framework and national
guidelines (Austria, Ireland, Slovenia)

® Inconsistent attention to transition across curricular
documents (Norway) e Invest in local knowledge and innovations (Sweden)

e Differing emphases on goals and focus of education (care)
in curricular documents (Slovenia)

¢ Decentralised distribution of responsibility for early
childhood education and care and primary education
(Austria and Finland)
e Lack of shared pedagogical understanding between the two e Reform curricula to ensure greater pedagogical continuity
systems (Finland, Norway, Slovenia) (Japan, Finland, New Zealand, Portugal, Scotland
[United Kingdom], Sweden)

e Provide opportunities for staff collaboration across levels
(Japan, New Jersey [United States], Norway, Portugal, Wales
[United Kingdom])

e Emphasise the role of primary school in receiving children
(Norway, Portugal, Sweden)

e Inconsistent delivery of pedagogy during the transition e Ensure consistency in structures (Denmark)
from early childhood education and care to primary school . . .
(Denmark, Wales [United Kingdom]) ¢ Create collaborative learning strategies (Wales

[United Kingdom])

Source: Adapted from OECD (2017[1]), Starting Strong V: Transitions from Early Childhood Education and Care to Primary Education, https://doi.
0rg/10.1787/9789264276253-en

LEARNING AREAS IN EARLY CHILDHOOD EDUCATION AND CARE, AND PRIMARY

SCHOOL CURRICULA

A comparison of two early childhood education and care policy surveys in 2011 and 2015 suggests a broadening of
pre-primary (ISCED 02) curricula in 24 jurisdictions. A number of jurisdictions added health and well-being, social
sciences, ethics and citizenship, information and communication technology (ICT) skills and foreign languages as
learning areas during this period (Figure3.4). Notable increases were seen in the number of jurisdictions covering
ethics and citizenship, from 17% of jurisdictions (4 out of 24) to almost 80% (19 out of 24), ICT skills, from 8%
(2 out of 24) to 42% (10 out of 24) and those covering foreign languages, from 4% (1 out of 24) to 38% (9 out of 24).
This broadening of pre-primary curricula suggests increasing alignment between pre-primary and primary curricula
(OECD, 2017,).

[2]

In general, learning areas of early childhood education and care relate more to child well-being and less to specific
learning content, which is more commonly included in primary school curricula, as shown in Figure 3.3. In New
Zealand, Te Whariki (the early childhood education curriculum) and the New Zealand Curriculum (for schools) share
alignment at a high level. Furthermore, the 2017 update of Te Whariki links its learning outcomes with key competencies
and learning areas in the New Zealand Curriculum and Te Marautanga o Aotearoa, the curriculum for Maori-medium
schools (Bell, 2017, ). Learning goals and outcomes for young children are described more broadly, embedded in the
five strands of Te Whariki (well-being, belonging, contribution, communication and exploration), while learning areas
for school-aged children are described through traditional academic disciplines: English; the arts; health and physical
education; learning languages; mathematics and statistics; science; social sciences; and technology (New Zealand
Ministry of Education, 2007

[48])'
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Learning content in early childhood and primary education (2016)

Hl Content area covered in both early childhood and primary education curriculum framework
[ Content covered ONLY in early childhood education curriculum framework
B Content covered ONLY in primary education curriculum framework
[ Content area covered neither in early childhood nor in primary education curriculum framework
Literacy and language
Numeracy
Physical education
Science ]
Arts
Music ! ! ! ! !
Free (unguided playtime) j : : |
Practical skills [ ]
Health and well-being ‘ ‘ ‘ | |
Social sciences
Religion
Ethics and citizenship ]
ICT skills ‘
Foreign languages ' ' i
Other : : e
I ' ' ' ' '
0 10 20 30 40 50 60

Number of jurisdictions

Note: Jurisdictions reported the curricular content during the first year of early childhood education and the first year of primary education. For
jurisdictions where only one curriculum exists for early childhood and primary education, content was counted as “content area covered in both early
childhood and primary education curriculum framework”.

“Other” includes individual content named by the jurisdictions that fell outside the predetermined content, e.g. social skills and media; media and
external activities; and safety.

Three jurisdictions were excluded from the comparisons:

e Canada (Nunavut): Curriculum Foundations does not cover specific areas or topics, but rather is an overarching curriculum document. The
Elementary Teacher’s Planning Guide does not cover specific areas.

e Canada (Quebec): Acceuillir la petite enfance. Le programme éducatif des services de garde du Québec does not cover specific subjects or areas but
addresses the global development of a child.

* New Zealand: Te Whariki does not prescribe individual subject areas. The curriculum contains a set of interwoven principles, goals and strands that
serve as the basis for curriculum implementation.

Source: Starting Strong V; OECD Network on ECEC, “Survey on transitions between ECEC and primary education”, June 2016.
http:/dx.doi.org/10.1787/888933495635.
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Broadening pre-primary curricula to include emerging learning content (2011 and 2015)
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Note: Information on content areas of the curriculum is based on reports from 24 countries and jurisdictions with this information for both 2011 and in
2015. Jurisdictions are ranked in descending order of the number of content areas included in their early childhood education curriculum framework in
2011. Respondents could list more than one content category.

Belgium (Flemish Community): Data for 2015 reflect the content stated in the Developmental Objectives for 2.5- to 6-year-olds.

Luxembourg: Data for 2015 consist of the curriculum content in two parallel curricula in place (Bildungsrahmenplan fiir non-formale Bildung im Kindes
und Jugendalter [0-12] and Plan d’Etudes de I’enseignement fondamental).

New Zealand: For 2015, curricula for the previous year of early childhood education and care are considered (The New Zealand Curriculum and

Te Marautanga o Aotearoa).

Poland: In 2015, foreign languages were obligatory only for 5-year-olds.

Portugal: In 2015, kindergartens provided foreign language (last year of early childhood education and care).

Slovenia: In 2015, settings can organise foreign languages.

Source: Starting Strong V; OECD Network on Early Childhood Education and Care’s “Survey for the Quality Toolbox and ECEC Portal”, June 2011

and 2015.

http:/dx.doi.org/10.1787/888933495642.

Box 3.1. Selected reforms of pre-primary curricula

Czech Republic: The Innovation of the Framework for Educational Programme of Pre-primary education was
implemented in 2012.

Iceland: National curriculum guidelines for pre-primary were implemented in 2011.

Finland: Since 2015, participation in pre-primary education, starting at the age of 6, has been mandatory (one year).
The objective is to improve children’s learning prerequisites, thereby increasing educational equality. Implementation
of the national core curriculum for pre-primary education, updated by the Finnish National Agency of Education,
started in 2016, based on locally produced curricula. The new Act on Early Childhood Education and Care entered
into force in September 2018, and the national core curriculum for early childhood education and care has been
updated accordingly. The national core curricula for primary and secondary education have also been recently
reformed.

Italy: The National Curriculum for early childhood education and care was revised in 2012 and included
implementation of the European Framework of key competencies for lifelong learning.

Japan: Japan revised its National Curriculum of Day Care Centre Works in March 2008, clarifying the enhancement
of staff quality and the expertise of all staff.
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Korea: In 2012, Korea introduced the Nuri Curriculum, an integrated curriculum for early childhood kindergarten
and nursery centres for 3-5 year-olds. It aims to promote the holistic development of children and establish
overarching principles for becoming responsible citizens with financial support for tuition for all children, regardless
of household income.

Mexico: Recent efforts to improve quality and coverage in early childhood education and care include the creation
of a framework syllabus to help early childhood education and care institutions develop a curriculum that meets
their specific needs.

New Zealand: The early childhood curriculum, Te Whariki, has been updated to reflect changes in early learning
contexts, theory and pedagogy since its original publication in 1996. Its original aspiration for children and bicultural
framing have been retained and strengthened through the publication of two pathways — one for early childhood
education services and one for kohanga reo (an indigenous Maori curriculum model).

Norway: The 2017 revision of the Framework Plan for the Content and Tasks of Kindergartens emphasises co-
operation, including with parents, and coherence in transitions from early childhood education and care to primary
school.

Sweden: Improved curriculum for pre-primary education implemented in 2011.

Source: OECD (2017), Starting Strong 2017: Key OECD Indicators on Early Childhood Education and Care
(OECD, 2017,,,); Shuey, E. et al., “Curriculum alignment and progression between early childhood education and care and

primary school: A brief review and case studies”, OECD Education Working Papers (Shuey et al., 2019, ).

CONCLUSIONS

Both didactic and child-centred instruction may boost children’s academic skills, and practitioners could combine different
approaches; but there is some evidence suggesting the importance of the latter in supporting the development of socio-
emotional skills, with positive longer-term outcomes.

The evidence suggests that a developmental approach provides a strong educational foundation for young children.
An academic orientation on basic skills (for instance, concerning phonological awareness and letter knowledge) can
be embedded in a curriculum of playful activities in small groups, including episodes of shared dialogical reading and
talking with the early childhood education and care staff, to foster children’s vocabulary, comprehension skills and world
knowledge (Bus, Leseman and Neuman, 2012, Dickinson et al., 2003 ;). This can also be considered “developmentally
appropriate practice” and can be integrated in “intentional teaching” in early childhood education and care (Siraj-

Blatchford, 201 4.50)-

Teacher-directed approaches generally have clearly defined, specific aims and strategies, such as the development of
academic skills. This can be an advantage for practitioners, since these are easier to apply. They may also make it easier
to monitor children’s development and conduct staff self-evaluations. On the other hand, giving children opportunities for
autonomy may promote children’s socio-emotional abilities, such as self-regulation and self-control. These are believed
crucial for development and success as children progress through education, and policy documents and studies generally
recommend combining both approaches and practices to stimulate early development.

While pedagogy is something that happens in staff-child interactions, policy can shape pedagogical environments, most
notably through curriculum design and initial as well as continuing staff development. The OECD Starting Strong V report
shows that in almost all countries, some form of curriculum or framework set at the national level is in place, and its
prescribed learning areas and goals influence the pedagogical approaches and practices early childhood education and
care providers espouse.

Public policy can also facilitate the transition from early childhood education and care to primary school, which is a
major step for children. Well-managed transitions are important because they can support child well-being, ensure that
the benefits of early childhood education and care endure, prepare children for school and for life, and improve equity
in education outcomes. By integrating or aligning curricula across early childhood education and care, and primary
school, governments can support continuity for young children while simultaneously promoting progress and setting
strong foundations for later stages of education. At the same time, concerns about “schoolification” and age-appropriate
practice need to be considered as curricula converge across levels.
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Notes

1. The High/Scope curriculum uses a developmental-constructivist approach to early education, in which adults would engage children

as active learners and children would have the opportunity to initiate much of their own activities (Schweinhart and Weikart, 1997,
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Chapter 4
CHILDREN, TECHNOLOGY AND TEACHING

Schools, and even early childhood educational institutions, are examining
whether and how to incorporate information and communication
technologies (ICT) into their learning environments. This chapter examines
how these technologies can be used effectively for learning. It also discusses
research on the impact of using these technologies - including television,
video games and social media - on children’s developing brains and bodies.
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According to results from the 2015 cycle of the Programme for International Student Assessment (PISA), 95% of 15-year-
old students, on average across OECD countries, have Internet access at home (OECD, 2017 ). On a typical weekday,
students spend more than two hours on line after school — an increase of 40 minutes since 2012 (OECD, 201 7 - And
children are “connected” in other places besides home. PISA 2012 data showed that, across OECD countries, 72% of
students reported using computer technologies (desktops, laptops or tablets) at school (OECD, 2015, ).

International trends are pointing to increases in use also among younger children (Hooft Graafland, 2018 ,). Some
research suggests that preschoolers become familiar with digital devices before they are exposed to books (Brody, 2015
Hopkins, Brookes and Green, 2013 ).

41

Information and communication technology (ICT) can change the way children develop and learn. Not only schools, but
also early childhood educational institutions are exploring ways to integrate ICT into learning environments. Some systems
have already invested heavily in introducing ICT, while others have taken a more gradual approach. But the availability of
ICT in educational institutions is only one aspect of this shift. Plans to expand access to technology in individual schools
or educational institutions, entire districts or even whole countries need to take into account how these tools would be
put to good use by both teachers and students in order to be effective.

Education systems need to re-evaluate their curricula and instructional systems, and teachers need to reassess their
teaching styles, to ensure that ICT is used effectively to support learning and equip children with competencies that are
important for the future. Linking the way children interact with ICT inside of school to the way they already use it outside
of school could be the key to unlocking technology’s potential for learning.

The rise in children’s use of technology has also led to growing concern about how it affects children’s brains and their
socio-emotional, cognitive and physical development. Policy makers in various countries have already set guidelines
for children’s use of technology. This chapter draws on research from the OECD Centre for Educational Research and
Innovation’s 21st-Century Children project to summarise some of those guidelines and their rationale. It also reviews
the literature on the effects of technology use on children’s brain, and their cognitive, socio-emotional and physical
development (Gottschalk, 2019 ). The chapter also examines data from the OECD Programme for International Student
Assessment (PISA) and the OECD Teaching and Learning International Survey (TALIS) related to the use of ICT at home
and at school. The chapter ends with a look at the role of schools in supporting safe and responsible technology use

(Hooft Graafland, 2018 ,)), and a discussion of how education policy can address these issues.

TECHNOLOGY, LEARNING AND TEACHING

Technology can enable teachers and students to access specialised materials well beyond textbooks, in multiple formats
and in ways that can bridge time and space. It can support new ways of teaching that focus on learners as active
participants. There are good examples of technology enhancing experiential learning by supporting project- and enquiry-
based teaching methods, facilitating hands-on activities and co-operative learning, and delivering formative real-time
assessments. Teachers who “flip” their classrooms use class time for practice, group work and individual feedback,
while asking students to watch or listen to lesson content at home. In doing so, they extend study time and individualise
instruction. In flipped classrooms, technology is used as a means to reinforce pedagogical practice, but is not at the centre
of the classroom experience (Bergmann and Sams, 2012, ).

Technology can also compensate for space constraints. Virtual laboratories give students opportunities to design, conduct
and learn from experiments, rather than just learning about them. Technology use in second-language instruction can
give students access to native speakers who may not otherwise be available.

There are also interesting examples of technology supporting learning with interactive, non-linear courseware based
on state-of-the-art instructional design, sophisticated software for experimentation and simulation, social media and
educational games. These can be learning tools to develop 21st-century knowledge and skills. One teacher can now
educate and inspire millions of learners and communicate their ideas to the whole world.

Perhaps the most distinguishing feature of technology is that it not only serves individual learners and educators, but it can
build an ecosystem around learning that is predicated on collaboration. Technology can build communities of learners that
make learning more social and more fun, recognising that collaboration enhances goal orientation, motivation, persistence
and the development of effective learning strategies. Similarly, technology can build communities of teachers to share
and enrich teaching resources and practices, and to collaborate on professional growth. It can help system leaders and
governments develop and share best practice around curriculum design, policy and pedagogy.

That said, even where technology is used in classrooms, its impact on student performance is still mixed, at best. In 2015,
PISA measured students’ digital literacy, and the frequency and intensity with which students use computers at school.
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Students who use computers moderately at school tend to have somewhat better learning outcomes than students who
use computers rarely. But students who use computers frequently at school do a lot worse in most learning outcomes,
even after accounting for socio-economic background and student demographics.

| Figure .1 |

Time spent using the Internet and science performance

FPO

Equally important, according to PISA 2015 data (Figure 4.1), technology used in the classroom still tends to emulate
more traditional activities that could take place without digital devices. Browsing the Internet for schoolwork (48% of
students across OECD countries reported doing this at least once a week) and chatting on line at school (the most rapidly
growing activity, with a 24 percentage-point increase since 2012, on average across OECD countries) are activities that
could otherwise be accomplished without technology, through more traditional research and discussion. Meanwhile, an
average of just 15% of students reported doing simulations on computers at school — a technology-specific activity — at
least once a week.

Hattie and Yates (201 34 explain that the successful use of computer-assisted instruction shares several characteristics with
successful learning interventions that are not technology based: it extends study time and practice; it allows students to
assume greater control over the learning situation (e.g. by individualising the pace with which new material is introduced);
and it can support collaborative learning. In other words, the science of learning in a technology-rich world is similar to
that in the analogue world. Learning demands time, and is most effective when it responds to a personal need or goal,
and when it can be socially enhanced.

At the same time, teachers need to have a sense of ownership over technology. This means that technology should not
only support teaching but also help teachers build on their pedagogical expertise (Paniagua and Istance, 2018,).

PISA data show that teachers’ use of digital devices is related to the demands of the curriculum and to their own
attitudes. In mathematics, teachers who ask students to work on real-world problems use computers most. But pedagogical
knowledge and diversification of instruction are also important. Teachers who are most inclined towards, and better
prepared for, student-oriented practices, such as group work, individualised learning, and project work, are more likely
to use digital resources (OECD, 2015,,).

Research also shows that participation in professional development activities that involve individual or collaborative
research, or a network of teachers, is associated with a greater likelihood that a teacher will more frequently use ICT for
students’ work. In addition, teachers who report a positive disciplinary classroom climate are more likely to use ICT in
their teaching. It is possible that a positive classroom climate is more conducive to the use of ICT (e.g. because of fewer
disruptive students) or that the use of ICT helps to ameliorate classroom climate (e.g. because students enjoy interacting
with technology). Teachers who hold constructivist beliefs about their job (i.e. those who see themselves as facilitators of
students’ own enquiry, or see thinking and reasoning as more important than specific curriculum content) are also more
likely to use ICT and other active teaching techniques. This may be because ICT can enable students to pursue knowledge
in more independent ways than traditional teaching, in line with the constructivist approach.
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| Figure 4.2 |

Change in the use of digital devices at school between 2012 and 2015, by type of activity
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Source: OECD (2018), Teaching for the Future: Effective Classroom Practices to Transform Education; PISA 2012 and PISA 2015 databases.
https:/doi.org/10.1787/9789264293243-graph5-en.

Box 4.1. Using technology to support enquiry-based science teaching

Information and communication technologies (ICTs) can provide teachers with the tools to support learning and
can help students acquire the digital skills needed for the 21st century. However, the evidence of the effects of
digital technologies in the classroom is not conclusive, especially when ICTs are combined with particular teaching
practices (Bulman and Farlie, 2016, ; Falck, Mang and Woessman, 2018, ; Rodrigues and Biagi, 2017

101" [y HZJ)'

In PISA 2015, students were asked to report on the availability and use of ICTs at school. Answers to the questions
were then combined to construct two continuous composite indicators. These indicators were then examined in
much the same way as the interaction between school climate and enquiry-based science teaching (EBST) was
analysed. In addition to observed and unobserved school characteristics, the regressions included student profile
and student-reported exposure to EBST, and the interaction between EBST and the two ICT indices.

The results of the regressions show the expected negative association between EBST and science performance.
The interaction between EBST and availability of ICT resources in school is non-significant in almost all countries
(except Bulgaria and Lithuania, where it is positive and significant, but weak). However, the interaction between
EBST and the use of ICT resources is positive and significant in eight countries: Brazil, Bulgaria, the Dominican
Republic, France, Lithuania, Poland, Slovenia and Uruguay. In all of these countries the association is weak, and
varies between a 5 and 10 score-point change.

There is no clear and overwhelming evidence that EBST would be positively associated with science performance
if ICTs are available and used at school to support this teaching practice. The results also suggest that in a few
countries, using ICT resources to support learning is more important than just their availability.

Source: Mostafa, T., A. Echazarra and H. Guillou (2018), “The science of teaching science: An exploration of science teaching
practices in PISA 2015”, OECD Education Working Papers, http://dx.doi.org/10.1787/f5bd9e57-en

Findings from the 2013 OECD Teaching and Learning International Survey (TALIS) show that about 60% of teachers
report moderate or high development needs in ICT skills for teaching. This makes it the most commonly reported area
for development after teaching students with special needs. In addition, over 56% of teachers report moderate or high
development needs with the use of new technologies in the work place. This differs across countries, as Figure 4.2
illustrates. Around 55% of teachers who took part in TALIS reported participating in professional development activities
relating to ICT skills for teaching; and about 40% of teachers reported participating in professional development courses
in new technologies in the workplace. Teachers reported a positive impact on their teaching as a result of participating
in these courses.
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TECHNOLOGY, THE BRAIN, COGNITION AND WELL-BEING

Young people today are more “connected” than ever. In 2017, three out of four Internet users (aged 16 to 74) used the
Internet daily or almost every day (OECD, 2019, ). Digital engagement is generally higher among younger adults than
older adults, although the differences today are less pronounced than ten years ago. In 2015, a typical 15-year-old from
an OECD country had been using the Internet since the age of 10 and spent more than two hours every weekday on line
after school, and more than three hours every weekend day (OECD, 2017, ). PISA defines “extreme Internet users” as
those who spend more than six hours per day on line; 26% of students in OECD countries fall into this category.

Young people have shown preferences for using the Internet for gaming, chatting and social networking (Durkee, 2012 ).
Today, children use mostly televisions and tablets, although the media landscape is becoming more complex. Children
are watching less television than before, with an increase in the use of television services, such as Netflix and Amazon
Prime, while YouTube is quickly becoming the viewing platform of choice, especially for 8-11 year-olds (Ofcom, 2019 ).
In addition to teenagers, there has been a significant increase in Internet usage among young children (aged 0-8) (Hooft
Craafland, 2018 ,). In the United Kingdom, the most recent figures show that over 50% of children aged 3-4 go on line

for at least 9 hours per week, and 82% of 5-7 year-olds spend at least 9.5 hours per week on line (Ofcom, 2019, ;).

These findings may be significant because of the “plasticity”, or experience-dependent changes, of developing brains. The
brain essentially changes in response to experiences, and childhood is a period of high brain plasticity. In the literature,
the use of technology has been associated with both transient changes, i.e. changes in mood or arousal, and with long-

term alterations in the brain or behaviour (Bavelier, Green and Dye, 201 0y, s€€ Gottschalk (201 9% for the full review.

The effects of technology may depend on factors such as the type of technology used and what it is used for (Bavelier,
Green and Dye, 2010, ). Children may use computers during class time, cell phones to keep in contact with friends, a
tablet to do schoolwork in the evening, and then watch an hour of television with their families to unwind. This can add
up to many hours over the course of the day. Therefore, understanding how and why technology is used, and the variety
of devices children choose, can help determine whether limits to screen time are useful and how they should be set.

Many groups concerned with children’s health, including governments and medical societies, advocate for partially or fully
limiting screen time for children and adolescents. For example, the American Association of Pediatrics, a prominent international
voice in child health, publishes guidelines for screen time for children age 0 to 18, the most recent of which were made
available in 2016. These guidelines include a number of provisions, such as avoiding screens for children under 18 months
(except for video chatting), and limiting to one hour per day high-quality programming for children up to age 5 (Table 4.1).

Many countries have published similar guidelines for parents and guardians suggesting limits to screen time and “best
practices”. Often, these are included as components of guidelines addressing the risks to children of a sedentary lifestyle,
thus they reflect concerns about children’s physical well-being more than their emotional or social well-being. Other
general recommendations include turning off devices when not in use, switching off screens an hour before bed, and
designating times (i.e. while having dinner or driving) and locations (i.e. the bedroom) as media-free. Table 4.1 outlines
a small sample of screen-use guidelines released in different OECD countries, from governments or research institutes.

As can be seen in Table 4.1, the approaches taken by countries range from a “zero-tolerance approach” — the carnet de
santé released by the French Ministry of Health and Solidarity, for example, suggests not even placing a child younger
than three in a room where there is a television on (Ministere des Solidarités et de la Santé, 2018 ._) — to a more nuanced
approach that focuses on types of screen time and how they affect family life.

[17])

A recent example of the latter approach is the 2019 Guidelines issued by the UK Royal College of Paediatrics and Child
Health (Viner, Davie and Firth, 2019, ). These guidelines were based on a comprehensive review of the evidence on
the effects of screen time on children’s physical and mental health. Given the lack of causal evidence linking screen time
to negative child health, the guidelines focus on aspects of child well-being, such as online safety (i.e. from bullying,
exploitation etc.) and access to inappropriate content. The main recommendation is that families negotiate screen time
with children, based on the needs of the child and on which screens are in use and how they may or may not displace
other health-related behaviours or social activities.

The guide poses four questions to be used by families to examine how they use screens. If families are satisfied with their
responses, it is likely they are doing well regarding screen time. The questions are:

1. Is screen time in your household controlled?
2. Does screen use interfere with what your family wants to do?
3. Does screen use interfere with sleep?

4. Are you able to control snacking during screen time?
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| Tabled.1

Screen time recommendations in different countries

Country/institution

Infants/toddlers

Early childhood

School-age -
adolescence

Other recommendations

AAP (United States)

None, except video
chatting (under 18

1 hour of
high quality

Consistent limits

Turn off screens when not in
use; ensure screen time doesn’t

(AAP, 2016,,) mos). Only high quality programming, on time and type | displace other behaviours
programming (18-24 mos) | co-view essential for health
Canada
-CSEP (CSEP, 2017 ) Limited sitting for extended
u None <1 hour ;ilh)ours (CSEP periods (CSEP); Adults model
-Canadian Pediatric Y healthy screen use (CPS)
Society (Canadian
Paediatric Society, 201 7 o)
Australian Government
Department of Health None (under 12 mos); <2 hours
(Australian Government <1 hour (12-24 mos) <1 hour (entertainment)
Department of Health,
201 7\111)
New Zealand Ministry of <2 hours
Health (Ministry of Health, | None <1 hour ional Adapted from CSEP guidelines
2017..) (recreational)
12l
German Federal Ministry of 1 hour (primary Q\\//(())ilc(jj SSrgel;Ct?n?Z Fc)(())?rilbl[eet;el
Health (Rutten and Pfeifer, None 30 minutes school) — 2 hours N mpetely
for children under 2 including
2016,,) (adolescents)

background television

Source: Gottschalk, F. (2019, forthcoming)

The guide finishes with a set of recommendations on how families can reduce screen time, if they feel the need. This
includes protecting sleep, prioritising face-to-face interaction and being cognisant of parents’ media use, as children
tend to learn by example.

Although there is a great deal of media attention on this issue, it is important to separate fact from fiction when considering
the impact of technology on children. According to a recent report, the weight given to screen time in both public and
scientific discourse is probably not merited, based on the available data (Orben and Przylbylski, 2019,,,). Itis essential,
then, to review the available research. Furthermore, many children report that controlling media time is becoming more
difficult, although the majority (aged 12-15) consider they have struck an appropriate balance (Ofcom, 2019,..)). The
following sections summarise the full review found in Gottschalk (2019,).

[15]

A note on brain plasticity

The brain is plastic, and changes based on one’s experiences. This plasticity is especially marked in the early years:
research suggests rapid development and considerable plasticity in the brains of newborns through the first few years of
life (Barkovich, 1988,,,). In addition, certain regions of the brain are more plastic than others, including the hippocampus,

which is implicated in learning and memory (Bliss and Schoepfer, 2004,  ; Pastalkova, 2006,

21]; 221)'

Childhood and adolescence are periods of rapid development and maturation. During the first three years of life, a child’s
brain may create over one million new connections per second' -- essential for the development of hearing, language
and cognition (Center on the Developing Child, 2009 ,,). These basic capacities create the foundation for higher-order
functions, especially those formed in adolescence, as many neural networks underlying more complex activities, such
as decision-making, mature during this time.

Structural and functional magnetic resonance imaging (fMRI)* studies have shown that these changes in function are
accompanied by extensive structural alterations in the adolescent brain (Crone and Konjin, 2018,,,). Improvement of
functions, such as attention and cognitive flexibility, for example, is likely a result of myelination and pruning (Luciana,
2013, Paus, 2005, ). Pruning refers to the selective elimination of synapses, which are initially overabundant in young
brains. This process largely occurs throughout puberty and adolescence. The sensitive periods in early childhood and
adolescence, when critical brain development and reorganisation occur, can be strongly influenced by experiences and

environmental factors that can affect future functioning (Irwin, Siddigi and Hertzman, 2007, Petanjek, 2011,

271 28])'

EDUCATING OUR YOUNGEST: POLICIES FOR EARLY LEARNING © OECD 2019

130/156



62/80

Children, technology and teaching

These sensitive periods used to be known as “critical periods”, as it was believed that they were windows of opportunity
in brain development that, if missed, would lead to the loss or underdevelopment of critical abilities. However, research
has demonstrated that development of language and visual processes, for example, once thought to occur only during

the “critical periods” of early childhood, can occur outside of this window (Fuhrmann, Knoll and Blakemore, 201 5 50

While it underlies learning, neuroplasticity is not an inherently good or bad thing. Outcomes vary, depending on the
magnitude and location of changes taking place.

Measuring these changes and activation patterns can be difficult. For example, fMRI* allows for the detection of brain
activity as shown through changes in local cerebral blood flow and from changes in oxygenation concentration (Glover,
2011,,,). However, it does not clarify the neural mechanisms underlying certain functions (i.e. cognitive or behavioural
functions) (Logothetis, 2008, ). Brain imaging can give some insight into brain structure and activation patterns, but
functional relevance is difficult to infer, and this type of research remains exploratory.

IMPACT OF TELEVISION ON CHILDREN: COGNITION AND WELL-BEING

There is a relatively large body of literature exploring television and children, partly because television has been around for
a long time. Researchers have explored the implications on verbal abilities, as well as cognitive, physical and emotional
development. However, the quantity of research in this field outpaces the quality; many studies report very small effect
sizes, are correlational in nature (they are unable to show causality), and there is much contradicting “evidence” presented
even when analysing the same datasets. Thus, results in this domain must be interpreted with caution. This section provides
an overview of some of the literature regarding television viewing and child outcomes, and some of its limitations.

Some research has linked viewing television for longer periods of time during childhood with attention problems in
adolescence (Landhuis, 2007 ,,), and suggests there may be modest adverse effects of watching television before the
age of three on cognitive outcomes later in childhood (Zimmerman and Christakis, 2005,,,). However the research in
this domain tends to be contradictory, and there is no clear impact (either positive or negative) of moderate television
viewing (Foster and Watkins, 2010,,, ). Some research has found no association with outcomes such as attention problems/
hyperactivity, emotional symptoms, relationship problems and prosocial behaviour (behaviour intended to help other

people, or benefit society generally), or with these outcomes and playing electronic games (Parkes, 2013 ,, ).

Results implicating television watching in the socio-emotional development of infants have also been inconsistent
(Haughton, Aiken and Cheevers, 201 5,)- However, some of the literature points to more positive associations between
watching television (in this case, educational programming) and children’s development, suggesting it may promote
literacy, mathematics, problem-solving and science skills, and prosocial behaviour in preschool-aged children (see Evans

Schmidt and Anderson, (2009,,,).

Some scholars cite an opportunity cost associated with time spent watching television rather than engaging in more
“educational” activities. For example, time spent playing attention-training games versus watching popular children’s

videos may contribute to improvements in executive attention and intelligence (Rueda, M. et al, 2005 ,,).

Analyses of how children’s brains react to television are more scarce than those concerning cognitive or behavioural
outcomes, and causality remains difficult to ascertain. Despite these limitations, some results indicate that children who
frequently watch TV are likely to engage less in physical activity, which, in turn, may have an impact on the volume of
certain brain regions (Takeuchi et al., 201 3 50 This research is limited, however, by its small samples; therefore it is not
clear whether TV viewing directly causes the outcomes measured, and whether the results are generalisable. In addition,
the functional relevance of volumetric changes in different brain regions is not always clear.

In sum, the effects of television viewing on children are not clear. If time spent watching television is time away from
other activities, particularly those that are beneficial for children’s physical well-being, then there could be cause for
concern. However, the evidence is mixed and there is no clear proof that moderate television watching displaces other
activities essential for well-being or development.

On co-viewing

The benefits of “co-viewing” (i.e. when parents watch videos with infants) are supported by a number of studies (see
Gottschalk, (2019,), for an overview). While co-viewing with their parents or guardians, infants may pay more attention
and potentially increase their ability to learn from video content (Barr et al., 2008, ). This “scaffolding” suggests that
parents pose questions, and give descriptions and labels during viewing (Barr et al., 2008, ). But the extent of the cognitive
outcomes associated with this practice is unclear.

I401)
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Other cross-sectional research suggests that television watching, reading and physical activity when done with a caregiver
every day is associated with higher linguistic and/or cognitive development than for children who engage in these activities
only once or twice per week (Lee, Spence and Carson, 2017, ). One conclusion here might be that, independent of the
content of the activity, simply engaging in behaviours with a caregiver may be beneficial for child development (Lee,

Spence and Carson, 2017, ).

Another note about co-viewing, and parental mediation of screen content more generally, is that there is a deepening
divide between socio-economically advantaged and disadvantaged families. Children whose parents are able to spend
time both curating and mentoring screen time may reap more benefits than those in families with less financial resources
and with parents who are less involved in daily activities (Canadian Paediatric Society, Digital Health Task Force, Ottawa,
Ontario, 2017,,). The equity dimension of television viewing has broader implications, especially if there is a relationship
between cognitive outcomes and time spent watching television: children from disadvantaged backgrounds or with
low-educated mothers tend to watch more television than children from advantaged backgrounds (Certain and Kahn,
2002 .. ; Rideout and Hamel, 2006

1431/ |441)'

“High-quality” programming: The quality vs. quantity debate

Not all television is created equal. While there is much content with little purpose beyond entertainment, educational
programming does exist. There is not much research exploring brain-based outcomes of viewing educational television;
but there is a relatively large body of research supporting the positive effects of educational programming on cognitive

development in preschool-aged children (Anderson and Subrahmanyam, 2017 ).

Some research suggests greater levels of school readiness (Anderson, 1998, ; Anderson, D. et al, 2001 ,_.; Schmidt and
Anderson, 2007 ) and superior language development (Linebarger and Vaala, 2010,,; Linebarger and Walker, 2005 ;;
Linebarger and Piotrowski, 2009 ;,) among preschoolers who watched Sesame Street regularly. Other “educational” shows
have also been linked to better language use and vocabulary development (Linebarger and Walker, 2005 ;).

Engaging with educational content may be especially beneficial for children from disadvantaged and middle-class
families, not only for their vocabulary, but also for their performance in reading and mathematics tests, and overall
school readiness (Wright et al., 2001, ). The benefits of engaging with this type of content may also last beyond early
childhood. For example, some research has noted a positive relationship between viewing educational/informative
television programmes during preschool years and both high school achievement and time spent reading books for

leisure (Anderson, D. et al, 2001 )

A systematic review of the literature exploring the association between television viewing and outcomes such as academic
performance, language and play, finds that the relationship between television and children’s development is complex,
and highlights the potential importance of individual characteristics, including social context and family factors. The
review suggests that watching high-quality content is associated with academic skills and is predictive of future academic
performance, whereas watching television during infancy may be detrimental to play and language development (Kostyrka-
Allchorne, Cooper and Simpson, 2017 ;, ). It is unclear whether some of these interactions are long-lasting. In general,
the nature of this type of research does not allow for causal inferences.

Despite these results, it is important to keep in mind the notion of the “video deficit”, which posits that infants and toddlers

do not learn as well from materials presented via video as they do from live sources (Anderson and Pempek, 2005 , ).

This video deficit may also affect language learning in infants during their first year of life, as viewing television before
the age of two has some negative associations with language development and executive functions (Anderson and
Subrahmanyam, 2017 ,.). Live exposure, versus audio or video exposure, to foreign languages seems to have a stronger

impact on the capacity to discern differences in phonetic units in languages (Kuhl, Tsao and Liu, 2003 ;).

In sum, there may be some benefits associated with engaging with child-tailored, educational content in terms of improved
verbal abilities, cognitive development and neural maturity in children. However, the research also suggests that children
learn better from live sources than from videos. This could also have implications for children from disadvantaged
households or with working parents who have less time to spend with them. Watching television can perhaps be
incorporated into a schedule filled with other health- and development-promoting habits, even for infants and young
children. Limiting television viewing for children who do not exhibit problematic tendencies is perhaps unnecessary.
But the evidence can be contradictory, and it is difficult to distinguish clear associations between screen-time habits and
cognitive outcomes.
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EFFECTS OF VIDEO GAMES ON THE BRAIN AND EXECUTIVE FUNCTIONS

The literature on video gaming and children is much more recent than that on television; as a result it is also less
conclusive. The majority of the research focuses on negative rather than positive outcomes (Granic, Lobel and Engels,
2014, ), thereby providing a somewhat skewed view on the potential impact of video games on children. Providing a
coherent and balanced view is important, especially as online gaming is becoming increasingly popular: three out of

four of the 5-15 year-olds in the United Kingdom who play games do so on line (Ofcom, 2019, ).

Positive findings include improved decision making (The IMAGEN Consortium, 2011 ;) and better procedural learning,
i.e. acquiring new skills via practice (Pujol et al., 2016, ). Action video games in particular (i.e. as distinguished from
non-action video games by their speed, unpredictable stimuli and high sensory-motor load) have been linked to better
reading outcomes for dyslexic children as well (Franceschini et al., 201 7 59))- One study showed that even modest amounts

of gaming have been associated with faster motor-response times (Pujol et al., 2016, ).

Each of these individual findings would need to be supported with a more critical mass of evidence in order to be used
to guide policy making; and these results would need to be considered in light of the concerns associated with excessive
gaming. These concerns are widespread: “Internet Gaming Disorder” was recently included in the Appendix of the
Diagnostic and Statistical Manual of Mental Disorders-V and as “Gaming disorder” in the draft of the 11th revision of
the World Health Organization’s International Classification of Diseases. However, formal classification of these ideas
as “disorders” is contentious in the scientific community (Turel et al., 2014, ), especially as research in this domain is
not robust enough to liken “Internet addiction” or “gaming addiction” to substance addictions (Weinstein and Lejoyeux,
2015,,). In line with multiple research findings, terms such as “excessive Internet use” are suggested in order to avoid
using medical classification or terminology (Smahel, 2012, ; Kardfelt-Winther, 2017 ) to describe children’s online
habits (OECD, 2017 ,; OECD, 2018,

63]; [64])

65])'
Parents and educators often worry about the impact of gaming on educational attainment; but as with “educational
i

television”, “educational gaming” might have positive effects on children. In general, there is a lack of strong evidence
supporting the notion that video gaming affects education outcomes.

The literature in this domain is contradictory, and one of the biggest research challenges is accurately determining the
amount of time spent gaming. This field, would benefit from more randomised-controlled trials, larger sample sizes, and
more consistently reproducible findings. At present, all that can be said with certainty is that playing video games may
have both positive and negative impacts on children, in part due to moderate versus more extreme use.

21ST-CENTURY CHILDREN AND SOCIAL MEDIA

Adolescents (and, to a lesser extent, children) in the 21st century use technology to interact with their peers. Since 1997,
over 10 000 published journal articles have used the term “social media”, with experts in fields such as psychology,
economics and sociology incorporating this topic into their research agendas (Meshi, Tamir and Heekeren, 201 5 66
There is a good reason for this: recent estimates suggest that over 90% of young people use social media both day and
night (Duggan and Smith, 2014

167])'

Texting is a dominant form of daily communication among adolescents, as are media such as instant messaging, social-
media platforms and video chatting (Lenhart, 2015 ). There is evidence to suggest that children’s social relationships
can be stimulated through digital technology and that moderate online communication has a positive relationship with

the quality of friendship and social capital (for a review, see Kardefelt-Winther, (2017 ,).

There are differences in how young people use social media compared with older populations. As shown in Figure 4.3.,
in 2018, 35% of teenagers surveyed by the Pew Research Center in the United States reported that they use Snapchat

most often, unlike their elders, who tend to favour Facebook (Pew Research Center, 201 8 50))-

Despite the proliferation of research exploring social media use and the huge numbers of children subscribing to these
platforms, empirical research on the impact of social media on the brain is scarce. In 2015, only seven published articles
explored neurosciences and social media (Meshi, Tamir and Heekeren, 201 566)- Furthermore, many studies focus on Facebook
use; the literature exploring other social media used by 21st-century children, such as Snapchat and Instagram, is thin.

In addition, most research focuses on adults, not children or young people. There is some research to suggest that the use
of social media, especially at night, may be linked to poor sleep quality. It also may be linked to levels of anxiety and
depression, although the direction of causality is not clear and the relationships can be weak. In one particular study, for
example, associations were stronger between poor sleep quality and anxiety/depression, than between media use and

anxiety/depression) (Woods and Scott, 2016,,).
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| Figure 44 |

Change between 2015 and 2018 in use of social media platforms among US teenagers
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Source: Gottschalk, 2019 (forthcoming)

Box 4.2. The Internet and interpersonal skills and well-being

What is the effect of electronic communication on children’s interpersonal skills and well-being? Research has
shifted over the past decades:

¢ The displacement theory argues that online interaction replaces face-to-face interaction, which in turn leads to
reduced social involvement and psychological well-being among children who use the Internet (Kraut, R. et al,
1998 ,,). Although this theory received early support, more recent studies that highlight the positive effects of
the Internet on children’s social capital have criticised the theory as simplistic.

e The “rich get richer” theory states that children with more social skills and networks will benefit more from

online communication than those without (Kraut, R. et al, 1998 _. ; UNICEF, 2017

[73]; [74]) .

¢ The social compensation hypothesis predicts that online communication benefits socially anxious and lonely
children most as the Internet reduces social boundaries, thus facilitating making friends on line (Bonetti, Campbell
and Gilmore, 2010, ). Lonely teens are also more likely to use social networks to make new friends rather than
maintaining existing friendships.

e Finally, the stimulation hypothesis suggests that the impact of children’s online behaviour is mostly positive for all
children and, in particular, that communication with existing friends is improved (UNICEF, 2017, Valkenburg
and Peter, 2007 . - Miller and Morris, 2016, ). A recent study, conducted among children in the United States,
found a positive relation between children’s computer use and the number of friends they communicated with
off line (Fairlie and Kalil, 2017 . ). Another study, using Health Behaviour in School-aged Children (HBSC) data
across nine countries, showed that 11-15 year-olds who communicated more through electronic media reported
greater life satisfaction. However, above a certain threshold this relationship became negative (Boniel-Nissim

etal., 2014,).

Although the displacement theory no longer receives much support, there is no consensus among researchers. More
long-term research is needed that also takes into account the type of electronic communication or social network.

Source: (Hooft Graafland, 201 8,,), “New technologies and 2 1st-century children: Recent trends and outcomes, OECD Publishing,
Paris, https:/doi.org/10.1787/e071a505-en.

Young people tend to maintain social media portfolios, consisting of accounts on different platforms, to share photos,
updates and connect with peers. Adolescents, in particular, value the opinions of their peers, and the simple act of
peers “liking” a recently published photo serves as a “quantifiable social endorsement” (Sherman et al., 2016, ). More
“popular” photos (i.e. those with more “likes”) can elicit different responses from young people than less popular ones. For
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example, they tend to garner more likes even when showing risky behaviours, such as smoking marijuana and drinking
alcohol, and certain brain regions show higher activity levels when viewing these posts, such as those associated with
social memories, cognition and imitation, and the visual cortex (Sherman et al., 201 6,50

“Facebook addiction”, excessive social media use and risky behaviours

“Facebook addiction” and other classifications of excessive media use have gained traction in policy and research spheres.
However, as with “gaming addiction” and Internet Gaming Disorder, these classifications are not universally recognised.

Even though more children are using social media than ever before, research on the effects of that activity on developing
brains is still in its infancy. The use of social media has been connected to facial recognition and memory, which could
prove beneficial in establishing and maintaining strong social networks both on line and off, in adolescence and later in
life. However, directional causality cannot be inferred, and often the functional relevance of certain brain phenomena
is unclear.

As this is a fast-moving area, the importance of using rigorous research is more necessary than ever (OECD, 2018, ).
At present, there appears to be a disconnect between the available evidence, media and public perception. Claims
that “smartphones have ruined a generation” and “new technology ‘re-wires’ children’s brains” are largely unfounded:
changes in the brain (i.e. plasticity) are normal developmental processes in childhood and adolescence, and any major
“rewiring” as a result of technology use is unlikely (Kardfelt-Winther, 2017 ). However, it is clear that this is an area of
study that will need constant updating and refinement as technology evolves.

IMPLICATIONS FOR PHYSICAL HEALTH

Using ICTs is associated with various health-related outcomes and behaviours, including sleep patterns, posture and
lifestyle. The following sections assess some of the potential risks and benefits of technology use on developing bodies
[for the full review, see (Gottschalk, 2019 1.

Sleep

The circadian rhythm is dependent on an internal clock.

While not the only modulating factor of the circadian rhythm, light plays a major role in adjusting and synchronising these
clocks (Touitou, Touitou and Reinberg, 2016 ). Light that emits short wavelengths, such as blue and blue-green light,
versus the longer wavelengths of orange or red light, has more of an effect on circadian rhythms (Brainard and Hanifin,
2002 ., ; Thapan, Arendt and Skene, 2001,

811/ 82])'

Many devices today emit short-wavelength or blue light. This includes computers, cell phones and tablets, which over
time have evolved to have larger and brighter screens.

Dosage (i.e. time spent engaging with devices) and age might affect melatonin production, important for signalling the
onset of sleep. Adolescents and children might be more sensitive to light than adults, and more time using a device
has been associated with a greater reduction in melatonin (Figueiro and Overington, 2016, ). A systematic review
of the literature uncovered 67 studies from 1999 to 2014 examining sleep patterns among school-aged children and
adolescents. Some 90% of the studies found adverse associations between screen time and sleep outcomes, such as
delayed timing and shortened duration of sleep (Hale and Guan, 2015, ). However, association, or correlation, does
not imply causality. Furthermore, there are often measurement errors regarding the amount of screen time and sleep
time (Hale and Guan, 2015,)). For example, teenagers are likely to over-report sleep time; and there is little research
to validate assessments of adolescents’ time in front of a screen using self-reported and parent-reported measures
(Hale and Guan, 2015

[84I)'

In addition, different types of media use at bedtime might have different implications for sleep. For example, in a cross-
sectional study of 11-13 year-olds in the United Kingdom, difficulty falling asleep was most associated with activities such
as using mobile phones and listening to music, whereas reduction in weekday sleep duration was linked to visiting social
media sites and using a computer for studying (Arora et al., 2014, ). Some of these results were hypothesised to be due to
a combination of delayed melatonin release, resulting from exposure to light emission, as well as mental excitation (Arora
etal., 2014 ,.). The findings specifically concerning computer use for studying and its impact on sleep are particularly
noteworthy, as over 50% of adolescents across OECD countries reported browsing the Internet for schoolwork outside

of school at least once per week, according to PISA 2012 data (OECD, 2015,,).

Establishing limits on when children and adolescents use technology (i.e. not in the hours immediately preceding
bedtime), or providing children with protective equipment, such as blue light-blocking glasses, may help prevent
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sleep disruptions. Evidence suggests that these glasses are effective in mitigating melatonin suppression in teenagers
(van der Lely et al., 2015 ,.), so using them for late-night studying or scrolling through social media feeds before
bedtime might be warranted. More research is needed to identify whether activating features on mobile devices,
such “night shift” or “night mode”, are effective in avoiding disruption of melatonin production. These steps could
be incorporated into good sleep-hygiene practices, which include avoiding excess (or any) caffeine, engaging
in regular exercise, maintaining a regular sleep schedule and eliminating noise from the sleeping environment
(Stepanski and Wyatt, 2003,

67)-

Stress

When faced with a stressor, threat or a challenge, the human body responds by secreting glucocorticoids, such as cortisol,
that help prepare the body to react (i.e. activating the “fight or flight” response) (Juster, McEwen and Lupien, 2010, ; Afifi
etal., 2018 ). In healthy people, the levels of cortisol follow a cyclic pattern and generally peak after waking, then drop
steeply at various times in the day, with the lowest point before bedtime (Afifi et al., 2018, ). Changes in this pattern or
chronically high or low levels of cortisol can have negative effects on human physiology and psychological outcomes
(Davidson and Irwin, 1999 __: Damasio, 2000

[901” [91])'

Long periods of ICT use (i.e. three hours or more per day) and the type of media used might affect the cortisol response
in children (Wallenius et al., 2010,,). In one study looking at Facebook use by 12-17 year-olds (n=88), cortisol profiles
were associated with Facebook network size and Facebook peer interactions. Further research suggests that the
adolescents who engage more with general media, use their phones more and have larger networks on Facebook may
show, upon waking, greater rises in cortisol (associated with poor mental and physical health) and rates of interleukin-6
(an inflammatory marker whose overproduction is associated with poor health) (Afifi et al., 2018 ;). Experimental
and/or longitudinal work in this field can determine whether media use causes this biological response, or whether
the response is a stimulator for media use.

Stress can be measured through biological markers, including cortisol, and also through subjective measures, such as
respondents’ reports of perceived stress. In response to stressful events, children may consume media to manage stress
or mood through entertainment. Some studies show that playing games can help reduce physical stress temporarily and
improve one’s mood (Russoniello, O’Brien and Parks, 2009[137]). Social support offered in online and offline forums
can help buffer the effects of stressful life events (Leung, 2007 ,)-

Overeating, sedentary lifestyles and obesity

Over recent decades, increases in television watching and using the computer have raised concerns about obesity in
children. Certain habits associated with screen time have been linked with body mass, especially in children. Eating
while watching television, for example, has been associated with an increase in energy intake (i.e. more calories or food
eaten) because it can delay normal mealtime satiation (i.e. the feeling of fullness), and because it can obscure signals
of satiety from foods that had been previously consumed (i.e. children do not stop eating, even though they are already
full) (Bellissimo et al., 2007,

941)'

Further links with obesity and screen time tend to be less linear. For example, some literature points to the notion of a
“displacement effect”, whereby time spent using technology causes harm proportional to exposure, and detracts from
other potentially more “valuable” activities (Neuman, 1988, ). However, a recent review of the literature suggests that
reducing screen time may not motivate adolescents and children to engage more in physical activity (Kardfelt-Winther,
2017,,); see also Box 4.2); other research has shown that screen-based, sedentary behaviour and leisure-time physical
activity are independent of one another (Gebremariam et al., 2013, ). Television watching may displace other activities,
such as reading, but the overall evidence of the negative impact of displacement is relatively weak (Evans Schmidt and

Anderson, 2009,,,)-

In any case, displacement effects can differ based on the extent of screen time and the activities being displaced. For
example, heavy Internet use may interfere with participation in clubs and sports, whereas moderate use has been shown
to encourage participation (Romer, Bagdasarov and More, 2013 ;). This is a relatively consistent finding across the
research: moderate Internet use, and shared media experiences, allow young people to build rapport with their peers
(Romer, Bagdasarov and More, 2013 . ; Romer, Jamieson and Pasek, 2009, ; Pasek et al., 2006

[981” (991" [1001)’

Activity, energy and co-ordination

With developments in technology, there has been a shift in video games from being sedentary and controller-based to
requiring players to engage in physical movements in order to interact with the screen-based game (Norris, Hamer and
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Stamatakis, 2016, ). Augmented reality games, or those that involve geo-tracking (or in the case of Pokemon GO, a
game that uses both) are also becoming increasingly popular; some argue that they promote movement.

But the evidence is mixed. A systematic review of the literature on using active video games as effective health interventions
in schools found that the quality of the research was not high enough, and recommended randomised controlled trials with
larger samples (Norris, Hamer and Stamatakis, 201 6,,0,))- In contrast, a meta-analysis including 35 articles on active video
games concluded that these games can be a good alternative to sedentary behaviour, although they are not replacements
for more traditional sports and physical activity for children and adolescents. Results from this meta-analysis, however,

ranged from null to moderate effect sizes (Gao et al., 2015, ).

Technology might also be used to enhance the development of physical skills. For example, using applications on an
iPad that require motor skills has been associated with improvements in motor co-ordination (Axford, Joosten and Harris,
2018,,,,)- With the emergence of skill-training applications and active video games, such as Wii Sports and Dance Dance
Revolution, recommendations of screen use for children and adolescents may need to be re-evaluated. However, simply
providing children with access to active video games is unlikely to prompt spontaneous engagement in more physical
activity and may not benefit public health (Baranowski et al., 2012, ). More research in this field is needed to ascertain
whether and how active video games can be used to boost children’s activity and fitness.

Musculoskeletal discomfort and posture

There are other physiological implications associated technology use. Musculoskeletal discomfort associated with
children’s computer use has been noted in a number of studies (Jacobs and Baker, 2002 ,.); Woo, White and Lai,
2016[144]), as have the risks to posture associated with the use of computers and tablets. Certain conditions, including
asymmetrical and sustained positions of the lower extremities, and holding a posture for more than one minute might
contribute to the discomfort, as could using a tablet rather than a laptop, which might result in more sustained neck
flexion (Ciccarelli, 2015, ). More recent evidence also suggests an increase in adverse neck symptoms related to
television, phone and tablet use, and adverse visual symptoms related to more frequent use of cell phones and tablets
(Straker, 201 7,

107])'

Parents, educators and young people should all be aware of how to identify risks to their posture (Ciccarelli, 2015 ).
Physically changing where in the home or school children use devices can help vary the postures used. Adults can help
children understand that changes in posture and taking active breaks to include stretching and movement can be beneficial
(Harris, 2015, ). Teacher-training programmes for pre- and in-service teachers could also include modules on how
teachers and students can counter the adverse physical effects of sustained or static positions when using computers — or
simply when sitting in class (Murphy, Buckle and Stubbs, 2004, ).

SAFE AND RESPONSIBLE INTERNET USE: THE ROLE OF SCHOOLS

Schools play a key role in supporting safe and responsible Internet use. The challenge for schools lies in their ability
to reduce the negative uses of the Internet and digital devices while maintaining their contributions to teaching,
learning and social connection (Kaveri Subrahmanyam and Patricia Greenfield, 2008,,,,)- In order to do this, children
should be taught how to manage rather than avoid risks online (Middaugh, Clark and Ballard, 2017 ;). This section
discusses the best approaches used by schools to support students in their digital use (for the full discussion, see (Hooft
Graafland, 201 8-

School organisation and policies

A whole-school approach, where teachers and support staff are able to recognise, respond and resolve online safety
issues, is found to be effective in protecting and supporting students in their use of technology (Ofsted, 2014, ). It
is thus essential to train teachers and support staff in online risks and their implications. Training should be provided
on a regular basis, as digital technology is changing rapidly and it is important for teachers to stay up-to-date with
new developments. Parents and students can also get involved to strengthen the school’s capacity to deal with online
safety issues.

In addition to a whole-school approach, online safety policies and procedures are important (UK Safer Internet Centre,
2018,,,,). A survey conducted in the United Kingdom showed that only 5% of schools did not have an online safety policy
in place. Yet for those schools that did, students were not always well-informed about this: only 74% of students were
aware that they had an online safety policy at school; and few students were involved in writing online safety policies
(Ofsted, 2014, ). Listening to children and engaging them in the development of online safety policies is important, as
children know best what new risks they are encountering on line.
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Effective policies and procedures promote responsible and safe online practise for both students and staff (e.g. children
knowing how to report an online safety incident; schools handling students’ personal data in a safe and secure manner).
Good policies are designed to support students’ online learning rather than just preventing or limiting access. Policies
and procedures should be up-to-date and integrated with other existing policies around anti-bullying, behaviour and
safeguarding (UK Safer Internet Centre, 2018

[113])'

Policies and rules to prevent cyberbullying should not be seen separately but within the context of traditional bullying.
Many studies have shown strong correlations between traditional bullying and cyberbullying (Livingstone, Stoilova and
Kelly, 2016, ,.; Baldry, Farrington and Sorrentino, 2015 ). Successful interventions to tackle traditional bullying may
therefore also reduce cyberbullying (Livingstone, Stoilova and Kelly, 2016,,,,). Effective policies for bullying clearly
describe what behaviour is and is not accepted on line and at school, and what the consequences are for violating these
rules (StopBullying, 2017

I116I)'

E-safety in the curriculum

Including online safety in the school’s curriculum helps children become safe and responsible users of technologies
(Hinduja and Patchin, 2018, ). A survey conducted in the United Kingdom showed that 25% of secondary students
could not recall “if they had been taught about online safety over the [previous] 12 months” (UK Safer Internet Centre,
2015,,,,). Most schools use assemblies and ICT lessons to provide online safety education that focuses on teaching
children digital skills and providing them with one-way online safety messages, as opposed to interactive and dynamic

pedagogy (Harrison-Evans and Krasodomski-Jones, 2017 ).

Due to a lack of evaluative evidence, it is unclear how effective such strategies are in supporting positive and safe online
behaviour. In addition, there is a growing belief that schools should focus more on teaching children digital citizenship
responsibilities. Children who are morally and ethically sensitive are more likely to engage in positive online behaviour,
while the contrary is true for children with lower levels of moral sensitivity (Harrison-Evans and Krasodomski-Jones,
2017,,,,)- Peer-support programmes or mentoring schemes can also be effective in enhancing online safety in schools.
Some 78% of 11-16 year-olds believe “young people have the power to create a kinder online community” (UK Safer

Internet Centre, 2015 ).

For adolescents and pre-teens, messages about online safety should include warnings about the risks of sexting and other
online sexual risks. For example, education on sexting may be included within the school’s sex and relationship education
programme. Emphasising social risks (e.g. peer aggression or damaged reputation if an image goes viral) may contribute
to “slut-shaming” and victim blaming, while focusing on education and career risks (e.g. rejection from educational or
career opportunities if an image goes viral) may create unnecessary fear, as images are rarely uploaded to public websites
(Hasinoff, 2012, ). Instead, educators should focus on harm-reduction strategies that teach children empathy and digital
privacy. This could include, for example, a classroom discussion about the benefits and risks of sharing sexy “selfies”.
If children know how to navigate sexual risk and trust, they will be less likely to get involved in acts of sexual violation
(e.g. forwarding a sexual image of someone without permission) (Hasinoff, 2016, ).

School communication with families

It is important that online safety education continues at home. As children go on line at an ever-younger age, parents
and caregivers play a more important role in educating children about technology (Duerager and Livingstone, 2012 ,,).
Effective mediation reduces the likelihood of children being harmed by online risks or becoming “extreme Internet users”

(Anderson, Steen and Stavropoulos, 201 6,5y Livingstone and Smith, 2014,

123) 1241)'

It is therefore essential for schools to educate parents and caregivers as well as children. Parents lacking communication
or digital skills may respond to safety incidents (e.g. cyberbullying) by taking their child’s phone away. While this might
be an effective short-term strategy, it can also prevent possibly harmed children from seeking help from their parents in
the future (Fenaughty and Harré, 2013 Developing relationships with families builds a safe community between
home and school.

|125|)’

Technology can also be used as a tool to improve parent-teacher communication (Choi, 2018,,,). Through online
platforms, parents can be informed about their child’s attendance, performance and behaviour at school. Examples include
text messages to parents to engage them in their child’s learning by informing them about the number of missed classes,
providing students with career guidance and relevant tips for college admissions, or “mindset messages” to help students
develop positive attitudes towards themselves, their peers and the school. These are low-cost and effective interventions

that yield positive results (Escueta et al., 2017 ,, ). For teachers and school leaders, using technology (text messages,
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platforms and social networks) to make sure both parents have access to scholastic information and news about their
child is efficient, and especially useful in ensuring that the information is transmitted in cases of divorce, when parents
may be reluctant to communicate with each other.

THE ROLE OF PEERS

Besides seeking help from parents and teachers, children turn to each other when they need support; but the
effectiveness of peer mediation remains little researched (Livingstone et al., 2011 ,.). Some 44% of European
9-16 year-olds reported having received Internet safety advice from peers (as compared to 63% receiving advice
from parents and 58% from teachers); 35% reported having given such advice to friends. Practical peer mediation
appears to be even more common: 64% received help when they had trouble doing or finding something on line

(Livingstone et al., 2011, ).

Peer mediation can positively affect children’s digital literacy and the type of activities they engage in on line. Children
learn about new opportunities on line mainly through their peers. However, participating in creative online activities

seems to depend less on peer support and more on children’s individual priorities (Dinh et al., 2016, ).

Box 4.3. Internet safety helplines

Children who seek anonymous support can contact national helplines. Within the Insafe network (consisting of
31 countries), helplines provide children (and to a lesser extent parents and educators) with information, advice and
emotional support about online safety. Most helplines can be accessed through diverse means, including telephone,

e-mail, Skype, chat rooms and on line (Dinh et al., 2016,,,,)-

During the last quarter of 2017, 10 809 people contacted a helpline, 69% of whom were teenagers. Reasons for
contacting helplines included cyberbullying (16%), relationships/sexuality (11%), sexting (8%), abuse of privacy
(7%) and excessive use (6%) (Better Internet for Kids, 201 8,,5)- Internet safety helplines do not replace mediation of
Internet use by parents, teachers or peers. Helplines should rather be seen as a first point of contact for immediate
support (Dinh et al., 2016

[129])'

Source: (Hooft Graafland, 2018, )

131

DEVELOPING POLICIES

Developing policies that both safeguard and empower children in a digital world is challenging. This section outlines
different regulation strategies, as well as effective policy characteristics and recommendations. Also discussed are the gaps
in our evidence base about children’s lives on line that make it difficult to design policies that address risks and make the
most of opportunities to benefit all children (for the full discussion, see (Hooft Graafland, 201 8,)-

Regulation strategies

The OECD’s Directorate for Science, Technology and Industry is revisiting and updating the OECD (2012), Recommendation
of the Council on the Protection of Children Online, https:/legalinstruments.oecd.org/en/instruments/OECD-LEGAL-0389.
The Recommendation includes principles for all stakeholders involved in making the Internet a safer environment for
children and educating them to become responsible digital citizens.

For many risks that exist both on line and off-line, existing laws and regulations apply and no additional laws are needed.
For such risks, most countries enhance general laws so that what is illegal off-line also becomes illegal on line. For
example, a majority of countries have now updated their national regulation regarding child-inappropriate content to
include the Internet.

In other cases, countries do adopt new legislation. In 2007, a new law was issued in France to make “happy slapping” —
filming and distributing acts of violence on line (mostly carried out by youth) — a crime. In the United States, a law was
adopted in 2003 on misleading online domain names. Australia, France, Ireland, Japan, New Zealand, Norway and the
United Kingdom have issued legislation related to cyber-grooming. In Japan, for example, it is now illegal to arrange
dates with minors through online dating websites.

An alternative to direct governmental regulation to protect children on line is self- and co-regulation or using technologies.
Self- and co-regulation measures influence the behaviour of market actors, such as search-engine operators and social
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media companies, that voluntarily show social responsibility, through codes of conduct, best practices or industry
guidelines. Social network services, for instance, may contribute to online child safety by improving default privacy
settings, introducing accessible “report abuse” buttons, or setting age limits for creating user accounts. Technological
measures include filters (to keep children away from certain risks), age- or identity-verification systems (to prevent children
from using specific websites) and walled gardens (to create child-safety zones on the Internet). Other policy tools include
awareness campaigns that highlight online risks and opportunities, and provide positive content for children. Internet
literacy is also increasingly becoming integrated in national educational systems (OECD, 2011, ., ).

Common characteristics of successful policies

Besides protecting children from online harm, policy makers should support children in their digital skill development.
(UNESCO, 2018,,,,) compared five international studies on digital skills and identified two types of policies required to
obtain an environment where children can successfully develop those skills. First, policy makers should focus on non-
sectoral policies that support a digital environment and second, on sectoral policies related to education. Successful
non-sectoral policies include those that improve technological infrastructure, digitalisation of businesses and the nature
of online content.

Technological infrastructure refers to physical infrastructure and telecommunications networks (e.g. the costs, quality and
speed of Internet access) and is essential for developing digital skills. Corporate digitalisation also contributes to skills
development as education systems tend to adjust their teaching to meet labour-market requirements. If businesses demand
more digital skills, students are more likely to develop these in school. In addition, the richness of online content can be
a driver of digital skills development. In larger language communities (e.g. France, Germany, Spain, the United Kingdom
and the United States) there is more positive online content for children available in their local language in comparison
with smaller language communities (e.g. the Czech Republic, Greece and Slovenia) (Livingstone and Haddon, 2009,
Those children are likely to have more online opportunities and better digital skills (UNESCO, 2018

1331)'
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Education policies that foster the development of children’s digital skills are those that provide ICT in schools, training
for teachers, and support the integration of technologies into school curricula. The Republic of Korea and Singapore are
good examples of how education policies can lead to higher levels of digital skills among schoolchildren. The growth
strategy of the Republic of Korea includes massive investments in the so-called Smart Education Initiative since 2009 to
digitalise education. Since 1997, Singapore has an ICT Master Plan for Education that reflects education policies related
to improving children’s digital skills. Other countries have adapted policies that go beyond teaching children basic
technical skills. For example, in the United Kingdom, coding is now part of children’s compulsory education. Students
in Denmark can use the Internet while taking certain school examinations. The aim there is to teach children how to
process and critically evaluate content rather than learning it by heart. In Norway, all students have to take a national
digital skills evaluation test (UNESCO, 2018

[132])'

Considerations for policy development

Even though children often seem to understand technology better than adults do, they need guidance on how to use
technology in a responsible and positive way. The following set of messages are important to consider when developing
policy (Hooft Graafland, 2018,,):

¢ Adults who understand online safety and are able to use technology seem to be more successful in guiding children’s
digital use. Therefore, it is crucial that parents and teachers receive information on online safety and advice on how

to help children manage online risks (Livingstone, Davidson and Bryce, 2017, ).

e Children need to be stimulated to become content creators and not just receivers (Livingstone, Davidson and Bryce,
2017 ,,,)- The Internet offers many opportunities for creativity and civic engagement, yet only 20% of children take
advantage of them (Byrne and et al, 2016,,,,). Most children still use the Internet for ready-made, mass-produced

content, such as watching online video clips or listening to music.

e Empirical research has shown that children’s socio-economic background and their level of digital skills are related
such that children from more advantaged backgrounds tend to have higher digital skills. Special efforts should be made
to overcome these inequalities and ensure that disadvantaged children receive the support and guidance they need to
succeed in a digital world (Hatlevik, Gudmundsdéttir and Loi, 2015, . ; Hooft Graafland, 201 8-

(1361
¢ Children are the most frequent users of digital media and know best what new risks they are experiencing online.

Policy makers and education practitioners should therefore actively listen to children and engage them in an ongoing

conversion about how to use technologies in a responsible way (Third and et al, 2014, ).
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¢ Policy solutions to common challenges should be based on robust evidence. Although seemingly self-evident, this
is not always the case, especially regarding current fears that technology is harmful for children. Policy makers
should encourage quantitative and qualitative research, as this is vital to support claims regarding the impact of new

technologies on children’s behaviour and development (Byrne and Burton, 2017, ,.).

CONCLUSIONS

While people have different views on the role that digital technology can and should play in schools, one cannot ignore
how digital tools have fundamentally transformed the world outside of school. People who cannot navigate through the
digital landscape can no longer participate fully in social, economic and cultural life. Technology should therefore play
an important role in providing students with the 21st-century skills they need to succeed, and in providing teachers with
learning environments that support 21st-century methods of teaching.

Claims that digital technologies will make teachers redundant seem generally unfounded. The heart of teaching has
always been relational, and teaching seems to be one of the most enduring social activities. So there will be more, not
less, demand for people who are able to build and support learners. The value of teaching as a key differentiator is only
bound to rise as digitalisation leads to the unbundling of educational content, accreditation and teaching that make
up traditional schools. In the digital age, the educational content of today will be a commodity available to everyone
tomorrow. Accreditation still gives educational institutions enormous power; but what will micro-credentialing do to
accreditation when employers can directly validate specific knowledge and skills? In the end, the quality of teaching
seems the most valuable asset of modern educational institutions.

Still, as in many other professions, digital technologies will likely be used to perform many of the tasks now carried out
by teachers. Even if teaching will never be digitised or outsourced, routine administrative and instructional tasks that
take valuable time away from teaching are already being handed over to technology. Technology can elevate the role
of teachers from imparting received knowledge towards working as co-creators of knowledge, as coaches, mentors and
evaluators. Even today, intelligent digital learning systems can be adapted to suit personal learning styles.

Information and communication technology (ICT) is therefore changing the way children are learning. Not only schools,
but also early childhood educational institutions are exploring ways to integrate ICT into the learning environment. But
the availability of ICT in educational institutions is only one aspect of this shift. Education systems need to re-evaluate
their curricula, and teachers need to reassess their teaching styles, to ensure that ICT is used effectively. Education policies
that foster the development of children’s digital skills are those that provide ICT in schools, training for teachers, and
support the integration of technologies into school curricula.

At the same time, given the ubiquity of technology in the lives of 21st-century children, a concerted effort needs to be
made to protect children from the risks associated with technology use, including cyberbullying, phishing, access to
unsuitable material and pornography, and “grooming” by strangers. But parents and educators should keep in mind
the potential benefits of ICT use, such as forming and sustaining friendships, developing digital skills relevant for the
21st-century labour market and accessing nearly limitless information.
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Notes
1. This was previously thought to be 700-1 000, and was updated by the Center on the Developing Child at Harvard University in 2017.

2. Magnetic resonance imaging refers to producing structural images of organs, such as the brain/central nervous system; functional magnetic
resonance imaging detects changes in blood flow following enhanced neural activity from task-induced cognitive changes or as a result

of “unregulated processes in the resting brain” (Logothetis, 2008, ; Glover, 2011, ).
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Folkemgdet 2019

Oversigt over de arrangementer, DUS-organisationerne hver isaer forventer at afvikle pa Fol-
kemgdet 2019.

Der er til orientering tale om forventede arrangementer. Der kan dermed i sagens natur ske
gndringer frem mod Folkemgdet.

Uddannelsesforbundet

e Brinkmann, Friis og Tanggard i verdensmailenes tegn
Fallesarrangement: BFA Velfard og Offentlig administration, GL, DLF, KL og Uddannelses-
forbundet
D. 14. juni kl. 13.30-14.30 i BFA’s telt

¢ Debat om den Forberedende Grunduddannelse — Hvordan bliver de uge klaedt godt pa
til uddannelse eller arbejde via FGU
Arrangement: Det Sociale netverk og Uddannelsesforbundet
D. 14. juni k.10.30-11.30 1 Det Sociale Netvearks telt

e Hvordan sikrer vi alle lige adgang til kvalitetsuddannelse, og muligheder for livslang lz-
ring (verdensmal 4)?
Fallesarrangement: Uddannelsesforbundet og Danske HF & VUC
D. 13. juni k1.17.30-18.30 1 Resonans’s telt

e Giver 10 klasse stadig mening?
Fallesarrangement: DLF, Efterskoleforeningen, de frie Skoler, GL, Uddannelsesforbundet
D. 15. juni kI.14.00-15.00 pa Gronbechs Hotel

e Uddannelse understotter verdensmadlene! — truer de skonomiske nedskaringer pa ud-
dannelsesomridderne Danmarks mulighed for at indfri verdensmalene?
Fallesarrangement: GL, Uddannelsesforbundet, Danske HF & VUC, Danske Gymnasier, Dan-
ske Erhvervsskoler og -Gymnasier
D. 14. juni k1.9.00-10.00 pa Fiskeriskolens undervisningsskib, Athene, placeret ved Ydermolen i
Allinge havn

e Mingel arrangement
Arrangor: Uddannelsesforbundet
D. 14. juni k1.16.30-17.30 i FTF-A’s telt

Dansk Magisterforening

Torsdag 13. juni

MI63057:30F I Seniordebat DM/MP Pension

_ Quiz med ordforerne om DM studerende/DM
uddannelsespol

Fredag 14. juni

_ Forskningspolitik DFF og DM

F12:00 =300 Ytringsfrihed DM og D]

Lordag 15. juni

Fagforeninger og stude- DM stud/DM
rendes trivsel
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Danmarks Leererforening

Dag Tid Titel

Torsdag | 13:00-14:00 Et loft til praksisfagligheden i folkeskolen - vil det virke i praksis?
Torsdag | 14:30-15:30 S tag dig dog sammen!

Torsdag | 16:00-17:00 Har vi rad til fellesskabets folkeskole?
Torsdag | 18:00-20:00 Mad og mingle

Fredag | 09:00-10:00 Morgenmad med ordforere m.fl.

Fredag |10.30-11.30 Politik og forskning

Fredag | 12:00-13:00 Ministerarrangement

Fredag |13.30-14.30 AULA

Fredag | 15.00-16.00 Foraldresamspil - samspil med foraldre
Fredag | 16:30-17:30 ALF

Fredag |17:45-18:30 Styring, ledelse og dommekraft

Lordag |10:00-11.00 Den gode skolestart

Lordag |12:15-13:00 Konsopmarksomt samfund - og folkeskole
Lordag |13.30-14.15 Ytringsfrihed eller -pligt?

Lordag | 16:30-17:30 KLF og BLF

Gymnasieskolernes Leaererforening

e Sarbare unge - hvad gor vi for at demme op for stigende mistrivsel blandt unge?

Hbyvor: Akademikernes Hus

Hvornar: Fredag 14. juni kl. 11.30 — 12.30
Arrangorer:

Rammebeskrivelse

Mange born og unge mistrives. De bliver stressede, far angst eller marker pa andre mader, at li-
vet ikke altid er let. I ungdomsuddannelserne bukker flere under og har brug for hjelp. Med fort-
satte besparelser, faerre lerere og generelt store udfordringer med at fa okonomien til at henge
sammen pa skolerne, bliver det stadigt vanskeligere for leererkollegiet at fa afsat tid og ressourcer
til at handtere de sarbare unge og hjalpe dem, evt. videre i en egentlig behandlingsproces.

At problemstillingen er aktuel og voksende, viser en helt ny undersogelse fra Det Nationale
Forsknings- og Analysecenter for Velferd, VIVE. Undersogelsen dokumenterer, at flere unge pa
15 og 19 ar har faet det verre. Og det er specielt pigerne, der ikke er tilfredse med deres liv.

Men hvad er arsagen til den stigende mistrivsel, og hvad kan uddannelsesinstitutionerne gore for
at hjelpe de unge? Det er nogle af de sporgsmal, vi stiller i debatten.

Hyvis uddannelse betaler sig — hvorfor sa spare pa den?
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Hvor: Fiskeriskolens undervisningsskib, Athene, som DE-G disponerer over. Skibet laeg-
ger til kaj ved Ydermolen i Allinge havn.

Hvornar: Fredag 14. juni k1. 9.00 — 10.00

Arranggrer: GL, Uddannelsesforbundet, Danske HF & VUC, Danske Gymnasier, Danske Er-
hvervsskoler og —Gymnasier

Rammebeskrivelse

De fleste er enige om, at uddannelse betaler sig, og at uddannelse direkte understotter flere af
FN's Verdensmal. Det galder kampen mod ulighed, understottelse af baredygtige byer og lokal-
samfund og muligheden for at fa et anstzendigt job og fremme okonomisk vakst.

Pa Folkemodet vil organisationerne debattere, om Danmarks indfrielse af Verdensmalene er tru-
et af den forte okonomiske politik pa uddannelsesomraderne, der har medfort og vil medfore
store nedskearinger i de kommende ar.

Ved hjzlp af konkrete og succesfulde eksempler kastes lys over, hvad uddannelse kan bidrage
med, og hvorfor det er et samfundsmassigt problem , hvis der sker en gradvis forringelse af de
offentlige uddannelsestilbud.

Moderator indleder og sztter rammen for debatten, bl.a. med reference til Verdensmalene. Det
praciseres, at debatten kredser om tre tematiske vinkler: Geografi - nerhed til uddannelse, inte-
gration - fremmet ved hjxlp af uddannelse og virksomheders behov for uddannet arbejdskraft.

e AE-undersggelsen om studenter i erhvervsuddannelser
Hvor: Akademikernes Hus pa gardspladsen
Hvornar: Lordag 15. juni kl. 10.30 — 11.30
Arrangorer:  GL og Danske Gymnasier

Rammebeskrivelse

Formalet med arrangementet er at satte fokus pa den konkrete verdi af bade at have en studen-
tereksamen og en erhvervsuddannelse — det gaelder for den unge og for arbejdsmarkedet og der-
med samfundet.

Med konkrete eksempler fra unge med bade stx- og eud-baggrund og fra virksomheder, der har
ansat medarbejdere med bade studentereksamen og en erhvervsuddannelse, vil vi vise, at det for
nogle unge og for erhvervsliv og arbejdsmarked har en stor positiv verdi at tage en erhvervsud-
dannelse efter en gymnasieuddannelse.

e Brinkmann, Friis og Tanggaard i verdensmalenes tegn
Hvor: ArbejdsmiljoLoungen
Hvornar: Fredag 14. juni 13.30 — 14.30
Arranggrer:  BrancheFallesskabet for Arbejdsmiljo for Velfard og Offentlig administration,
Uddannelsesforbundet, KL, DLF og GL.
Moderator:  Trine Sick

Rammebeskrivelse

Hvordan kan vi skabe kvalitetsuddannelse og sunde jobs med hoj trivsel pa uddannelsesinstituti-
onerne? Eventet vil tage udgangspunkt 1 FN’s Verdensmél nummer 3 om "Sundhed og trivsel®
og nummer 4 om ‘Kvalitetsuddannelse™. For er de to mal modsatninger? Eller understotter de
hinanden? Begge mal bliver udfordret af forskellige tendenser i ledernes og undervisernes ar-
bejdsmiljo. Oplev de tre eksperter Svend Brinkmann, Lene Tanggaard og Malene Friis debattere,
hvordan vi kan skabe kvalitet i uddannelse og samtidig et godt arbejdsmiljo for ansatte pa ud-
dannelsesomradet.

e Giver 10.klasse stadig mening?
Hvor: Gronbechs hotel, Restaurant Vilhelm
Hvornar: lordag 15. juni kl. 14.00 — 15.00
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Arranggrer: Frie Skolers Larerforening, Efterskoleforeningen, GL, DLF og Uddannelsesfor-
bundet

Beskrivelse af omdrejningspunktet

Hvad er meningen med 10.-klasse? Skal dette skoledr bruges til at gore eleverne klar til livet eller
erhvervslivet? Regeringen har nedsat en ekspertgruppe, som skal give 10.- klasse et grundigt gen-
nemsyn, sa 10.- klasse i langt hojere grad bliver begyndelsen pa en erhvervsuddannelse frem for
afslutningen pa grundskolen. Ekspertgruppen skal ogsa komme med anbefalinger til, hvordan
10.- klasse kan erhvervsrettes. Og Danmark far brug for flere unge med en erhvervsuddannelse.
Det er der ingen, der er uenige om. Nogle politikere og interesseorganisationer presser pa, for at
de unge kommer hurtigere igennem uddannelsessystemet og valger uddannelser, som arbejds-
markedet har brug for. Men skal 10.-klasse udelukkende malrettes erhvervsuddannelserne? Og
giver det mening med 10.-klasse, som er almen dannende og ikke rettet mod nogen saxrlig ung-
domsuddannelse?

Frie Skolers Leererforening

e Andsfrihed - eller det vilde vesten?
Ved dette event diskuteres nogle af de sporgsmal, der ligger som undertoner 1 hojspandte politiske
debatter. Vi sporger deltagerne: Er den danske kultur truet af muslimske skoler? Skal de frie skoler
have lov til at veere frie og anderledes? Skal retten til at oprette og drive frie skoler kun vare forbe-
holdt sarlige grupper? Er Danmarks selvforstaelse, med henvisning til historie, sprog, kultur og tro,
udfordret af religiose ekstremister? Og skal lovgivere ad lovens vej styre anderledes tenkende?
Ytringsfriheden og andsfrihed fremhaeves i politiske skiltaler som en serlig dansk verdi. Andsfrihed
betyder: friheden til at tenke og danne sig sine egne forestillinger og meninger.
Spergsmilet er, om vi i kampen mod fundamentalisme undertrykker det frihedssyn, som er funda-
mentet for det danske demokrati. Meget tyder p4, at vores tolerance for religiost funderede skoler bli-
ver mindre, og nogle mener, vi bevager os over i sindelagskontrol.
Men hvori bestir frygten? Tror danske politikere, at vi er pa vej mod »det vilde vesten« med reaktio-
nzre islamiske hadpredikanter og formummede morkemznd i rollerne som lovlese autonome? Er
det virkelig nedvendigt at lovgive om, hvilket verdigrundlag mennesker skal samle sig om? Og hvad
betyder det for vores sedvanlige frisind og andsfrihed?
Frie Skolers Lzrerforening og Dansk Friskoleforening star bag arrangementet, og vi er optagede af
frihedsgraderne og samfundets evne til at handtere mangfoldigheden. De senere ar har vi set en rakke
lovaendringer, som sigter pa at regulere friskolers og private grundskolers vardisyn. Men skal og kan
man lovgive om livs- og menneskesyn?

Debatform
Traditionel debat mellem politiske modpoler og interessenter, modereret af journalist Jeppe Soe.

Deltagere

Morten Messerschmidt, MEP og folketingskandidat, Dansk Folkeparti
Jakob Selvhej, MF, Enhedslisten

Uffe Rostrup, formand, Frie Skolers Larerforening

Peter Bendix Pedersen, formand, Dansk Friskoleforening

Tid og sted
FTF-A-teltet, lordag kl. 10.30-11.30

e Giver 10.klasse stadig mening?
Hvad er meningen med 10.-klasse? Skal dette skoledr bruges til at gore eleverne klar til livet eller er-
hvervslivet?
Regeringen har nedsat en ekspertgruppe, som skal give 10.- klasse et grundigt gennemsyn, sa 10.-
klasse i langt hojere grad bliver begyndelsen pa en erhvervsuddannelse frem for afslutningen pa
grundskolen. Ekspertgruppen skal ogsd komme med anbefalinger til, hvordan 10.- klasse kan er-
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hvervsrettes. Og Danmark far brug for flere unge med en erhvervsuddannelse. Det er der ingen, der
er uenige om. Nogle politikere og interesseorganisationer presser pa, for at de unge kommer hurtigere
igennem uddannelsessystemet og valger uddannelser, som arbejdsmarkedet har brug for. Men skal
10.-klasse udelukkende malrettes erhvervsuddannelserne? Og giver det mening med 10.-klasse, som er
almen dannende og ikke rettet mod nogen sxrlig ungdomsuddannelse?

Form
Klassisk debat, med moderator.

Deltagere

Camilla Hutters, Ekspertudvalget,

Jakob Selvhej (E)

Jonathan Pedersen fra EEO

Torben Vind, det alternative ekspertudvalg

Arrangorer:
Efterskoleforeningen

Frie Skolers Lzrerforening
Gymnasieskolernes Larerforening

Tid og sted
Gronbechs hotel, Restaurant Vilhelm,
Lordag d. 15.6. kl. 14:00- 15:00

e Praestationskulturen — er det et sygt rees eller en gavnlig udvikling?
Talk around the clock — p& Folkemgdet 2019
En perlerzkke af politikere, professorer og professionelle far fem minutter til at sette ord pa deres
syn pa prastationskulturen i Danmark. Vil de beskrive en syg kultur, hvor prastationsraset er ode-
leggende og de unge bryder sammen? Eller ville de tvertimod fremhave de gavnlige effekter af
strebsomheden og en udviklingsorienteret kultur?
Det finder du ud af, hvis du deltager i arrangementet, som finder sted lordag den 15. juni kl. 15.00-
16.00 1 Folkets Hus (FH).
De interessante stemmer kan sige lige det, de har pa hjerte, og publikum fér selvfolgelig anledning til
at stille et par sporgsmal, inden mikrofonen gar videre til den nzste taler. Pa en time bliver det til otte
skarpe, klare og velbegrunde minitaler. Taler med konkrete erfaringer. Taler om de store samfunds-
mzssige fordele eller ulemper, om arbejdsliv, uddannelse, vakst og udvikling — om prastationskultu-
ren pa godt og ondt.

Deltagere:

Niels Egelund, professor, DPU

Lizette Risgaard, formand, Fagbevaegelsens Hovedorganisation (FH)
Lise Egholm (Tidligere skole inspektor pa Radmandsgade skole)
Merete Riisager, undervisningsminister, Liberal Alliance

Uffe Rostrup, formand, Frie Skolers Larerforening

Mads Bilstrup, formand, Dansk Socialradgiverforening

Tid: Lordag den 15. juni kl. 15.00-16.00

Sted: Folkets Hus (restauranten) — Fagbevagelsens Hovedorganisation (FH)

Arranggrer: Frie Skolers Larerforening (FSL) og Dansk Socialradgiverforening
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Frihed til frontlgbere

Hvad sker der, nar frie skoler bruger friheden til at afprove en anden padagogik, organisere skoleda-
gen anderledes eller maske sztte helt nye fag pa skemaet? Kan det bruges til noget ogsa i folkeskolen?
De frie skoler skal vare et alternativ til folkeskolen. Men alternativerne kraver en vedholdende ind-
sats for at bygge skoler pa et andet verdigrundlag end det almene politisk bestemte formal, som fol-
keskolen bygger pa. Mod skoleledere, lerere og elever, som har grebet muligheden og indrettet deres
frie skole pa en anden made end folkeskolen. Bliv klogere. Bliv provokeret, udfordret eller inspireret.
Bliv i stand til at tenke nyt om, hvordan man ogsa kan holde skole i nutidens Danmark.

Form
Minitaler 10 min. pr stk. med efterfolgende sporgsmal fra teltet.

Deltagere

Thor Haynes, lerer, Interskolen — Aarhus

Dan Chrillesen, skoleleder + elever, Esajasskolen — Hvidovre
Michael Thagaard, skoleleder + lerer, Fund Friskole - Odense
Anne-Mette Pinderup, lerer, Flemming Efterskole.

Tid og sted
FTF-A-teltet, lordag kl. 18.00-19.00

Dlkassetalen — om det 8. verdensmal: Ansteendige jobs og gkonomisk vaekst
Den opflammende tale er en klassisk fagforeningsdisciplin. Med dette arrangement tilbyder vi den po-
litisk tale en renassance pa folkemodet 2019.

Olkassetale-arrangementet er en konkurrence om at prasentere det bedste indleg om det 8. verdens-
mal: ansteendige jobs og okonomisk vakst.

Verdensmalet prasenteres i ojenhojde, nar fagbevagelsens foreningsformand og fodfolk holder pas-
sionerede taler med medrivende anekdoter og slagkraftige pointer. Hvad er et anstzendigt job, og
hvordan medvirker fagbevagelsen til at fremme sidanne jobs? Er der en modsztning mellem hensy-
net til medarbejderne og hensynet til den okonomiske vakst, og hvordan skal vi afbalancere disse
hensyn? Det er sadanne sporgsmal, talerne adresserer pa tre minutter, alt imens publikum opmuntrer
med tilrdb og klapsalver.

Tid og sted
Lordag 19.30-20.30 foran restauranten, Folkets Hus

Alle arrangementer afholdes i BUPL's telt.

Torsdag 13-14 (tidspunkt ikke endeligt bekraeftet)
Dagtilbudsomradet: Genopretningsdebat. Debat om padagognormeringer

Fredag 14-15
Fremtidens Klubtiloud Ungdomsringen — Fritidsinstitutioners betydning for unge.

Fredag 11:30-12:30
Debat om smabgrnstrivsel i samarbejde med Bgrn Vilkar

Fredag 10:30-11:30 (i KL's telt)

Folkeskolen: Folkeskolen vores hele livet — debat om skolen i lokalsamfundet.
Arrangeres i samarbejde med bl.a. KL.
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